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in the education world recently, but is not a new concept. What evolves when differentiated instruction is
teamed with effective reading instruction? When implemented properly, these two concepts can
interweave to create a model for reading instruction that delivers a research-based, effective curriculum
which meets the needs of all learners.
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ABSTRACT

Effective reading instruction has been an evolution of many different
theories and ideas, and best practices are continually changing and being
debated. Differentiated instruction has also been a hot topic in the education
world recently, but is not a new concept. What evolves when differentiated
instruction is teamed with effective reading instruction? When implemented
properly, these two concepts can interweave to create a model for reading
instruction that delivers a research-based, effective curriculum which meets the

needs of all learners.
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INTRODUCTION

Effective reading instruction has been an evolution of many different
theories and ideas, and best practices are continually changing and being
debated (Artley, 1981; Ford & Opitz, 2011). Differentiated instruction has also
been a hot topic in the education world recently, but is not a new concept
(Artley, 1981; Watts-Taffe, et.al., 2012). What evolves when differentiated
instruction is teamed with effective reading instruction? When implemented
properly, these two concepts can interweave to create a model for reading
instruction that delivers a research-based, effective curriculum which meets the
needs of all learners (laquinta, 2006; Ford & Opitz, 2011; Rasinski & Padak,
2004).

The history of reading instruction has been a myriad of different theories,
ideas, and instructional approaches. Since the early 1900s, educators have
realized that there are individual differences in children and its effects on reading
instruction (Artley, 1981). Prior to that, those differences were given very little
attention (Artley, 1981). Artley’s research on the history of literacy instruction
found that, during World War |, educators were forced to respond to the fact
that young men wanting to enlist in the armed forces lacked literacy skills
necessary to follow simple directions. Smith (1965) describes the scientific
movement in education in the 1910s, which led to the design of units of study
that each child would work his/her way through at his/her own pace. Once one

unit was completed successfully, the student could move on to the next unit.
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Rather than requiring that children receive only instruction prescribed for
a specific grade, the instructional content in reading and the other ‘skill’
areas was organized into units of work, assignments, or ‘jobs,” each
covering a prescribed body of knowledge or skills to be acquired”
(Washburne, 1925, as cited in Artley 1981, p. 144).

Basal reading programs began to incorporate suggestions for differentiating
instruction into their teachers’ manuals (Artley, 1981).

The next major movement in differentiated reading instruction occurred in
the 1930s with the Progressive Education Movement (Artley, 1981). This
movement adopted a learning-by-doing philosophy where children worked
together in groups on projects, and therefore acquired the necessary reading
skills to complete their projects as needed. There were also movements in the
1950s and 1960s that followed the research of Dr. Willard Olson in child
psychology. “Olson’s theory of child development began to be applied to
reading instruction in the 1950s and 1960s as self-selected reading” (Artley,
1981, p. 145). The late 1960s and 1970s brought about the language-
experience approach where a shared writing experience would lead into sight
word knowledge and word identification skills (Artley, 1981). Research suggests
that the language experience approach was most effective in addressing print
concepts and expectations of reading, but that direct approaches showed
better results for improving word recognition (Stahl & Miller, 1989).

The 1960s were also the beginning of some major research in emergent
literacy (Fisher, 2008).

Over the years, various researchers have looked at children’s emergent

literacy in a variety of settings and with a variety of children. What has
become apparent is that children’s exposure to print in the environment
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and at home influences what they learn about reading and writing and

that we can expect certain behaviors to be apparent as children learn to

read” (Fisher, 2008, p. 8).
There has been much research on phonological awareness and phonics.
Phonological awareness refers to a child’s ability to hear and distinguish
individual sounds in words, and is often used as a good predictor of future
reading skills (Fisher, 2008). Phonics goes a step beyond phonological
awareness and assigns a written symbol, or letter, to a sound, often referred to
as the letter/sound relationship. In the 1960s and 1970s, there was much
disagreement about phonics instruction. According to Fisher (2008), the debate
was not about phonics versus no phonics; rather, the debate was about the type
of phonics instruction and how much phonics instruction should be taught.
Instruction at this time seemed to be so focused on phonics, some researchers
felt that little comprehension instruction was happening in schools. This led to
research in the late 1970s regarding comprehension, and resulted in theories
about metacognition, or thinking about your own thinking. According to Fisher
(2008), a 1978 study published by D. Durkin alluded to the understanding that
teachers asked students questions about what they were reading, and provided
feedback on whether their answers were correct. Instruction was usually not
focused on how to get a correct answer, but on answering the question
correctly. The reading process then became more apparent and more research
was needed. The 1980s brought about research that looked at strategies that

good readers use in comprehending. Researchers also examined prior

knowledge as an influence on reading comprehension, as well as response to
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literature. This has led to more recent research on authentic literacy activities,
including writing, as a means for engagement. Current research suggests that
an effective reading program must include the following five components:
phonemic awareness, phonics, vocabulary, fluency, and comprehension

(National Reading Panel, 2000).
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METHODOLOGY

Purpose

The purpose of this project was to develop effective and applicable
professional development for elementary teachers on differentiated reading
instruction. When | began teaching at my current school district, which is a
small, rural district in western lowa, they had spent several years studying
differentiated instruction during professional development, and had sent the
majority of the staff, K-12, including me, to the national differentiated instruction
conference in Las Vegas over the course of several years. They seemed to be
fully vested in differentiated instruction, but the elementary staff had not yet
embraced guided reading as a method of reading instruction. | found this to be
puzzling, as guided reading falls directly in line with differentiated instruction in
reading. As | talked with the principal and the curriculum director about this, |
discovered that very little was known about guided reading among the veteran
staff, and, even though they fully embraced differentiated instruction, many had
their doubts about guided reading. In order to help the staff understand the
connection between differentiated instruction and guided reading, a thorough,
well-thought-out plan was necessary.
Rationale

Because of the lack of understanding about guided reading among
veteran staff, and because of this same staff’s vested interest in differentiated

instruction, it was necessary to create professional development that would link
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guided reading with differentiated instruction seamlessly. Building a framework
for a curriculum grounded in research, while linking professional development to
concepts already studied, will give this learning authenticity for the staff and
provide them the ability to implement it with fidelity and understanding.
Methods for Locating Sources

The primary method of locating sources for the literature review was the
electronic database through the University of Northern lowa’s Rod Library.
Some of the keywords used in searches included: differentiated instruction;
guided reading; effective reading instruction; reading instruction in primary
grades; differentiated reading instruction; differentiated literacy instruction;
elementary reading instruction; professional development; components of
professional development; effective professional development; teacher learning;
teacher pedagogy.

Other methods of locating sources included recommended and required
readings from University of Northern lowa instructors in the division of Literacy
Education. These consisted of journal articles, professional books, and selected
chapters from professional books. | also utilized resources provided to me
through training classes in Reading Recovery and the Comprehensive

Intervention Model (CIM).
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RESEARCH QUESTIONS ADDRESSING THE LITERATURE REVIEW

The focus of this research project was guided by the need to develop a
worthwhile professional development series based on differentiated reading
instruction through guided reading. The following questions were addressed in
this literature review:

1.  What is differentiated instruction?

2. What is guided reading instruction?

3. What are the components of effective professional development?

The culmination of this literature review will answer the project question, How
can a district provide an effective professional development program that

supports teachers as they implement guided reading as part of differentiated

instruction?
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REVIEW OF LITERATURE

In order to address the research questions, the literature review has been
divided into three sections: differentiated instruction, guided reading, and
professional development. Differentiated instruction has been an integral part of
education since the turn of the century, and has sparked a renewed interest
from educators and researchers in recent years. Guided reading, a method of
reading instruction coined by Irene Fountas and Gay Su Pinnell in the mid-
1980s, builds on the notion of differentiation to provide a framework for reading
instruction in the primary grades. It is crucial for administrators to provide
succinct, meaningful professional development for educators so that
differentiated reading instruction through guided reading can be embraced and
integrated into everyday classroom instruction.
Differentiated Instruction

Success in reading and writing plays a significant role in the development
of confident readers. It has been known since the early 1900s that children are
different, and that not all children learn the same thing at the same time.
Differentiated instruction is a term that was coined many years ago, but only
recently has been brought to the attention of mainstream educators. According
to Tomlinson (2008), “Differentiated instruction is student-aware teaching. It is
guided by the premise that schools should maximize student potential, not

simply bring students to an externally established norm on a test” (p. 27). In
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other words, it is teaching children how they learn best, and not just skill-and-
drill exercises that will lead them to perform well on a standardized test.

Tomlinson (2008) also states,

Differentiated instruction is a way of thinking about teaching. Certainly
one of its goals is increased student mastery of essential content and
skills. But few students will become dedicated learners because their
standardized test scores increase. Differentiation, fully understood, is
concerned with developing not only content mastery but also student
efficacy and ownership of learning (p. 30).

Differentiation allows all students to access the same classroom
curriculum while, at the same time, tailoring the curriculum to individual needs
(Watts-Taffe, et.al., 2012). “Differentiated instruction is not a single strategy, but
rather an approach to instruction that incorporates a variety of strategies”
(Watts-Taffe, et.al., 2012, p. 304). Levy (2008) also states, “Differentiated
instruction is a set of strategies that will help teachers meet each child where
they are when they enter class and move them forward as far as possible on
their educational path” (p. 162). According to Tomlinson (2001), differentiated
instruction can occur in content, process, and product and is based on
students’ strengths, needs, and learning styles. Content is simply what we
teach. All students can receive the same curriculum, but the content can be
adjusted to fit the needs and interests of each child. Process is how we teach
the content. Different activities can result in the learning of the same material.
Not all students learn in the same way, therefore we need to adjust our teaching
styles to fit the needs of our students. Product is the students’ demonstrations

of what they have learned. Traditionally, this has been an end-of-unit paper-
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and-pencil test. Differentiated instruction says that students can show mastery
of content in a variety of ways, from verbal to written to aesthetic, as well as
others. Assessments are used in different contexts, from pre-assessment to
formative assessment and summative assessment. Pre-assessment is
assessing a student’s knowledge of a subject before any explicit teaching takes
place. If a child already knows the content, why teach it to them again? It is
used as a starting point on where to begin instruction. Formative assessment is
ongoing assessment, checking for understanding during the course of
instruction. Summative assessment is used to determine whether or not a child
has mastered what was taught. “Because students vary in their ability levels,
learning styles, and areas of interest, the ways in which they demonstrate what
they know should vary as well” (Levy, 2008, p. 163).

Differentiated instruction can combine with current research on effective
reading instruction to create a model for differentiated reading instruction, but it
is not always easy to differentiate.

One barrier to teachers’ implementing truly differentiated instruction is

their lingering fear that it is somehow ‘unfair’ to give children different

types and amounts of instruction. Research says that it is fair, as long as

‘fair’ is defined as providing an individual child opportunities for maximum
growth (Walpole & McKenna, 2007, p. 6).

Ankrum and Bean (2008) suggest that true differentiation in reading occurs
today in some classrooms, but reading instruction is still predominantly done
whole-class. Exemplary teachers utilize a variety of structures including whole-
group, small-group, and individualized instruction, teaching most often in small

groups. They use systematic, ongoing assessments to maintain fluidity among
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their small groups. “It is only through assessment that teaching decisions can
be made as assessment provides the data that informs good instruction”
(Ankrum & Bean, 2008, p. 138). Ankrum and Bean (2008) are careful to point out
that “assessment tools that are used to inform instruction should be
comprehensive, on-going, classroom-based, and easy to administer and
interpret” (p. 138).

Why is it important to differentiate literacy instruction? Watts-Taffe, et.al.
(2012) point to studies that show “...from kindergarten through third grade,
students made greater gains in word reading and reading comprehension when
their teachers differentiated instruction, using small, flexible learning groups
during a center or station time, than did students whose teachers provided high-
quality but primarily whole-class instruction” (p. 304-5). Meeting students where
they are, and developing instruction that can help them develop a self-extending
system is the goal for all instruction. Students walk into classrooms with a
myriad of experiences and knowledge about reading, writing, and the world
around them. Teachers must design their instruction to meet the needs of each
individual learner.

Effective differentiation is not found in a basal series or even in a

particular research-based strategy. Rather, it is found in the decisions

teachers make based on their understanding of the reading process, in-
depth knowledge of their students, consideration of an array of effective
instructional practices supported by research, and ability to select

models, materials, and methods to suit particular students as they
engage in particular literacy acts (Watts-Taffe, et.al., 2012, p. 306).

Indeed, differentiation is not merely a boxed program with scripted lesson plans.

It can only happen through the expertise of highly-trained teachers.
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Grouping children appropriately in order to differentiate literacy
instruction is often a concern for educators. Teachers must keep in mind that
groups are fluid, constantly changing according to the needs of the students
demonstrated by assessments. Good teachers utilize a variety of grouping
formats, including whole-group, small-group, and individualized instruction.
General, curriculum-based concepts can be taught whole-group, while specific
skills can be addressed in small-group or individualized instruction. One
research-based way to differentiate reading instruction in small groups is guided
reading (Fountas and Pinnell, 1996). Guided reading is one piece of a balanced
approach to an effective core reading curricuium.

Guided Reading

Guided reading (Fountas & Pinnell, 1996) is a commonly used structure
for small-group, differentiated reading instruction.

Guided reading is a teaching approach used with all readers, struggling

or independent, that has three fundamental purposes: to meet the varying

instructional needs of all the students in the classroom, enabling them to
greatly expand their reading powers; to teach students to read
increasingly difficult texts with understanding and fluency; to construct
meaning while using problem-solving strategies to figure out unfamiliar

words that deal with complex sentence structures, and understand
concepts or ideas not previously encountered (laquinta, 2006, p. 414).

Guided reading provides a platform for students to practice skills and strategies
learned through whole-group instruction and apply them to a book or other
continuous text at an instructional, or just-right level (Fountas & Pinnell). In
order for students to learn, they must feel confident in what they know, and they

must use what they know as a bridge to help themselves solve the unknown.
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Small-group guided reading instruction gives every child the opportunity to do
just that. “The goal of guided reading is to develop a self-extending system of
reading that enables the reader to discover more about the process of reading
while reading” (laquinta, 2006, p. 414). Grouping students according to their
needs, while maintaining fluidity among those groups, is the essence of true
differentiation.
Fountas and Pinnell (1996) provide seven essential components of the
process of guided reading. They are:
e A teacher works with a small group.
e Children in the group are similar in their development of a reading
process and are able to read about the same level of text.
e Teachers introduce the stories and assist children’s reading in
ways that help to develop independent reading strategies.
e Each child reads the whole text.
e The goal is for children to read independently and silently.
e The emphasis is on reading increasingly challenging books over
time.

e Children are grouped and regrouped in a dynamic process that
involves ongoing observation and assessment. (p. 4)

Fountas and Pinnell argue that the main purpose for reading is making meaning.
Within that context, teachers may guide children to take “brief detours to
focus...attention on detail” (p. 4).

