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2 Part1 Setting the Stage

' SCENARIO: A READING DIAGNOSIS AND IMPROVEMENT
PROGRAM IN ACTION

When you walk into Ms. Johnson's third-grade classroom, you realize that something
special is taking place; you can sense the excitement of learning. Often no one notices
your arrival because the children are so engrossed in what they are doing.

Ms. Johnson's classroom is not quiet. It's a room in which children and teacher are
invalved in a dynamic, interactive teaching-learning program, which includes a reading
diagnosis and improvement program.

At various times on any one day, you can observe Ms. Johnson working with an
individuat child, a group of children, or a whole class. In Ms. Johnson's room, group-
ing is tailored to the needs of children and is very flexible. Children flow from one
groug to another depending on need. It's not unusual to find a child in more than one
reading group, working individually, or working in a one-to-one relationship with
Ms. Johnson. Ms. Johnson tries to correlate reading with all the other language arts
and sees to it that she meets individually with each child in a special conference at
least once during the week. She believes in “nipping problems in the bud,” s0 she
keeps very close tabs on her students. Whether children are reading from trade
books or from their basal readers, she keeps records of their progress in word.
recognition and comprehension.

Ms. Johnson is always probing, questioning, and keeping a sharp eye out for what
her students do well and for potential problems; she interweaves diagnosis with instruc-
tion. When she notices a problesm, she talks to the child to try to determine whether the
child recognizes that there is a problem. She then sets up a student conference to meet
and discuss the issue further.

U/ CHRETEROHIECTIVES

After reading the chapter, you should be able to:

» Discuss the importance of a reading diagnosis and improvement programn.

« State ten principles of diagnosis.

» Describe what a total integrative reading program entails.

» Discuss how a definition of reading influences the reading diagnosis and improve-
ment prograin.

+ Discuss what is usually meant by a balanced reading program.

WHAT IS READING DIAGNOSIS
- ANDIMPROVEMENT?

Reading diagnosis and improvement consists of reading instruction interwoven with

.":?;Zilggi 5 an d ':_Z' . .diagnosisf and intgrvenlion. It is based on the premise that both opgoing diagnosﬁs and
improvement - .+ intervention are integral parts of a daily developmental reading program (i.e.. a
‘Reading idstruction + -~ program that addresses all reading skills and strategies that are systematically and
interwoven'with 1 sequentially developed to enable children to become readers) and that knowledgeable
‘giagnosis'and - teachers can and should implement such a program once they have the necessary skills.
ntervention.” =~ -t It is also based on the premise that carly intervention (i.e.. identifying students’

strengths and needs as early as kindergarten) is essential.
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Chapter 1 What Is Reading Diagnosis and Improvement? 3

- Diagnosis -
' The &ct, process; o
*: result of identifving .
“theénature ofa
* disorder or.disability
~ through observation:
and examination: In’
- education, it often:. - -
iincludes:the dlanning
*: of instruction and an'
. assessment of the

Some educators are disturbed by the term diagnrosis because it seems to connote illness
or disease, and they do not like the analogies that are often made between medicine and
education. Diagnosis is a term that has been borrowed from medicine. In the field of
reading, it is used to discuss how to identify children’s reading strengths and needs. The
definition of diagnosis offered in The Literacy Dictionary (Harris & Hodges, 1995) is
most often used:

The act, process, or result of identifying the naiure of a disorder or disability
through observation and examination. . . . As the term is used in educatien, it often
includes the planning of instruction and an assessment of the strengths and weak-
nesses (i.e., needs) of the student, {p. 59)

Let us analyze the definition further,

1. The first step in diagnosis is the identification of strengths and needs by observing
certain signs or symptoms as the child is reading throughout the day and by admin-
istering informal reading assessments. (See Chapters 5, 7, and 8.) Some examples
of these signs or symptoms would be a child’s ability or inability to read fluently,
to decode words, or to comprehend.

. The second step is to determine possible reasons for reading difficulties. This is
accomplished by analyzing the results of assessments that are used to shed light on
a child’s reading performance. It may also include looking for some of the underly-
ing factors, noneducational or educational, that could be contributing to the read-
ing problem.

)

Note that in the first step, teachers look for both strengths and needs. Knowledge
of what a child can do is often helpful in providing insight into a child’s reading prob-
lem. Teachers can also use what the child knows to teach new strategies. The second
step generally reveals that a reading problem is caused by a number of factors rather
than just one. (See Chapter 4.)

