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Abstract

This study describes a program designed to impreading comprehension through the
selection, application, and transfer of appropniataling strategies with both fictional and
informational texts. The targeted population cstegl of seventh and eighth grade middle
school students in a middle-class community invileetern suburbs of Chicago, Illinois. The
status of the family incomes ranged from low to diedevels. Evidence of the existence of the
problem included: student, parent, and teachereysnbelow grade-level scores on the Holt
Rinehart Winston Diagnostic Assessment, and fatlomaeet adequate yearly progress (AYP)
state assessment goals.

Analysis of probable cause data revealed that stad#owed a needed improvement in reading
comprehension related to the lack of applicatioreafling strategies. Assessments and teams of
teachers reported student difficulty in transferezding strategies to content area subjects. This
may have been due to the absence of explicit ictshrufor reading strategies, in addition to
unwillingness among teachers to work collaboragivelcreating opportunities to use the reading
strategies across curriculums.

A review of the solution strategies suggested ypitofessional literature, combined with an
analysis of the settings of the problem, resulted movement to administer explicit instruction
of reading strategies to help students select pplty éhe proper reading strategies while reading
fictional and informational texts. Ultimately, tesign of this study was to establish ease with
reading comprehension and the transfer of life-lIeagling skills.

Post intervention data indicated an increase irath@reness and application of reading
comprehension strategies on the post-study assetsrhewever, observations from each
teacher researcher indicated students struggkrtdl and consistently apply reading
comprehension strategies independently. Furthernoontent area teachers/colleagues
confirmed the students’ inability to transfer aqgbly the reading strategies to their curriculum.



TABLE OF CONTENTS

LIST OF TABLES ... o e e e e e e e v
CHAPTER 1: PROBLEM STATEMENTS AND CONTEXT ....coiiiiii e e 1

General Statement of the Problem............cooi i emeeee e 1
Immediate Problem CONteXt...... ..ot e e e e e 1
The Surrounding COMMUNILY........oviiiiii e e e e A
National Context of the Problem.............ccooii i e e e €

CHAPTER 2: PROBLEM DOCUMENTATION.......coiiiiii el 11

ProbIEmM EVIOENCE. .. ... e e e e e e e e e e 11
ProbabIe CaUSES. .. ... ittt e e e e e 21
CHAPTER 3: SOLUTION STRATEGY ...t i i i e e e 0024
LItEratUIE REVIBW. ... e e e e e e e e e e e e e e e et ae e 24
Project Objectives and ProCESSES. .. ...ttt e e e e s e e e 34
PrOJECt StAtEMENTS. ..o e e e e e 35
Project ACHON Plan... ... e e e e e e 35

Methods Of ASSESSMENT. ...t e e e e e e e e e 38,

CHAPTER 4: PROJECT RESULTS. ... e .04

Historical Description of the Intervention...............o.oo e e e, 40
Presentation and Analysis of the ReSUItS.............cooii it e 52
Conclusions and RecommendationS..........c.uveii it 57
R T ECHION. .t e 58
REFERENCES . ... .ttt it et et e e e et e et e et e et e et e e e e aan 60
Appendix A: Student Reading Comprehension Entr&weey..................ccoo e, 62
Appendix B: Parent Reading Comprehension Entr&uweey.................ccccvveenenn. 64

Appendix C: Considering Comprehension Teacher&ury...............................65
Appendix D: Reading Comprehension Strategies PBoiat Overview................... 67
Appendix E: Reading Strategy Overview Graphicaiger...............................78
Appendix F: Self-Monitoring Steps & Flow chart........ccccooooiiiiiiiii . 80
Appendix G: Self-monitoring T-chart ~ ClassSroom A. . oveviiieiie e, 81



Appendix H: Self-monitoring T-chart ~ ClassSroom B oo veiiiiiiiiiiieie e 82

Appendix I: Visualizing GraphiC Organizer..........cccoou it it vivmme e e eeeeeeneens 84
Appendix J: Visualizing JigSaw ACHIVITY ... ......ouuie it e e e e 86

Appendix K: Identifying Four Types of QUESLIONS.....cceevviiiiiiiiiiie i e, 88

Appendix L: Determining Importance in FictionalXte.................cccov i viiiennnns 90
Appendix M: Informational Text Feature Organizer. .ou......ccoovvveiiiniiieineannns. 92
Appendix N: Informational Text Structure Organizer...........ccooeveiieveiiie e, 93
Appendix O: Advanced Language Arts InformationaekifTProject......................... 96
Appendix P: Making Connections Graphic Organizer . .c..covcveeiieninnnnnn......98

Appendix Q: Inferring Guided NOtes Organizer............ e ieeeneiie e e aenene 100
Appendix R: It Says-1 Say-And So Graphic Organizer.............ccoviieiiininennenn. 102
Appendix S: Inferring EXit SHP......oouie i e 104
Appendix T: Synthesizing Introductory NOtes .............ocumeeeveiieiie i, 105
Appendix U: Synthesizing Introductory ACtiVIty ......cccoviiiiii i, 107
Appendix V: Synthesizing ldeas in InformationakTe.................oocoii i 109

Appendix W: Advanced Language Arts “Voices” ACtIL..........c.covevvevneennnn.. 112
Appendix X: Student Reading Comprehension Posteur..............................116
Appendix Y: Parent Reading Comprehension POSt€SUN............cccevvvieiecnnnn, 118
Appendix Z: Considering Comprehension Teacher&8urv................oooooveienen. 120



LIST OF TABLES

CHAPTER 2 - PROBLEM DOCUMENTATION

Table 1. ISAT Performance Reading Data, Site A......coceeevivviiviiieiievnennnn 12

Table 2. Student Comprehension Entrance Survey).Pa.......................coe e 13

Table 3. Parent Comprehension Entrance Survegs@am A............................ 17

Table 4. Parent Comprehension Entrance Survegs@amB............................ 17

Table 5. Holt Rinehart Winston Diagnostic Readitsgessment-..........................20
Classroom A (Seventh Grade)

Table 6. Holt Rinehart Winston Diagnostic Readisgessment-..........................20

Classroom B (Eighth Grade)
CHAPTER 4 — PROJECT RESULTS

Table 7. Top Three Areas of Growth on the HoiheRart, Winston...................... 56
Reading Diagnostic Assessment



LIST OF FIGURES

CHAPTER 2 - PROBLEM DOCUMENTATION

Figure 1. Student Reading Comprehension EntranoeeguPart I, Classroom A....... 15
Figure 2. Student Reading Comprehension EntranoeeguPart I, Classroom B....... 16
Figure 3. Considering Comprehension Teacher Su@mgsroom A & B................19

CHAPTER 4 - PROJECT RESULTS
Figure 4. Comparison of Student Reading ComprebarSurveys, Classroom A....... 53

Figure 5. Comparison of Student Reading Compreber&urveys, Classroom B...... 53



CHAPTER 1
PROBLEM STATEMENT
The students of the targeted seventh and eightteganguage arts classrooms exhibited
a lack of ability to select and apply appropriaading strategies to both fictional and
informational text. Evidence of the existencehs problem included: student, parent, and
teacher surveys, below grade-level scores on thieRiteehart Winston Diagnostic Assessment,
and failure to meet adequate yearly progress (Ast&te assessment goals.
Research Site
The site for this research was a middle schooltémtan the western suburbs of Chicago.
The site had a student population of 830 studehit® racial/ethnic background of the students
consisted of the following: 64.4% Caucasian, 5.6fcAn-American, 11.9% Hispanic,
17.4% Asian/Pacific Islander, and .6% Native Amanic Other district information included the
following: 8.0% of the students were classified {mgome rate. These were students from
families receiving public aide; living in institats for neglected or delinquent children;
supported in foster homes with public funds; ogielie to receive free or reduced-priced
lunches. The site reported a mobility rate of 5.9Pke mobility rate was determined by the
number of times students enrolled in or left a stldoiring the school year. The student
attendance rate was 95.8%. Limited English Preficstudents included those students who
were eligible for transitional bilingual programkimited English Proficiency students made up

1.6% of the enrollment. In comparison with staterages, the site’s Limited English Proficient



and mobility rates were below the state’s averageever, the site’s attendance rate was above
the state average (lllinois School Report Card 2005

The school was comprised of 102 staff membergf&#ich were certified and 34
uncertified (including secretaries, classroom aidesl custodial staff). Of the certified staffy te
were male and 58 were female. The 11 sixth gnasteuictors had unique teaching assignments,
in that each staff member was responsible for iegdt least two content areas.
Comparatively, seventh and eighth grade teachetsséal on instruction in one content area.
Both the seventh and eighth grade staff members digided between two instructional teams
per grade level that consisted of: four languatggtaachers, two mathematics teachers, two
social studies teachers, two science teacherghaeel foreign language teachers. A special
education team of ten, facilitated the supplemgntadjrams offered at the site, in addition to
their responsibilities as co-teachers. Physicatation instructors and related arts teachers
made up a separate team of 11, who were respoifgititaching at all three grade levels. The
average teaching experience was seven years.e@ettified staff members, 60% had received
a master’s degree or above.

The two-story facility was primarily organized bgade levels and content areas, flanked
by a sixth-grade wing and related arts (Music, Ad¢chnology, Junior Great Books, Health, and
Family-Consumer Sciences) hallway. The schoolbualin 1988 and a new addition of 20
classrooms was built in 1994. Special Educatiassrboms were interspersed throughout the
seventh and eighth grade hallways. The behawiisalder classroom was recently relocated to
a classroom closer in proximity to the main offitae, discipline purposes. The Library Learning
Center (LLC) was located on the second floor diyesbove the main office, related arts area,

and gymnasiums. The cafeteria was adjacent tm#ie entrance/foyer area of the building.



In response to continual struggles to meet ISATchararks, and in addition to poor
academic achievement, the site offered severallsmgntal courses to strengthen student
performance in the areas of math and readRBAD 180was an intensive reading intervention
program designed to meet the needs of studentsewbasging achievement was below the
proficient level. The program addressed indivicuedds through adaptive and instructional
software, high interest literature, and directrmstion in reading skills. The mathematics
intervention program was a service that the disfniovided in each school to give students extra
help in mathematics. This program presented tip@rpnity to work toward filling the gaps
that existed in their mathematic knowledge. Théswot a replacement program, or a tutoring
session; it was supplemental instruction by a foedtimath teacher. The district’s sole guided
program was also based at this site. This selfatoed program served students whose primary
disability was mild to moderate mental retardatoi/or autism. Students in this program
required services for more than fifty percent @ittschool day and a functional, life-skills
curriculum in all academic areas. In efforts topsup the socio-emotional development of the
middle school student, the site also offered séwengport services, which included one-on-one
and group counseling provided by two school couwsethe school psychologist, and the
school’s prevention facilitator.

Although the site serviced three diverse commesita core group of parents helped to
keep the school unified. The Parent Teacher Aatoani (PTA), Building Leadership Team
(BLT), Character Counts Program, and community mambvolved in the mentoring program
helped build morale for both students and teach&hss band of support also equalized the

disparity among the economic background of the akhestudent population. Every three weeks



progress reports were issued. Report cards watdeme each trimester, which was about
every twelve weeks.
Classroom A & B

Classroom A of the research site was a seventledamgjuage arts classroom utilized for
teaching literature (reading skills and vocabulanydl language arts (writing, grammar,
punctuation, and spelling). Three seventh graagsels rotated through this room in three
separate ninety-minute blocks, one of which waaaelerated group of students. The
instructional time was equally divided betweenlttezature and language arts curriculum.
Similarly, Classroom B facilitated a block of aaated learners, in addition to two mainstream
sections of literature and language arts. Thisscteom was used to service eighth grade
students.

Site’s Surrounding Communities

The observed school district serviced three smaiog communities for students in pre-
kindergarten through eighth grade. The distric Wiaown as an elementary school district,
serving students in kindergarten through eightllgifaom several surrounding communities.
There were roughly 5,000 students enrolled in ib&idt’s eight schools. There were six
elementary buildings for students in kindergarteough fifth grade and two middle schools,
which served students in grades six through ei@mmmunity A consisted of approximately
48,000 residents, of which 79% were Caucasian, Afrfééan American, 9.7% Hispanic, 11.0%
Asian/Pacific Islander, .2% Native American, an@% .Multi-Racial/Ethnic. The highest level
of education ranged from: 24.6% high school graelkiab 24.2% bachelor’s degrees, to 8.7%
graduate level degrees. The majority of the hmusias owner-occupied, leaving 27.7% of the

housing renter-occupied, and the median familyimeavas $75,683. Parallel to this, the



median value of an owner-occupied home was $171\80ie the median gross rent was $798
(Village of Community A., 2000). Within Community, 60.6% of the total population was
married, 13.6% consisted of single-parent families] 25.8% of the population was single.

Community B, the postal address of the school wiées, established as a village in 1839.
At the time of the study, the village consistecipproximately 21, 903 residents, of which
82.4% was Caucasian, 2.6% African-American, 5.0%pkbtnic, 8.7% Asian/Pacific-Islander,
1.6% Multi-Racial/Ethnic, and 1.5% other race. td community’s total population, 13.2%
were foreign born. The highest levels of educatiene: 89.2% high school graduates, to 34.4%
bachelor’s degree, to 10.2% graduate level degrébs.median family income for Community
B was $67, 365, while the median home value wa®$200. This community had an
unemployment rate of 3.9% (Village of Community BO00). One advantage that attracted
people to settle in this community was the townis feal estate tax rate, which was offset by
the 1.4 million square foot mall, along with theltitude of surrounding strip malls and
restaurants. Within Community B, 57.3% of the ltp@pulation was married, 18.1% consisted
of single-parent families, and the remaining 24 &%he population was single (Chicago
Tribune 2000 Census).

The third community serviced by this school hgzbpulation of approximately 38, 278,
consisting of: 68.1% Caucasian, 6.1% African-Amemic26.7% Hispanic, 12.0% Asian, 3.1%
Multi-Racial/Ethnic, and 10.4% other. The leveledlucation ranged from: 78.7% high school
graduates, to 20.2% bachelor’s degree, to 3.9%ugtadevel degree, and 4.5% of the
population was unemployed. The median family ineamas $63,990 and the median value of

the home was $141, 500. Within Community C, 57&%e total population was married,



12.5% consisted of single-parent families, and Z9d® the population was single. Of the
citizens in this community, 28.5% were foreign b@hS. Census Bureau 2000).
District

According to the lllinois State Report Card of 80the district site had a total enroliment
of 4,669 students. The racial/ethnic backgrounthefstudents in the district consisted of the
following: 65.2% Caucasian, 5.8% African-Americag,7% Hispanic, 15.8% Asian/Pacific-
Islander, .3% Native American, and .1% Multi-Rait#hnic. Other district information
included the following: 5.6% Limited English Praéat, 7% low-income rate, .3% chronic
truancy rate, 9.3% mobility rate, and a 95.6% ald&ce rate. As a whole, the district was below
state averages in the areas of Limited Englishi€eott rate, low-income rate, chronic truancy
rate, and mobility rate. Conversely, the distweis slightly above the state average attendance
rate.