Guided reading is one piece of a balanced literacy program. According
to The Ohio State University Literacy Collaborative Framework as published by
Fountas and Pinnell (1996), a balanced and flexible language and literacy
framework should include eight instructional components:

1. Reading aloud
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2. Shared reading

3. Guided reading

4. Independent reading

5. Shared writing

6. Interactive writing

7. Guided writing or writing workshop

8. Independent writing
It is important to note that these eight components are not independent from
each other, but that they are linked together through similar activities, topics,
and language (Fountas & Pinnell, 1996).

In order to successfully implement small, guided reading groups in a
classroom setting, teachers must plan carefully for authentic literacy activities
for their entire class. Often the question arises, What are the rest of the kids
doing while I’'m teaching in a small group? Tyner (2004), as well as Ankrum and
Bean (2008), Walpole and McKenna (2007), and Fountas and Pinnell (1996),
suggest the use of literacy centers. Literacy centers are independent, authentic
reading and writing activities. Students can utilize this independent time to work
on literacy-related activities with little or no support from the teacher.
Independent work during guided reading does not include worksheets, but
rather is a time for authentic opportunities to practice literacy skills (Fountas &
Pinnell, 1996). When children are given an opportunity to work independently
on authentic and engaging activities, teacher concern for students’

accountability becomes a non-issue. Research suggests that it is the teacher,
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not the programs or materials, that make a difference in how well students learn
within differentiated instruction (Ankrum & Bean, 2008). High-quality teacher
training is the key to true differentiation.

Ivey (2000) suggests that “differentiated reading instruction can no longer
be seen as an intervention or as a remedial measure; it’s the way to teach all
students” (p. 42). Her thoughts come through clearly as she maintains the
notion that differentiated reading instruction is just plain “common sense” (lvey,
2000, p. 42). Ivey seems to convey a similar message to that of Ankrum and
Bean (2008) in that quality differentiation of reading instruction should be taught
within authentic literature, rather than differing the pacing of the same lesson or
by skill-and-drill exercises with no real merit. Struggling readers, especially,
need opportunities to read and write authentically, and not low-level fragmented
skill instruction. Ivey (2000) states that “curriculum driven by grade-level
textbooks is the antithesis of differentiation” (p. 43). This is a strong statement,
and one that deserves attention - especially when it comes to reading
instruction. Ivey (2000) concludes with some suggestions of what schools can
do to integrate differentiated reading instruction as a way of instruction, and not
just as a lesson here and there. Her suggestions include the following: prioritize
time for reading in the school day; allocate more resources for a wide range of
reading materials, and let teachers and students decide what to buy; and,
develop better reading teachers instead of looking for better reading programs.

Historically, theories and ideas of best practices in reading instruction

have fluctuated from the self-paced units of study in the 1910s to the phonics
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versus whole language debates of the 1970s and 1980s. Current research
recommends the use of differentiation in reading instruction. Differentiating
reading instruction begins with quality teacher training (Ankrum & Bean, 2008, p.
143; Artley, 1981, p. 150; Ivey, 2000, p. 44). It is the teacher who can decide
what is best for students at a particular time within instruction. There is no
prescribed basal or other reading program that can know what each child needs
at a particular time in his/her education. Differentiated reading instruction
should be a method of instruction, a mindset, a way of thinking, rather than just
an occasional lesson written specifically to differentiate. As Artley (1981)
revealed, the need to differentiate has been widespread throughout the world of
education for decades, but unfortunately, according to Ankrum and Bean (2008),
it is not the norm. Educators need to realize the value of differentiating their
reading instruction, and understand that, in today’s world of high-stakes testing
and accountability, our ultimate goal should still be to create readers who can
comprehend a variety of texts. School districts, as well as teacher preparation
programs across the nation, need to focus on creating highly qualified,
knowledgeable reading instructors. This should be a high priority for content
area teachers, as well. “Every child deserves the opportunity to receive quality
reading instruction - reading instruction that transforms him or her into a
competent reader. Reading is the key that unlocks future educational
opportunities for all students” (Tyner, 2004, p. 113). Quality reading instruction

is the root of all other learning, and should not be taken lightly. Districts, then,
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have a priority to provide effective professional development to help ensure
effective differentiated instruction.
Professional Development
Since this project is focused on the professional development of teachers

to understand differentiated reading instruction through guided reading, it is
essential to review the literature on effective professional development. After
reviewing the literature, ten components were found to cultivate effective
professional development. They include:

e Collective participation

e Administrative support

e A vision

e Teacher learning and ownership

e Pedagogy and content knowledge

¢ Alignment and relevancy

e Active learning: Collaboration with peers

e On-going support

e Accountability

e Sufficient time

Collective Participation. Effective professional development involves all

staff members who work with students. Certified staff members, as well as
para-educators and any other staff members who work with students, should be
included in school-wide professional development initiatives (Martin et al., 2010;

Parker et al., 2010). The more collective participation, the greater the
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effectiveness of the professional development (Martin et al., 2010). Martin et al.
(2010) suggest that a learning community working toward a common goal
creates positive outcomes through collective participation.

Administrative support. It is crucial for administration to not only be
supportive of professional development, but to also be participants in it (Adams,
2005; Alexander & Henderson-Rosser, 2010). Understanding the professional
development of the staff through attendance at literacy and other trainings helps
administrators lead their schools through implementation of new initiatives
(Vanderburg & Stephens, 2010). Effective leaders recognize the developmental
needs of their staff, allow them to be risk-takers, and believe in teachers’
ingenuity. Successful administrators set lofty goals for their staff and hold them
accountable for the implementation of cohesive learning.

A vision. Setting a clear vision or goal for professional development is
crucial to its effectiveness (Kopcha, 2010; Parker et al., 2010; Martin et al., 2010;
Stover et al., 2011). The inclusion of staff, along with administration and
professional development leaders, in developing a vision leads to ownership and
increased participation (Bertram, 2010).

Teacher learning and ownership. Involving teachers in the planning,
development, and implementation of professional learning is critical since it is
ultimately about them. Professional development can be successful when
teachers are contributing and involved participants in their learning (Adams,
2005; Bertram, 2010; Parsons et al., 2011; Stover et al., 2011). Much like

teachers use differentiated instruction to meet the needs of their students,
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administrators and professional development leaders can differentiate staff
learning to meet the needs of their staff. When the teachers are directly involved
in their learning, the outcome is much more positive (Martin et al., 2010).

Pedagogy and content knowledge. One of the most critical factors in
promoting the growth of teachers is a focus on content knowledge and
pedagogy (Adams, 2015; Alexander & Henderson-Rosser, 2010; Dugger et al.,
2003; Kopcha, 2010; Martin et.al., 2010; Parker et al., 2010; Parsons et al.,
2011; Polly et al., 2009; Vanderburg & Stephens, 2010). Building a theoretical
knowledge base through reading research articles and learning research-based
literacy strategies through explicit instruction, modeling, and sharing are key to
strengthening teachers’ pedagogy during professional development (Lomos,
Hofman, & Bosker, 2011).

Alignment and relevancy. The alignment of a school’s professional
development plan to the district’s goals, vision, curriculum, instruction, and
assessment is essential in teacher buy-in of the learning (Dugger et al., 2003;
Parker et al., 2010; Martin et al., 2010; Stover et al., 2011). When teachers are
able to understand the relevancy of new pedagogy and given the opportunity to
apply it with fidelity in their own classrooms, they are more apt to become
motivated to grow in their knowledge and understanding (Kopcha, 2010).
Teachers benefit from understanding research-based strategies and witnessing
application of these strategies into classroom instruction.

Active learning: Collaboration with peers. To secure retention and

learning of content during professional development, research suggests that
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participants are actively learning and engaged. Active learning includes
collaboration with peers, both face-to-face and online (Alexander & Henderson-
Rosser, 2010), observation of classrooms, both physical and virtual (Marin et al.,
2010), and designing and sharing lessons (Adams, 2005; Kopcha, 2010; Martin
et al., 2010; Parsons et al., 2011; Vanderburg & Stephens, 2010). As teachers
collaborate, they can discuss theory and curriculum, analyze data, create
lessons plans, determine interventions, and reflect on implementation (Adams,
2005; Kopcha, 2010; Parsons et al., 2011; Vanderburg & Stephens, 2010).

On-going support. Another important aspect of implementing successful
professional development is providing an on-going support system. This can
include support from a peer who is an expert in a field or trained in a specific
area, a specialized coach, or online support (Bertram, 2010; Kopcha, 2010;
Stover et al., 2011; Alexander & Henderson-Rosser, 2010). Some schools utilize
partnerships with universities, while others employ literacy coaches and other
content-area coaches relevant to their professional development. Schools
across lowa can harness the services of experts from Area Education Agencies
(AEAs). Online forums can provide endless opportunities for on-going support.
It is the responsibility of administrators and professional development
coordinators to decipher which support system fits best within their budgets,
school structure, and staff needs.

Accountability. Teacher accountability is key to implementing
professional development with fidelity (Parker, 2010; Parson et al., 2011; Polly et

al., 2009). Implementation can be accounted for by having teachers submit
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forms, paperwork, lesson plans, and formative assessments. However, sharing
or presenting information learned through professional development with
colleagues is more engaging and valuable (Adams, 2005; Kopcha, 2010;
Parsons et al., 2011; Vanderburg & Stephens, 2010). Teachers can share
information through presentations, they can video-tape lessons and share
virtually, and they can open up their classrooms for colleagues to observe model
lessons. This type of accountability offers authentic and engaging opportunities
for both the presenter and the observer. Many teachers have claimed that they
learn tremendously from colleagues who have shared with them (Adams, 2005;
Kopcha, 2010; Parsons et.al., 2011; Vanderburg & Stephens, 2010).

Sufficient time. While all of the previous components are essential in
implementing successful professional development, none of them will be useful
without sufficient time for learning, engagement, implementation, and reflection
(Parker et al., 2010). Administrators and professional development coordinators
need to understand that learning is a process. It takes time to work through this
process (Alexander & Henderson-Rosser, 2010; Martin et al., 2010; Parker et al.,
2010; Vanderburg & Stephens, 2010), and providing that time is critical in

developing an authentic and meaningful series of professional development.
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THE PROJECT

When this professional development series was in its infancy, my school
district designated one afternoon each month for professional development.
With this in mind, | decided to focus four of these designated afternoons on
differentiated reading instruction which left four other days open for other
district needs. The main objective of the first two sessions is to recognize the
similarities and differences between our current practices of differentiated
instruction and guided reading. Teachers will also become familiar with the
essential elements of a guided reading lesson through the study of Fountas and
Pinnell’s book, Guided Reading: Good First Teaching for All Children.
Professional journal articles will be utilized to support and reiterate the
understanding of guided reading, and different resources and websites will also
be explored. The second two sessions will continue with the discussion from
the first two, and offer opportunities for teachers to share and discuss their
successes and concerns about guided reading. Teachers will then dive deeper
into understanding the use of running records, and will spend some time
practicing and analyzing running records. It is the hope that, at the end of this
series of professional development, teachers will walk away with a thorough
understanding of guided reading instruction as a piece of a balanced literacy
framework, and it will be fully implemented with fidelity within our elementary

school. The sessions are designed as follows:
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Differentiated Instruction/Guided Reading Study

August & October

e Introductions/Outcomes

Recognize similarities and differences between current practices of
differentiated instruction and guided reading in our district
Recognize essential elements of guided reading lessons

Explore guided reading lessons and resources

e What is guided reading?

@]

@]

Discuss chapters 1-3 from Fountas & Pinnell’s Guided Reading

book (Appendix A)

Read article, Redesigning Reading Instruction by Gay Ivey

(Appendix B)
View Powerpoint of guided reading (Appendix C)
Show video of model guided reading lesson

https://www.youtube.com/watch?v=txC-Qo_8GiU

e What does guided reading look like to you?

O

Responses — Google Form (Appendix D)

e PBalanced Literacy (Appendix E)

e Essential Elements of Guided Reading (Appendix F)

e Components of a guided reading lesson (suggestion):

O

@]

@}

Familiar reading (3 min)
Familiar writing and word building (3-5 min)

Before reading (3-5 min)
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o During reading (3-5 min)
o After reading (3-5 min)
o Writing (5 min)

e | esson Plan Templates

o Emergent Plan (Levels A-l) (Appendix G)

m Planning support & sample lesson

o Transitional Plan (Levels J-M) (Appendix H)

m Planning support & sample lesson

o Fluent Plan (Levels N-Z) (Appendix I)

m Planning support & sample lesson

o Jan Richardson Website

www janrichardsonguidedreading.com/resources-1

o Warsaw Community Schools

http://www.warsaw.k12.in.us/2015-01-30-20-44-20

February & May
e Introductions/Outcomes
o Continue discussion of guided reading
o Share classroom experiences of guided reading
o Begin to understand running records
e What is guided reading?

o Discuss chapters 6-7 from Fountas & Pinnell’s Guided Reading

book (Appendix J)
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o Read article, Guided Reading: The Romance and the Reality by

frene Fountas & Gay Su Pinnell (Appendix K)

e Running Records (Appendix L)

o Running record practice video

http://eworkshop.on.ca/edu/core.cfm?p=main&modColour=1&modID=2&m=121&L=1

o Text for practice running record (Appendix M)

o Running record sheet (Appendix N)

o Demo for scoring — check your work

http://eworkshop.on.ca/edu/core.cfm?p=main&modColour=1&modID=2&m=121&L=1

o MSV Analysis of text

http://eworkshop.on.ca/edu/core.cfm?p=main&modColour=1&modID=2&m=121&L=1

o Using running records to inform teaching (Appendix O)

o Book and reader characteristics

http://readingrecovery.clemson.edu/index.php/reading/guided-reading/levels-1-2/book-

reader-characteristics

e (Questions/concerns

e Be ready to fully implement next fall!
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Appendix A
Chapters 1-3 from

Fountas, I.C., & Pinnell, G.S. (1996). Guided Reading: Good first teaching for all
children. Portsmouth, NH: Heinemann.
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A Rationale for Guided Reading
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not productive.

isual

When children solve words usi

infurmation, they need to be able to verify

w5 using meaning and structure

tiey make predic-

their suce

cx. At the same time,

tions from lang structure and meaning

{what the rext is likely to say) while check-
ing their predictions against the makeup of
the word, asking wnplicitly, Does v fook

right? Aceuracy of reading is nor as impore

difterent

i

rant as learning the process of us

sources of i -monitoring, and

ifacule if

e texts are extremely difficuls, o

for the

syation ts even more disa

youmnyg reader. This can b the
maore inexperienced chil
.

“whole-cl reading or into read
5

that contain alhost 3
Chﬂ !

ren can read. In ¢
complerely breaks down and there may b

1 bextE a

bizarre responses such as “mumble reading.”