'TEN PRINCIPLES OF DIAGNOSIS

Ten principles underlie the type of diagnosis and improvement we propose in this
text. These principles are reflected in Excellent Reading Teachers, a position
statement issued by the International Reading Association’s board of directors
(IRA, 2000).

. Diagnosis underlies prevention.

. Early diagnosis is esseniial in order to ameliorate reading problems from the start.

Diagnosis is continuous.

Diagnosis and instruction are interwoven.

. Diagnosis s a means to improvement; it is not an end in itself.

. Teacher-made as well as published reading assessment instruments are used in
diagnosis.

. Noneducational as well as educational factors are considered.

8. Diagnosis identifies strengths as well as needs.

G\Ul::;':.h‘l\)'—‘
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4 Part1 Setiing the Stage

9. Diagnosis is an individual process; that is, in diagnosis, the teacher focuses on an
individual child. (Diagnostic information can be obtained from various contexts:
working in a one-to-one relationship with a child, observing a child in a group. or
observing a child doing seatwork.)

10. The teacher works to establish rapport and treats each student as an individual wor-
thy of respect.

Appropriate instruction stems from and is interwoven with accurate and pertinent diag-
nostic information for each child in the regular classroom. We also stress that diagnosis
“ Consists of three is ongoing and is necessary for prevention as well as for continued growth. In a reading
“steps: identify,’ " . diagnosis and improvement program, the teacher is interested in determining the stu-
'aSSGSS -and SET goals'-i dent’s reading strengths and needs, as well as the factors contributing to them, as soon
°  as possible in order to plan and provide appropriate instruction. Three steps to accom-
plish this are given below.

Step 1: Identify the student’s present level of performance in comprehension and
word recognition by using a variety of reading assessments (see Part 2, Chapters 5-8).

Step 2: Assess specific student strengths and needs, especially if a discrepancy
exists between a student’s present reading status and reading potential. Doing so allows
the teacher to discover specific factors that affect the student’s reading performance.

Step 3: Set goals to help students maximize their reading potential.

Identification, assessment, and goal setting are three steps in a diagnostic pattern.!

pattern

-Ident:ﬂcatlon :
Part of dlagnoshc
“pattern; the actiof
determiring the.
student's pragent’
level of performance
-in‘word recognition
sand ccmprehensmn
“for scréening

;purposes

2, The latest version of the Individuals with Disabilities Education Improvement Act
j (IDEIA), which was passed by Congress in 2004, specifies that it is no longer neces-
|3 sary to show a discrepancy in order to determine who has a learning problem (e.g.,
To hear an expert learning to read) that is severe enough to be classified as a learning disability. In its
discuss Rt and place is a process called Response to Intervention (Rtl). See Appendix D for the

cultural considerations.  International Reading Association’s Guiding Principles on Rtl. The IRA commission
gotothe IRIS Center o) R{] summarizes the actual laws and provides clear principles on how to put the in-
Resources section : :

tent of the laws into action.

of Topic 11: Readin . e ; : .
Diﬁio&ties - 5 The three-step process entails providing children who appear to be struggling with

Intervention the best possible instruction and taking a look at how they perform under such condi-
Strategies In the tions. This first round of instruction takes place in the classroom context and is pro-
MyEducationt.al vided by the classroom teacher. If the child makes little or no progress in comparison to
for your course his or her peers, the second step involves providing supplementary instruction, either

and listen tothe individually or in a small group. The classroom teacher or another professional pro-
Podcast entitled

it monad B vides this instruction. If the child still makes little progress, additional tests are admin-

Bil ard Cultural istered to determine whether there is a specific learning disability. If there is, the child
Considerations.” is placed in special education classes and given more intensive intervention.

Intervention is a key word here. Just as with reading diagnosis and improve-

ment, RiI insists that identifying a problem early on and doing something to amelio-

rate it better ensures that students will continue to progress in reading. And, as

discussed in Chapters 5, 7, and 8. there are numerous reading assessment techniques

IThese terms are adapted from Ruth Swang. Diugnostic Teaching of Reading, 2nd ed. (New York:
MeGraw-Hill. 1969).

i
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Chapter 1  What Is Reading Diagnosis and Improvemeant? 5

teachers can use to identify student strengths and needs beginning in kindergarten.
Each technique is accompanied by teaching suggestions that will assist teachers
with planning appropriate instruction.