The district passed its first educational refetendn twenty years in March of 2004 to
support curricular development and implementatiosupplemental programs. In the past five
years, all curricular subject areas had been readeand revised. New curriculum materials had
been purchased in language arts, math, sciencesoaial science. Due to the community’s
dissatisfaction with a referendum struggle at tis&ridt’'s secondary level, mobility rates within
the district were on the rise. This district aésgerienced a large influx in the number of

students moving in from urban settings.



National Context of the Problem

America continues to become a nation of non-readgitechnology advances and the
need for exposure to different types of text isuadtl. Parallel to the decline in reading,
students’ ability to comprehend what they readgriicantly compromised. As a result, many
schools are focusing on the explicit instructiomadding strategies to improve reading
comprehension, a method of delivery proven to bectife (Harvey and Goudvis, 2000).

As reported by the National Endowment for the ANEA) Reading at Riskeport in
July of 2004, Americans, ages 18 and older, resgllleerature in the last decade in nearly every
demographic category (Dawkins, 2005). Accordinthtliterary segment of the survey, the
definition of fiction includes any novel, short stpplay, or collection of poetry, regardless @&f it
literary quality (Azzam, 2005). However, text dadivided into two main genres: fictional and
informational. The informational genre includeswspapers, magazines, websites, book
reviews, reference materials, and other expostexis.

Between 1982 and 2002, the NEA found that readcigphal text among adults in the
United States declined ten percent, which represeidss of 20 million potential readers
(Azzam, 2005). Although this decline is evidentll age groups, it is most noticeable in the
youngest group (18-34 years old) that was surveyed.982, adults ages 18-34 were the most
likely group to read literature; however, in 20@&tgroup was the least likely to read literature.
A contributing factor to the decline in reading it the youngest age sector correlates with
increased use of a variety of electronic media ézz2005).

However, rates of reading are on the decline widttiiage groups, academic, and ethnic
backgrounds. Even amongst college graduates igp&ldecreasing. Only 67 percent of college

graduates engaged in fictional reading in 2002, pamed with 73 percent in 1982 (Azzam,



2005). The survey also found that “the highestlirearate [is] among White females (61
percent), whereas the lowest is among Hispanicsiak percent)” (Azzam, 2005). According
to Azzam (2005), the population studied that regméssthe literary reading rate for the U.S. is
divided: approximately half U.S. Hispanics and mmadh-Hispanic Whites. Consequently, the
extensive drop in reading rates may in part betduke dramatic increase in the Hispanic
population.

As a result of the rising number of Americans wioandt (and/or cannot) read, in
conjunction with an isolated approach to teacheayping strategies, comprehension problems
persist because students fail to transfer readdlgniques to texts outside the language arts
classroom. While the current strategy-based rgadstruction is a step in the right direction,
Rhoder (2002) states, “teaching mindful readingtdamthe sole responsibility of the resource
room or reading teacher. Promoting active, mindfalding and teaching students to use
strategies is every teacher’s responsibility” @) In order for students to retain effective
reading skills, they need to apply reading straegiith different genres and across the
curriculum. Recent studies find that the “Standrid Approach, which centers around isolated,
generic strategy training courses, just doesn’kvawer the long run. Students are taught too
many strategies in too little time, with little apunity for practice and transfer” (Rhoder, 2002,
p. 507). With a movement toward an embedded agpr,avhich would provide this necessary
practice, students gain comfort with differentigtihese reading strategies and apply them
subconsciously. However, this presents a probkesoae content area educators worry about
the loss of instructional time and feel a lack @fmdort with the explicit instruction of reading
strategies. Furthermore, teaching reading stresegould require more training for teachers of

all subjects and more time invested in preparimgkass (Rhoder, 2002).



In order for students to be successful in transfgmeading strategies to informational
and fictional texts, the reading material preseimeriass needs to be within their instructional
level. According to Vygotsky (1978):

The tasks must be just beyond students’ capasiliféhe text] can’t be too

easy....Students who read independent-level textsreminey can breeze along on their

own, feel no need to be mindful or strategic toamsthnd. However, the tasks can’t be
too difficult either, because too little succesduees students’ self-confidence and
motivation.... In other words, texts used for strgtggining should be at the students’

instructional level. (p. 499)

Additionally, students need to monitor their usehaf strategy through metacognitive reflection
and assess how well it is improving their compreimm

At the same time, in order for students to be sssiul at selecting and transferring
reading strategies, teams of teachers must wogkthegand create opportunities to use these
skills across curriculum. However, most teachleas tome to work on teaching teams do not
view teaming as a primary responsibility. Kainweg (1998), “Teaming does not mean getting
done with meetings so you can get back to thewedd of teaching—it is the world of
teaching” (p. 44). Teachers want to spend theieti-their limited, valuable time—on matters
that influence their work directly. The problenthst in order to help students build connections
among subject areas, teachers must reconcepttiadizevork. “No longer are they ‘dispensers
of information,’ loyal to the subject by their nasnar the textbook on the shelf. They are now
inquirers, leading other inquirers” (Kain, 1998, p. 46). tYlee problem persists because this
shift in philosophy, combined with the demandsdach classroom teacher, does not leave

enough time to devote for cross-curriculum disaussi
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Consequently, team interactions include matteksusiness rather than interconnections
among subject areas. Dealing with deadlines, lr@gndtudent concerns, and discussing
upcoming assessments/events takes priority dueigng tmeetings. This “business”, which
reduces time, could be devoted to conversationsezraing connections between the students’
classes. “It's far easier to discuss the businéssfield trip than it is to discuss the idea of
interconnections among subject areas; we’'ll talkudbhe business of managing a particular
student’s behavior more readily than [how readingtegies can be applied across content
areas]” (Kain, 1998, p. 45). Items that can bélyaddressed take precedence on the team
agenda because they do not add additional instnadtresponsibilities or intensive
collaboration.

As the percentage of readers in America contiguwddtreases, the need for teaching
reading strategies is essential. However, evem explicit instruction of these strategies,
students are unable to transfer and apply theextoutside of the language arts classroom.
Within the middle school philosophy, teams of teastave the opportunity to collaborate and
use reading strategies to improve comprehensitotbf informational and fictional text across
curriculum. Students’ struggle to transfer readitrgtegies remains a problem due to staff
resistance to accept the philosophy that all teaclre teachers of reading. Furthermore, this
idea is challenged by time constraints. Nonetlseliéss crucial for teachers of all content areas
to guide students in the practice of utilizing #ésols to increase reading comprehension. This
national problem will persist until teachers recagrtheir responsibilities to support this life-

long skill of comprehension and parents suppodirgpoutside of school.
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CHAPTER 2
PROBLEM DOCUMENTATION
Problem Evidence
Evidence of reading comprehension problems existédth Classrooms A and B,

despite their differing grade levels and curricutunin order to investigate the improvement of
reading comprehension, several reading instrunveeits developed. They included: student,
parent, and teacher surveys; areas of weaknestes thie adequate yearly progress (AYP) state
assessment scores; and results from the Holt Rindhaston diagnostic reading assessment.

Site A- Analysis of State Standardized Test Scores

The Illinois Standard Achievement Tests (ISATadbninistered each spring to students
in Classroom B. At the time the research topic determined, students in Classroom A were
not required to take the ISAT in the area of regdiBtudents’ results are reported in four
comparison groups to show performance relativdlitmis learning standards. The four
performance levels for the learning areas testedexiceeds standards, meets standards, below
standards, and academic warning.

In the area of Reading, 19.9 percent of the eighalde students at Site A did not meet
state standards as measured on the 2005 ISAT.p&hientage of students shows improvement

in all four performance levels in relationship t@yous years.
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Table 1

ISAT Performance Reading Data, Site A

Student Performance Lev 2003-2004 2004-2005
School Year School Year
Warning 0.4% 0.0%
Below 25.2% 19.6%
Meets 67.3% 68.0%
Exceeds 7.1% 12.5%

Although no students were reported at the warnarfopmance level, and there was growth in
the percentage of students identified as belowdst@s performance area from the previous
year, the percentage of students not meeting stasdamained significant. Approximately
one-fifth of the student population was still ureatid read at grade-level. Additionally, rapid
improvements in the area of reading comprehensgne wrucial for the students in the
racial/ethnic background, economically disadvandaged students with disabilities (those with
Individualized Education Plans) subgroups. As regubin the 2005 school report card, 50.0
percent of the African-American students, 44.1 eetof the Hispanic, and 14.0 percent of the
Asian/Pacific Islander eighth grade student poputalvas below standards in reading. Of the
students who were identified as economically disateged (students who come from families
receiving public aid; live in institutions for negited or delinquent children; are supported in
foster homes with public funds; or are eligibledceive free or reduced-price lunches), 71.4
percent did not meet AYP. In addition, 62.7 petadreighth grade students with disabilities
(those with Individualized Education Plans) did naet grade-level standards on the AYP

assessment.
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After reviewing the state assessment scores,tbatiher researchers agreed that the
results accurately reflect what is observed inddlaesroom. An intervention to improve reading
comprehension was determined to be useful to dfeigtudents with the necessary tools to
improve reading comprehension; thereby increasiegitimber of students who meet the state
standards.

Student Comprehension Entrance Survey- August 2006

Students were asked to complete a preliminaryeyuregarding independent reading and
comfort with the application of reading stratedidppendix A). In Part | of the survey
conducted, students were asked to rate how frelyubiety read different types of literature
(both informational and fictional) using the followg scale: frequently (3), sometimes (2), never
(1). Part Il of the student survey directed stuslém assess how frequently they applied reading
strategies (self-monitoring, visualizing, questianidetermining importance/main idea, making
connections, inferring, and/or synthesizing) widading, using the scale of frequently (3),
sometimes (2), or never (1). Results indicatednscstencies; however, over 90 percent of the
students surveyed agreed that reading is necetssangceed in the adult world. Even so, many
students reported never reading informationalairdinal text outside of the classroom setting.
Table 2
Student Comprehension Entrance Survey, Part |

Reported as Never Rea Classroom A Classroom B

Informational Text 25.9% 32.2%

Fictional Text 37. 7% 44.0%
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Informational text included: newspapers, magazinehsites, historical books,
auto/biographies, manuals/instructions, e-mail/cbains, textbooks/assignments. Fictional text
included: novels, poems/song lyrics, plays, andicenThe substantial gap between the two
genres of text reflects the shift in society’s fe@mn computer/internet, television, and other
technological advancements. With the continuedrgeree of more interactive media, it
appears there is less time and/or motivation td fietional text in the form of novels, short
stories, plays, and comics.

This survey also provided information detailing ihdependent usage of reading
comprehension strategies. A majority of the sttslenboth classrooms surveyed indicated they
sometimes make use of reading strategies beforgilor after reading. These results confirm
the teacher researchers’ observations, which reslestiidents were less apt to apply reading
strategies without guidance and prompting. In &laem B, nearly half of the students surveyed
claimed that they never applied the strategiegldsonitoring and visualizing. The data
supports the trend that as students progress thithegr elementary education, they dismiss the
significance of self-monitoring and visualizing, i are viewed as “childish” and repetitive
strategies. This information is supported by thadollected from eighth grade students in
Classroom B, in addition to teacher researcherséntations and discussions with students.
Students claim that applying such strategies fatessrthem, as it interrupts the reading process.

Fewer than 20 percent of the total students sudségguently utilized the strategies of
guestioning or determining importance/main ideae $tudents’ reluctance to use these
strategies suggests a lack of familiarity with sheps necessary to develop such higher-level
thinking. On the other hand, a majority of thedstots reported frequently inferring while

reading, despite the fact that this strategy regutomplex thinking. Predictions, a type of
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inference, play a key role in reading instructi@gimning in the primary grades, making students
comfortable with the application and use. Thamefthe survey data reinforces the concept that

through continual instruction, reading comprehemsivategies become more inherent.

Student Reading Comprhension Entrance Survey,
Part Il, Classroom A
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Figure 1.Student Reading Comprehension Entrance Survey|IP&@tassroom A
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Student Reading Comprehension Entrance Survey,
Part Il, Classroom B
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Figure 2.Student Reading Comprehension Entrance Survey]lP&tassroom B

Parent Comprehension Entrance Survey- August 2006

Parent surveys (Appendix B) were administered to ga understanding of the presence
of reading in the home environment. The questioeraso asked for information about parent-

student communication regarding reading. Staisthow that parents of the students involved

in the study seldom model and discuss what theyea@ing with their child. Additionally,

parents reported conversation concerning theirestisd reading material and comprehension as

being infrequent.
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Parent Comprehension Entrance Survey, Classroom A
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Never Sometimes | Once/week Two-three/ More than
week two-three/week
Do you share
informationthatyou | 5005 | 35.0% 25.0% 16.7% 18.3%
read with your child?
Do you communicate
with your child about
what he/sheis
reading? 3.3% 45.0% 13.3% 20.0% 18.3%
Do you communicate
with your child
regarding hisher 11.9% | 55.9% | 13.6% 10.2% 8.5%

comfort with reading?

Table 4

Parent Comprehension Entrance Survey, Classroom B

Never

Sometimes

Once/week

Two-three/

More than

Do you share
information that you
read with your child?

5.8%

25.0%

26.9%

week

25.0%

two-three/week

17.3%

Do you communicate
with your child about
what he/sheis
reading?

1.9%

44.2%

17.3%

17.3%

19.2%

Do you communicate
with your child
regarding his’her
comfort with reading?

25.0%

48.1%

9.6%

9.6%

7.7%

The recent decline in independent reading outdidiesoclassroom across America, and within

the site classrooms, becomes clearer considerimgenage of 35.2 percent of the parents

surveyed share information they read with theitdcbnly sometimes or never at all.

Furthermore, the lack of discussion between pamamdstheir student about reading

comprehension contributes to the widening gap betwehat is read and what is understood.
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The responsibility for this communication does li®solely with the parents, however;
the parent survey reported that students wereanthtdoming with sharing ways they have
learned to improve their reading comprehensionfadt, only one-third of the students involved
in the study volunteered information about theteties and techniques learned in school.