Children may also atterpt to vead slong

i

without looking at the print, trying o ree
i 2

member the entire text, st read

or ju

one step behind all the other child

ny. Th

e s

Imost no independent pru

u
ation for the ¢ would be somedhing like

rming in a choir without knowing the

music or words.
wite whole-

The answer  not o elin

s but to use them for acrivi-

3
3

cractive

the clas

suided reading rakes advant

st and aliows the tea

el -
W owith the tensic

operate efficiently, 1o w

herween case
ro

learning.

The Essentials of Guided Reading

Figure 1-1 ourlines the essential clements of
guided reading. It summarizes dhe wencher’s
and children’s actions before, during, and af-
the re;

ling.

What the teacher does

The teachers ac

v reud

serving the and wrire
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Before The Reading
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During The Reading

After The Reading

Children

the story

rafag gaostions

Kpodtations

on in the fexe

notine infom

1edd part to ther
wnely)

softly or si

® yeguest

W};’CE\ ne

€ selocts an appropriate (X, one . . our the story with the
Bar will be supportive but wit . ren
afew probl LU O Ty o,
ey ®oavites e RO o
& opyiriyn S IO {5
® Lrepares & . returne 1o the text fo
the story {"’“}‘1‘ o ! W OPPOTT
N PrOBICIs0Y evidetice ur diec
"f:j ® ll:m'ﬂ»\j e ‘ atory, and succe
cecping in mind .
g . ) | ® irh dua M
. ¢ !
= wich problemesalving
v {WHOR pproy ¢
&
€
L3
o e of word wiak
& onpace ine conversation about . the whole

fpaitiis ol ge

ded by the reschen

Py TOTL ad the story ton {rrngy

eepdently

o of woard work

FIGURE 1-1

acteriseics,  reuder

wledme of

SrGWINg
and how people build o

WY VT Le.

ask s complex because

. L3 '
Ceep in aund texs ahar-

The cssential elements of guided reading

Before the reading
Knowin

He carefully

and a

individu

ches the s
flers an approy

me challenges. Fach

the teacher selects 4 new text to ing

wiate tevel of suppuornt

5 the group should have afow
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but not so many that

sle. The reacher’s

successtul problem solvi

an exrended piece of text,

fnerodu are vary with

also vary according o the

innerests and needs and the charac-

s of thie text The res r's goal s to

ren in the story, Telate i€ o

4 -
eXPeTience, L'!!ld provide a !Y?ﬂﬂ'{t‘ Of

ving that wil

ort problem sol

b

s and pro-

3

" 2}13;} anf

seusses the 1

radl sense of e book is

t. Buased on hiz knowledpe of the chil-

the teacher may suggest personal con-

nections 10 the story. The murosduction is
wsations!

racher thao a prescribed story

s It uses

review or series of guest STNES
ortant voeabulary and syntactic struc-
e that may be unfamilior to the

proper names that may be difs

children can be emphasized 1 the ntroduc-

" the book

rion. It “debu se children by

1_}1;39{ artention o new Xt t

thc\; will need
The s

alrhough he

cing children o lo

CONECNE,
fentures such as rhe b
, .

fotrer. The teacher puides the v

tiee sp

W understand dthe structa

ical

ar rhe pico

of the story and oris
W

the teacher may go all ¢

3
H

story raiking about cach picture. Somerimes

# briefor sunimary-like overvicw will

ort for chilifren o n

SUCE

ully. The teacher would
the ook 1o the

ildren first: che goul

them o read it themselves.

Dhering the reading

Chikdren are just b

ning to leam ro

read ar 3 softly o rhemse

soon. they begin to read portions of

silentdy. The wleimate goal of guided reading

lens

i {ndependen

»

may MHsten in” or as

read alouwd softly. Te looks for evidence o

problem solving und intervenes as newdud

ckly what

His ohservatio
to teach after the

help him plan ¢
f 3} This iz a good

time to take a fow aotes on

After the reading

After @ briel respon o the story, the

Bt

Cmay

group back o other Hireracy ativiz

N

roof the text

He may, however, 1 TG A

ste to the childvens ar-

NG SOME ¢
Bnoor to s

£ He

s
A the ides he s
about the ideas o rhe story or

the

liked the story and what it mad

about. For 5 pardcular rext, the

acher may want o ik about she nw

the story more extensively, Rout

s teachers tabie 2 rannine record with

one reader afrer the others have Jeft the

others ostablish another time during the day

o take several running records, The reacher

keeps careful records of gui

fude books read, runsi

notes on specific reading

es reachers take a brief dme—no

than one or rwo minutes

group meeting ¢

What the children do

Before the reading

Children
and build expec

ducrion supports their thinking

st

ry so that comprehension is foregrou

They may ok at the weachers book during

{ then receive the book

roduction a

w0 begin re

@ TCARUTL.

Prving the reading
b

the whe

h chi and rends

VX ST or
silene, but !l e

aring in ndently as readers ar the same

time. “rournd robin” reading, in
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which dren take turns reac aloud. In

curded reading cach child has the opporta-

s while reading ex-
They

Process,

o solve p

vt and attending o meas

wing theoy

¢ the story

frem thet nitial predictions

: details of privg o the foxe

to their reflectio

s after the story i read. Be-
. )

use of reading

the children in che

selected hook at

cedure
the words

ith a

while problen solving

toxt and, in doing so, build 2 { strate-

cies that they can use for reading other texts,

After the reading

d o talk about
story they have resd, Their indi

Alterward children are in

ses are valued 1 or

be guided to rovisic portic

Fhe teacher selecrs one o rwn waching

poins thar witl help the

i 1
effectively, such as

;

[SRIEIAG

usteig a source of i Occasionally,

children may be it s extend the texr
th turther discuss activities such

g, O engage inoa

L ateacher

)
swhen Tam ue

[t

Y LG

vl

the rosy s whether

the ch

Jevelop o selt-extend: rhing systet

vy

and «n

1 the act of

§ : ling does not have to wai

resuits of end-af-year ng to know rhut

ior and read 1

accurately @

1 Enjoys

1 & OppU

£ag

¢ what they ki

NeL YT

heir knowledge and

understanding throueh reading.

| I

PO DIEween rexin g

2 OTNeCt

and berween theirs

knowledge and rc

needs can

soad books and cneer
plore them. [n & i

need cannor be fo

Suggestions for Professional

Development

1. Over o period of

duily schedule. Ask yo
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- do 1 spend on
reading instruction?

g
Where does reading instruction

chedude?

appear in wmy

How much reading instruction

does each child receive each
WO

How much time do childs
reading extended text at an
appropriate levell

How tnuch time do | spend in

H H 3 H P
individual conferences?

class instruction?
1

duoes

How many boo

read each weel? {You may want
to count or estimate the number

ords {in text] each child

reads independently each
week.)

i

i

2. Afrer answering these questions, you wi

have a greater awareness of how much
supported reading
idea of the amount of

allacate for guided reading. You will also

y children do and 2 good

weed e

inow where reading instruction fits into

guided reading’

3. Rearrange your schedule so that you have

at least one hour per day for guided reading,

S

Then begin serting up your manage
system (see Chapter 5).
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Building on
Early Learning

Helping greater numbers of children find meaning and success in school requires first that teuchers

understand how meanings are formed, why they sometimes arve so difficult to commumicate, end the

crucial vole language plays in both the formatiom and the sharing of meaning.

hildren  vary  widely in  the

amount and type of literacy expe-

riences they have had, but bee

cause they live in our print-rich

world, all have some awareness of the func-

with

cion of written longuage. Encoun

sool have aning because

ildren use their previously acquired knowl-

world to make

nguage and th

edge of @

sense of pringed symbols, Children who have

had i

0

riences do not need to wait

(ully in clessroom Hteracy;
e quickly as they
e I

is personal, functional, and cn

they will acquire knowled

use reading and writing in functonal we

able, the young child will simulraneously

learn what written language is,

how it works,
15¢ it for many purposcs.

and how to

Language Is a Self-Extending
Svstem

said that no one has o

it s some

"

“teach” ¢ ter che

cn to talk; vet they o
3

and complex bhody of knowledge

needed to use language by abour age five.

The voung chils ishments are

ery language has an infinite
r of sercences, each with its own

rether according (o

sning, that &

= put t<

X1

MartHa L. K

rules. By encountering and wing la

the environment, children learn the
is inhnite

they can then use o generate ¢
number of sentences. Even typical early

statements by ¢ :n {More juice or More

cookie) are not random utierances 1o “prac
tice wo They are highly crganized and

raeaningful t results from

the adults with whom the children interact.

undont and highly pre-
i

A lanpuage 18 re

dictable. For ¢ ple, we know t

1l [} IIR‘
Enelish sentence “I can see three "

the word to be f in is probabl

and it may be preceded by an adjecrive. Plu-

1e !i[}v’ iy stgnale

As children use language, they revs
s whour the n

their working hypotd

and how to we them to pur words and pe

together in mesningfol way

of words tog

child who says [ rimned here shows she has a

developing ur snding of how to sipnal

the past tense. Right now she s using the

rele inar

dar way by applying 1t to all ex-
it larer she will refine that use. All

ample

languages and dislects bhave thae rules,

wh dren learn as they encounter

and use them at home. Langnage is 2 self-ex-

qws the Jearner

L

tending systemn; that s,

Cai

to keep on learning by usin
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am {or teach-

mal currict

There is no

ildren lang they enter

WO SO

4 with

dors with other children

fts, and thro

random, and it s highly

Everyone in the culture knows the sp
adults talk o babies. We k

- their

tions o support

voung childrer
‘ 1 )

repeating words ond phirases, ales

tence structure, and respondin

oo
g W

children say, they make

and easy.

Parents seldom correcr their children.

Insread, ¢ children @

¥ en

ne-, twio-, ard t

i

whatever they

word urteraness. Adults list

as if she child has produced a fully
strucied sentence; and indeed, it s con-
structed, even in those early artemprs. Ar

every level of linguage learning, children

construct rule-consstent YULEranCes, LSt

adults as conversational partners to b

them puke sense of language.

chibibren produce more,

produce kess of the conversarion, bue at the

anie e d childrens cch as o

weept what the child produces

<
ared repeat it, but as a fully grammatical ut-

terance. 1 hos children learn the rules dhac

their parenits and community use in home

children
They ako

m hypotheses, test them, use

sofiate mean

om  interaccions with  oth

maore infor ion, revise con-

copes, and connect sess of understanding.

A characterisuie of langoage is that it

,
orhood,

varies by individual, family, nei

wp; there is infin

o, and culrural gr 3
is always that of

we live

rhe home an ir whi

as youny children, but the leamning oppornu-

words, rules for generating mean-

staremen 'dl‘ld sentences, ways 0{

TwWO N

ve learnied to use any lan-

puage huve acquired o powerfal self-ex-

system. OFf the child entering

ild's sp

ahont

of his peers, or he may ind the s

ing in school are different $roam

Learning About Print Is
a Highly Personal Experience

Childr

aworld

EXPORIENCes 'dl']tj nteractions wirt

ge are infused wi

written lang

13,

[REEEIRED:

5, NOCC
then read. Just abour every

ches for irems ¢

saurant menuas, ©

s onsale g

cery-store shelves, reads pri

ases recipes {or at least directions

ton} {or cook or fills cut for

is a tool for daily

soreant word s child ke

The mest it

1990 C ,t:s\'

ey name {(Ad

'n quickly make connectio
between their names and other words, Fve-

vear-old Madeleine, for example, has ua
¥ s pie,

started kindergan

middle, and last name (Mac

i), Recently, she rold a friend on the

> about new baby s

pho
The friend said, “Oh, vou tw

N
i

ret!

Madeleine ard Margs
“And, M

arefy said. Playing on the compurer &

namy!” Madeleme  immaedi-

rer, she
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novced the Mand made al

shie suid, M is part of [
" The adults were

“When vou ¢

mwem one on the phone”
e )

Madeleine ws . notic-

g shie hears

the e S

cinning

of prin page S of the

ure 2 s locate my by first
heur what 0 would start with and then

searching for the m.

Ihe secomd rime &

Neep Boo

4,7 then stopped, looked

e Chapter 33, she read
fully at the

SO

wond my, aud returned 1o the beginning of

the line, this rime self-correcting hor reald-

ing. On this simaple texe, Madeleine revealed

thar she could use ual information o
check her reading, ©

fornration by return

the

irht
She was using both her know
aful 1

and hig

COInng

of visual

SINS.

Madeleine ows  more  letrers and

sosnds, but her name has heen a powesful

exemplar in learning the proces

S

nng s evidenced as she writes
i Ken} by sa

inking ahout th

foas

and KN (Babie

narmes slowly o

And in another small book, she was

again o locate and wse the word my a5 an

de her rem

symbols for favorite {astA
fants 01 (\CEVHIS-
helping children bring meaning to symbols,

but they

The conrexr s powerful in

also beginning to reco

sures of the signs in their environmer

tho

in the ok

GO, a }"%’H'lf‘l’ith [ ERRYAN

ment rakes advantage of children’s nateral

i3

- chat are mean-

Sy 1O sear

o them. T

ten d‘f)nl
nion

ntoin itdiny

rom what is known to
W

s yer

orking {rom children’s asmes and word

frequently used in intevactive writing, teache

ers can help childr etters

TECOEn

sounads @ they appear within words

The process is systemnatic in

alorn

teacher has in his mind

CTW

knowiodee ro he acquired and keeps careful

records of children’s progress. An it

poine is that chil

ren GOl Onty

far letrers and words, they le

ut and 1 s written

small repertaire of narien is acquired, 1

i casier £ learn a great deal more.

Writing and Reading Ave
Complementary Processes

rrefateds wi

Read Wrining

learned in on 2 L easier to learmn

in the other, Chil s guite

words and how

take smali detours

they work, hearing and

while construe mess

words while reading—if{ these actividies ure

in the service of rea! resding mmd wrining.

in both reading and writ

may be easier for childs

cfeing.
ch

the details of print.

ren nats

Early 2
are vatuable ex
Ar firest, they

T, strings of

!

few other wor

creases, children gain

words and construct

knowledge of let

sual deratls {Bissex ; Dhyson

W

rioms, Children bave ol

riting involves a comples ser

and hold it in the min
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o

What do I see?

1 see a botile oo
4 3
o —*C\:
+ ’{' G‘i\r\‘\
I see a teddy bear. 27
‘V/f \\/
“ )
N \_
7N
e 5
I see a crib.
I see my baby sister,

FIGURE 2-1

The lavout of a typical Keep Book

14
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B BUILDING ON EARLY LEARNING 1

wink of the Brse word snd how to seare it re-

wiber each Jerter form and its fearures,

and manually 1

ce the word letrer by

=

wristers the first word {or an

must go back o

the whole message, retrieve ir, and think of

the next word. Through writing, children

are manipulating and using sy

the process learning how writren lang

works.
and la-

The process may appear 1

I

bored at hrst, but when children want w

write and are putded and praised for dheir ef-

tors, they hnd it rewarding. Group or fnter-

active wriring, in her and

are the pon, is a pov Lway w

ldren—

nking of what to

(composttn} 1o saying words slowly to deter-
f i YNy }

s sounds to quickly writing known words

ts of words with ocher words.