© WHAT IS BALANCED READING?

Balanced reading is defined in many different ways. We view it as a program that in-
corperates vartous philosophies, teaching strategies, and materials to achieve the best
possible reading instruction for children.

Balanced reading programs are concerned with early intervention and with helping
students gain the skills that they need to become effective readers as quickly as possi-
ble. Balanced reading programs are designed to help students improve their higher-
order thinking skills, as well as gain needed comprehension and word recognition skills
and strategies. Teachers also use these programs to nurture in their students a love of
books that will help them become lifelong readers. A good reading diagnosis and im-
provement program includes a balanced reading program.

A balanced reading diagnosis and improvement program can help to stop the “fail-
ure cycle.” If children continually have reading difficulties, they begin to see them-
selves as failures, destroying their self-concept. The more they perceive themselves as
failures, the more they fail. And so the cycle continues.

Instead, teachers must help to create a success cycle (Cullinan, 2000). The basic
idea is that the more students read, the more their reading ability improves and the
more they enjoy the reading experience. Because students enjoy the experience, they
will spend more time reading.

2 SCENARIO BALANCED READING

Ms. Hill has a balanced reading program in her ciassroom. Let's look at what she does.

Ms. Hill uses explicit teaching, that is, she presents an inientional program designed
io teach skills and strategies. She realizes that just reading aloud to the children is not
enough. She teaches phonics skills systematically because she believes in a sequential
development of this skill. When appropriaie, she also teaches spelling generalizations
and vocabulary skills.

For those children who have difficulty with phonics, she uses a whole word ap-
proach. Ms. Hill uses many different approaches. Her goal is to help her students bhe-
come good, strategic readers; consequently, she presents them with word recognition
and comprehension strategies. She incorporates a program that uses beth oral and
silent reading. She models oral reading for her students to help them gain and recognize
good aduit reading fluency.

A good balanced reading program helps her students become lifelong readers.

i rategles that aie
 systernatically andl
g sequentfejly
“developed to help
* studsnts become

- effectivereaders.

In our view, developmental reading refers to all those reading skills and strategies
that are systematically and sequentially developed to help students become effective
readers throughout their schooling. “All those reading skills and strategies™ refers to
learning-to-read skills and strategies as well as reading-to-learn skills and strategies
and reading for appreciation. Developmental reading is the major reading program,
and the diagnostic improvement program that takes place in the regular classroom is
part of the developmental reading program; all other programs are adjuncts to the
developmental program.
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6 Part 1 Setiing the Stage

- WHAT IS REMEDIAL READING?

Py Remedial rerfding programs can take plar.:e outsi.(le the regular classrgom and are h'an—
veadin g-:p"rog'l"éhi"' dled by s.pecm] Personnel such as a special .readmg teacher, a therapist, or a f:llmcmn.
‘Takes place inside © =~ 1he special reading teacher usually works with studenis who have severe reading prob-
‘or outside the = 7+ lems that cannot be handled in the regular classroom. The students are usually referred
regular classroon - for help by the regular classroom teacher. Regardless of where the remedial instruction
;andis handled by .- gccurs, it dovetails into the developmental teading program.
s.p_ecial :p'z._érso_n.nel. i For example, the prime purpose of the remedial reading program that takes place
“ outside the regular classroom is to help students attain the developmental skills and
strategies that they lack. This program is not a replacement for the student’s classroom
developmental instruction in reading; it is reading instruction that is given in addition 1o
the reading instruction in the regular classroom; therefore, it must be related to or con-
sidered part of the developmental program. This is imperative because studies show that
there is a consistent negative relationship between the time students spend in “pull-out”
classes and reading.? Many times the “pull-out” program becomes the complete reading
program for students with severe reading problems, and rather than spending more time,
the students spend less time in reading. Also, if the remedial program is looked on as
separate from the developmental reading program, there is usually a lack of congruence
between the instruction of the regular classroom teacher and that of the remedial reading
teacher. This lack of congruence can confuse children who are already struggling?

WHAT IS READING?