Considering Comprehension Teacher Survey- Augusb 20

Staff members who worked on the same team with &sacher researcher completed a
pre-study survey (Appendix C), which asked therodwsider the use of reading in their
classroom. Results highlighted a dramatic incréasiee expectations for out-of-class reading
between students of Classroom A (seventh grade}tadents of Classroom B (eighth grade).
For example, in seventh grade 60 percent of thehtza assigned outside reading one time each
week; 40 percent of the academic teachers nevigmassoutside-of-class reading. Conversely,
80 percent of the eighth grade teachers surveyeelctad their students to read outside of class
at least two to three times per week. This severease in expectations for independent
reading is unrealistic when considering the lackraictice in the content area classrooms with
guidance provided by the teacher. Furthermoreatheunt of time provided for silent reading
in the classroom is minimal and reduces the stgtdepportunities to apply reading strategies
independently to content area reading. The sutedy reveals 40 percent of the teachers

surveyed in both grade levels never allotted timelass for silent reading.
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Considering Comprehension Teacher Survey
Classrooms A & B
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Figure 3.Considering Comprehension Teacher Survey, Classfoé&nB

Holt Rinehart Winston Diagnostic Reading Assessm@&ntust 2006

The teacher researchers administered reading coems®n diagnostic assessments to
determine the strengths and weaknesses of therseaitihe outset of the study. Text selections
presented on the diagnostic assessment includadibtional and informational passages. All
guestions were designed to measure specific reatliatpgies. The strategies included: self-
monitoring, visualizing, questioning, determinimgportance/main idea, making connections,
inferring, and synthesizing.

In Classroom A (seventh grade), students struggléae area of determining
importance/main idea. Of these students, 21.1% weable to correctly identify the main idea
in fictional and/or informational texts. Furtherrapstudents experienced difficulty with the
higher-level strategies of making connections amdhesizing.

Likewise, the students in Classroom B (eighth grdolend the strategies of making

connections and synthesizing most difficult. Thessailts suggest that students lacked the
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practice required to fully develop the independsrilication and use of these strategies; in fact,
often students were challenged even to definetthgegies. In addition, the unfamiliar content
of the passages indicates students were unablake oonnections and synthesize.

Table 5

Holt Rinehart Winston Diagnostic Reading Assessn@assroom A (Seventh Grade)

Correct Incorrect
responses responses
Making Connections 69.0% 31.0%
Synthesizing 69.0% 31.0%
Table 6

Holt Rinehart Winston Diagnostic Reading Assessnt@assroom B (Eighth Grade)

Correct Incorrect

responses responses
M aking Connections 75.2% 24.8%
Synthesizing 79.6% 20.4%

The diagnostic assessment also proved useful @rrdeting which types of questions
caused students the most complications. Questiens classified into the following four
categories: closed questions (questions from waidwers can be found directly stated in the
text), open questions (answers can be found wittgrtext, but may require searching), complex
guestions (answers which require inferential tmglj and Socratic questions (answers which
demand prior knowledge to form text-to-world corti@ts). As expected, students were most
successful in answering closed questions since theswers were readily available in the text.
Also confirming the anticipated results, Socratiestions proved to be the most difficult. The

sophisticated nature of this type of question vediected in the results.
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Probable Causes

Ensuring reading success is a critical issue mduogators face. The goal of successful
reading comprehension is to facilitate the develepnof a variety of skills and strategies among
students to improve their understanding of texirtliermore, it is expected that students transfer
the reading skills and strategies to all areagafrling. Research shows that there are several
underlying causes to explain why students do netsand apply appropriate reading strategies
to both fictional and informational texts, theretausing poor reading comprehension. The
contributing factors to the lack of transfer anddieg comprehension include: cultural and
family influences, lack of exposure to informatibtext, inconsistent usage of strategy
instruction and content area teachers’ unwillingrtesapply reading strategies within
classrooms.

Cultural influences, specifically the rise in teological developments in America, have
taken priority over reading in student leisure tinfes technology increases, text competes with
video games, television, and other electronic devicAfter theNational Endowment for the Arts
(NEA) Reading at Risk report was released in 200dyne Dawkins (2005) contended: “Youth,
according to the report, are more inclined to usaputers, the Internet and other electronic
gadgets for entertainments, rather than novelsi@p. Likewise, according to Bintz, (1997),
students spent approximately 21.4 hours per weeghivey television and playing video games.
This time replaced reading at home, as Bintz replattiat students spent 1.8 hours per week
reading non-school material.

In addition to the rising rate of students engageédchnology rather than text, a second
concern lies in how technology impacts studenttghit visualize. Modern technology provides

graphic and realistic action in television, videorges, and movies. However, as students view
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these media, they are not applying their imagimati@onsequently, students lack the skills
necessary to engage in the reading strategy cahzstion, creating details or images when
reading text (Wignell, 2001). As students turietchnology instead of reading, they face a
severe disadvantage of less exposure to variotsdexl practice in developing reading skills
and comprehension.

In addition to a cultural shift in how studentsass the nation spend leisure time, the
home environment contributes to poor reading cohmsion. According to Hill-Clark (2005),
family characteristics and the home environmenrterfce the development of cognitive skills
and reading abilities. Families are the first edacs and play a critical role in literacy
development. In addition to providing approprisgading materials, families can engage in
meaningful conversation with their children, anddwloa love of reading and writing. Parents’
reading behaviors are likely to have the greatapact on kids’ involvement with reading.
According to Scholastic’Kids and Family Reading Repdrowever, the majority of parents
could be setting a better example for their chitdiges only 21% of parents are high frequency
readers (Yankelovich, Inc. and Scholastic, IncQ&@Parental Role in Kids’ Reading, 1 2).
Furthermore, the study concludes that parents awlthore to communicate the value of
reading to their children. If parents do not digpinterest and do not support or model reading
at home, students are less likely to engage innmgddr leisure.

Environmental issues are not solely responsiblstizients’ deficiency in reading
comprehension, however; a lack of exposure to mé&tional text until the upper elementary
grades further impedes understanding. A studywcted by Chall (1983) found fourth grade to
be a pivotal turning point in comprehension andligachievement since curriculum begins to

rely more on textbooks, otherwise known as inforometl text (as cited in Allington, 2002,
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p.16). This unfamiliar structure and terminologyalves more specialized, technical terms and
abstract ideas that demand a shift to infererttiaking and reliance upon prior knowledge. As
a result, “students who have been making satisfagiagress up to this point now begin to
struggle with reading, especially content-areairepdViany never seem to recover’(Allington,
2002, p. 17). An extreme emphasis on narratives téuring the lower elementary years spurs
the problem according to Duke (2000), who found #tadents in observed classrooms spent an
average of 3.6 minutes with informational text edall. Researchers site several reasons for
this limited exposure, including: lack of resour¢esappropriately leveled resources), teachers’
own discomfort with the genre, and beliefs thatdbetent and foreign structure is too rigorous
for novice readers.

Nevertheless, such a disproportionate ratio of spent reading and addressing the
structure of informational text can be directlyateld to our nation’s struggle with reading
comprehension. As Duke (2004) points out, thetéchuse of informational text for curriculum
purposes creates a paradox within our educatigyséti:

“We are surrounded by text whose primary purposge tonvey information about the

social world. Success in schooling, the workplarel society depends on our ability to

comprehend this material. Yet many children argltacdtruggle to comprehend

informational text.” (40)

This inability to process and understand this ggrarsists, despite an increase in teachers’
efforts to incorporate informational material, doeénconsistency in approach and application.

Simply inserting informational text within lessondl not accelerate comprehension
skills. Particularly since reading this genre ilwes complex thinking skills. “Readers are

called on to comprehend ideas that may be veryasigihg, and also to extrapolate and
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remember the main ideas in order to integrate thémprior knowledge. [Additionally],
nonfiction also requires readers to uncover orgditinal patterns in order to comprehend the
relationship of ideas” (Boynton & Blevins, 2004,3%). Students left to read and comprehend
content area material independently become easibgrated and appear to lack the appropriate
strategies to make meaning of this type of text.

Understanding and analyzing informational textrisastract multi-step process; yet, this
process does not receive adequate instructionaldsrstudents encounter increasingly difficult
texts. This decline in direct instruction in reagland comprehension strategies at the secondary
level adds to the comprehension complications, ngaitiapparent that “lack of instruction
contributes to the widening gap of reading abgi@enong students and their subsequent
alienation from readin{Bryant, 2003; Baer & Nourie; Tovani & Keene, 200(®s cited in
Park, 2005, p. 5). Without the necessary skill$ stnategies, students remain unable to read for
comprehension; therefore, they are unable to aetaétheir potential in all content areas.
Furthermore, a feeling of apathy often surfacestadents realize they are poor readers but lack
the knowledge of strategies to improve their regdihilities (D’Arcangelo, 2002).

Despite the emerging signs that call for strategyruction, comprehension problems
remain as a result of unwillingness to apply thategies on both the students and teachers part.
Cuevas (2003) finds: Students are seldom willingxpend the time and effort necessary to
implement comprehension strategies, and many stsid@hate reading strategies only when
directed by the teacher.

However there is reluctance among teachers, botukge arts teachers and other
content area teachers, to assume this responstbilihodel strategy use. Teachers often assess

comprehension, but do little to guide studentsaw o comprehend a variety of written text
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structures. Instead, secondary teachers exprassdato focus on the core curriculum, believing
students should already possess skills in applsgmgprehension strategies (Rieckhoff, 1997).
The educational mantra that all teachers are teadfieeading and writing continues to be sung;
however, this idyllic philosophy does not alter ge¥spectives of teachers who view enforcing
reading strategies as an additional responsiltditake on. Cresson (1999) and Digisi (1993)
cite several reasons that these teachers aldo faiach or integrate comprehension strategies
within their classroom: namely, a lack of obligatim teach content area reading, little to no
training in content area reading strategies, anat@ude that teaching reading is not their
responsibility. O’Brien and Stewart (1990) confitiis attitude exists with their study’s

findings that secondary teachers rejected the maotiat they are teachers of reading, continuing
to view themselves as purveyors of knowledge. t€aehers involved did not see the relevance
of reading to their particular discipline or hovadéng strategies could be implemented in their
courses, suggesting that other courses were moregjate for reinforcing reading.
Consequently, this negative attitude in responsgpdying reading strategies across content
areas prevents students from engaging in the eésisgraictice and perpetuates the limited

exposure to informational texts, compounding profdevith comprehension.
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CHAPTER 3
THE SOLUTION STRATEGY
Literature Review

A review of literature in the area of applying apuriate reading strategies suggests that
explicit instruction of text structure and reado@mprehension strategies should be rehearsed
both in guided groups and independently. In addjtresearch shows when core reading
strategies are applied to both fictional and infational texts, reading comprehension and
transfer will improve.

For many years, educators have assessed readimgedmmsion; however, they have
overlooked their responsibility to ensure that etitd have the necessary skills to make meaning
of text. As Tovani (2000) reminds educators, “Regdeachers can do more thaeasure
comprehension. With explicit instruction that derswates what good readers do, struggling
readers can be taugmbwto comprehend text better” (p. 108). This camlbee by integrating
reading strategies into instruction, thereby “ggvneaders options for thinking about text when
reading words alone doesn’t produce meaning” (Tpa004, p. 5). However, teachers cannot
assume students will automatically knbawto comprehend text through the mere explanation
of core reading strategies. Beers (2003) finds: i€lp dependent readers become independent
readers, we must teach them what many of us, apamtient readers, do with seemingly little
effort. We must teach them strategies that wilbtieem understand texts” (p. 40-1). These
strategies include: self-monitoring (knowing wheratjust reading rate and reading strategies to

understand different kinds of texts); visualiziege@ting mental pictures that strengthen
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inferential thinking); questioning (forming questthat will help keep the reader engaged,
clarify confusion, stimulate research efforts, @ndmote deeper thinking about text);
determining importance/main idea (identifying kdgas central to text meaning); making
connections (thinking about connections formed ketwthe text, other stories read, and/or the
world); inferring (combining prior knowledge witkxttual information to interpret the text); and
synthesizing (combining new information with exigtiknowledge to form an original idea or
interpretation). Introducing students to theselirgga strategies is not the sole objective for
teachers. Ultimately, the purpose in teachingesttglhow to become strategic readers is to
provide them with the tools essential to keep tlie@gaged and reflective while thinking about
what they read (Tovani, 2004).

In addition to explicit instruction of core readistrategies, a basic knowledge of text
structures better equips students to select ante#ereading strategy when attacking different
types of text. “Many studies have shown text caghpnsion is improved when instruction is
designed to teach students to recognize the undgriyructure of text” (Florida Department of
Education, 2005). This instruction becomes indregyg necessary as students encounter a wider
range of texts in secondary education. Therevemebtisic types of text: fictional and
informational. Fictional text follows a recognialstory pattern with a beginning, middle, and
end. Conversely, informational text, which convésual information, can be organized in a
variety of ways. The core informational text stures that students encounter include:
compare/contrast, cause/effect, chronological, rifsan/list, question/answer, and problem-
solution. A lack of familiarity with the organidah of these text structures, combined with
unfamiliar vocabulary, causes students to struggt®mprehending informational texts. These

text structures differ greatly from fictional stdiges. Furthermore, “The organization and
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structure of text is inconsistent and unpredictadhel for the first time, children are required to

‘read to learn’™ (Bakken & Whedon, 2002, p. 23@s a result, it is essential to provide explicit
instruction in the areas of recognizing key texttees, identifying informational text structures,
and applying appropriate structure-specific stiaegRhoder (2002) reports: “Once students
have identified the structure of a text, they ceyaaize and reorganize its information and ideas
through spatial organizing strategies such as geaplganizers, concept maps, webs, and
frames” (p. 501). This framework assists studentaonitoring their learning, in addition to
encouraging them to use the appropriate readiatesgfies.

In order for students to use reading strategiescgffely and identify text structures,
teachers must carefully model the strategies, geoguidance and coaching, and allow time for
students to practice what they are learning. ‘i8his] need to know what strategy to use and
how, when, where, and why to use it. Most impdrttrey need a classroom atmosphere that
supports mindfulness, where they are able to Istiategies in authentic, nonthreatening
situations” (Rhoder, 2002, p. 499). An approaamfbto be effective in meeting the needs
Rhoder speaks of is Balanced Literacy. This imsibnal model promotes the transfer of
comprehension strategies and is based on a cotgsuframework, which includes teacher-
directed instruction, followed by student-centeaetlvities (iteracy in Smithfield Public
Schools, 2004 According to the Smithfield Public Schools’ rep(#004), “Some students learn
better from more explicit instruction, whereas otsteidents may learn better from more student-
centered instruction. Therefore, a balanced lifeepproach combines teacher and student-

centered instruction with the goal that all leagngtyles are addressed.” The Balanced Literacy

approach reflects an awareness of multiple learsiylgs, as students are led through the
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following progression: read-alouds, shared/modededing, guided reading, and independent
reading (Brown and Fisher, 2006, p. 39).

Read-aloud is the easiest of the four componerdditainister. The teacher selects a text
and reads to the class in a whole group settingco/Ading to Allen (2000), “reading aloud
‘improves listening skills, builds vocabulary, asdeading comprehension, and has a positive

m

impact on student’s attitude toward reading”™ (p).3In addition, this practice advances student
fluency and intonation while reading.