¥ need abundant op-
1

¥l (,UN‘LPZ}H’D{'

Children i sch

partunities to write; preschool and primary
cliassrooms should hove writing centers con-
Ie. In addi-

tion, writing materials can be ava

tairing 4 wide variery of mare

{

de in

v areas of ¢ WSTOOM-—In e science

center 1o take notes and keep records; i the
house corner 1@ make shopping in the

i

sk area o keep records of books, ro write

TORPOTISES, OF (’\'ii‘ﬂ(i Texts; i Tll: are center

‘v.;,L,.§L‘1 el e )hlwi‘i.
10 GRFRITHIe oF fabel pletares; erc. is nedp-

demon-
es. Through
and

fad o cheldren if 1
strate appropriate

al Hessons,

inter: ve

writing), teachers can provide hack and
instrucrion o help children expand their

knowledes

Moving from Approximation
to Strategic Silent Reading

By practicing lireracy, dren discover
whar ir is for and what v is about, another

€1

advant for the child enter

2 book” and approximated writing. “Talking

15

ke a book™ is the childs ant 0 “read”

yar |

by reproducing a texy

'hral rir S() rirnes such

; even when the

tion APDedrs SPOntanad

child is looking at a hook not heard betore,
bt “ratking like a4 bool

h usually happens
with favori

»
DOOK

rand over.

and the

looking at the pictures a

poor beast,” said Beaury.” Like many

agaired

children, ad been

WO WHYS maother

story ey videotape.

suniter with a very long and

o,

ed her acquire fan

Cwould niever use in e

v

day ralk but could
itlu

assimilated knowledge of a par

sroduce when cuad by the

strations in the book. She using her
Ly kind ot

- producing

, focusing unmeaning

ent from

nguage thot is difi

.
ural language

in significant wa

7S,

(cachers can foster children’s awareness

h linguistic st by readi

stories that are rich fiterary

watching  children for  theie

[C!‘Cé‘tdiﬂ;} aAvoriles o

¥ times, L\l‘xkg P

1 CLassyoom

Ristic

these fz in 1
where they are eusily scressible whe
“reading ttwe.” Children need an opportu
to moke some texts their own, vontrol

the languw and reproducing it

oent ways.

2 Datacca’s

i

reading time

W otwo friends
sy of The Thra

¢ heard 1

s, Kveurn

hwith a ¢

and Pl blow your ho

ding the story; their focu

and  they

hey are not match-

ing their language w print on this

ficule story and they s




Neville - Differentiated Reading Instruction 49

1 CHAPTER TWO I

tion) unless they have particular meaning

ged letters or a big exclama-
and using

(such as enlarg

tion peint). They are expandi

wWo i'ﬂ}"-ﬂﬁfsﬂ! systems of information that

iem become good readers——mean-

larﬁg e structure.

31

much ocused look at print as she

moe

ds material that the group has produced
v

e writing, a retelling of

g Té ile Pigs thar includ

he first !mie pig buile his house of 3
O this simple text that the children com-
-d, praduced, and

have read many times,

veara can point and marck

1 words N }”laCiE\.—

such as word-b
fi to right.
that knowl-

s early strategies

matching and moving

(o9

kriows the words the and pig, anc

edge helps her check and confirm her ar-

tempis. She can also read simple books with

anc line of pring pe : and will soen be

able o track print while reading wwa or
three lines of pring per page, as in the Keep
Rock based on The Three Liztle Pigs shown in
Figure 22

Sin '\I{‘ books

dren o anticipate

like thiz one allow chil-
and lock ar cach word,
predictions with the print.
ar; the

checking their
The rogp

about what the book is g

tarmi already know just

ing @ say, 50 c(e{Ev

lireracy behavior is fully supported. Eves

hases of learning to read, children
can use @ known word 1o as a kind of an-
¢, helping them to march their

the early

ac

chor in reuc
words with the print appropriately or

spoke

when ¢
{1h

wy are not reading the pre-

cise message of the print. Words are learned
because children have had many opportuni-
¢ies 1o see and use words embedded in mean-
they reread known texts

ingful print. As

many times znd begin to write their own

its, heginning readers build up a rey

of known words that are useful in st

ways. Self-monitoring using these wo

an early goal.

Rather than irnm ving

rect readers, an action \};dl’ will {oster depen-

dence, reachers help voung readers lsar

15

how to use their knowledge to check on
g

their own reading. Later, children will be

€ Lo

ab

use

all systems rogether—mesning,

knowledge of language strucrure, and the vi-

sual details of the print—as they

(24}

Independent, Fluent, Stvategic
Reading

Good readers fe

range of informarion in

When necessary, they can

milisr word, using visual il and lerrer-
sound correspondence, and they can then

check that word with their

own sense of la

sure 1t Hx(ék Rt PRIGHE §3 8 #14 \i'

or

chcck in g”
havior D-‘

ful, such

{Clay 1991al:

&N

1 Searching {or and

age structure, 4

using mieaning,
d visual information,

1 Self-monitoring {checki i
Seil-momioring {checking on their own

visoal

reading usin

ning, sy

information ).

I Cross-checki

g one source of |
against another,
18

monitoring, and searching for adk ?1 ons

erecting through predien:

information.

As reachers, we want to direct children’s

atte urees of infor-

ion to using mulbriple so
mation in a skilled way, We can do this
SPpoT 13

fer just the right amouny

unity

l(:ngc {m;t too hard and not too easy ).

Childrer
comes inregra
ently. The pre
but are more auto
1o gl

se of cues and serate

as they reac

ated

“esses are not wsed ¢

natic, allowing dhe re

Y@ TROTe afteniion o now i[l{(;}'
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Once upon a time

there were three little pigs.

The first little pig built a
house of straw.

2

i

The second little pig built a
house of sticks.

The third little pig built a
house of bricks.

4

VUG
\X)’

A

The wolf blew down the
house of straw.

5 6
H
1
- #oN -
D R
'Ll ~ ‘I
... S
The wolf biew down the But the wo!f could not blow
house of sticks. down the house of bricks.
7118

FIGURE 2-2  The Three Little Pigs Keep Book
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1 CHAPTER TWO 1

Fluency plays an important role in becoming

od repders are

a goud reader. Go

and syn-

problem solvers who use meaning

time in the schedule for children to engage

g of familiar or

i fluent, independent readi

¥ te

i, children whio are leaming to
read nwst construct the complex, in-the-
b that

characteristic of good readers and develop

+d problemesolving are
l§ g

seif-extending systems that enable chem to
keep on learning independently. As they
read, they further their own learning, ot
king their

hing knowl-

1w new words but mal
and absor
edue abour the way different kinds of rexts

only acquir

reading more eff

{such as parratives and informational books}

are organized. As good readers read, they ex-

rend their own cognitive abilitics.

Teaching Is Critical

Literacy is constructed by each child indi-

ally but this does not mean he does it

alone. Literacy

carning is facilitated by in-
re knowledgeable

¥
1 other, mo

toractions wi

. The role of caregivers and teachers

i crivical in childs

opportunities to become
lirerare. Adults dermanstrare reading and writ-
ing and support children as they begin w
Sometimes,

participate in lteracy events.

writ-

they explain important cone

£1
ren language; often, they encourage children

by noticing nee of effective processin

Parents and teachors demonstrate, explain,
Ihey help children attend effi-
ciently and meaning

and support.”

v to visual informa-

print and ro use that informa

tion in 1 in &
dynamic way in connection with their
knowledge abour language. Through these

assisted experiences, children construcr in-

wroal control of the operations they need to

match  their thinking with the written
s. The g

dependence

WO al of all literacy teaching is in-

woing learning.

18

Suggestions for Professiomal
Development
1. Even

grade, make time to observe one

ns teach first, second, or third

as she

kindergarten child ck
reading and writing activities, Find a child

who ¢ not yer know how to resd. Identify

behaviors that provide evidence of what the

child knows about reading or writing.

bl

2. You may also want to take a closer and

m ematic look at some aspect of

emergent literacy, st s development

of “book langus elect a text that s

ge." S

simple but interesting to children, such as
The Chick and s Spotf
1 Over bk

to the child, inviring her ro join in.

g ot Wher

AU

a period of time, read

I After the second reading, ask the child

e

¢

to “read” the hook. {Children

sometimes say that they cannot read. If
that is the case, invite the child w “rell
the story™ while looking at ¢

pictures.)

Take notes on the childs “reading” of

the text. {Some te S Lape-Ted
the reading and ke nores

immediately 5 sard. Others have

by placing the rext and a

B

ture on one side

photocopy of the
of the pag
for the chil
K Repeat the shove process twice cach
ko

time, read the

weeks. Lach

W T EWE OF

aloud o the child

before askirg her ro read i

hine several versions of the
;
of

child’s “reading” of the story.

I How does the child’s language cha

she becomes more

the text? Consider

OVEr time 4
familiar w
specific words, syntax, and the
structure of the story.

¥ Whar evidence is there that the chuld .
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1 BUTLDING ON EARLY LEARNING U

following the layout of print, noticing
punciuation, putting fingers on the
print, etc.

3. Share descriptions of children’s behaviors

with your colleagues, noving changes over

iz

time in response to familiar text and finding
similarities and differences. These
comparisons will help to build a picture of

the way children construct meaning from

text and will also itlustrate the value of
rereading.
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\ I CHAPTER THREE I

Guided Reading
Within a Balanced

Literacy Program

When teachers, librarians, and parents concentrute on plans to foster o love of reading

in cach child, convmunities become caving, terate pluces to Hve,  Cranvorre Huck

4 words, the

o themes, ohser

- role of a home-school

en fon to thirey o

NUECS B Flexibility is the key to im

Hireracy frat

Hing group that is ¢ W

4, and supported by that componenss are

w51 of the day, that ced togoths
hote-

aroup, smatl-group, and

welated 1o a wide

mary curricutum, T

dren oxplore cone

mezning by talks

g oamaTy

 the weacher. As <

s is a powerful s

with them to o
. Inboth whae

WG actl

' ! ] teachers encourage
wmoting early lizeracy; it als

and comments. A basic assump-

in setional p .
’ i t classroom talk tor borh teacher

the conrene of nuwth, Hreraure,

LMY
othier ares
The

presented here is

Hreracy f

NAITITS cwnrk

wut the fipst

three or four gra its present nung. .

iy

eight instruce

> aval fan-

vional comy

OIS G

the cu hing with

FERIRE 2

2%
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I CHAPTER THREE B

The Ghio State University Literacy Collaborative Framework

samewenk tor carly

CTICY [CRAOTE WK dx‘\'\“(‘v[‘yad by s

senichy o fanguege end fiteracy learning, and s

rorearch wince 19840 The framework outiined below is o

Wan? i

ddvers trva var
d the effe

aw thich nitent

v of Hreracy cupernence

onshe o

HIENS within

Vi

b
Ay an ful examples thar illusrare ¢

o puswer

Element Vadaes Supportive Research &

Dlescripdve Literuture

i Reading Aloud

reacher roasds ale

cnall g

s

TS g .
Leelected for ape *
mes. .

Jiverse sociery. Tavorire ten Sy
i Y. {19843

Crevn & Hordo

clad feature

.
« Rapands Hinguistic {1950
s Supports nrertexid ties

o Creates com

uniry of readers throsgh
b4 by

enjoyTRent A 1 knowledp:

2. Shared Reading . werates early st

calarged texe dhae v-word matching

bl
[SEN

sense of story and &

i

toprether fotowin

ICTTHOTAT

& puinrer.

the pn

melades extended rexr
books, poema, songs o Like readi wd, frvolves chi
i retellings enovihle and purposeful o Snow

CILIVE TS » vides sociel suppont

e producs of teracdve wriring -

v of known te

use for nddent

FEOSQUTE

3o Grided Reading
Phe teacher works with i smadl group of
ldren who bave similar reading processes, -

»

g

jan
o
%
Pt
£

ety of toxts
rity o problenis

Uhe teacher selecrs and mtroduces new boeks

ewhole tovr e 0
resching poin
Gmerines
fen in

s supports chilids
them
after the reading.
erygrages the chul

their underse,

beas, ik

xpfamation is svailable o Founman (1991)

FIGURE 3-1 1

> hie Stre University Liceracy Colluborative framewark
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B GUIDED READING WITHIN A BALANCED LITERACY PROGRAM §

Element Values Supportive Rewarch &
Thes

. iptive Literature
4. Irdepesdent Reading . i
ol

o

veny read om thuss own or with parthers strategies B

fwny

Seme vendi o Provides time w susinin readin

fromy a wide rnge of ma

0t enges the reader ro work o

b o o speeiat eollocdon ar reading - <

fow wind 10 whe strategies oh @ va

Tavior (1903}

5. Shared Weiting » Demonsteares how writing works
and children work togerher o com- + Provides opporrunities 1o deaw sttention ro
stortes; reachey supports lerters, words, and sounds

= Enables paw o be record

hes

® CSL'IEH‘.\ W EAEHage [esOuries 1:\5

6. Internctive Writing s e oncerts of pring, carly

work Furgorson {10963 ’
i

ring, tencher ared children

sires andd stasies chat are writeen

{,

Provides opportunioes o hear

»

sbing Pron” rechnigue thar involves werds and <onneer with

ss children onde

deen in

Provides rexts children con

.

sdependently

Provides w

"7 Guaded Wriring or Writing Workshop .

ty of texrs, -

v in Wy

gubdes the process and provid

insrruerion through minilessons and . £ use w

curriculum

SONTrTenTeN,

writers abilities o use di

B
B Hey towrite words and use L
. i creativicy and the uhdiny to compaose

8. ludependent Writing » Deovides oy

Cliddron wrire their own , HISTNRS) j,ﬂ‘ixinc on of writren rexr

addien woostories and infens Ppierest o Provides ohe itirg

s, speech balinons lises, ete,

ax, babe

write wiords andd wee o

FIGURE 3-1  contiraied
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1 CHAPTER THREE 1

Letter und Werd Study Valucs Supporting
; Research

Fecome familiar with lo

M ST ey

fearn more shoat how lerter
heirers

srusdy conter and

help ot
rout the

netge il

Provides cpport
and words o

]:1[\;'1

» Provides opporrus
and make word
. nventory of known Jotters
. sourwh wich k
] s children use why cw abaut

'\A‘Ul‘db 0 f\’k\‘(‘»‘{’, FHW WUy

Achicving Coherence Through Fxtensions and Themes
1 culum. Te

o Plenenes of the framework are intey through th

ssoarud okt
1.

children mighe o

hromgdhs art,

PRI

b fisee, wrire o

r ek w

maps, crents a vestaurast for dotly dramatic play

star subsecr

'L_‘i':il WVOERONS (){: Yoo Ay

of charige in na

and suadvze dhe resuls, Licera

rranitios ¢

Provides vpy

Providos aoway of rovisitin

» Porpers colliborarion and ¢

avoemmunity of read

ovides effwient instractio rough onent areas

Fing usin

s children 1o expross and ex ¢ processes of various d

Bovumenting Children’s Progress
reational data over time to document the

children. Some RIREING NS wte ata are aggregated ¢

sovides infoe

< Trovides a way o rack the p children

b(l)}[b 0

SOVTING 10 parenis

aschool snl o amess the ofeaiiveness of the

uctional pro

ren with evidence of their groweh

Home and Comusunity Involvement

hroupgh recerving information, be
soks for childien to read ar ho

e Paents particd

Hook-miking wo

[RIEHIR

sriting materabs and new leaming into ¢ haomes

>ir famities

e upprrtunitics ro show o ning

Dariteng opportunities for childeen
bl

8
= Increises ren
I

femonsgrtes vidue and respect for children’s homes

3-b conginucd

24




%

Neville - Differentiated Reading Instruction

1 GUIDED READING WITHIN A BALANCED LITERACY PROGRAM |

Taking rums.
Thinking about

and rexpecting

alternative meanings.