The relationship of reading to diagnosis is important in a reading diagnosis and im-
provement program. To fully understand this relationship, it is first essential to define
reading. Clearly, the definition that we choose will influence both the instructional and
diagnostic components of the program. For example, if we see reading as a total inte-
grative process, diagnosis will also be seen as a total integrative process.

There is no single, set definition of reading. A broad definition is that reading is a
dynamic, complex act that involves bringing to and getting meaning from the printed
page. This definition implies that readers bring their backgrounds, experiences, and

Reading .= =
A dynamic, complex
act that involves -

Brnging reanirg to #  emolions into play. It further implies that students who are upset or physically ill will
and getling msaning - bring these feelings into the act of reading, and these feelings will influence their inter-
from'iheprinted~ - pretative processes. Yet another implication is that a person well versed in the subject
page.: . i matter at hand will gain more from reading the material than someone fess knowledge-

able. For example. a student who is a good critical thinker will gain more from a critical
passage than one who is not. A student who has strong dislikes will come away with dif-
ferent feelings and understandings than a student with strong likings related to a given
text. Under a global (i.e., integrative) definition, a diagnosis acknowledges that a reading
prablem is often caused by multiple factors. Therefore, the diagnosis would include con-
siderations of ecological (environmental), personal, and intellectual factors. Educational
factors, as well as noneducational ones, are considered. A global definition also recog-
nizes that not all children respond in the sane way to either teachers or instruction. An
atmosphere conducive to growth is important, as is the maxim that success breeds success.
Diagnosis is looked on as continuous, as underlying prevention as well as remediation, and

2G. V. Glass and M. L. Smith, Pufl-Owr in Compensaiory Education. paper prepared for Oltice of the
Commissioner, U.S. Office of Education, 1977,

3ee R, L. Allington and M. C. Shake. "Remedial Reading: Achieving Curricular Congruence in Classroom
and Clinic.” The Reading Teacher (March. 1986): 648-654.
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: Reading process .

i Concermned with the

ki affectwe peroeptua! ;
: anci cognltlve' i
doma:ns

 Affective domain -

- Part of the reading
prccess that s
“ involves an;
“individual’s feehngs
anci emotlon S

: Perceptual:
“.domain -
- Partof the eadmg
& process that
b j:dep_ends onal

' process __ba_se'd_ on
“ anindividual's
f.-_bacan"ciUnd f ;

as interwoven with instruction. The emphasis in diagnosis is on determining the child’s
reading problems and the conditions that contribute to them. This is the definition we ad-
vocate in this text. The following section further explains our view.

HOW IS READING A TOTAL INTEGRATIVE PROCESS?

By using a broad or global definition of reading, we see reading as a total integrative
process that starts with the reader and includes the affective, perceptual, and cogni-
tive domains.

The Affective Domain

The affective domain includes our feelings and emotions. The way we feel greatly
influences the way we look at stimuli on a field. It may distort our perception. For ex-
ample, if we have adverse feelings about certain things, these feelings will influence
how we interpret what we read. Our feelings also influence what we decide to read.
Attitudes exert a directive and dynamic influence on both our readiness to respond to
and cur willingness to read a given text.

The Perceptual Domain
The perceptual domain involves giving meaning to sensations and the ability to orga-
nize stimuli on a field. Perception is a cumulative process based on an individual’s
background of experiences in using the body’s sensory receptors and interpreting the
sensory input. If, for example, an individual’s eyes are organically defective, percep-
tions involving sight will be distorted. In the act of reading, visual perception is a very
important factor. Children need to be able to control their eyes so that they move from
left to right across the page. Eye movements influence what the reader perceives.*
Although what we observe is never in exact accord with the actual physical stim-
uli,” we must be able to accurately decode the graphemic (written) representation of
those stimuli. If readers have learned incorrect associations, this will affect their ability
to read. For example, if a child reads the word gip for pig and is never shown the differ-
ence between these words, this may become part of his or her perceptions. Whether
children perceive words as a whole, in parts, or as individual letters will also determine
whether they will be good or poor readers. More mature readers are able to perceive
more complex and extensive graphemic patterns as units. They are also able to give
meaning to mutilated words such as

rn--
l]l:‘n"

As noted above, the perceptual process is influenced by physiological factors as
well as affective ones. Therefore, a person’s biases toward a topic may result in deleting
from, adding to, or distorting what is actually written.