Moving towards a shared responsibility in improviegding comprehension, teachers
must use explicit instruction to guide their teaghduring the shared/modeled reading
components of the Balanced Literacy program. Ndy#006) describes the process of explicit
instruction as “one in which the teacher must t@kective role in teaching the strategy to be
learned, rather than simply presenting it and hgppire students ‘catch on’ and learn to use it
effectively” (p. 305). In shared/modeled readitingg teacher first presents the strategy,
providing a basic definition and explains why amavht is useful to the class. Then teachers
may lead class discussions regarding prior knovdedgomprehension strategies. Finally,
teachers share a rationale for learning the stydigghowing students the necessary evidence of
how the strategy presented can improve their rgactimprehension (Neufeld, 2006, p. 305).
The second step of explicit instruction marks thgibning of teaching students how to use the
strategy. Teachers remain solely responsibledorguthe strategy at this juncture,
demonstrating the strategy’s effectiveness forr thieidents through demonstrations of thinking
aloud (Baumann & Schmitt; Pearson & Doyle, as citeNeufeld, 2006). Providing students

with this opportunity to witness how the strategyrks is a critical step in strategy instruction, if

meaningful learning is to occun thinking aloud, Brown and Fisher (2006) findedthers are
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able to demonstrate the thought process they goaghrwhen reading. Shared reading helps
students build the relationship of text-to-self aext-to-world that they need to develop
literacy—that is, the ability to construct meanfngm text” (p. 39). Meanwhile, as teachers
model the strategy, students follow along and aatedheir copies of the text and/or complete
graphic organizers as directed by the teacher.

After observing how the strategy can be appliddree during, and/or after reading, the
next step of explicit instruction calls for guideshding practice:'Allen (2000) calls guided
reading ‘the heart of the balanced literacy prodgit&Brown and Fisher, 2006, p. 39). This
collaborative approach to interpreting text allowesaders...to construct their own meaning—
consciously at first, but eventually [becoming] mautomatic” (Tovani, 2000, p. 107). Students
receive support in this process by interacting whinteacher and their peers to acquire critical
concepts and skills.

The focus at this stage of the process is offestngents with common reading skill
deficiencies multiple opportunities to practicdimiing the strategy in a supported environment.
Combining this “hands-on” approach with teacheroemagement, students begin to implement
the strategy with some assistantk.is through guided reading that children arewhdow to
read and can be supported as they read. Guiddohgea the last major stepping stone on the
path to independent reading” (Lenz, 2005, p. 18tudents who have experienced both the
shared/modeled and guided reading components #ez bguipped to analyze and comprehend
a variety of text when reading independently (Bramal Fisher, 2006).

In the independent component of the balanced tiyea@proach, teachers provide
learning situations in which students assume &sdponsibility for using the strategy (Neufeld,

2006). While students use the strategy indepehdéuting this phase, the teacher remains an
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integral part of the acquisition process to helpuea the strategy is used appropriately and to
help build students’ confidence. Teacher guidahg@ng the independent phase serve as the
bridge that helps transport readers from dependentiependent status.

In an attempt to facilitate independence in readimgprehension across content areas,
the reading process can be broken down into theges. before reading, during reading, and
after reading. Before reading strategies (pretictjuestioning, visualizing, and making
connections) activate prior knowledge, set a pwegosreading, and engage the reader from the
outset. In order for students to make connectigtis what they already know and what they are
going to read, students must activate their backggtcknowledge before they even begin reading
(D’Arcangelo, 2002). Furthermore, Robb argues 800

The more students know about a topic, the bettgrih able to comprehend new

information about it. This is because they candiv knowledge into already existing

schemas. The more they’ve thought about the idhedisnay be present in the text (as

they do during connection and prediction), theerdeir schemas will be. (p. 36)

At the before reading stage of the reading prostadents will also recognize the framework of
text and identify the proper text structure. Wikardents take time to preview the text and gain
a sense of the author’s purpose and how the texganized, they can use that text structure and
the author’s intent to frame their own learninglesy begin to read (D’Arcangelo 2002).

Moving into the actual text, during reading strasdself-monitoring, questioning,
visualizing, making connections, inferring, andedtetining importance/main idea) allow
students to monitor their comprehension and keegingdorward through their reading. To
assist students in applying these strategies dueiading, students can complete graphics

organizers, make marginal notes, and draw picturscording to D’Arcangelo (2002):
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These strategies help students engage persondligeapond to the text, consolidate
ideas, and find a reason for the sequence of themiation...Reading is a recursive
process that requires active engagement. Allegdlare tools that allow us to be more
actively involved while reading. (p. 14)
Hence, as students play an active role in the nggaliocess by engaging in the text, they gain
control of their own learning.

Once the students have read the text, after reatliatggies (determining
importance/main idea, making connections, questmrinferring, and synthesizing) help
students to interpret, analyze, and deepen thdenstanding. D’Arcangelo (2002) contends,
“The reading task is not finished when the studherst read the pages; it becomes even more
intense then...After reading, we engage differenilythe author, ideas, and our own learning
from other sources” (p. 14). After reading strasdelp students to solidify and remember
ideas presented in the text.

Applying these strategies throughout the readioggss to various text structures will
not only strengthen students’ ideas and comprebenbut will also promote transfer to other
content areas. However, the success of this gadspends on the cooperation of colleagues in
other subject areas. “Reading becomes more mdahtogstudents when it is seen as a critical
part of all courses rather than as an isolatedliskiine” (Vacca, 2002). To show the value of
reading strategies in multiple settings, conteatiers should encourage the usage of specific
strategies within lessons. This support provittesnecessary scaffolding for struggling readers
to comprehend successfully (Glencoe/McGraw HilQ20 If strategy instruction is solely the
responsibility of the English/language arts teactransfer will never occur. “While English

teachers spend considerable time addressing reskiifgyin their classes...It is difficult to cover
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every type of text a student will encounter outifleheir classrooms. Reading instruction is a
responsibility shared by all teachers, regardiéssvel or content” (Glencoe/McGraw Hill,
2005). Transfer is more likely to occur by coramnly applying approaches within different
courses. “Confident, proficient readers will nagically emerge from the door of an English
classroom; rather, skilled readers emerge fronsaasns where effective reading strategies are
taught and practiced regularly” (Glencoe/McGrawl,HiD05).

Therefore, content area teachers must providerapptes for students to
collaboratively, and in time independently, sekdcategies for different types of text. It is not
necessary for content area teachers to providetdirstruction on the reading strategies; their
role is to incorporate the students’ acquired sgias into their content area repertoire. This
instruction requires review, practice, and routapglication (Vacca, 2002). “Reading strategies
are not difficult to incorporate into a lesson.n&&hing as simple as encouraging students to
take notes in three columns to relate what thdgaening in lectures and lab experiences with
the text materials can help them see how the irdtion connects together” (D’Arcangelo, 2002,
p. 14). Consequently, content area teachers doa®sat to use their time to teach strategies;
instead, their role is to align methods of instiwrciwith the reading strategies taught in language
arts classes to enhance understanding and inté@rkstparallel use of comprehension strategies
across curriculums increases each student’s clarazhieving independence in a strategy’s
use. According to Gambrell, Kapinus, and Wilso®81), students need to “use strategies in a
meaningful context” (p. 641). Furthermore, theptemd “students need to be shown that
the...strategy they are learning has direct appbaoaiti the course material they are assigned to
read” (Gambrell, et al., 1987, p. 641). This nead be met by using content area materials

during explicit instruction of reading instructigrsenefiting the students in all content areas.
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Ultimately, the goal of a strategic reading progiano equip students with skills to
apply to a variety of texts, thereby improving th@mprehension. The final stepping stone in
order to achieve this goal is fostering studemdependent use of these strategies. Inevitably,
comprehension among students will vary; so, iteisassary to include not only collaborative
opportunities, but also time for students to inaelently “approach and read texts in a strategic
fashion—first choosing and then using the apprio@isérategy or strategies given their purpose
for reading” (Pressley, 2002; as reported in Neljf2006, p. 305). With a united effort by all
content area teachers to model and utilize balalitezdcy and create collaborative opportunities
to process text, “students acquire both conceftsairto curricular content and learning
strategies they need to be independent learnerprandssors of information” (Bulgren &
Scanlon, 1997-98, p. 292). Utilizing strategy-lmbsestruction across curriculums is essential to
help students achieve optimal reading comprehensibith is “dependent not only on readers’
knowledge of specific strategies, but also on tkeowledge of when to use each strategy in
their repertoire” (Malone & Mastropieri, 1992, 8.

Project Objectives and Processes

As a result of the systematic implementation ofaa qutilizing a variety of reading
strategies during the period of September 200@ttrddJanuary 2007, the targeted seventh and
eighth grade students at the research site wilease their ability to select and apply appropriate
reading strategies to both fictional and informadiltexts, as measured by teacher-constructed

pre and post assessments; student, teacher amd paireeys; along with anecdotal records.
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Project Statements

In order to accomplish the project objectives,ftilmwing processes are necessary:

1.

The students will be provided explicit instroctiof core reading strategies (self-
monitoring, visualizing, questioning, determinimggportance/main idea, making
connections, inferring, and synthesizing).

The students will be introduced to multiple tsixtictures to help differentiate
between fictional and informational texts.

The students will work in guided reading groapd independently to determine
and apply appropriate reading strategies to atyaofetexts.

The students will have opportunities to appbuadiag strategies across
curriculums to enhance transfer of learning.

The desk configuration will be adjusted to figmie guided reading and posters
will be displayed in multiple classrooms to enc@gapplication and transfer of
reading comprehension strategies.

Project Action Plan

The teacher researchers developed a plan to sytstafty implement the teaching and

application of reading strategies in order to egkaeading comprehension of fictional and

informational text.

Pre-week

Prior to the first full week of the study, a caaiiatroduction newsletter and consent form

will be distributed to the targeted populations.atldition, students, teachers, and parents will be

asked to complete preliminary surveys regardingfodrnwith reading and application of reading

strategies.
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Week 1

In the first week of the study, the targeted papahs will be administered a pre-
assessment to evaluate their use of reading stategdditionally, students will be given an
overview of the core reading strategies (self-nwing, visualizing, questioning, determining
importance/main idea, making connections, inferrangd synthesizing). By using Oliver
Wendall Holmes’ “Skylight Model”, an explanation leigher-level thinking will set a focus on
elevating comprehension with reading strategieslizlag a think-aloud approach in a whole
group setting, each teacher researcher will apyaystrategy of self-monitoring to a selected
short story. In pairs, students will then reaé\eled short story and practice the self-monitoring
strategy, stopping intermittently to clarify newamnfusing parts of text using post-it notes.
Week 2-3

Each teacher researcher will conduct a sharedngatda whole group setting, modeling
the strategies of questioning and visualizing. Bags will be placed upon developing higher-
level thinking questions using Question-Answer-Refeship (QAR) and creating and
maintaining vivid visualizations that enhance coeffmsion. Students will then practice the
process in cooperative groups, and ultimately, pedeently.
Week 4-6

In order to strengthen student confidence andracguvhen using the strategies of
determining importance/main idea, each teacheareker will provide direct instruction of
various forms of text structures (fictional andomhational) and train students in how structure
helps determine main ideas. Students will thentifleand determine important ideas and

themes from a variety of selected texts in a gurdeding environment. Ultimately, students
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will practice applying this strategy independerathd attempt to transfer it to cross-curricular
texts.
Week 7

Each teacher researcher will conduct a sharedngatda whole group setting, modeling
the strategy of making connections, specificalkt-text and text-world connections. Student
pairs will practice making these higher-level cortians using Kylene Beers’ “Say Something”
technique with a selected short story from the lhasa Student connections will then be shared
in a whole group setting.
Week 8-10

Strengthening their ability to make text-text aext-world connections, students will
practice making connections across curriculumsgusubject-area textbooks. The students’
ability to make these connections will give thera tiecessary support to form inferences. In
guided reading groups, each teacher researchecomitluct a shared reading to model the
strategy of making inferences. Students will thearctice this strategy within guided reading
groups. Groups more comfortable with this stratedlybegin to apply it to independent reading
material and demonstrate an ability to make infeesracross the curriculums.
Week 11-12

Combining the reading strategies taught thussiach teacher researcher will introduce
the strategy of synthesizing through a shared ngadin guided reading groups, students will
work cooperatively to make new meaning of text dadelop original ideas or interpretations
using multiple strategies already discussed. Afteserving a modeled presentation, students
will be asked to apply and transfer this strategg self-selected piece of informational text and

share their synthesized ideas with the class.
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Week 13

The class will be divided into cooperative readingups. Each group will be assigned a
section of a picture book to read and analyze usiaiy acquired reading strategies. The class
will then reconvene to share the analysis of thedation of the text and, by synthesizing,
determine the different points of view from whidtetbook is told.
Week 14

In efforts to help students practice selectinggiaper reading strategy for a variety of
texts, students will be asked to bring self-sekbatéormational articles. They will independently
select and apply reading strategies appropriatthéospecific text. In guided reading groups
overseen by each teacher researcher, studenthenlishare the article and provide evidence for
the selection of the strategies utilized. Theheacesearcher and peers will then share feedback
regarding the effectiveness of the strategy sealecte
Week 15

During the final week of the study, each teackeearcher will administer a post-test that
will provide feedback on the application of readsirategies to texts. Post-study surveys will be
distributed to students, parents, and teacheresd measurement tools, along with teacher
researcher anecdotal records, will provide the ttatketermine the effectiveness of the study.

Methods of Assessment

In order to assess the effects of the intervenpom and post tests covering the content
and skills associated with reading comprehensidino&iconducted. In addition, pre and post
study surveys will be administered to studentsy tlespective teachers and parents. Anecdotal
records will be maintained throughout the studyebgh teacher researcher. To assist the teacher

researchers in the formation of guided reading psopstudents will take the Holt Rinehart and
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Winston Diagnostic Reading Assessment. This ass#soffers data regarding students’

reading ability.
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CHAPTER 4
PROJECT RESULTS
Historical Description of the Intervention
Intervention Overview

The objective of this action research project wascrease reading comprehension
through the application and transfer of readingtsggies in seventh and eighth grade classrooms.
Explicit instruction of core reading strategiesluttng: self-monitoring, visualizing,
guestioning, determining importance/main idea, mgkionnections, inferring, and synthesizing
was the primary intervention utilized to increasading comprehension. Other interventions
deemed necessary to facilitate improvement in rgpdomprehension were exposure to multiple
text structures, both fictional and informatioretts, and implementation of reader’s workshop.
The reader’s workshop framework consisted of: difaredeled readings, guided reading
practice, independent application of reading striate and goal setting during teacher/student
conferences. To solidify the acquired strategigjents were asked to complete metacognitive
reflections on the strategies presented.