Repeating and restat ing tdeas.

Using lanpnage to investigare and

wonder.

1 Enjoving and sharing the play of language
through poetry, thyme, and huror.

In every component of the framework,

children use langusge to learn and teachers
wre lanpuage o extend children’s angus
ng it Re

demonstrate new ways of u

rovides new models and meaning

ing aloud ;

that can be applied in group and indepen-
Comy

rich oral backdrop 5 demonsirated through

1 text from 3

dent wri SENE WL

he

¢ reading

-8

reractive writing. In puided wading, e

rame
ongoing conversation directs children’s aren-

vard.

tion to exarnples that will move them fo

1 heerature children learn how ro lis-

dent reading and writing and i cener
activities, childrens conversations with each
other support the process. Widh a balanced |

Crac ach, the classroom is orderly and

encugh t wo thout distraction, but

quie

it 15 by no means silent. Oral langu
constant vebicle and support for les
Inteprated themes

The

interest such

1k varies as children focus on

urterfiies, folkeales, or friend-
ship. Inteprazed the
!
!

wes serve a larger purpose

ing web of meaning

EIT At OVET

WoCr

that helps children connect the various read-

g and writing activities in a purposeful way.

N()T HH Cf";ﬂipt‘)ﬂé,‘ﬁffl ()f' (E\C {I’}']IHC\N\)T‘( are 1C-

quired to be part of an integrated theme. For

nnected

example, guided reading is seldom ¢
o

i a theme. But where conne

{001 are poy

ble, implementing a theme adds interest o

the curriculum and helps children create

i

rature is semetimes the

meaning across reading and writing.

A piece of 1

impetus for thematic lear that reaches

s the curriculum. For example, Peanii

strer and Jelly, by Nadine Ber

sorne limited but a

a8 the source «

ariet

snections o Ida Patac
class. C ved h

PR i3 YC}‘:CEICF'
read chis fanciful thyming

ildren en

g and joined
in. They creared a s and wade

their own peanut butter and jelly sandwiches,

Ived mathematical rew-

cots of Hieraoy, A

an zctivity that invo

ny ax well as many

broader theme was s ed by read

eral versions of The Three Linle Pigs. Chil

At

dren compared versions, dramar

wrote th tavion of the story, cre-

ated a story map, and read it several tim

T

facts about real pigs and
k. Purposeful

;
he thematic

explor

wrote an informanional big

reading and writing pormeares

Elements of the framework

ararely s a tool how 1o use

them. Fach elemer ferent level

commenting, and joining on familiar
parts. In shared veading the child shares the
contrnl with the teacher. In guided reading,
the chilt

trol, but e

iy mos

reachsr provides a
In independent reading, the

control of the p
hal
13

cher su

rent contexts for writing.
Figures 32, 3--3, and 34 summari

ur kinds of read

support provides

iting, the fevel

y and

by rhe reacher, ard the

s used.
Reading aloud
Reading aloud is the foundation of the early
ed it a

literacy framework. By being inme

57
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¥ CHAPTER THREE N

Relationship Between Teacher Support and Child Controt

Level of Child Control

Maoderate [ Lisw Suppore

Level of Teacher Support

Little / No Support

Heading Aloud ez | Shared e ling ——— Ciyided Reading s Independent Reasding
Langusge Experience et [nteractive Writing et Writhy Workshop  eemi— Independint Winng

FIGURE 3-2 Relationship between teacher suppost and child control

variety of well-chosen texts children not important, they learn how rexts are put

snly eamn o love stories and reading bu together—how stories work or how you laok

they also learn about written language. for the information in expository toxts.

Teachers in kindergarten and first and sce- They build up a repertoire of text st

ond grade often read the same story—a tures and literary language struciures that

favorite that is rich in language opportuni- support them in their in

tigg— - times. Children assimilate a reading. :
sense of the seructure of wrirten language Reading aloud begins the fist of
and can preduce it in a way that sounds school and continves chroughout a childs

Just as school career. From hearme & text reald,

like reading and approximates rex

26




Neville - Differentiated Reading Instruction 59

1 GUIDED READING WITHIN A BALANCED LITERACY PROGRAM ¥

Four Kinds of Reading / Four Levels of Support

Four Kinds of Reading Levels of Support Materials
T *
o
o
o
£
)
+3
g
>3
m &
E
&
g groRg
e ing and s lor
E o about the
d
£
@
& ® ks
g @ bk
-5 . chart pape:
(3 5 ® ® wiard,
® Magnenc letrers
B® ® (Lo chibd ® hd i
-:‘g:'g‘ o with partners e !
g"g L & [FERTRENSE ]
¥ . I
£ . ‘i

FIGURE 3~3  Four kinds

swhedge ¢ b, a poem, o1 ar
and plots. stary. Texts enlarged on un ove i pro

iluble rich conrenr hikdron muss

e texts and com-

e [t allows the reacher to demon-

1o make persona

wisons with ho other < s ponders by

. . ¢ )
Cractions lil W Aior s \‘v”\‘rEJ of the rexe

avion for orher re with a dowel rad or other lon :nder obe

wiiting activities. ject. The techinigue was origing

in New Zealand {Holdaway 1
Shared reading e involve hil

e readt

read aloud inur

7

‘-——-—-«-—.—-—.
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Shared Writing

&

§ CHAPTER THR

Four Kinds of Writing / Four Levels of Support

Four Kinds of Writing

Lo AT

and pac:

Levels of Support

Materials

The teacher

fnstruction t

* Tl s pro

siak nt piece, wh
o] sl ¢ e
g heat g * indi
J= 07 U
- . {‘ Ly . nadocdle or sl 1
= & Afchildronog
o ) . teboasd.

YIS
2 . ® E
k¥
g e *
- 5 for fornmtion,
[
:§ L4 [ SRTN
£ ® Lo, st
:c:n < and A
£ culticehored
2 feedback as H
-
< &
g writing. -
B
=
(G

independent Writing

ire their own e

anud stores, semetimes help

I

.

compoies i w

and

nstruet

1 words

FIGURE 3—4 Four kinds of writing/Hour jevels of support

8
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N GUIDED READING WITHIN A BALANCED LITERACY PROGRAM ¥

s the teacher bur the pring s iildren begin participat

however, shared

tend to it in incident

ng, hbowever, oes not stop. Many R AR TETRN

S teXt Cun

ISR

o independent rea

sihing bebavios

when

rom left 1o right and we

ching, Many texts used {or shared than

children

g i rhe early stage repeating re- eral readis
¥ & 4

vine to increase the enjoyment of with the text, the reacher

them over dren's attention W various asp

ned to be w rext, snohoas

cr-sound relationsh

¢s many sual informa reclicring and ¢

i

aee works. The cone with a %

ViY Prov

strations. e can cover u

o incidental learning about using i

itten lan

kv note, for ox

the way

ared readir totally sup- children predics the word and the

1y
wext vreated by s

1 :
CaOver e word o

read they hegin o and then v

varted by g

print while sull fo- The

-1 N w1 3 \k.i - Cviviere it F i i1
JOON MEAng and ¢ ‘;"1‘115??”. T‘IL(I(K% C 1:1&:1&5]1 OGP ol the Dook and b

them o

o e
Jooks made throu
eriences with be

IVIOUS €

oduced  in

C
¢

B Drovides lnnguage mod

|

parads vocabulary.

HL O 5

1 Lavs o foundarion for guidk

s

the reach

dependent rei

B

oo thut they can o

<1 LT W 1'1 2

13 )p(\ﬂ\‘ ‘

nig whoke st

et re

ical concepe

ages. L

stieny re the pring

N 1".’\‘[%‘ 3

the writ

fdren become familiar with roxss ot owoer fURL

thar they can use independerntly as resources books

for wrining and reading.

oo thit
n. Chil-

will indicate whether @ pue

Pawill regs

1Aty

of guided reading

betore children can read even o litde. In

crierning readers pet o siay e

ors and learn the o arin]

sehave like rea

2%
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i UCHAFTER THREE U

group; others may have prine forward progress, children need to ke pant

i1 a guided reading group besween t

group. Some bo T

a refrain; the five

ructure of repeticive avs per week in the early stuge

chiidren rea

the

a pew book every pime

dily join in and eup

Beginning books are

ability ro use language patrern anc
tax. Pooks with rh

tween eight and

“browsing boxes” for in

; " ” 1 )
of print on each page. For children 1

ning to engape wirh pring, one on 4 reading. As childen

efimed spa

berween

with clear

wildren to
. The

r arid readoble and there

is difficule

h many lines of pri

reading tak
and for
Aside from the literacy leaming in- for character developm

spacs hetween words, T PUIPOReS Dan AE PRI TONTS

] structure,

volved, wnother vaiue of shared reading is comparing texts by theme, learmng o

Y{'N.’. ¥ ‘MH’i(ﬂ",’ <}f genras, Or }4.,

rning how ro get ine

elon from rexts.

iteracy events. Later ¢ Colle s of b Hdeveled nccond
e beco aders ing o their support and challenge— are of

rheater, Over time the nav the ¢ shared by ks

shify

CFgarien
1

nd changes, bur the shared expen- orade teachers; collections may »
hue. be

Chd

il has auch

share, Children
ks; there are

£ the needs and

Guided reading quence of b
the chi

uctional reading s

SR04

S

@ noye

el 1 peadd Yo
Ghuided reading plac

tion. In fe levels

there is 3 simoath ransiden

ared 1o guided reading as chi Luo

ths: verge of res

Independent reading

erdent reading

thlwsn IAVIOLE as ti‘!:’

pend .Jv and pamc'l

reading, Afrer he mcans walk

i Boo

many children will begin o oy w© reading vihing zhar 15
them our for themselves, Approximations walls or o sging {hd.[(%

came closer and closer o the serual rexr and

13

natice

print, Shared reading demonsira

waord g «!J\m_, and children will

Reading

1 nu] beent shown © support w

LoDvery child in every clase s

s the chanee o bee

3¢
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1 GUIDED READING WITHIN A BALANCED LITERACY PROGRAM 1

%

jers to he superb choosers of books for
children and eventually to teach them to
choase books for themselves. It also requires 2
large classroom library as well as well-stocked
school libraries. Possibilities for independent
reading are displaved in the chart shown in
Figure 3~3, which is by no means exhaustive,

Further reading experiences
There are also other important structures or

contexs that extend readers. Children need

many opportunities to discuss books they

have read or may not yer be able to read.

Literature civcle Literature circles are 2

means for more intensive taltking or thinking

about books, or “book talk.” When children
share their personai responses and interpre-
tations of a book with one another, they are
able to gain a deeper understanding of them-
selves and their world.

Bock talks or literature circles cun f
low a read-aloud, as the children respond to
story elements such as characrer, setting,
piot, language, or illustrations. As part

as a small group, or as a class, the children
can make connections between one book
and ancther, compare works by an author or
illustrator, contrast versions of a story, or re-

la

2 story to their own lives. Thes

same
contemplations of a text can follow shared

Possibilities for Independent Reading

Variety of Texts to Read

rame chart

nutsery rhy sn large charts

Walls

pocket charts

Y DHITeS

with lubels, slternative texts

directions

MENUS Of recipes (K?S{’AUY’ nt or he

Tner

o

TR A isi o opedi
informational be
manuals

reference charts

Centers
» 8 = 8 9 &

T30S, TS

\

THES, thesauruses

big books

owsing boxes
poem box
ed books

ks {nowvels)

Classroom Library
5 8 % ® @ & &

e, series, of other genies

FIGURE 3~5 Possihilities for independent reading

3t
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fistening

0 a

reading of a poem or

stary at the listening cenrer, or puided re

g of & book with many layers of meaning.

A commen apgroach o literature circles

is for partners or clusters of students ro talk

discuss the

about their books. They ma
same ticle or different

s they have

o atheme, by an au

The teach

a particular CIS up a sys-

tewm for choosing books and schedules time

{or the students to meet. Partners or groups

read their books, often noting pares they

want to discuss, and gather ro oo abour

Ij\k“ll‘;,

his inrensive, open-ended liverature

sion prov

of Heran

es o all students regardless of

: { anv reading
hild’s abili select. read i
child’s ability 1o select, read in-

wd think deeply

program is

out bocks.
[1¢]

Jepende

weiti

Rend workst e ciped
SO WOIrKsHop 1§ St

workshop: the teacher presents a shoxt, fo-

sod 1{.“

g

ain o support the eftective use of

te and

i8]

strategies or pro

den students’ knowledpe abour books.

idren generally choose their own books

confer with pees

very powerful in developis
ho books and who ¢
choose, read, and disouss bocks in entic

Wy,

Shered writing

1 frst-geade <l

reacher invites a child or group of
to compose aloud a w

e,

v

ren talk 2
The children are

of group experience. The

the reacher acts ns scribe.

written lau-

able o tum heir ideas

he teacher can demonstrare the

guage, snd

ing process. The stories are much tcher
g

children can write themsebves and are

i

good material for ch

en to read. Products
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ER THREE 4

32

are us displaved in the room as re

SOUTCEs.

Interactive writing

Building on Holdaway
McKer

:
ner London Edocaton Authority, created an

1 it
o awriting
Ca Wrimg

approach that she called «

led

from  iangy

{now

¢ uriting). The process drew

bue differed

ge experience
several important ways. Instead of scribing

verbatim  exactly

teacher and child
often modeli
lirerarure,

Marrin’s Br

times, a teacl G ogroup dren

teatext Like

might s "White dog, whire

then

dog you see? The texs

the

written word,

demonstrating Prix

d

participsting in sp
constructivn.

1. Shared w

reciatly ueful in

wiping beginners make conn

i
between oral and w

-

Irinvolh

more in

153 ‘W-ﬁ}?d?\ }i!l’(i £r

hearing the sou

SALECTIS.

skitls they
writers within a meanis

Gradually, the teachers

roups we worked with b

Hildren more, asking them © come up

dilimal

the easg! WL WO

ey

ing. Onee
her %n‘i;‘s

n ocontrol over the conwe

order o be able
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(o comppunicaie their saces N writfen

language.