The Cognitive Domain

The cognitive domain includes the areas involving thinking. Under this umbrella we
place all the comprehension skills (see Chapter 10). Persons who have difficulty think-
ing (the manipulation of symbolic representations) will have difficulty reading.
Although the cognitive domain goes beyond the perceptual domain, it builds and
depends on a firm perceptual base. That is, if readers have faulty perceptions, they will
also have faulty concepts. (See Chapter 7 for a discussion of concept development.)

“Eric J. Paulson and Ann E. Freeman, fasight from the Eves (Portsmouth, NH: Heinemann, 2003).
SJulian E. Hochberg, Perception (Englewood Cliffs, NJ: Prentice-Hall. 1964), p. 3.
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8 Part1 Setting the Stage

TABLE 1.1 Summary of Proficient and Less Proficient Reading Behavicrs

Proficient Reading Behaviors

Less Proficient Regding Bchaviors

Attempt to make what is read sound like language
and make sense

Monitor what is read for sense and coherence
Build meaning using the text, their purpose, and
their background

Use a variety of strategies when meaning breaks
down: reread, rethink, read on and return if
necessary, substitute, skip it, sound it out, seek
assistance, use text aids (pictures, graphs, charts),
ignore it, stop reading

Selectively sample the print; use a mixture of visual
{print) and nonvisual (background) information

Use and integrate a variety of systems of language
to create meaning

Vary the manner in which texis are read based
on purpose

Typically correct one in three miscues

Artempt to correct miscues that affect meaning

“Chunk” what is read

Attempt to identify all of the woras correctly
Monitor what is read for correct letter/sound
and word identification

Build meaning by attempting to identify the
letters and words correctly

Use a limited range of strategies when meaning
breaks down: sound it out, skip it

Use most of the visual (print} information

Rely heavily on graphemes, graphophonemics,
and morphemes

Read all texts in & similar manner regardless
of purpose

Typically correct cne in twenty miscues

Attempt to correct miscues that fail to resemble
the word

Process letter by letter, which results in
funne! vision

Source: Kucer, S. Dimensions of Literacy: A Conceptual Base for Teaching Reading and Writing in School Setfings, 2" ad.
Mahwah, NJ: Erlbaurn, 2005, p. 142.

Metacognltlon S The findings of research on the brain and cognitive processes have implications for
:IT:h:ihkih:g'c':rit'i'dally:--:’-: . teaching and instruction, By regarding the brain as an active consumer of information,
-about thinking: refers ~  able to interpret and draw inferences as well as ignore or selectively attend to other in-

1o stiidents’ = formation, the learner is “given a new, more important active role and responsibility in
knowledge sbott . * learning from instruction and teaching.”®
their thinking' ;7" Metacognition relates to the cognitive domain. The term meracognition is used “to

fg%%ﬁ?gf{;g:ﬁ_ab"“y " refer to both students’ knowledge about their own cognitive processes and their ability

to control these processes.” It literally means thinking critically about thinking.

WHAT ARE CHARACTERISTICS OF GOOD READERS?

Proficient readers have a large repertoire of strategies at their disposal. which they use
to help them better comprehend the text at hand (see Table 1.1). The strategies they

S\erlin C. Witirock. “Education and the Cognitive Processes of the Brain,” The Naional Society Jor the
Sty of Education Sevenry-Seventh Yearbook, Part1L(1978). p. 101,

TClaire B, Weinstein and Richard E. Mayer, “The Teaching of Learning Strategies.” The Handhook of
Research on Teaching. 3rd ed. (1986}, p. 323,

a& L | .
.
. ;;ga %& .
é%%%%g o
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Chapter 1 What |s Reading Diagnosis and Improvement? 9

TABLE 1.2 Explanations of Good Reader Attributes

Good Reader

Attributes Explanation

Active Readers bring their own experiences to reading the text and to constructing meaning.
They make predictions and make decisions such as what to read and reread, and when to
slow down or speed up.

Purposeful Readers have purposes in mind when they read a text. They then read with these pur-
poses in mind. For example, they might choose to read for enjoyment or entertainment. At
other times, they might read to discover specific detalls.

Evaluative Readers evaluate what they are reading, asking themselves whether the text is meeting
their initial purposes for reading it. They also evaluate the quality of the text and whether it
is of value. They react to the text both emotionally and intellectually. Readers also evaluate
their interaction with others in different instructional groupings as well as their ability to
function as both leaders and followers in the group.