The teacher researchers developed a plan to sytstatty implement the teaching and
application of reading strategies during a sixtee®k period. Prior to the first full week of the
study, the subjects and their families were infatraéthe project’s purpose. Students
completed a preliminary survey, which assesseditaity with the core reading strategies and
frequency of use; meanwhile, parents and teacluesngented their observations and

estimations of students’ comprehension abiliti8sudents appeared very conscientious and
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honest with their feedback on the pre-survey. @nather hand, staff members surveyed
seemed annoyed and automatically defensive, asguhmahthe teacher researchers expected
strategy instruction to occur within all content¢aiclassrooms. At the beginning of week one,
each teacher researcher administered the Holt Rih&finston Reading Diagnostic Assessment
to establish areas of strengths and areas of wliffievith reading comprehension. Students were
given this assessment to determine strategieseahdttuctures requiring more focus and
attention. To alleviate students’ anxiety, thesr@vinformed that the assessment would not
impact their grade, rather it would set the basigtie study. Each teacher researcher observed
that students took the pre-assessment seriouslyradetstood its value.

After the diagnostic assessment, each teacherobsegresented Oliver Wendell
Holmes’ Skylight Model to provide a visual repretion and rationale for the use of reading
strategies in order to achieve higher-level thigkimd increased reading comprehension.
Having discussed goals and expectations for thesfo€ this project, the teacher researchers
shared a PowerPoint overview (Appendix D) of ttghetore reading strategies, affectionately
nicknamed the “BIG 8” reading strategies by studer8tudents seemed eager to share their
prior knowledge of some of the reading strategigsng the presentation. However, taking
notes on the teacher-created organizer (AppendiroB) a television screen, rather than the
projection screen (due to technical difficultigg)peded student focus.

Self-monitoring was set as the initial strateghédp students determine aspects of the
text causing difficulty and/or complications whikading. Furthermore, this strategy introduced
several fix-up strategies available for the stusémtemploy when “stuck” during the reading
process. Each teacher researcher modeled thd ssk-monitoring through a think-aloud

approach. The students of Classroom A were askagdply the self-monitoring strategy to a
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piece of fictional text within pairs, while the dients of classroom B utilized this strategy in
cooperative reading groups. Despite the graplgarueers provided (Appendix F, G, H),
teacher observations maintained students wereaskf-during reading. Most likely this resulted
from a combination of factors: students’ lack ahflarity with teacher expectations and
cooperative group responsibilities, inflated sal$é@ssment of reading ability, and the strategy
itself. An additional obstacle encountered with tmplementation of this strategy was student
resistance. Advanced language arts students in@Glassrooms A and B exhibited defiant
attitudes when asked to stop while reading to dis@nd record possible fix-up strategies.
Furthermore, these students appeared offendeceantdr researchers noted the students
labeling this task as “trivial” and “juvenile”.

In an attempt to activate students’ mental moviesengage them more fully in the
reading process, teacher researchers selectediziisg@s the second reading strategy taught
during the study. Placement of this strategy eartye study was deliberate since most students
had been exposed to this technique for severatye®s expected, students grasped the concept
of visualizing fairly quickly and enjoyed particifirgg in creating mental imagery of texts.
Presented to the students through a read-aloudagprteachers asked students to illustrate the
images that appeared in their mind (Appendix IjteAcompleting their independent story
board, students shared their illustrations withrpée a think-pair-share. Class discussion
ensued, concerning the depictions and what wormgdstudents to create them. Following the
introductory notes and activity, both classroometbon to guided reading groups to facilitate
the practice of visualization during the readinggasss. However, the teacher researcher in
classroom B found it difficult to maintain strateigngtruction in the mainstream language arts

classes with a longer piece of fictional teikte Diary of Anne FrankThis text was found in the
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basal reader and mandated by the district curmcul@fter teacher led think-alouds and shared
readings, students grappled with applying both-melhitoring and visualizing to an extensive
piece of text.

In efforts to differentiate instruction, the teachesearchers developed a sketch and
reflect activity to enhance higher-level thinkiray idvanced learners (Appendix J). Again,
advanced students displayed frustration in resptmeagaging in what they considered an
“elementary” activity. Yet, to their dismay, magsualizations did not demonstrate
sophisticated thinking. Ultimately, throughout gtady, students continued to develop actual
pictures without complication; however, there appddo be a disconnect when asked to support
their visuals with sensory details from the text.

Moving onward to the questioning strategy, the heacesearchers planned to instruct
students in how to bridge this gap between texthagkler-level understanding. Teacher
researchers determined that an early focus orstitsigegy, while still in the study’s formative
stages, was essential considering the compellsgareh that heralded questioning as the
“strategy that propels readers forward” (Harvey &u@vis, 2000, p. 81). Although most
students appeared capable of naturally asking ignesiuring the reading process, these
guestions were predominately of the closed questimiety, and did little to further students’
overall comprehension. Referencing Holmes’ Skyliglodel once again, the teacher
researchers explained the need for students tmask complex questions to move past a
surface-level understanding of text.

Students in both Classroom A and B defined the foajor types of questions (closed,
open, complex, and Socratic) through a guided prsentation (Appendix K). In addition to

discussing the definition of each question categibwy teachers established the purpose for
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utilizing each kind of question, and modeled foratimng examples of each variety. Following
this overview, students of Classroom A and B obesgtheir teacher formulating questions on a
teacher-created log while reading the beginning sifiort story and pausing intermittently to
think aloud. Students soon began assisting tlehézdy volunteering questions that came to
mind. Originally, the teacher researcher in Clagsr A planned for the class to disband from
whole group instruction into cooperative readingsto continue applying the questioning
strategy. However previous observations of thensteeam students’ lack of focus within small
groups, combined with an unwillingness to pausdemgading to reflect and question, prompted
the teacher to modify the assignment. In orddutihver demonstrate appropriate times and
places to pause and question, the teacher playaddio recording of the short story. This
modification freed the students to focus on visaiagj the events of the story and form questions.
Once finished with the story, they were asked teng the questions formulated and categorize
them, according to the four major varieties. Asa@pated, students seemed confused and
unsure with this portion of the assignment, paléidy with identifying between the complex

and Socratic questions.

In contrast, the students of Classroom B were t@blellow the set of example questions
modeled by the teacher researcher and contribaibedivn inquiries to interpret meaning of the
text. In fact, most students demonstrated an sstelesire to construct complex and Socratic
guestions, as if they viewed the devolvement ohiigevel questions as a game. The
competitive nature of the middle school studentrgiee as students began to compare which
guestion was the “best” (higher-level and thouglatvpking). Yet, as with the students in
Classroom A, the teacher researcher in Classroowt&l difficulty for some students to

correctly classify which type of question was rdise
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Since the existence of different types of questar®med new to most students, the
teacher researchers continued to incorporate tegnestioning vocabulary in later
assignments. In one such follow-up assignmentigaeher researcher from Classroom A
instructed her students to independently form dgoieston Post-its while reading. The following
day, students were asked to categorize their quesséind place their Post-its under the
designated category on the chalkboard. Studer@$asroom B were asked to complete a
similar assignment, in which they were requireddatinue reading and posing questions to an
assigned section dthe Diary of Anne Frank guided reading groupsStudents were expected
to classify their questions and share them dumingd group discussion. Not only did this
activity help clarify student comprehension, bulgo presented a strong visual that reaffirmed
the teacher researchers’ suspicions: studentsfregstently asked surface-level questions (of
the closed and open variety) without teacher-leelatives. And, while these types of questions
did help keep the readers engaged and monitor@dctiraprehension, they did not challenge the
readers to build and strengthen higher-level tmglskills.

During the questioning strategy overview, advarstedents in both Classrooms A and B
followed a similar procedure in regards to notes @acher-modeled reading. After utilizing the
guestioning strategy within cooperative groups @is@laying more confidence with the
categorization of questions, teachers put thegkests to the test, asking them to form
discussion questions for Langston Hughes’ “DreanTdiey were further challenged to try and
balance the variety of questions. Results oféRiension activity were two-fold: students
gained an awareness of how to develop questionshwhqguired critical thinking skills

(complex and Socratic questions, for which answarsiot be found directly in text), and
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students withnessed how any piece of text, regagdiegs length or complexity, should spark
guestions.

Student reluctance to stop and question beforéngluaind after reading was another
difficulty encountered during the questioning segtra this study. Despite the modeled
readings and teacher encouragement during guidithdapendent opportunities, the usage of
this strategy remained inconsistent. A majoritthe classroom A and B students became more
willing to do this during the reading process, esgéy when prompted by an organizer or
handout; but, they did not demonstrate an undedstgrof how each reading strategy becomes
more effective when applied in all three phasefree during, and after.

Progressing through the strategy instruction faref to assist students in identifying key
ideas central to text meaning, determining impartamain idea was the subsequent reading
strategy studied. Each teacher researcher begamsgion of this strategy by applying it to
fictional text, in which students were asked tmiity and analyze thematic connections with
textual evidence to support their ideas. Graphgamwizers constructed by the teacher
researchers assisted students in determining threidea through a step-by-step technique, in
which students were asked to first identify theday the text, then provide detail sentences to
support the topic, and finally establish a mairai@&ppendix L). Although most students
appeared comfortable determining key ideas indinal text, they struggled with supporting
thematic connections with text specific examples.

In addition to working with determining importare®in idea in fiction, students in
Classrooms A and B studied how to find meaninghfarmational text. However, due to
students’ lack of familiarity with informationalxe before further instruction of the strategy

ensued, teacher researchers introduced informatiextafeatures and structures through explicit
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instruction. The teacher researchers createdaay&phic organizers to support students in
taking notes (Appendix M). The organizers weretective tool to assist students in

organizing ideas during class discussion, the radsearchers were disappointed with the lack
of prior knowledge students possessed, given éxgiosure to informational text in content area
classes.

Each teacher researcher continued instruction tivétstrategy of determining
importance/main idea through shared/modeled reading guided reading groups (Appendix
N). Students appeared to acquire a firm undedstg and application of informational text
features before and during reading (i.e. predickieygideas considering text title, bold/italicized
words, pictures, and/or graphics). However, evith guided practice, the teacher researchers
observed students in the mainstream languagelasses finding difficulty in determining text
structure without prompting and support of theantfication with signal words from the text.
Consequently, both teacher researchers spent mwdhan initially outlined in the study action
plan to facilitate student understanding and pcaadif the connection between text structure and
important ideas. Advanced language arts studeets ®able to grasp the concepts introduced
with informational text and apply them with easen€equently, the advanced students in
Classroom B worked through an informational textjget that linked thematic analysis of their
literature unit with the reading strategy of detirimg importance/main idea (Appendix O).
Students rose to the challenge in completing tfogept, displaying enthusiasm and knowledge
of how to interpret significant ideas conveyed tlgio informational text and its corresponding
features.

Seeing that students had been introduced to tleereading strategies that would assist

them in literal comprehension, the teacher reseasgbroceeded to instruction of making
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connections, which required critical thinking asd&nts made meaning of the text through
complex relationships. Given that students hade&pce with making connections to text, the
teacher researchers chose to focus on studentswiimgy more complicated relationships by
connecting what they read with their prior knowledd other texts and happenings in the world.
In order to discuss expectations and model uskeo$trategy, the teacher researchers guided
students in taking-notes (Appendix P). Studentsich classroom participated in several
readers’ workshop sessions, in which they practimalling connections to both fictional and
informational texts. Throughout the shared andigdireading sessions of reader’s workshop,
students exhibited confidence in making thoughtut-text and text-world connections.
However, as with the strategies previously disalisseidents found it challenging to elaborate
on their connections by explaining how the idedateeand provide specific text evidence to
defend their conclusions. The teacher researdsarved that this problem was especially
apparent when students worked independently. Stadelied on teacher or peer support to
make connections to texts and failed to recogmieeneed to explain how the connection helped
them to better comprehend what was read.

Inferring, one of the more complex reading stragegwas strategically placed near the
end of the study. Introduction to this comprehengechnique followed the established method
of delivery, beginning with guided notes (Appen@¥ To better explain and define this
practice, the teacher researchers formed a woratieguo demonstrate how a combination of
two reading strategies previously learned (priavidedge and connecting to the text) guides the
formation of inferences. Each teacher researctabkshed the three-step process for forming
inferences through a Power point presentation, vimcluded a modeled, followed by a guided,

practice paragraph from which inferences were eteatudents were observed to develop
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inferences naturally and quickly for these isolafedional paragraphs. Yet, when asked at the
end of that class to recall two elements essenti@rming inferences, students struggled to
remember. Comparing this particular occurrencé witmerous other observations, the teacher
researchers noted the dual complexities of thiedrigevel strategy. In some cases, students
demonstrating difficulty with basic reading skitl&l not have the cognitive ability to interpret
abstract questions since their efforts were focusethe actual decoding of words. Meanwhile,
in other cases, strong readers were sometimedahbteve at the inference, or answer, but could
not determine how this information was garnered.

In Classroom A, the teacher researcher witnessegblozations at both ends of the
spectrum, with mainstream and advanced languagestadents. While students grew more
comfortable with making inferences in shared/guigettings with the assistance of graphic
organizers (Appendix R), when left to answer aeriaftial question independently the strategy
did not transfer. Even after the teacher reseandgated from the action research outline,
spending another week focused on inferring practiceajority of students remained perplexed.
Their inability to transfer this strategy, and esiine it appropriately was clearly observed
through an informal assessment/exit slip (Appe8)ix Many of the mainstream students
demonstrated an inability to think of a real warlterence (one that occurs within daily life).
Several advanced students in Classroom A showedhanging understanding of this strategy
and how to use the three-step process to bettgpredrand text by the end of the two-week
focus, however.

Comparatively, students of Classroom B seemetidora this strategy more quickly.
The nature of the text selections can be attribtdestipporting these students in making

inferences within cooperative learning groups amdheir own. Students practiced the
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application of inferring while studying the elem&wf suspense in short story selections.
Inferring was almost inherent as the foreshadowimépedded in suspense writing moved
students through analysis of the texts. At theesiime, like students in Classroom A, some
students experienced difficulty without teacheedied guidance. Furthermore, limited out-of-
school experiences and/or prior knowledge needethke inferences impeded some students’
ability to infer. Nevertheless, the use of coopeeagroups drove student leaders to support
these students.

The disparity between Classroom A and Classroomdcredited to Classroom A
students’ limited exposure this more complex spaie previous grades, thus a greater reliance
upon the same kind of strategies at lower gradesdlizing, connections, questioning).
Additionally, both teacher researchers concludetti@text selections in Classroom B enhanced
the application of inferring as well as a cognitreadiness, given the age difference between the
classrooms.