Sharing the pen begins in kindergarten

wirh children fitling in just a few let

haps those that can be finked wit

narmes of members of the ¢

i
1

Iy a few known wo

54
mple). The rechnique giv

abno sup

Lot

ce ro derne ying words slowly

e sa

and connecting she sounds that are embed-

Jded 1o we s the fetrers

rers that represent them.

Intreractive writing provides an authen-

tic setting within which the teacher can ex-

plicnly demonstrate how written language

d fist g

es rhe transition 1o lteracy

s, In kindergarten &

1

e

N Cooperatively composing and negotinning

G4 reKy

B Using lreranure for writing.

B Consrructing words through connecting

errers Land clusters of Tattersy and sounds.

b Learning how writren fanguage we

§ Connecting writing and readi

&,

sing a text that wall serve as a
) E'-

when ch

contin and writing,

particud are working

independently.

ject of mrerscrive wiiting may
ce-PCCOUNEINY 8 RTOUp experi-
ccording ideas from «

fists, letters

recipes; eX-

{ing oo or developing a piece of litera-

crearing a group story. The wricing

the children’s experiences, inter-

ths, and needs,

s

ywledpeabls

about writing o different deci-

sions about sharing € For example,

children who know 1h

alphabet letters and
d o

ink letrers to

oring more -

33

plex notions abour the ways words

There will be many words thar all children

know how to write quickly and automarn-

v, so reachers will not take the time w0

stances Dut will

share rhe pen in those

the ¢
sponsibility o <

1

P Ne ECad

Atrenvon (o

T

clements of written languuge thae challe

o
HEG

¥

th

1 and offer the examples that pro-

ew leaming,

ed eftec

ihie writing proceeds.

early of interac

ed several tines

negotiated miess
I . Addir

sing cach time a new word

the grou by, it is rers

the bepis

completed.

2. The teache

various potns in

s shisre the pen
The

rord, s the

e s wriften we

revead up to the word for each new

stimes the teacher
childien

§
SOLTeYN, O A

pred. So

writes the word; oft

contribute a lotrer, 3
whole word.

3. Where appropriate, the teachor invites

the chile

{empeh

T cring the
Children may come up
any order; the weacher flls

4. Some words are known words that

written in quickly. Orhers are almost umn

st of the children he ¢l

ansrol for i

{urren ird v

almost know” Srilt others can ke analyzed

children learn how words work.

-y wlaced on .
s of wards can be placed ona

i
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attend to important concepts about print
rion,

such as es, punctuation, capita

or the features of a type of writing, such as 2
list or set of directions.

An tmportant part of interactive writing
3 ]"l(}l\"

makes visible to childrc
> works. A neat, totally ac-

zh the

is the way

written langua

curate product is not the goal, altho

s will

wriring should be very readable, since

be the basts of future shared or independent

ng.
An interacrive w

riting session will tepi-

Ce ¢

ast from five to thitty minutes depend-

ing on the age, experience, and interests of
the children invelved as well as the purpose
and ropic.

Inter

active writing can demonstrate

the wvilue of a continuing piece of work.

Producing 2 plece of interactive writing
ruay take days or even weeks. Conceprualiz-
ing,
proce

ng, and planning are part of the
Not only do children like doing it

time. but they

over experience coming

hack to a project day after day, thinking

ADGUL Wie

ere they left off and where they
is Ida Patacca’s

resume. An example

retelling of the story of The

map ar

hree Lictle T Ida read the Galdone ver-

s,

sion of the story many rimes ro the children

and they enjoyed joining in. Most children
could

pproximate the text wh

it alone.
When the

mural, they first used imteractive writing to

d 1o make their wall

list thing wed to make and place on
thie map. Then, sentence by sentence, they

od o rexe. B

Creates ch word was writeen on -
dividual cards and placed across the bottom

of the mural to form a s of shout ten

tines. which would be read again and again
as children chose to “read around the room.”
All chikiren in the class could read the ctory,

which had been reread many times during
construction, and they often used it as

g The whole

saurce for their own writ

process took about three weeks and was the

inspiration for other writing such as

34

hook sbout re ; mentioned.
At the end, cht

constantly usciul

en had a beautiful 2
product of which they

could feel proud.

thing, however, is the

The importa

process. Many decisions involved, and

a timetable for a piece of interactive w

hased on literature that

might
kindergarten or firse grade {oth :
reractive writing may take much less time
and foliow different schedules):

N Days -4, Read the

literature aloud each day.

B Day 5. Read thes

Negotiate the type of writing t

cred text agam.

o be created

(retell the story, create an slternative texr,

make 2 story map, et ).

B Day 6. Read the selecred texr again.
Make a list related 1o the wrising to be

dene.

B Day 7. Read the rext again. Write the first

sentence on chart paper. Read dhe sentence
together.

is refared

B Duys 8-, Read a new story

ro che mteractive writing. Review the

sentence written vesterday, and write several

more sentences. Read topether all
sentences.

1 Day {0, Read a new story thar is velated

o the interactive writing d rogether all

. Plan and be

sentenc

¥ Days [1 & 12, Read a new story.

wiplete art work and place in

k {oran

wall mural, etc.).

N Days 13 & 14, Read a new story and
begin to think zbout other kinds of

interactive writing. Read together the

mural created €
Add details {auc
sured by

lividual children). Read a “take home”
book if the reacher hs
the inreractive writing.

previous baok or w
interactive writd

izbels or speec

bhies ¢

ed on

created one |
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i6 Reread a s d story and

ce of interactive

begin i work on a

. Read together the previcusly

New

compieted plece of inte ¢ WTTING.

endent

Enceurage © Iz?rvn o de i

on the complered piece of

LIVEe writing,

bperactive wTiting is

seteing i

iren hecome apprentices workin
the reach

side the more expert writer,

Eversyone m vhe group gets a chance 1o o

-

I evervone

wew it st fits wopether, Oral

*mething,

Can osee
fanguage 18 the

foundation of the process. Children can par-

of consider-

E’sx(‘ 2k

ticipate in the complicated

of Jang and

Y B tungs

g ooh

132

into 4 picce of language that

yted in wrirten for

pov for beginners to be

ro put ogerher skills to express a mes-

able

Fven children whe can read and write

RRIEAN

chance w

very hictle indep sty have

participate in the process of meki

o other piece of funcuoval wrie

can be at and illusrrarors vight away.

By demonst : and invits

- reacher m:
of

participare,

CUnYVORTOns p!'lﬁl*FpHCiﬂf{, BHRCG .

sion of the page, be

nove casily see the purpose

ventions bevause they ate us

uce therr own text
nxe the I\ziariunﬂv}*r« E*ﬁ‘*x

type of 1 d and

WL 8 B Y%aﬁ‘

is linkod o other

texts,

giving children 2

tions be-

honce o make o L“LH‘(UL&?U] CONy

teeen their vwn writing and other pieces o

'
1A

inberac-

bave yroduced thems

) s
tive writing gives children a c,h;mc»;— o create

langus language

Jecontextua

they produce be read and anderstood by

rhemselves, They are as-

athers or, laer,

suming power over written language.

As o children develop

35
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ntersctive Wiling ©
trate more comple:s

More

it Ways of structuri

5K

accomplished

ng text {or varn

hC Lixe o

Teacher illusty

CHN

ma(‘h speti

or compley

LANCTuation. Il]lt’i("’l\'t‘ Wi

1]

wp autharship, Group

T

plavs require

:nnde'{

writing or writ
be 1981 Graves 1983

P
ay 1or

another teachers to

h Ln or

ol
H
H

I\.’é}!’l\ 10 write, ‘]Ut i t,biv“

WL

cuidance, stance, and

reacher may s
with children or call th umth {irst to
minilesson on an Sf writing f\u.

PG Clt,k”“\ [Tl OSITIoNn 10 puncius-

n ro letier formation.

To effectiv

participate

nocd

miates )

Minilesson

vathered « in g circle of

the reacher provi vr, focused

o the writer

that provides a

wopics almost always emerge from what

d o learn

fenits n

or notices the st

rving their writing, ©

R
iobders.

e their writing

ey, and roviey

Tupli

cause th

cored e

s for ‘mmEe SONs ay

n.lhi ©

Vhen the m

ents todo-

writers do that w the sty

velop their craft.

somethirg eiters need o do thar

the stusdenis o

DN Xl'}{,’ﬂ' WL

i) i

eNpett
wized mind-

15 Proce ruft.
A pmccduml lessors is a bric

the

INSTIUCY

wWwn

on routinegs or materials
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writers 1o any on o independently,

e

RENRUSVENIRY) 1St R kit

use they show studens how o mans

They mig

¢ writing include such

the

izing and usi

L chousing paper and a

stapler, or conferring wirhy a partoes.

Srrategvivkill lossons addvess the skills

r. These include

1 recording t

sut word construce

lerters for names or at

sentence.
what writers and {l-

tustrators do o communicare their o

RS AY Eﬂfludtf FUC IO G AU

nforma-

S5y out unne
another proofreading for

npleted draft, anothe
published bock,

he reacher circulates,

. . .
vy hriel conferences

at enable

writing forward,

& student o read the

¥y frst

cee, then tell the steden: what

for

A Question or two @t

s she dida't

show a child

wrile 4 or
[

For a child wi

thing dowrs

spaces |

tronble gernng &0

the teacher may simply listen o the child

The reacher’s fo-

b has wiie

i developing the writer, tot simply im-

proving the piece the child (s writing.

Sharing s

thers on the carper or sits ir

chairs to share and support work

OF to

tOWEITeY

teacher solects s

¢ another opport:

4
tresponse 1o their w

H with peuis.
ished piece 15 being shared, no

oS

s given, for 4

VO i CUnt

OUS ZTOWT v e

WrHing

about

Lifferens

ing, with constructing both srories and

mational  piec They yeceive ediiorial

ke and

nce from the reacher and

feed

eventualh
strat

reading and

ring i <

und

Independent seriting

Wit

Independ
child and requires v

DU the ol

bow 1o use them. T

opleces of

rnerated, and there are o

aud sonps, P

in these known prece

a

sotal and «

ArIce
being

group. Generlly, it co very uneful

words that children need 1o use i writing

s thot they have

and also w

alike in o ays {words that begin alike

ot have s

Ldeas «

W COme Gl

the group sessions. endont
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ly sware of the need for v
v the reacher uses the {rame

children see the el

arionsh

TWeln v i inrers

st they are leurnis

v they

writing and he

Jdependent writ
how they can ose ¢
L:t‘1'\{iu'lf‘3}‘ aruk 1}
the transior ta
dent writ: acher plan for

suended W and suggests

teaching po nerag

WrLIng.

Clussroom Snapshot:
Use of the Language and Literacy
Framework in Kindergarten

ina

where 95 per-

or reduced-

connt of the studenss rece

o lunches. Paracca s the teacher

i

s cars she has urilizod the
work 1o coree
children in Jda’s

cpetler mners

m shout how res

]
NVoave

works, By the tinu

are lrerate; they ©

their inds
Enubling

VLG get Lo

rinciple of this ed-

EXTCIEIVE

?\\/'{3;‘\1.‘\ Uﬂ\.{ two Ol, i]k,:{' frier

, Sierra and

ee Little Pige o

Lindsay, read The T

Lwghing at the §

and sefecrs a

ile Ba res

the level of the chil

who are A¢ they his

children

L ki
[oCTionNs o

wr

CTICes,

cawse thi
AR
i

it f

B time they b

1alo
know the s
in-depth ques

yvocabulary woul

treading

asa i

chitdren
Tho
Dt

D onteraciive

¢ thoy want o ret

Afrer Lds

cided

Three Linthe Pips o0 a srory o

what they will

the g

st ideas,

houses, ¢
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2 thel

g in their journals,
. Their tea

cloely 1o see who needs extra help, T8

2y can cho

own ot cher ohserves them

wrire about what is happening in therr daily
tives and ropies that are being studied in the

writes ] L

¢ The house. |

. She draws

@ Miy Mo

heautitul piceure

ard the sun, wiich

of her howse, a rainbow
\E‘ l {‘CI\ RIEN Shc

ads it rer Ida, who n

g the wards slowly, really

abour the sounds in ay. T

works with her wo say

think abowt &

sH Aagain

: veard is we
o analvie word il cant
1o analyze  words finid cursonant

3
net

L linking soun

She save w

SO

and letters,

Moving to guided reading

mmings, e and ber class ¢

On other m

oW

sorite poems that are printed on |

g

Charr paper. These poems are laminated for

Jurabilicy, an ideen often rerurn to

them  during
ter

independent rea
p
the word the, Then Ida re
sook | Went We

g o

rhicuar poem,

wern this book in owder o demonstiate

checking the pring with the lustration

the ch

13

ldren’s attention was also drawn

other things in the text. For exam

that the punceuation wis dif-

Kyeara notd

forent on these two pages—uone had a ques-

tion mark and o fda and the

children ralk about stutements and 5
§ions.

P January in kin ida has be-

gun to pather two or three children rogether

¢ time she

for guided reading lessons. Ar

particular tnstra al necds

of children. T

ara s plannes

focuses on the

ot that

day, guided

reading for s the afrer-

n the vari-

LUy CCniers 3¢ FOOH.

Chis osnapshot provides
example of literacy lenming in a kinder-

rhe goal is

parten in whic

child with numerous opportunic

arcund 2 flexible Breracy fmmcw-\:mt.

e

Documentation of Progress

behavi

SESSMIENT Sy
encompasses  the  range
ws the curricul I
that {1) t“lul t} e

085

{19932 inc

MENT nSIruments ¢

formative me

¢ when sidm

w0 individuals st svstemztically spaced in-

rervals pr(»

ol not \,m'ﬂ 3(\, PEETTO

nd matching
foor analyzing read

the development of tndep

Toredding

srategios.

Home and Family Involvement

ement enh

parents and hmx‘; members in the |

ol from visiting rheir homes o ]

ctits work iy the ¢

workshops on

ideas that teact

wve found helpful ar

W
The writing bricfe

¢ that conrains

iting briefcase

e is a plastic

i kinds of writi

tablets, muorkers, pencils,

s, nofe

paper, stapled |

spes, 1ost-irs, scissors, cte. Many of

matcrials can be acquired free or at low cost,

ate 1abing rhe bricfo

time sharing wl
when th

ro share. The bri

POSINIVE Gutcomes. First,

71
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take rheir literacy learning into their homes

and be recopnized for their growing compe-

rence. Second, it helps parents give the

children more opportuniries o write and
material that

gy suggest uses for printe
might oiherwise be thrown away. Finally, @t
communicates the value of writing ro chil

dren and their families.