Thoughtful Readers think about the text selection before, during, and after reading. Before reading,
they think about what they might already know. During reading, they think about how the
current text relates to what they already know. After reading, they think about what the text
offered and formulate their interpretations of it.

Strategic Readers use specific strategies such as predicting, monitoring, and visualizing to ensure
that they are comprehending the text.

Persistent Readers keep reading a text even when it might be rather difficult if they feel that the text is
helping them to accomplish a set purpose.

Productive Readers are productive in more than one way. For instance, they bring their own experi-

ences to the text at hand to construct or produce their understanding of it. Because
they are engaged with reading, they are more productive in terms of the amount of
reading they do.

Source: Adapted from Duke, N. K., and Pearson, P. D. “Effective Practices for Developing Beading Comprehension,” in A. E.
Farstrup and S. J. Samuels, eds., What Research Has to Say about Reading Instruction, 3" ed. Newark, DE: International
Reading Assaciation, 2002, pp. 205-242.

employ will shift depending on their background for the text and the manner in which
the text is written. If they have read and heard stories, for instance, they most likely
have an understanding of story structure (i.e., the pattern used to write stories). This
text structure poses few if any difficulties, so they are able to read with greater ease.

In essence, then, good readers are active, purposeful, evaluative, thoughtful, strate-
gic, persistent, and productive.’ We explain each of these attributes in Table 1.2. When
you hear someoene exclaim, “He is a good reader!” this is what it means.

But what do we do with children who do not carry this label? Can we teach them
the “good reader™ characteristics? Thanks to the work of several researchers who have
designed metacognition training programs to explore this question, we know that the
answer is “‘yes.”” But the characteristics must be explicitly taught; for whatever reason,
less proficient readers do not acquire them with as little explicit instruction as do many
of the good readers.

Regardless of a child’s level of proficiency, helping all children to maximize their
full potential as readers is more important than assigning a label, a view that is supported

8N. K. Duke and P. D. Pearson, “Effective Practices for Developing Reading Comprehension.” in What
Research Has to Sav. about Reading Instrucrion, 3 ed.. eds. A. E. Farstrup and S. J. Samueis (Newark. DE:
International Reading Association. 2002). pp. 205242,
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10 Part1 Setting the Stage

by the Council for Exceptional Children.? Remember that the goal of a reading diagno-
sis and improvement program is to discover children’s strengths and needs and to de-
sign appropriate instruction to address these. Put another way, children are always
ready to learn something and our job as teachers is to figure out what that something is.
Learning is what we're after. The success of education depends on adapting teaching to
the individual differences among learners. That children vary is natural; what is unnat-
ural is to assume that all children are the same. '

| READING PROCESS?

+

The field of reading is replete with theories, and different catch phrases are sometines

S The | -
':régdiﬁg:mddéis - assigned to the same general theories, further confusing those who try to understand the
.::'Mad-éls:thé{.debéﬁd various theories. One area that has caused much disagreement and debate among read-

ing theorists is that of beginning reading. Controversy has centered on whether the
reading process is a holistic one (emphasis on meaning), that is, a top-down model; a
subskill process (code emphasis), that is, a boftom-up model; and, more recently,
whether it is an interactive imodel. The interactive model is somewhat but not entirely a
combination of the top-down and bottom-up models in that both processes take place
simultaneously depending on the difficulty of the material for the individual reader.
(See Figure 1.1.)

Classroom practices are based on the theories that teachers embrace. Those who
believe in a bottom-up model will emphasize decoding to the exclusion of meaning;
those who believe primarily in a top-down model emphasize meaning. Those who
believe in an interactive model will probably use a combination of both.

Reading theorists often tend to be exclusive; they promote their own theory and
Corfespondences; generally neglect others. The classroom teacher, however, need not accept an either-or
‘code'emphagis or - dichotomy, but rather should seek a synthesis of all the elements that have proven
‘subskil models: -0~ workable; that is, the classroom teacher can take elements from each theory based on
S e individual needs of students. Good teachers realize that the reading process is very
complex and that there are no siniple answers.