Synthesizing was the culminating reading stratdgh® study, due to the fact that it
requires students to self-select and combine skoktlae acquired strategies to develop higher-
level comprehension. In order for students to trowsa visual representation and definition of
synthesizing, the teacher researchers asked tthendtto complete jigsaw puzzles in
cooperative learning groups. After completiontd puzzles, students were asked to complete a
metacognitive reflection and consider what theyrled through this activity. Some students in
Classrooms A and B were not able to recognize tilaégogous relationship between the jigsaw
puzzle and the “BIG 8” reading strategies. Howeukassroom leaders identified how puzzle

pieces represented the reading strategies andiizéepitself symbolized synthesizing.
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Following introductory notes on synthesizing (ApgenT), the teacher researchers
modeled applying a variety of reading strategiexiwkdemonstrated how to form synthesis
while readingSee the Oceawnritten by Estelle Condra. In Classroom A, stiitdevere asked to
track the teacher’s selection of strategies anerdeéhe how that strategy helped the teacher
clarify meaning. Meanwhile, in Classroom B, thadieer researcher modeled this practice
during the initial reading. Following this thinkead, the teacher researcher reread the text,
while requiring students to trace their own apgiaaof reading strategies and explain how the
strategies furthered their meaning of the text. ird&ll, students in both classrooms appeared
capable of monitoring their usage of individuabstgies; and yet, they were unable to put these
strategies together and synthesize (Appendix U).

Encouraging students to use all of the strategidsdavelop more sophisticated thinking
skills, teacher researchers developed a guidedngeadtivity involving informational text
(Appendix V). The teacher researchers observddibat students relied on applying the same
basic set of reading strategies, such as: selftoramg, visualizing, and lower-level questioning.
Not that this detracts from the value of theseidcachowever the dependence upon them
prevented students from challenging themselvesadiigher-level strategies that require critical
thinking.

Since advanced language arts students absorbegrttiesis strategy more quickly, the
teacher researchers prepared an extension lessed ba Anthony Brown'’s picture book,
Voices inthe Park which is told from four different character’s ppectives. Within guided
reading groups, determined by their Lexile rangagjents were assigned a specific section of

the text to read and examine. In order to makeningaof cryptic text and illustrations, the
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students were instructed to apply a variety of'Bi& 8” strategies and explain how these
strategies helped them (Appendix W).

After each group completed their analysis of thesigned section, the class reconvened
to present each “voice” (perspective) sequentiallg. students shared their interpretations, other
groups were excited to connect their respectivé@eand the one being presented. Although
students expressed some initial irritation whers@néed with the pages of a children’s book
which was open to interpretation, the enthusiastctions and in-depth discussions which
occurred during this lesson clearly demonstratedriportance of synthesizing. This activity
allowed the students an opportunity to solidifyithumderstanding of synthesis and elevated the
teacher researcher’s expectations for these swident

Presentation and Analysis of the Results

Student Comprehension Post- Survey- January 2007

At the conclusion of the study, each teacher rebea administered a post-study survey
(Appendix X). Students were asked to reassessfiemuently they apply the reading strategies
of self-monitoring, visualizing, questioning, detening importance/main idea, making
connections, inferring, and/or synthesizing whéading, using the scale of: frequently (3),
sometimes (2), or never (1). Results indicatetharease in the application of all eight
strategies. Most notably, there was a dramatiease in the usage of making connections,

guestioning, and visualizing for students in botasSrooms A and B.
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Teacher researchers attributed the progress ie #reas to student familiarity with these
strategies. A combination of the students’ prioowledge of these strategies, along with
consistent prompts to utilize the strategies befdueing, and after reading, led to the
autonomous use of the said strategies. ClassrostatBtics supported this in which 10.3 % of
its students made inferences more frequently.

Parent Comprehension Post-Survey- January 2007

Parents were also presented with a post-survegiigegtheir observations of reading
strategies at use within the home environment (AdpeY). In Part | of the survey, parents
were asked to share their beliefs about their sitglecading ability by answering yes or no for
each question. The parent feedback from Partthiefstudy reflected parent observations. This
information was assessed through a scale of: oeedlvsometimes, or never. Statistics show
that communication about comprehension techniquasased by 21.1% in Classroom A and
23.0% in Classroom B throughout the course of thdys However, teacher researchers believe
parents were encouraged to respond affirmativelgra of the focus on reading strategies
within these classrooms. In addition, parents nepio43.9% of the Classroom A students and
46.7% of the Classroom B students used note-tadtnagegies at least once/week to enhance
comprehension during the reading process. Thesetaking tools contributed to 50.0% of the
students of Classroom A and 56.8% of the studen@assroom B sometimes making
connections to other things they’ve read or hebaia Despite the fact that approximately one-
half of the students involved in this study utitizinis strategy sometimes, a third of the parents
reported never observing their students making ections. This data confirms the teacher
researchers’ observations that some students pyll/astrategies while in guided settings;

however, they remain reluctant to transfer andzetilhe acquired skills independently. Other
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possible explanations for the shift in parent stats from the pre-study survey point to the
parents’ lack of familiarity with the concepts tétigobligations which detracted from time spent
with their student, and in some cases, a languagebthat prevented communication regarding
learning.

Considering Comprehension Teacher Survey- Januly 2

Staff members who worked on the same team with &sacher researcher completed a
post-study survey (Appendix Z), which asked themetssess the use of reading in their
classrooms at the conclusion of this study. Teactated the frequency of student use in
regards to reading strategies based on the folppwtale: frequently (3), sometimes (2), and
never (1). Of the reading strategies includednimgurvey, results illustrated that students eithe
maintained the use of all the specified strategiraacreased the frequency of application. This
information supports the other post-study measunésnehich prove growth in the awareness
and usage of reading strategies.

Holt Rinehart Winston Diagnostic Reading Assessméartuary 2007

Each teacher researcher administered a readingrebeision diagnostic assessment
appropriate for their grade level to determinegtiengths and weaknesses of the readers at the
culmination of the study. Once again, the textctbns presented on the diagnostic assessment
included both fictional and informational passaga#.questions were designed to measure
specific reading strategies. The strategies iredudelf-monitoring, visualizing, questioning,
determining importance/main idea, making connestianferring, and synthesizing.

In both Classrooms A and B, the post-assessmeatects that students’ reading
comprehension improved throughout the study, ap@tgd by an increase in correct responses

on questions linked to all of the reading strategi€oincidentally, these post-statistics
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demonstrate growth in the same three strategifsnisaitoring, visualizing, and making
connections) for both Classrooms A and B.
Table 7

Top Three Areas of Growth on the Holt, Rinehartns6n Reading Diagnostic Assessment

Classroom A Classroom B
Response Increase: Response Increases
Self-monitoring 3.2% 5.1%
Visualizing 4.9% 4.0%
Making Connections 3.8% 4.4%

The improvement in these areas can be explaingkedfact that they require less intensive
thought patterns; thus, students’ have prior egpees in working with these strategies.
Furthermore, the teacher researchers view thesessas proof that the interventions supplied to
the students (i.e. graphic organizers) encouradgeahafer to independent, and inherent, use of
the strategies.

Student scores demonstrated advancement in the af@ll reading strategies; however,
more minimal increases were in the areas of deténgrimportance/main idea, inferring, and
synthesizing. Teacher researchers conclude thatiadthe difficult nature of these strategies
and the need for higher-level thinking, studentsrsted more experience in applying these
strategies independently.

Questions were classified into the following faategories: closed questions (questions
from which answers can be found directly stateth@text), open questions (answers can be
found within the text, but may require searchimginplex questions (answers which require
inferential thinking), and Socratic questions (aesswvhich demand prior knowledge to form
text-to-world connections). On the pre-assessnstimtients found most success with answering

the closed questions, as expected because therangere readily available in the text.
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However, on the post-assessment the greatest nmargiarease was found in open questions in
both Classrooms A and B. This data supportsstuatents ascended a level of questioning
throughout the duration of the study. Teacheraesters acknowledge that the students made
an expected progression through the four majorstgeuestions. Complex and Socratic
guestions demand more sophisticated thinking améiplication of inferring and synthesizing,
both strategies which students remain less contfieriatilizing.

Conclusions and Recommendations

Based on the student, parent, and teacher sumeyblolt Rinehart Winston Reading
Diagnostic assessment, and teacher researcheros@leatords, the results revealed an overall
improvement in reading comprehension. In additiba,results indicated that students
understood the need to approach reading as a priocesich they must apply the appropriate
methods. With this realization, students applesbing comprehension strategies more
regularly.

The teacher researchers found the reader’s waokisamework a useful approach to
measure student comprehension and provide difiatedtinstruction. However, the study
proved in its results that this was only a singlemponent; without the cooperation of content
area teachers, students would not recognize thertamce of transferring reading strategies to
read text outside of the language arts classroom.

The researchers were discouraged to discoverdbkgragues’ lack of follow-through,
who initially appeared willing to integrate therteénology of reading strategies in their
classrooms. Therefore, the teacher researchemsnend promoting the incentives of unified
comprehension strategy application, in order takaown the barrier of resistance presented by

teachers of different content areas. AdditiondHg, teacher researchers found themselves
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frequently falling behind the weekly schedule métl in the action plan, as students were not
adequately prepared to process higher-level siesteddence, it would be advised that language
arts teachers plan for additional time to transifimm one strategy to another.

After witnessing resistance on the part of thdiramced students early in the study, each
teacher researcher believed that the initial sieggchieve higher-level comprehension involved
student awareness of their abilities as a reatleat being said, the teacher researchers also
recognized that a quicker transition to the guided independent phases of reader’'s workshop
would be necessary should the study be conductsd.ag

In effect, based on the research conducted irsthidy, students’ comprehension
appeared to increase with the application of repdirategies when teacher-modeled and/or
guided by graphic organizers. Furthermore, theom@mce of support from content area
teachers would be essential to any studies condluctinis nature.

Reflection

This action research project provided an opporyuitexplore educational issues worthy
of inquiry and aided the teacher reserachers imtaaing their professional goal to update their
methodologies and philosophies. The formatiorhefinhitial action research question allowed
the teacher researchers to examine and analypedhkem at a national level.

In addition, this project presented important infation, leading to a greater awareness
in regards to classes, school, and district denpdgea and the impact of this data. Analysis of
the three communities which fed into the site s¢Hed the teacher researchers to recognize
significant differences between each respectiva.afidnis data enhanced instructional methods.
In retrospect, the action research process idedttfie problem within several different contexts:

the seventh and eighth grade, district, and atiama level. Sharing the results and findings of
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this research with fellow colleagues allowed trecteer researchers to earn respect and evolve
into true educational professionals. As a reduihis research, the researchers feel more
confident and determined to assume roles as te&dzrs within their school and district

community.
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APPENDIX A

STUDENT READING COMPREHENSION ENTRANCE SURVEY
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Directions: Take some time to give me some background information about your comfort and experience
with reading. The more honest your answers, the better | can address your needs and help you better
comprehend what you read. Please take this survey seriously and work through it INDEPENDENTLY (i.e. there
is no need for discussion with your peers). If you feel something is unclear or don’t understand a question, just

ASK me.

Part I. For each of the following genres, mark how frequently you read each type of literature

(Frequently, $ometimes, Never).

Frequently
3)

Sometimes

(2)

Never

(1)

Newspapers

Magazines

Novels

Websites

Poems/song lyrics

Plays

Historical books

Auto/biographies

Comics

Manuals/instructions

E-mail/chat rooms

Textbooks/assignments

Part ll. Please check the appropriate box based on the strategies you use when you read to help

you better understand the text.

Frequently
©)

Sometimes

(2

Never

(1)

1. | re-read something when | don’t understand.

2. | skim for main ideas and key phrases when | start a new chapter in

a textbook.

3. I read confusing phrases and sentences out loud.

4. | have someone else read a passage to me when I'm confused.

5. I try to figure out the author’s purpose
(e.g. entertain, persuade, inform)
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6. | make predictions about what may come next in my reading.

7. 1 look for the author’s main point, idea, or thesis.

8. | ask myself “what do | already know?”
(use prior knowledge)

9. I make connections to other things I've read or events I've heard
about.

10. | try to figure out how the text is organized.

11. | take notes, use post-its, and/or highlight for
understanding when | read.

12. | use my imagination to help me understand
(e.g. webs, mental pictures)

13. | understand better after trying to draw or map what | read.

14. | can make a good guess about the meaning of an unknown
word by making sense of what is being said in context.

15. | study the title and pictures or photographs, and try to predict
what the selection is about.

16. | break new or difficult words into familiar chunks in order to
pronounce the words properly.

17. | think about movies, TV shows or books that might be similar to
what I'm reading in some way.

18. I discuss text with others (parents, friends, teacher) to clear up
confusing parts.

19. | ask myself questions about what | read.

20. | think about why | am reading the selected text
(i.e. “What am | supposed to get out of this?”).

Part Ill. Your opinion on the subject...

Reflect on each of the following questions, then respond, and make sure to explain the
WHY.
s$elf-evaluation of your ability as a reader: Mark where you believe you fall on the 1-10 scale below.

<

(o] 5 10
Strugaling reader Sometimes | understand, I understand almost
but certain types of text are everything | read
more challenging

WHY did you place yourself at this spot on the number scale?

Check the statement below that best matches what you believe...

WHY you believe this statement is true?




APPENDIX B

PARENT READING COMPREHENSION ENTRANCE SURVEY



Directionss Please answer the following questions as honestly as possible. Your answers will be used

to help increase student reading comprehension through the research study, /mproving Reading
Comprehension through the Application and Transfer of Reading Strategies. Please return this form by
Monday, August 28, 2006. There is no need to include your name.

Sometimes, 9.3 More often
than 2-3

Never but not Once /week
every week times/week

times/week

Does your child read for pleasure?

Does your child read magazines or the
newspaper?

Do you share information that you read with
your child?

How much time does your child spend
reading on his/her own?
(Something NOT assigned as homework)

How often does your child see other
family members reading?

Do you communicate with your child about
what he/she is reading?

Do you communicate with your child
regarding his/her comfort with reading?

No ‘ Yes
Do you encourage your student to finish a book that he/she has started?

Do you believe that your child has difficulty reading and
comprehending?

Has your student shared any ways they have learned to improve their
reading comprehension with you?




APPENDIX C

CONSIDERING COMPREHENSION TEACHER SURVEY



Directions: Please answer the following questions as honestly as possible. Your answers will be used to determine
classroom practices in all areas and the materials used to help students learn. Your feedback will help to increase
student reading comprehension through the research study, Improving Reading Comprehension through the
Application and Transfer of Reading Strategies.

Part .

Sometimes, More often
Never but not Once 2-3 than 2-3

every week  /week times/week times/week

Does your content area require in-class
reading?

Does your content area require
out-of-class reading?

Do you devote time in class for silent
student reading?

Are content materials in your classroom on
different grade levels for meeting various
needs of students?

Is support present for struggling readers and
writers in your classroom?

How often do you engage students as active
partners in learning?

Part Il.

What seems to be the most obvious reading problem(s) of your students in the past?