Keep Books

Inexpensive take-home books offer a way to
hildren

: es 1o read at
me. Teachers in the literacy project make

3
PXPand

o

opportuni

v have the chance 1o bor-

sure that chi

row books from the s

]

ents (0 read to them and rhose they can read

themselves. It is widely known that school
{ when children
5. Bur hecause

Iy enhan

in their ho

s

books are expensive and

i

ANy Pare

ww how o select and use them, ics

cule for many parents to provide home liter-
acy. Children in lower economic areas, in
at a disadvantage.

oS

sipned a home book pro

parcicular, are

are University staff has de-
i

=5 the need {or more books and

The O

w rhat sin

e

dress

creales posilive COMMUNICATIoON with par-

ents. These books do not eake the place of

the children's lierature in the library, but

they are an inexpensive way to increase the

}

are simple texts {although

ot home.

reuding childre

Keep I

they will mcrease in complexity during first

ished, that some-

vely p

crade), mexp:

es have an element. The

and-white
(and the
Vindicate thar this is 2 dif-

haoks

drawings.
{remt co

{erent kind of bock, one in which drawings

can he

olared with markers or crayons and
names {and sometimes some

These books, in pen-

1 1
% OO el s

lings. Children o put their

names in th s and o keep them as a

collecrion. They fit in a shoe hox,

ers ask parents to make =
special piace 1o keep her box of

udi

The Keep Book program encom
ks, incl g Spanish texts
based on mathematical «

wide range

and boo

rial for supporting begi

ing re

There i an accompanying e

puide provided with each hook order and s

videctape that may he ordered separately

from Ohie Stare University. Tt

he
vides step
ducing and maines
Sample letrers to g

ing the ¢

rents are included,

¢ of books

well as a survey to assess the my

on the home. The videorape explains the

purpose of Keep Books and shows their

trodud med o he

An initial order for

ar parent Work

included in Appendix A, Addinional onder

forms will be avatlable as more hooks are de-

veloped.

Eventually we ens
including ffty pres
kindergarten books,
de books. (Obvie
dexibly 10 fo diff

v, these can be used

o

fevels)

fe e
tor 5.0

Presently, the boo

HOC yeurs Gt

wer book. Thus

school a young child could conceivably re

and own 250 books fur an av (

per-ye

t about

cost of abour $20.00, § feast ex-

donal innovation weo oan

pensive  edu
k of.

thi

Bockmaking workshops

Bookmaking wor] » for parents are suc-

ol

SErations, Darents can easi

or with their children wsing plain sheets of
p":

mail-o

and pictures from the Sunday paper or

<¢ homemade bovks

increase the varicty of reading material for

children and creare shared Hteracy for

young
caregivers and children. They can be ke
with the K

T
IOOES.

the

) |

g
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The Language ond
Litevacy Fresmework

Development of the framework

:
W have o

4 this framework as

eig

ail relying on ora

g on bu
berween oral and writren lan-

nents are

long ¢

is narticular

\‘.“\"I')‘: A\

G Conexs t
collzhoration
betwerrn the un > ciry school
ing
wotved in

d a

Reading Recew

vorful {mpacr on ov

the projoct fur several

i R(‘Adil‘a;z Recove

deraonstration chat ever

¥
waork conld

I

SCORE HUOU ]

writers with

individual help o sar kind.

crany cond)

and &

ctatled

acedures

; ' .
demaotstratod the process ot u

& TOUtine

{ramework of a ios within which

crvation and intersctions coudd be

tailered o the individual, eoabling the

wacher vo work (rom the ¢bilds own

;
se bize and s

knowle

ngths,

wtrated the

4. Reading Ruce

powerfu tions that
ATCODaTY 1e; 3 E[E’i'x”,f Qlﬂt} qre i

Genrs ol teachimg.

involved in the program

CNPETTaTeg

forg-te

N prodess

program 1hat o

, demonsy

41

the

present, sl of Columbus

aren

rand
met weekly to share
During the fir

mrent w

of

obscrvations

oo

and 1t

by fou

stoatny, teaching smal

¢ the process i order 1 ¢
aevelog of the f;

eleAd i t
WOTHEG 1

need for an explicit tocus

crped and was o

v revised, and sl

ples were used as protocols |

ning program. Mnce

alschools

ve s

Using the langua v framework
The langu
coneeptual toul

LI decindes £

ooress. In

consider a var

Lan Boqu
B The require

B Their own exp

level of confid

The

learni
E:’KZI‘X

[ 334




Neville - Differentiated Reading Instruction

B CHAPTER THREE 1

il of
k3 . - N -
., they can immediarely

use thematic teaching and a great

children’s lireratu

create a schedule that inc four

kinds of reading and writing, U v, this

{ding one or more elements

would mean ¢

av

d taking the time away frum less produs-

thve activities. who are unfamiliar
with using themes can start by selecting lit-

we related ro a theme ar

d using inter

tive writing as an extension. Others might

fike to try cach element se tely before
; P }

trying to implement eve nE oAt onae.

Adding any one of the litera

oy framework

elements will incr <rructional opportu-

witrses for children.

worth

clement is

e

udying, iry

with children, and reflecting on the resu

boof understanding s more important

rect implementation. The goal of

study is to increase the power of teach-

and the literacy opportunitics for chit

dren, The elements in the framework wre

flexible and are meant ro provide opportuni-

o
™

ties 1o learn and teach. The quality an

foctiveness of the interactions hetween

fer and children {and between chil

dren} within amework are most iy

s, It i ot the elements themsel

the teaching decisions within them thar le

o new learning.

Suggestions for Professional
Development

1. Form a study group of grade-level or

mary-leve] o Jisc

Gl

alance” in vour

iteracy program.

s each meet

wr kinds of reading or wrinng. Bring

wples of work by vour students

SN ISsues

oF ques s you want to discuss, As

preparation, everyone can read the same

ok that relates to th

neeting’s

article or

Wi

ireracy plan or ¢

s work in literacy. Discuss the

difterent kinds of reading a
presenred in the lreracy framework.
I What elements recesved the most
atrencion! The least attenrion?

v vou eliminate or combine

sschedide
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Appendix B
Journal Article

Ivey, G. (2000). Redesigning reading instruction. Educational Leadership, 58,
42-45.









their personal reading interests by
listening to teachers read atoud from a
range of materials and by spending rime
with teachers 1o try out different books

rators and instruc-
tional leaders need 1o reassure wachers
that independent student reading and
time spent hielping students find mate-
rials they want 1o and can read are valu-
ahle.

and topics. Adminis

Hut quality time for reading in any
subject area cannot happen in frag-
mented school davs (Allington, 1994).
Uninterrupted instructionad periods and
block scheduling that allow for inte-
grated and interdisciplinary learning will
more fikely ensure that children get to
read during critical instructional times.
Perhaps most important, children who
need the most time to read need to do
~o i the classroom instead of fawing
the room for instruction that might have
A negative impact on their reading,
development.

Allocate niore resonree

v Jor a wide

retnge of reading materials, and let
teachers und students decide wlat 1o
by, When asked where the novels in
his room come from, Randy, a 4th

grader, replied tenuousty, “Someone in
the other building, like the supervisor of
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the schouol, supervisor of something. -
Someone picks them out and it's nor
anyone in this school, 1 don’t think.”
Randy had problems with reading the
novels, which were above his reading
ability and didn’t match his interests.
Those who decided whiat Randy
would read did not know anything
about Randy, his reading abilitics, or his
interests,

No one knows more about what
stadents can and want o read better
than the students themselves and the
[QF

sroom teachers who observe,

support, and evaluate their reading on a
day-to-day basis. | have leamned that
teachers who feed the least equipped to
meet individual needs in reading are
those employed by school districts in
which someone outside the classroom
makes decisions about which books to

buy and which books children will read,

The mandating of particulir reading
materials by districts or schools and
limiting the volume and diversity of
maerials available in classrooms have
far-reaching implications for students.
Access to books makes a big difference
in children’s carly fiteracy development

(Neuman, 1999), but children from low-

income families, in particular, have

44 FDUCATIONAL LEADRERNMINP/SEPTEMBER 2000

Tewer books available ro them in
schools in comparison w students who
wttend schools in higher-income neigh-
borhoods (McGill-Franzen & Allington,
1993). Also, it students read only those
texts mandated by schools and districts
for whole-class study, students would
come away with 4 narrow range of
-ading experiences.

Duke (20003 found informational
texts almost nonexistent in 1st grade
classrooms. and in my own rescarch in
middle schools (1999), 6th graders
reported a similar lack of nonfiction in
their classrooms. To give students the
variation and quantity of books that they
need to become proficient readers,
schaols must put significantdy morc
money into buying a wide range of
hooks for classrooms and allow
teachers, who are in the best position to
identify individual student needs. 1o
make decisions abow the maverials that
they will ust for instruction.

Develofy better reading teachers
instead of looking for better reading
programs. Allington and Walmsley
(1995) argue that there is no quick fix
for reading difficultics, and Duffv and
Hoffman (1999) refer 1o educiatony’
scarch for a perfect method for reading
difficuities as the pursuit of an illusion.
No single method. program, or book
will help aceclente the needs of al) chil-
dren or any subset of children. Only
knowledgeable. reflective teachers can
respond o the diverse and ever-
changing necds of individual students.
As Duffy and Hoffman (1999) put it,
teachers

impose harmony on inherenudy
uncertiin and ambiguous Classroom
cavironnients by cuotting acrass philo-
sophical lines, combining method-
ologiva] techniques, and adapting
programs and muterials to the partic-
ular needs of studems (p. 1)

Investing in teachers rather than
programs may be a difficult chatlenge
for many schools and districts 1o aceept,
given the current state of policy
throughout the country, with many
state legistatures requiring schools to
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Hoas thme for schools to take what scems

like the hard road and implement a range

ol veading strategies.

use a specific reading program or
choose from a fimited number of
approved nwthods. fronically, any
reading prograny may not make much of
a difference for studems in classrooms
in which wachers are not prepared.
Further, knowledgeable, reflective
teachers adapt these programs to neet
the needs of their student~ (Duffy-
Heswer, 1999,

Without i@ doubt, establisting a
batanced reading program that responds
o individual students is complicated
(vey, Banmann, & Jarrard. in press),
and helping teachers become flexible
and retlecuve in their teaching may
seem difficult and time-consuming
when compared with implementing a
packaged reading program. But it is
tme for schools to take what seemss like
the hard road. Instead of professional
development in which teachers learn
how 1o implemen particutar reading
methods or programs, teachers should
ry out 1 runge of practices or conduct
self-initinied rescarch in their class-
rooms (Duffy-Hester, 1999, In the
school where Broaddus and Bloodgood
(1999) canducted research, teachers
were given time in the schoaol day w
serve as reading tutors in their own
building. Teachers reported that the
proatest benelit from this experience
wis their own professional develop-
ment. Making decisions about one
child’s learning helped them mutdke
berter decisions about all students in the

regufar clissroont.

School policy, whether it originates at
the building, the district, or the state
level, needs to support teachers in wavs
that allow them o meet individusd
needs. As Duffy and Hoffman (1999)
arguce, “policy should be Jess restrictive,
notnore restrictive; it should give

teachers room to move, not linut them
to one method or one way of thinking:
and it should encourage flexibility, not
compliance” (p. 14D, In the abstract. this
sounds like a significant shift in
thinking, particularly in this age of high-
stakes testing aond accountability. But
when applied to what weachers need to
help individuad students—maore tme,
maore materials, and more apportunities
to develop their expertise—it does not
sound risky at all. It sounds fike
conunon sense. W

References

Altington, R. L. (1994), The schools we
have. The schools we need. The
Reading Teacher. -8, 14-29.

Allington, R, L., & Walmsley, S, A, (Eds.).
A993). No greick fix: Rethinking
literacy pragrains in Amerfca’s
elementary schools. New York and
Newark, DE: Teachers College Press
and International Reading Association.

Anderson, R Wilson, P. 7., & Fielding,
L. G (1988). Growth in reading and
how children spemd their time ountside
school. Receling Research Quarterly,
23(3), 285-303.

Betts, £ A (1954). Foundutions of
reading nstruction. New York: Amer-
ican Books.

Broaddus, k.. & Bloodgood, J. W, (1999,
“We're supposed to already know how
10 teach reading™: Teacher change to
support struggling readers, Reading
Research Quarterly, 34, 420451,

Csikszentihalyi, M. (1990). Literacy and
intrinsic motivation. Daedafus, 119,
115-140.

Dufty. G. G., & Holfman, 1. V. (1999). 1n
pursuit of an illusion: The flawed search
for a perfect method, The Reading
Teacher, 53, 10-16.

Duftv-Hester, A. M. (1999). Teaching
strugghing readers in clementary
rooms: A review of classroom res
programs and principles for instruction.
The Reading Teacher. 52, 480-495.

Duke, N. K. (2000). 3.6 mimstes per day:
The scarcity of informational 1exts in

first grade. Reading Research Quar-
terly, 35, 202-224

Tvey, G {1999). A mudticase study in the
middic school: Complexities among
voung adolescent readers, Reading
Researeh Quarterly, 34, 172-192,

vey, G, Baumann, | Fo & Jarrard, D, Gn
press). Exploring iweracy bafance: Ttera-
tions in a second-grade and a sixth-
grade classroom. Readding Research
aitd Instruction.

Ivey, G.. & Broaddus. K. (1999,
Decembery. 1700+ students speak il
about middle scbool reading. Paper
presented at the annual meeting of the
Natiom! Reading Conference, Orlando,
FL.

Johnston, P& Allington, ROL ({991
Remediation. In R, Barr, M. L Kamil, P
Maosenthal. & P D Pearson (Eds.),
Henedbook of reading research, vol. 2
{(pp. V81-1012) New York: Longomun.

MeGill-Pranzen, A & Allington, R L,
(1993, October 133, What are they o
read? Not all kids, Mr. Riley, have casy
access to books. Lducaiion Week, p. 26,

Nell, V. A988). Last i a book: The
psyehalogy of reading for pleasitre.
New Haven, €T Yale University Press

Newman, S B (1999), Books make a ditter-
ence: A stdy of aceess to Jiteriey
Reading Research Quarterly, 3,
286-311

Stanovich, Ko (1986). Matthew cffects in
reading: Some conscquences of indi-
vidhal differences in the acguisition of
fiteracy. Reading Research Quarierly.
24, )

Walmsley, S0 AL & Allingron. R L (1995),
Redetining and relorming instructional
support programs for at-risk sjudemnts
In R. L Allingtun & S0 A Walmisfey
(Eds ), No guick fix: Rethinking
literacy programs i Americd’s
elermrentary schools (pp. 19-44). New
York and Newark, DE: Teachers
Collepe Press and International Reading,

awiation,

Worthy. }., Moorman, M. & Turner, M.
CHo9. What Johnmy hikes o read is
hard to find in school. Reading
Resvarch Quarterly, 34, 12-27

Worthy, [ Tumer. M. & Moorman, M.
(1998, The precacious place of sclf-
selected reading. Language Arls. 75,
290-30+.

Gay lvey 1s Assistant Professor of
Reading tducation at the Uriversity of
Maryland, 23711 Benjamin Building,
College Park, MD 20742 te-mail: mil7
@umat umd.edu)

ASSOCIATION FOR SUPERVISION AN CUHRRICH LUN DEVELOPMENT 45

79



Neville - Differentiated Reading Instruction 80

Appendix C

Differentiated Reading Instruction: What and How
Powerpoint
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What is Differentiated
Reading Instruction?