\ S holetext

‘onréader’s -
‘background of
experiences and
Tanguage ability
- gonstructing meaning -
fomthetext”

‘Models that - -
“consider the reading
‘process asong of

graphieme-phoniéme -

‘Interactive -
‘réading models™
‘Models that -7 o0
-tongiderthe top-
down processing of ©

information as®: -
‘dependent on the
‘botfom-up i
“processing, and vice
yesai s

whole text

. gentences

Ie!ters;éounds Ie%%ers§ounds

Bottom-up Interactive Top-down

FIGURE 1.1 Models of Reading

YCouncil for Exceptional Children, Wihar Every Special Edweator Must Kpow: Ethics, Standards, and
Guidelines for Special Educators, 5t g, (Upper Saddle River, NI: Pearson/Merrill/Prentice-Hall, 2103).

194, Flurkey, “What's *‘Normal™ abeut Real Reading?™ in The Truth Abour DIBELS: What It Is and What [t
Does. ed. K. Goodman (Portsmouth. NH: Heinemann, 2006). pp. 40-49.

M‘
A
=

" é(%

-

. 2@;\ § . FE\
.
C e e 2%5&,\\ ,
' if%‘%%%‘ﬁiﬁff’ .

Page 10/ 13



English Language Learners are those who are fortunate to know a language other than
English.!'! In fact, sometimes these learners may know more than one language.
Regardless, the language they seek to acquire is English, hence the label English
Langunage Learner. And just as with all learners, ELLs are constantly showing what
they know and what they need to learn. There is much variability among them, which is
not to be confused with disability.'?

Researchers have identified different levels of language proficiency through which
language learners progress.'® Figure 1.2 draws on these initial delineations of levels as
well as others’ adaptations of them.'* Through it, we show the levels as delineated in the
TESOL standards,’® and provide a brief description of each. Keep in mind that when
learning a new language, any individual, regardiess of age, progresses through these lev-
els. To assume that the levels coincide with specific grade levels is problematic.

FIGURE 1.2 Levels of Language Proficiency, Descriptions, and Implications

Levels of Language
Proficiency

Description

Level 1: Starting

Students have a limited understanding of English. They may respond
using nonverbal cues in an attempt to communicate basic needs. They
begin to imitate others and use some single words or simple phrases.

Level 2: Emerging

Students are beginning to understand some phrases and simple
sentences. They respond using memorized words and phrases.

Level 3: Developing

Students’ listening comprehension improves, and they can understand
written English. Students are fairly comiortable engaging in social
conversations using simple sentences, but they are just beginning
to develop their academic language proficiency.

Level 4: Expanding

Students understand and frequently use conversational English with
relatively high accuracy. They are able to communicate their ideas

in both oral and written contexis. They are also showing the ability to
use academic vocabulary.

Level 5: Bridging

Students comprehend and engage in conversational and academic
English with proficiency. They perform at or near grade level in reading,
writing, and other content areas.

M. F Opitz and L. M. Guecione, Comprehension and English Language Learners: 25 Oral Reading

Strategies That Cross Proficiency Levels (Portsmouth, NH: Heinemann, 2009).

12C. Roller. Variability, Not Disabiliry (Newark. DE: International Reading Association, 1996).

S, Krashen and T. Terrell. The Namural Approach: Language Acquisition in the Classroom (Oxford:
Pergamon. 1983).

“D. E. Freeman and Y. S. Freeman, Teaching Reading in Multilingual Classrooms (Portsmouth, NH:
Heinemann, 2000}). See also J. Kendal, and O. Khuon, Making Sense: Small Group Comprehension Lessons
Sfor English Language Learners (Portland, ME: Stenhouse. 2003).

ISTESOL, Pre-K-12- English Langnage Proficiency Standards (Alexandria. VA: Teachers of English to
Speakers of Other Languages. 2006}.
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Also problematic is seeing language learning as a linear process. As Freeman and
Freeman'® make clear, it is anything but. When using language in less formal settings,
such as when having conversations with friends, ELLs may demonstrate that they have
acquired Basic Interpersonal Communicative Skills (BICS) and be tunctioning at level 5
(bridging), an advanced level of language acquisition. However, these same learners can
and do have difficulty using language in more formal settings, such as school, where they
may demonstrate that they are functioning at level 3 {developing), the middle level of lan-
zuage proficiency. They need assistance in acquiring academic language. In other words,
these ELLs need help in acquiring Cognitive Academic Language Proficiency (CALP).
The same children who appear to be functioning at a given level in the classroom are in-
stead functioning at different levels depending on how they are called on to use language.