What do you think are the barriers to students’ reading comprehension success?
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Part lll.

In my observations, students... Frequently Sometimes

@) (2

Re-read something when they don’t understand.

Skim for main ideas and key phrases when they start a new
chapter in the textbook.

Look for the author’s main point, idea, or thesis.

Make connections to other things they have read or events heard
about.

Try to figure out how the text is organized.

Take notes, use post-its, and/or highlight for understanding when
they read.

Study the title and pictures or photographs, and try to predict what
the selection is about.

Discuss text/ask questions with others (parents, friends, teacher)
to clear up confusing parts.

e
Yy
il

)
[pomn
::
L
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READING COMPREHENSION STRATEGIES POWERPOINT OVERWIE



saading Conrehensioy
slralegies
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® Prior/Background ® Determining

Knowledge Importance/
® Self-Monitoring Main Idea
® Questioning ® Making

Connections
@® Inferring
® Synthesizing

® Visualizing



(p—

e Improve reading
comprehension

® Make the text more
meaningful

® Improve understanding in
content area classes (like
$cience and Social Studies)




Prior/Bachground Knowledoe

e What do you already
know about the topic?

® This will help you to make
connections between new
information and existing
knowledge.

e




Knowing when to
adjust your reading
rate and reading
strategies to
understand
different kinds of
texts

¢
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Forming questions that will help keep you engaged,
clarify confusion, stimulate research efforts, and promote
deeper thinking about text




aﬁzi
S

Creating mental
pictures that
strengthen inferential
thinking




Identify key ideas central to
text meaning

—y —
A\ /N
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Ma '@nﬂ COnnecz‘iMf

Thinking about connections
formed between the text, other
stories read, and/or the world




Infelmngy
ot #

information to R
interpret the text




i

yithesizil

Use multiple strategies
to find meaning of text

L

¥




APPENDIX E

READING STRATEGY OVERVIEW GRAPHIC ORGANIZER



Redading comprehension

Strategies

What is the difference between reading and
comprehending?

Comprehending =

How can we sirengchen our reading comprehensiom
XTry to use ‘““THE BIG 8’ strategies BEFORE,
DURING, and AFTER reading!!

The *“BIG 8*°
Reading
Comprehension

Strategies

N *
e N N\ /7

AN

[
-
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How will che *’BiIG 8’ Help???
L

|

AN

How can we screngchen our reading comprehensiom
XTry to use these strategies BEFORE, DURING, and
AFTER reading!!

When do 1 use
each strategy?”?

BEFORE READING DURING (WHILE) AFTER
TR?" READING m’... READING TRy...




APPENDIX F

SELF-MONITORING STEPS AND FLOW CHART
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(adapted from Scholastic.com)

Determine at what points you will pause to ask yourself:
Read a passage
— > Does this make sense?

of text.
Can I retell important parts of the last paragraph or page?

Can | summarize what | read in my own words?

Are my predictions correct, or do | need to change them?

Ask: When did the
If you can answer
reading become confusing? < %

When did | “zone out™? YES, great; continue

reading (back to #1)!
* If NO, continue to #4.

Identify the area of difficulty: Use an appropriate fix-up strategy:

Did I...run into difficulty with vocabulary (words)? Skip the word and read to the end of the sentence
or segment, trying to use other words to help you
figure it out.

Guess the meaning or substitute a word that
seems to fit and see if it makes sense.

Did I...stop concentrating? Reread the segment.
Read aloud—it can really help to hear the text.

Did I...read it too fast? Slow down and reread, or read aloud.

Did I...lose the overall meaning of the text (or not Break down the confusing segment with what

understand how it relates to what | already read?) came before or what comes afterward.

Did I...not understand the topic of my reading? Identify the topic and try to connect it to prior
knowledge. What do you know about a similar
topic that might help you?

Did I...lose a mental picture (the movie in my mind)? Try to create a picture in your head of what is going
on or try mapping the plot/details on paper.

Did I...try to use a strategy that didn’t work? Not Read on and see if the confusion clears up.
know which strategy to try? IF STILL CONFUSED, try another strategy, or

mark/highlight the section and ask for help.




APPENDIX G

SELF-MONITORING T-CHART~CLASSROOM A
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Literature-Self-monitoring Strategy Name:
Block: Date:

Directions: As you read your text selection, be sure to monitor your comprehension of the text.
Fill out the t-chart below as you stop to assess your understanding; we will share the challenging
parts of the text and your selection of "fix-up" strategies when we return to whole group

A confusing part of the text was... Fix-up Strategy Used...




APPENDIX H

SELF-MONITORING T-CHART~CLASSROOM B
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Neome:
Lit/LB

Gracking Youyr Bhoughts...

“Broken Chain”

Directions: Reading is an INTERACTIVE process; it truly is exercise for the
brain! While reading, good readers process so many thoughts that they
may not even realize when they are making predictions, questioning, and
answering. In the organizer provided below, track AT LEAST SIX reading
strategies that you use while reading “Broken Chain.” Use the following
R key to code your thoughts (see the example in the organizer
if you're still confused).

‘/ \=visualize P=prediction 2= question

= New word/confusing passage

Py. # Reading Strategy Used: What I'm thinking...

p. 17 Pand ? Based on the title, the picture of the bike
faded into the background and the picture of
the boys, I think this story will involve a boy
and his broken bike. The word “broken” also
leads me to believe that disappointment may
occur within the story. However, the picture
of the boys smiling tells me something
different. Their smiles indicate happiness
rather than sadness/upset. I wonder if the
mood of the story will be one of delight or

sadness/conflict?
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Py. #

Reading Strategy Used:

What I'm thinking...
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VISUALIZING GRAPHIC ORGANIZER
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Name:
Lit/LA

m

>
|||| W ‘
(d muunuu"”“

0

"Proficient readers spontaneously and purposely create mental images
while and affer they read. “Ihe images emerge from all five senses as

well as the emotions and are anchored in a reader's prior knowledge.”
-~ Keene and Zimmerman, Mosaic of Thought

What is visualization?

Why should we try to visualize (make a movie in our mind)?

, A9

, and are connected to a reader's

2 Mental images surface from all

well as
knowledge.

to create

% Students depend on
mental images. The details help students become engaged and

make meaning of the text.
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To practice “making a movie in our mind”, we are going to use a Guided

Imagery exercise. In order for this to work effectively, you need to listen
carefully and follow my directions.

«“Jo "make a movie in your mind", you need to have an “open-mind"!

Illustrate your visualization to the best of your ability:

Describe your visualization below (remember...details are key!):
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VISUALIZING JIGSAW ACTIVITY
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Doodle Splash Jigsaw Name:
Advanced Literature Date:

Doodle Splash-
Meking mesning by sketchiP?

Have you ever heard the expression “a picture is worth a thousand words"?? In
the case of visualizing, this is quite true. In this lesson, you are going o turn the
author's words into pictures, symbols, or doodles.

Piece I:
1.) You will be selecting a short story o read independently.
2.) While you are reading, you will keep a visual journal. In other words, you
will be doodling (yes, for once you can do this without getting called on
it©l)...drawing pictures, shapes, symbols, and thinking about color.
3.) Cover your page with doodles. Use as few or as many as you wish. Just
be sure you cover all the elements of the short story (setting, plot,
character, point of view, theme).
4.) After you finish reading and journaling, look over your journal doodle and
see if there are any doodles you wish o add or change.

Piece IT:
1.) You will get into a group with the other students who have read the same
short story you have (I will help get you organized and make any necessary
ad/justments).
2.) Assign cooperative group roles (Recorder/Doodler, Reporter, materials
manager, timer/encourager).
3.) Share your journals in the groups; make sure to explain your doodles and
use the visuals to help discuss the plot of the story.
4.) Decide which doodles from the journals would best tell your story to the
rest of the class. Remember, some peers haven't read your story.
5.) Using the paper and markers provided, create your Doodle Splash,
artistically and logically arranging your doodles on the paper.
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*Be sure to use dark, bright colors and make the doodles large
enough to be seen from a bulletin board or the wall.
6.) Place the title of your short story and the author’s name somewhere on
your Doodle Splash.

Piece 3: Presenting and Discussing Doodle Splashes
/' 1.) When your group is called upon, go to the front of the class

and present your Splash, explaining how your chosen doodles tell
your story.
/ \ 2.) Be sure that you cover all of the elements of the short story
in your presentation, paying special attention to
the conflict (and type- e.g. external, internal) and theme.
3.) While other groups are presenting, pay close
attention (maybe even doodle about their storyll).
4.) When all groups have presented, you will be expected to take
part in a class discussion, comparing and contrasting the different
stories. Use the doodle notes you took during the presentations
to help you in discussion.

You may select one of the following three stories...however, we need each
story to be read by at least 4 people...so we will have two groups doodling
the same story.

Short Story Selections:

A.) There Will Come Soft Rains (p. 265)
A science fiction story set in California in 2026. Although technological
marvels have become routine for the McClellan's family...will fechnology
prevail?
B.) The Flying Machine (p. 303)
A fairy-tale-like story that takes place in ancient china and uses Emperor
Yuan to warn people about dangers in the world around them.
C.) The Fog Horn (p. 319)
A suspense story that questions how similar monsters are to human beings.
Do we see ourselves in the monster, and the monster in us?



APPENDIX K

IDENTIFYING FOUR TYPES OF QUETIONS



88

Name:
Lit/LA

Questions....open the door to understanding!
Questions...are at the heart of teaching and learni

~Stephanie Harvey

Readers ask questions

[ 4
, and reading.

READERS ASK QUESTIONS TO:




QUEsToN]

QUESTION
CATEGORY:

PURPOSE:

EXAMPLES:

CLOSED ?’S-
(A.K.A.~
|Right there 2s)

OPEN ?’S
(A.K.A.~
Think/Search 15)

89

R

¢
QUESTION | PURPOSE: EXAMPLES:
CATEGORY:

COMPLEX ?’S
(A.K.A.~
On My Own 2§)

SOCRATIC ?’S
|(A.K.A.~
Writer/Me 1S)
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DETERMINING IMPORTANCE IN FICTIONAL TEXT
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Literature: Name
Finding Theme/lmpt. ldeas in Fictional Text Date:

By definition, it is.

1) A about our lives

i 2.) A discovery of a about the human
experience

i 3.) An underlying (or hidden) idea, m , and/or

: lesson that gives the story its d and meaning.

pw o search for iheme"
|00|‘ for the Bl6 ide a&!“ \

¥ Look for repeated words and (recycled) themes!!
¥ Examine what the writer is saying. Consider these guestions:

? How has the main character changed over the course of the story? Is
he/she (stayed the same) or

(changed)? What has the character

learned/discovered by stories end?

? Which scenes or passages strike you as especially important to the
story? WHY?

? What is the story’s title? Does it reveal anything about the story?

? AFTER READING, ask yourself: what message is the writer trying to
send? What is the purpose of the text?



»*
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Stories tend to focus on the big topics in everyone’s lives; for example:

1)

2.

3)

Common Themes”

THEME: Where we've seen it/heard it
before...(Examples)
71~
12~
D~

14
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INFORMATIONAL TEXT FEATURE ORGANIZER
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Name:

etermining Importance

The Nonfiction Connection

What is Nonfiction (A.K.A. Informational Text)?

What are the Nonfiction Features that Signal Importance?

Examples

Fonts and Effects

Cue Words and
Phrases

IMustrations and
Photographs

Graphics

Text Organizers

Text $tructures
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INFORMATIONAL TEXT STRUCTURE ORGANIZER
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Litcraturﬁ o

llilierenl Text Structures- Informationa| TOXt




Text Structure

Description

94

Description/List
Structure

Example:

Cause & Effect
Structure

)

Example:

Compare/€Contrast
Structure

Example:

Order/Sequence
Structure

1900 1950

Example:

Question/Answer
Structure

Example:
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Problem/Solution
Structure

Example:
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ADVANCED LANGUAGE ARTS INFORMATIONAL TEXT PROJECT
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Name: Advanced Lit/LA

i’tler‘s YoUth

Aﬂother Point of \/iCW

[ begin with the youndg. We older pones are used up... But my magnificent youndsters!
Look at these men and boys! What materiall With them, I can create a new world.

—Adolf Hitler

Imagine you and your partner are journalicts on an assignment to create a documentary
on the effects of the Nazi genocide...except with a twist...reporting from the perspective
of Hitler's Youth. Now that we have read and discugsed various texts that ceem to take
on the point of view of Hitler's victime, let's challenge our thinking and examine a text
that provides some perspective on those who followed Hitler's teaching and why. Instead
of reading the entire piece, Hitler's Youth, each of you will be

assigned a partner to work with and a gection of the text to read and analyze.

Ag you work, keep in mind the esgential question~"Do you believe that most people are
good at heart?” Try to find a way to integrate thig theme into your "documentary”.

You will be given TWO literature clage periods to read and digcuse the information, then
decide on how you will pregent your section of the text and prepare.

Asgigned Section:

Here ic the schedule you need to follow to stay on track~

Day 1 |Friday,10. Arrange groups, get organized, ask

06.06 (questions, read and discuss passage with

Day 2 |Tuesday,1
0.10.06

Determine key information to present,
cdecide on how to present and prepdare

Day 3 |Weds.,10.1
1.06

Present Documentary
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Groups:
Chapterl| Chapter | Chapter | Chapter | Chapter | Chapter | Chapter | Chapter | Chapter | Chapter
2 3 4 5 6 7 8 9 10
Jaclyn |Lauren | Brian | Kim | Mark |Andrew | Alygea| Dan Jon | Megan
Cara | Sara |%hawn |Jessica|Steven | Alex |Allion |Jimmy | Mit | Melissa
Rubric:

READING SKILLS

(Infer main idea/theme; evaluate
% draw conclusions from written
text and text features)

10

FOCUS

(Documentary displays creative
thinking with effective opening &
closing)

10

SUPPORT/ELABORATION
(Provide sufficient support for
main idea/theme; elaborate &
interpret details)

10

SPEAKING/LISTENING
(Presents w/ poise, Speech is
clear and in a knowledgeable
voice, eye contact is maintained)

10

0000000000000 000000000000000000
Pesa’s Presentation Pointers -

audience (not just me)

= = = =

Avoid fidgeting, laughing and leaning
Avoiding epeaking too quickly and/or quietly

Make consistent eye contact with everyone in your
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Name:
Lit/LA

Waéin Connecﬁon
7

A BRIDGE FROM THE NEW TO THE KNOWN

Making Connections means...

5o, you must use your and past
to better understand what you are reading.

Three types of connections:

f Text-Self:

Text-Text:

(%) Text-World:

*NOTE: Some connections cross boundaries and could be considered more than
one type of connection

OUR GOAL=TO MAKE MEANINGFUL CONNECTIONSII
What does this mean?

Now that we have read several selections in our unit entitled, The Human Spirit, let’s try to
make text-text connections and think about how the main ideas and/or themes of the
selections tie into one another. (Hint: Even think about why this unit is called The Human
Spirit.)
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In groups of THREE, your task is to try to create solid text-text connections using multiple
examples from various readings from the unit. BE SPECIFIC (try to provide page numbers)!
Note your connections in the box below. Be prepared to share connections and examples with
the class.

4 N

- /

Now try to challenge your thinking even more...how about text-world connections? Think about

the themes we've discussed in these selections...can any apply today? How/Why?

4 N
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Name:
Literature: Notec

'hferri ng

“Putting 2 and 2 Tegether”

What are Inferencee?

How ic an inference DIFFERENT from a prediction??”

How do you make inferencee?”

Step 1: What you read... (TEXT)

Step 2: What you know... (PRIOR/BACKGROUND KNOWLEDGE)

Ctep 3: Inference...




Let’c Practice ~ Together:

What you read...

What you know...

é Inference...

Let’e Practice ~ On Your Own:

o

AL
What you read...

M What you know...

+

@ Inference...

101
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IT SAYS-1 SAY-AND SO GRAPHIC ORGANIZER



Reading Comprehension Strategies— Inferring

Name:

102

Block:

Date:

It Caye...| Say...And So...

Higher-level thinking
question (Complex/Socratic):

It Says (Textual evidence)

I Say (prior knowledge)

And So...(My inference)

1. Pg.53- Why doesn't Jeffrey
want to be called by hig
nickname, ‘Maniac"?

2. Pg. 56- What does the narrator
mean when he states, “Everything|
did not love him back” 7

He wags afraid of losing his
name..the only thing he had
left from his father and
mother

[ know that Jeffrey hag a lot of
times in the book where he ig
worried about belonging and
who he is] know it can be
annoying to get called
csomething by friends without
being asked first.

Jeffrey wants to hold onto the
one gift his parents gave him,
his name. Also, he wants to be
known as someone with a REAL
name and identity, not just
some “maniac” kid.




3. pg. 57 & 58- Why can't
Maniac see the difference
between “color”/ different races?

103

Higher-level thinking
question (Complex/Socratic):

It Says (Textual evidence)

I Say (prior knowledge)

And So...(My inference)

4. Pg. 62- Why does the older
man tell Jeffrey to go home?
Why do you think younger people
don’t care that Jeffrey is on the
East End, but some adults do?

5. Pg. 86- Why does Grayson (the
old man at the zoo) have a
puzzled look on his face when
Jeffrey tells him “not if they don‘t
find me” 7

6. Your group’s turn..create a
question that requires you to “Read
between the lines” and make an
inference....
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Inferring Exit Slip Name:
Block: Date:

\ i’ . ) f'l’ ¢
:( our teket ouk of jun. 199...

1. We make inferences all the time in our daily lives. Inferring is all about reading faces,
body language, expressions, and tone. It is to EVERYONE's benefit to become skilled
at making inferences...chances are your inferring skills will save you A TON of grief!
Below, Ilist 2 ways you make inferences in real life situations...

2. How is an inference different from a prediction?
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Lit: Notes
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= Synthesizing=

to form an original idea, new way of thinking, or new creation.

—> Synthesizing can be compared to a

. Students must

arrange pieces of information until they see a new pattern emerge.

—=> Synthesizing allows readers to their
= In order to synthesize what they read, readers need to every now
and then, about what they read, and make before

continuing on through the text.

—=> When readers synthesize, they
< and

their thoughts before reading on

< Determine

ideas from less importance ones (This sounds

like

)

<>

< Make

the info by briefly identifying the main points

or

about the info they read
¢

their reading by integrating new infromation with

to form a new idea, opinion, or

perspective
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Lfem sfafements & Questions To Think aboul when asked fo

aynt hesize inf ormalion

Now | understand that ...
This gives me an idea...
This compared to ...

This was different from ...

¥ F F F *

Can you select 3 or 4 key events/ideas from the text and retell/summarize
them in your own words?

23

Determining the purpose of a chapter or a book?

23

Can you separate the literal information about the character from the
conclusions you drew?

# Can you give several effects of a decision in the text or in the world?

Feememben. SYNTHE ST ZING means combining new ideas with uhatl you
already knowr To form a new and diffenent idea!

2 o
Q T c O,
Q@ (7 Y

& °
" - T
- — L
"-:' L)j. E

: ﬁg\ﬁ > )

[ ¥y
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As ] read aloud 566 the Occan, record certain Par’cs of the text which lead you to use one

of the “B]G 8” comPrehension strategies. Ci’]a”enge gourse”: to use a varietg of the

strategies, and see how many you applg cluring the readiﬂg. Make sure to ComP]ete the final

column, which cxplains HOthﬂat Particuiar strategy helps you understand the story better.
(*Recor& AT LEAST 3 entries)

Word/Pl'rrasc that

Stratcgg used:

How it l‘tclps you to

PromPtcd you touse a better comPrchcncl the
stratcgg... text...
l:_xamplc: “Wl'lcn she was a QU EST]ON]NG-WHg Asking this open question

babg...Shc never cried when
the saltwater stung her eyes or

when sand got in her mouth”

woulc{n’t a babg bc Frightened
orcry when a wave washed

over her’??

helps me c!arhcy that this }38}:)3
is not scared of the ocean;
makes me want to read on to

find out whg this is so...




Word/Pl'lrasc that Stratcgy used:
Promptcd you to use a

5trategg...

108

How it l‘ICIPS you to better
comPrcl—lcnd tl-lc text...

After cliscussing and reviewing the strategies we used as a class, use the space below to write a

reflection <5~‘1" COMFLETE sentences) on Ne”ie’s character and her “ocean”. USC the entries

you made to help you resPoncl. ]Fgou’re stuck or need some further clirection, consider the Fo”owing

questions:

? Whg would the author write this storg/what is the intended theme?

? lxcgou could, would you change the encling of this story? \/\/hg?

? Wl—lat comprc}'lension strategies were most ]’ICIPICUI as you tried to make

meaning of this story? Wl‘]g?
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Name:
Lit: Assignments

O o o o e e O e o e O e e e o e e e e e
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Directions: To practice synthesizing, each of you will be respongible for
selecting a piece of informational text and applying the various reading
strategies we've discussed this year in order to make meaning of the text.
You will work in your readers workshop groups for support, although each of
you may be reading a different text/article.

Once you have read the text and taken note of key ideas and strategies
usged..hopefully you will find new meaning in the text! You will have today
and tomorrow to work on the text. You will share your article and ideas
with your group on Thursday.

Group A & B Reading Choices: Group C & D Reading Choices:

Ships of Shadows Greqg Mendel’s Genetic Theory
People of the Z0th Century The Supreme Court
Olympic Games Breaking the Code

Extreme Rocket Flight

*Don’t forget to use your before reading strategies..check out the title and
text features to help you predict what the text will be about.

% %k Kk Hint: Remember thig i¢ informational text..co use the text features and
structure to help you determine important ideas!

Uge the organizer provided on the back gide to note of the strategies that
helped you to synthegize the ideag and find new meaning!

Homework= continue working on text & be ready to share with

your group on Thureday!!! :>
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WORD, PHRASE, OR
FEATURE THAT
PROMPTED YOU TO
USE A STRATEGY...

STRATEGY USED:

HOW IT HELPS YOU TO
BETTER COMPREHEND
THE TEXT &/O0R
POSSIBLE RESPONSE
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Now that you have applied various strategies to the text..what conclusions
can you draw?

H your stuck..think about the following ideas...

Now I understand that ...

This gives me an idea...

This compared to ...

This wag different from ...

Can you select 3 or 4 key events/ideag from the text and retell/summarize
them in your own words?

Determining the purpose of a chapter or a book?

Can you separate the literal information about the character from the
conclusions you drew?

Can you give several effects of a decision in the text or in the world?
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Name: SYNTHIESIZING

Advanced Literature

VOIECES ITN THE PARK

by ear Wit | ﬁew?

DEIRECTION S: To practice synthesizing ideas in a text, we are going to
break into cooperative groups (see readers workshop groups posted on chalkboard)
and analyze the voices in the text, Voices in the Park. Each group will be responsible
for analyzing a voice. (Hint: think about how you can apply the other reading
strategies we’ve discussed this year and the meaning you can make out of the text).

Each group will present their analysis/interpretation of the text by explaining the
strategies & answers they found. In addition, the group will need to turn in ONE
completed graphic organizer that outlines the strategies and meaning discussed. This
organizer will be taken as a grade!

ROLES (ACCORDING TO HEIGHT TALLEST TO
SHORTEST):

Materials Manager—>overhead transparencies, pen/pencil, voice assignment for group

Task Master X 2—>keep your group on task, watch the clock, encourage your team to
keep moving ahead, support your team when “times get tough”!

Recorder X 2—+take notes on the graphic organizer that outlines strategies &
meaning/analysis

Reporter X 5+EVERY group member is responsible for presenting ideas, sharing
findings with the class, & field questions from the class and me

DAY I 'MONDAYI|Arrange groups, get organized, ask questions, read and
X.27.06  egin discussing text with the group

DAY 2 |TUES.11.28Continue reading, applying strategies, discussing, and
AL making meaning of the text

DAY 3 | WEDS.I1.2 Determine key information to present, decide on how to
**]If needed 9.06 share ideas and prepare




113

DAY 4 'THURS.IL Present ideas to the class in large group
30.06

RUBRIC (This will be used to assess the presentation and completed graphic organizer):

READING SKILLS 10 8 6 4 2 0
(Evaluate & draw conclusions from
written text and text features)

READING COMPREHENSION
STRATEGIES 10 S 6 4 2

(Evidence of multiple strategies applied
to text, attempt to support/answer
stratedy used, explain how strategy
helped to analyze the text)

SPEAKING/LISTENING 10 8 6 4 >
(Presents w/ poise, Speech is clear and 0
in a knowledgeable voice, eye contact is
maintained)

REMEMBER...
PRESENTATION POINTERS~

Make consistent eye contact with everyone in your audience (not just
me)

Avoid fidgeting, laughing and leaning
Avoiding speaking too quickly and/or quietly
EVERYONE takes their turn to share ideas

== =
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WORD, PHRASE, OR HOW IT HELPS YOU

IMAGE THAT STRATEGY TO BETTER
PROMPTED YOU TO USED: T;‘;’;P;ﬁgl;zg::}in
USE A STRATEGY... e PONSE

Examp]e: image of 18&5 appears to QUE&T]ON]NC} Asking this complcx question
be a gori”a Why is the woman helps to set a purpose as ]
rePresentccl asa gori“a? continue to read; makes me want
to read on to find out whg this is

SO...
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WORD, PHRASE, OR
IMAGE THAT
PROMPTED YOU TO
USE A STRATEGY...

STRATEGY
USED:

HOW IT HELPS YOU
TO BETTER
COMPREHEND THE
TEXT &&/OR POSSIBLE
RESPONSE

Now that you have applied various strategies to the text...what conclusions can you
draw? What is the intended message/theme of the voice you analyzed?
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Directions: Take some time to think about what you learned and how your experience with
reading has changed over the course of the research study. Please answer the following questions as
honestly as possible. Your answers will be used to measure growth upon completion of the research
study, Improving Reading Comprehension through the Application and Transfer of Reading Strategies.
The more honest your answers, the better | can address your needs as we continue throughout the
school year. Please take this survey seriously and work through it INDEPENDENTLY (i.e. there is no
need for discussion with your peers). If you feel something is unclear or don’t understand a question,

just ASK me.

Part I. Please check the appropriate box based on the strategies you use when

you read to help you better understand the text.

Frequently
3)

Sometimes

(2)

m

1. | re-read something when | don't understand.

2. | skim for main ideas and key phrases when | start a
new chapter in a textbook.

3. | read confusing phrases and sentences out loud.

4. | have someone else read a passage to me when I'm
confused.

5. | try to figure out the author’s purpose  (e.g.
entertain, persuade, inform)

6. | make predictions about what may come next in my
reading.

7. | look for the author’s main point, idea, or thesis.

8. | ask myself “what do | already know?”  (use prior
knowledge)
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9. | make connections to other things I've read or events
I've heard about.

10. | try to figure out how the text is organized.

11. | take notes, use post-its, and/or highlight for
understanding when | read.

12. | use my imagination to help me understand
(e.g. webs, mental pictures)

13. | understand better after trying to draw or map what |
read.

14. | can make a good guess about the meaning of an
unknown word by making sense of what is being said in
context.

15. | study the title and pictures or photographs, and try to
predict what the selection is about.

16. | break new or difficult words into familiar chunks in
order to pronounce the words properly.

17. | think about movies, TV shows or books that might be
similar to what I'm reading in some way.

18. | discuss text with others (parents, friends, teacher) to
clear up confusing parts.

19. | ask myself questions about what | read.

20. | think about why | am reading the selected text
(i.e. “What am | supposed to get out of this?”).

Part ll. Your opinion on the subject...
Reflect on each of the following questions, then respond, and make sure to
Explain the WHY.

1. Self-evaluation of your ability as a reader: Mark where you believe you fall on the
1-10 scale below.

<
(0] 5 10
7
Struggling reader Sometimes | understand, | understand
but certain types of text are more challenging almost everything I read

WHY did you place yourself at this spot on the number scale?
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Directionss Please answer the following questions as honestly as possible.
Your answers will be used to measure growth upon completion of the research
study, /Improving Reading Comprehension through the Application and Transfer
of Readling Strategies. Please return this form by Tuesday, January 16, 2007.

Do you believe that your child has difficulty reading and
comprehending?

Do you believe your child’s ability to work through comprehension
problems have improved during the first half of the school year?

Has your student shared any ways they have learned to improve their
reading comprehension with you?

1 have seen my studente... Frequently Sometimes Never(1)

() (2)

Re-read something when they don’t understand.

Make connections to other things they have read or events
heard about.

Take notes, use post-its, and/or highlight for understanding
when they read.

Display a willingness to discuss text/ask questions with others
to clear up confusing parts

¢
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CONSIDERING COMPREHENSION TEACHER SURVEY
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Directionss Please answer the following questions as honestly as possible.

At this point in the school year, what seems to be the most obvious reading problem(s) for
your students?

Have you noticed an improvement in students’ ability to work through these problems using
reading strategies? How so?

Part Il
In my observations, students... Frequently Sometimes Never

(3) (2) (L))

Re-read something when they don’t understand.

Skim for main ideas and key phrases when they start a
new chapter in the textbook.

Look for the author’s main point, idea, or thesis.

Make connections to other things they have read or events
heard about.

Try to figure out how the text is organized.

Take notes, use post-its, and/or highlight for understanding
when they read.

Study the title and pictures or photographs, and try to
predict what the selection is about.

Discuss text/ask questions with others (parents, friends,
teacher) to clear up confusing parts.

(
(
(
¢
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