'OF LITERACY DEVELOPMENT?

Reading ability continues to develop throughout life. For that matter, so do writing, speak-
ing, and listening abilities. In fact, we might say that reading ability grows with exposure to
oral language and print. In general, children at given ages share commeon characteristics in -
terms of reading and writing abilities. Different reading researchers and educators cast
these characteristics into stages of growth (e.g., Chall. 1983; International Reading
Association and the National Association for the Education of Young Children, 1995;
Cooper & Kiger, 2005) to help teachers determine who is displaying age-appropriate read-
ing behaviors.!? Knowing some of these behaviors can also be extremely helpful in trying
1o determine who might need further assistance with learning to speak, listen, read, or write.

Table 1.3 shows the stages of literacy growth and some of their descriptors. Keep
in mind that stages can overlap and that students rarely display every characteristic of
one stage before they move into another. Many of the characteristics stay the same from
stage to stage. but they become more sophisticated. Also, as when anyone is Jearning
something new, there can be plateaus. So. while the table shows a neat linear process
that happens in a smooth tempo, in reality the tempo is more halting at times.

TABLE 1.3 Stages and Descriptors of Literacy Growth

Stage Brief Description Sample Benchmarks

Early Emergent Viewed as a foundation on which ~ « Attends to read-alouds
children develop oral language
and a curiosity about print.

Typically before kindergarten « Uses oral language for different
purpuses
« Likes playing with movable or
magnetic letters
» Knows several nursery rhymes
« Uses paper and writing utensiis
to attempt writing

Emergent Literacy Children show more interest in + Retains cral directions
all aspects of literacy. + Enjoys tongue twisters

15D, E. Freeman and Y. S. Freeman, English Langiage Learners: The Essential Guride (New York:
Scholastic, 2007).

7jean Chall. Stages of Reading Developrent (New York: MeGraw-Hill, 19833, International Reading Association
and the National Asseciation for the Education ol Young Children. “Learning to Read and Write: Developmentally
Appropriate Practices for Young Children.” The Readding Teacher, 52 {1998 193-216. 1. D. Cooper and N, Kiger,
Lireracy Assessment: Helping Teachers Plean Instruction, 204 o, (Boston: Houghton Milllin, 2005),

s

.
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TABLE 1.3

Stage

Brief Description

Sample Benchmarks

Typically kindergarten; may
overlap into the beginning
of first grade

Beginning Reading and Writing

Typically first grade; continues
into second and third grade
for some

Almost Proficient Reading
and Writing

Typically begins at end of
second grade and continues
into fourth or fifth grade

Proficient Reading and Writing

Typically begins in fourth grade
and continues through life.

Oral language facility expands.
Children develop word analysis
skills, start to show fluency in
reading and increased under-
standing of many words. Their
writing begins to follow

print conventions.

Children grow in their under-
standing of literacy. Oral lan-
guage shows increased vocab-
alary, writing is more frequent,
and silent reading increases.

Children use reading and

writing for a variety of purposes.

The majority of skills are
acquired and used as
appropriate.

Knows some concepis about print

such as book parts, word boundaries,

and how to handle a book

Recognizes and names most letters

Shows evidence of being
phonemically aware

Can write own name
Uses some punctuation

Uses increased oral vocabulary
Participates in discussions

Recognizes and names all letters
in any order

Identifies many sight words

Uses phonics to determine word

pronunciation

Uses a variety of comprehension
strategies

Reads and retells stories

Enjoys writing

Uses a computer to write

Grows in use of standard English
Uses new oral vocabulary

Uses context to determine word
meaning

Self-corrects

Reads independently

Reads for many purposes
Begins learning research skills
Writes for many purposes
Writing conventions show growth
Chooses to write in free time

Listens to presentations with
understanding

Uses oral language for a variety
of purposes

Seldom needs help with word
recognition

Uses several comprehension
strategies

Enjoys reading

Writes for many purposes

Edits own writing

Experiments with different writing
forms

Source: Adapied from Cooper & Kiger, Liferacy Assessment: Helping Teachers Plan Instruction. Boston, MA: Houghton

Mifflin, 2005.
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