* Variery of structure
« Whole-group
+ Small-group

* Individualized

What is Differentiated
Reading Instruction?

® Organized into reading centers
® Small, teacher-led center

® Ample student practice
opportunities

What is Differentiated
Reading Instruction?

® Lesson Structure
® Guided Reading (Fountas & Pinnell)
® Skills-focused lessons
® Lerter-sound knowledge
® Phonemic decoding strategies
*® Vocabulary

® Reading comprehension strategies

Teachers Can Differentiate

—

Content Process Product

According to Students’
///‘[\\\

Learni
Readiness interest arning

Profile

Ageng b Toe T sop e e i 1 e o Al | s T 1999

What is Differentiated
Reading Instruction?

® Differentiated Reading Instruction in action

Differentiation Quotes

® “Curriculum driven by grade-
level textbooks is the antithesis
of differentiation.” Ivey (2000)

“Differentiation can no longer
be seen as an intervention or as
a remedial measure; it's the way
to teach all students.” Ivey
{2000)

“[Differentiation] sounds like
common sense.” lvey (2000}
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Appendix D

Google Form Responses
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Guided Reading

What does guided reading look like to you?
Your answer

What do you currently do in small reading

groups?
Your answer

What does differentiated instruction mean to

you?
Your answer

B

ég:i
Never submit passwords through Google Forms.
This form was created inside of OABCIG School District. Report Abuse - Terms

of Service - Additional Terms




Neville - Differentiated Reading Instruction 86

Appendix E

Balanced Literacy Handout



WHAT IS BALANCED LITERACY?

Read Aloud/Modeled Reading:
¢ Demonstrates proficient reading
e Expands access to text beyond child’s abilities
o Exposes chiidren to a variety of genres

Write Aloud/Modeled Writing:
o Demonstrates proficient writing
o Expands access to writing beyond child’s abilities
e Exposes children to a variety of genres

Shared Reading:
¢ Models reading strategies
e Teaches reading strategies
e Extends understanding of the reading process
o Teacher reads

Shared Writing:
¢ Models writing strategies
e Teaches writing strategies
s Extends understanding of the writing process
e Teacher scribes

Interactive Reading:
¢ Teacher & child choose text
e Teacher & child share reading
e Teacher encourages child to read when able

Interactive Writing:
e Teacher & child choose topic
e Teacher & child share pen
e Teacher & child compose together

Guided Reading:
o Teacher reinforces skills
Teacher engages child in questioning & discussion
Teacher acts as a guide
Child does the reading
Child practices strategies
e Child builds independence

Guided Writing:
» Teacher reinforces skills
Teacher engages child in questioning & discussion
Teacher acts as a guide
Child does the writing
Child practices strategies
Child builds independence

Independent Reading:
¢ Child chooses the text
o Child practices at his or her independent level
o Time to practice demonstrates the value of reading

Independent Writing:
e Child chooses topic
o Child practices at his independent level
o Time to practice demonstrates the value of writing

/g uononisu| Buipesy paienuaseyld - sllineN
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Appendix F

Essential Elements of Guided Reading Handout



The Essential Elements of Guided Reading

Teacher Role

Student Role

Before Reading

Select text that will provide opportunities for
students to expand their processing strategies.
Prepare an introduction to the text that will help
readers access and use all sources of
information in a fluent processing system.
Introduce the whole text or unified sections of
the text, keeping in mind the demands of the
text and the knowledge, experience, and skills of
the readers.

Leave some opportunities for students to
independently solve problems while reading
(moderate amount of challenge).

Y
o

.
o<

Y
o

3
o<

.
oo

2.
B3

Ry
o

Engage in a conversation about the text.
Understand the purpose for reading the text.
Access background knowledge (personal, literary,
world) as they prepare to read a new text.

Raise questions about the text.

Build expectations for the text.

Notice information in the text.

Make connections between the new text and others
they have read.

During Reading

May listen to individuals read a segment orally.
Interact with individuals to assist with problem
solving difficulty.

Interact with individuals to reinforce ongoing
construction of meaning.

Observe reading behaviors and make notes
about the strategy use of individual readers.

Read the whole text or a unified part to themselves
(silently).

Use background knowledge and strategies effectively
to construct meaning.

Think about what they understand and questions that
they have about the text.

After Reading

Talk about the text with the students and
encourage them to talk with/to each other.
Invite personal response.

Return to the text for one or two teaching
opportunities such as finding evidence or
problem-solving.

Assess students’ understanding of what they
read.

Invite students to ask questions to expand their
understanding.

Sometimes engage the students in writing —
personal responses, comments, questions or
other forms to extend understanding.
Sometimes engage students in two minutes of
isolated work with words to increase flexibility
and speed in word solving.

Talk with each other and the teacher about the text.
Think about what they understand and questions the
text raises.

Check predictions and react personally to the text.
Raise questions or make comments to clarify
confusion and expand understanding.

Express personal, text-related, and world-related
connections.

Revisit the text at points of problem solving as guided
by the teacher.

Sometimes engage in revisiting or responding to the
text through talk, writing, or visual arts.

Sometimes engage in taking words apart and
discovering how words work.

68 uononisu| Buipesy pejenuaiayd - SlineN
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Appendix G

Emergent Guided Reading Lesson Plan
And Planning Support
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Emergent Guided Reading Lesson Plan

Title:

Level:

Day t

Date:

Day2 Date:

lesson #_______

Sight Word Review-Writing

Sight Word Review-Writing

This book is called

and it's about

Introduce New Book:

New vocabulary:

a
a
Q
a
Q
a
a
Qa

Text Reading With Prompting:

Check the picture. What would make sense?

Get your mouth ready for the first sound.

Get your mouth ready and check the picture.
Could it be or ?
Show me the word

Check the word with your finger. Are you right?
Try reading without pointing.
How would the character say that? (show expression)

Rereading of Yesterday's Book
(and other familiar books)

Observations:

@]
Q
o]
Q
a
8]
Q

One-to-one matching (at level C, discourage pointing)
Use picture clues (meaning)

Monitor with known words

Get mouth ready for initial sound

Cross-check picture and first letter

Visual scanning (check the word left to right)

Fluency and expression

Teaching Points After Reading (choose one or two each day):

Discussion Prompt (if appropriate):

Discussion Prompt (if appropriate):

Teach One Sight Word:
+ What's missing?
« Mix & Fix

- Table Writing
« Writing on & whiteboard

Teach Same Sight Word:
- What's missing?
* Mix & Fix

« Table Writing
« Writing on a whiteboard

Q
Q
a

Word Study (Choose just one):

Picture sorts:

Making words:

Sound boxes:

Guided Writing: Dictated or open-ended sentence

The Next Step in Guided Reading

® 2009 by Jan Richardson, Scholastic Teaching Resources
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PLANNING SUPPORT
& SAMPLE LESSON

TIP Early Guided Reading Lesson Plan
The Early Guitied Reading Lesson Plan In this section, we’ll walk through the Early Guided Reading Lesson
found on page 190 in the Appendix is Plan; its a two-day plan. We recommend copying a set of these templates

a template you can use to plan your
tessans. Each component of the tesson ) A
is described in detail here and appears in Notes sheet on the back) to have on hand while working with your early

brief on the template. readers. You'll use the same text {or both days; students will finish the text

(making a double-sided copy with the Early Guided Reading Anecdotal

on the second day, rereading if they completc it early. Keep in mind that
while you've pinpointed an instructional focus in your planning, you'll also

[ want Lo take into account what happens during the lesson when choosing

—__—————— your teaching point alter reading.
o2

DAY 1 LESSON COMPONENTS
Before Reading
Sight Word Review (1 minute)

Select [rom the High-Frequency Word Chart (see Appendix pages
184-185) three sight words that you have already taught. Begin by

asking learners, Are you ready for the sight word challenge for the duy? Then,
dictate the words one at a time as students write them on a whiteboard.

Say, Write the word want. Think about what it looks like. Support and

scaffold writers as soon as they need help and before they write the word
incorrectly, giving prompts and visual links like:

* ‘Want is almost like went but hus an a in it.

e The word where has the little word here in it.

The word they has the little word the in it.

Place a check on the High-Frequency Word Chart for each word students
wrote correctly without any prompts or help. Students should have at least
six check marks for each word before it is considered a known word.

24
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. PLANNING SUPPORT & SAMPLE LESSON « GRADE

ESH-2

Book Introduction (3£ minutes)

* Gist Statement: Begin your book introduction with a focused gist
statement. For early readers, name the characters in the book and
briefly describe the problem. In an informational text, state the
main idea and what children might learn from reading the book.

¢ Picture Walk and Introduce New Vocabulary: Before
students read the text, it is essential that you provide time
for them to “walk” through the text using the illustrations to
construct meaning and discuss what is going to happen in the
book. As children are doing this, help them notice and discuss
the following:

» Unfamiliar vocabulary and concepts. Use pictures and kid-friendly definitions to
explain what the word or concept means. To help children remember, invite them
to repeat the word.

» New words that may be difficult to decode. As students are “walking™ through
the text, paint out any unfamiliar words. For example, the word special might
appear in the text. Simply say, / see a tricky word on this page. Point to this word
[show chitdren in their book]. This is the word special. Read it with me {invite
children to read the word aloud].

During Reading

Text Reading With Prompting [5-8 minutes)

Invite early readers 1o read independently (and softly) while you prompt
and observe individual students. It is helpful [or early readers to read
softly rather than silently. Reading softly enables them to monitor and
recall what they've read. Remember that they are reading the book
independently, not chorally or as a round-robin. As you coach
individual students, remind them of the instructional focus for the
lesson. Use the prompts on the lesson plan to encourage students to
monitor for meaning, decode unfamiliar words, and improve fluency and
comprchension. Also make note of strategies you need to bring to their
attention after reading. The goal during reading is to support students as
they rcad and to identify what they need to learn next.

After Reading

Teaching Points {1-2 minutes)

Once all the students have read the text at least one time, invite them 1o
close their books. Use your observations and notes to select a teaching
point for the group [rom the Early Guided Reading Prompts and
Teaching Points Chart found in the Appendix on pages 192-193.

25




CCSS Standards for Retelling

RL.K.2 With prompting and support,
retell familiar stories, including key
detaits

RL.1.2 Retell stories, including

key details, and demonstrate
understanding of their central message
or lesson

RL.2.2 Recount stories, including
fables and folktales from diverse
cultures, and determine their central
message, lesson, or moral

RI.K.2 With prompting and support,
identify the main topic and retell key
details of a text

Ri.1.2 Identify the main topic and retell
key details of a text

RI.2.2 Identify the main topic of a
muttiparagraph text as well as the
focus of specific paragraphs within the
text.

Example of a Sound Box

| a

26

Neville - Differentiated Reading Instruction 94

Retelling or Comprehension Conversation (1-2 minutes)
For early rcaders, you have two choices {or your alter-reading

conversations. You will find both of these on the Early Guided Reading
Prompts and Teaching Points Chart. (See Appendix, pages 192-193.)
The first is to focus on retelling. Per the CCSS, retelling is an essential
skill for students in grades K-2. Thus, you will want to provide time for
students to practice with the different types of retelling scaflolds provided
in the lesson plan. If students are adept at retelling, or if you want to dig
a little deeper, you may wish to use the comprehension conversation
questions provided here, which are also tied to the standards. These
questions will spark conversations about readers’ opinions and ask
readers to compare and contrast texts, think about characters, and infer
the theme or central message of a text.

Teach One Sight Word (-2 minutes)
Note: This activity is optional alter Level E. See pages 135-136 [or dctails.

Word Study (5-7 minutes]
Early readers who are reading texts at Levels D~1 are still learning how
to apply phonics skills. Therelore, it is important that you spend the last
5-7 minutes of the Day 1 guided reading lesson doing one word study
activity. The [our options for word study at this level are as follows:
* Picture Sorts: Readers sort pictures according to their
initial consonants, medial vowels, initial digraphs, or initial
consonant blends.
* Making Words: Students use magnetic letiers or letter tiles o
make words that you dictate.
¢ Sound Boxes: Students who have difficulty hearing and
encoding or writing short-vowel sounds, digraphs, or blends
may still have poor phonemic awareness skills. Slowly
articulating a word, letter by letter, while writing each letter in
a box, helps children hear sounds in sequence. Use a Sound
Box (see example at left) and dictate three or four phonctically
regular words lor students to write. Target words with short
vowels, blends, and digraphs. Alter you dictate the word, prompt
learners to say the sounds as they write the letters in the boxes.
Select words that are not already memorized, so the students
have to rely on hearing the sounds.
¢ Analogy Charts: Students use a T-chart or two columns to write
and sort diclated words according to their respective spelling

patterns. You can use this activity to teach the silent-c rule, vowel

patterns, and word endings.
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DAY 2 | ESSON COMPONENTS
Before Reading
Sight Word Review (1 minute)

This review is optional after Level E.

Baok Intioduction (1 minute)
Briefly reintroduce the text. Toduy you will read to find out more about
. Introduce any new vocabulary readers might find challenging.

During Reading
Text Reading With Prompting (5-8 minutes)

Briefly review the text that students read on Day 1, and introduce any
new vocabulary they will encounter in the next section of the text.
Children continue reading from where they left off on Day 1, as you
confer with and prompt individual students based on your observations
and focus strategy. Fast finishers can reread the book (or other books
they have read in previous guided reading lessons).

After Reading

Teaching Points [1-2 minutes)
See pages 192-193 for suggestions.

Retelling or Comprehension Conversation (1-2 minutes)

Use the retelling prompts or comprehension conversation questions to
strengthen students’ ability to summarize a story, recount facts they have
learned, and/or converse about the text they have just finished reading.

Teach Sight Word
See pages 135-136.

Guided Writing {5-7 minutes)

During guided writing, learners will write a short response to the book
they have read. Next Step guided writing helps students apply the
phonetic features you have taught during the word-study portion of the
guided reading lesson. Guided writing occurs at the guided reading table
so you can support and prompt individual students, coaching them to
apply the skills and strategies you have taught. You'll be amazed at the
amount of teaching that you can squeeze into one guided writing session.
Depending on the ability of your students, you may choose to dictate a
[ew sentences about the text or let students craft their own response to
the reading. See Early Guided Writing Procedures on page 150.

27

95




Neville - Differentiated Reading Instruction 96

Early Guided Writing Procedures

Dictate one or two sentences about the text, or provide students the opportunity to retell or summarize
their reading, 1l you choose to dictate a lew sentences about the text, you will want to include the
[ollowing:

¢ New sight word taught with the book

e Other familiar sight words

If your students are reading at Levels F-1 and need support in summarizing a story, teach them one ol
these two options. Have them practice that one belore introducing the other.

Early Guided Writing Response Options

Retelling: Beginning-Middle-End - B-M-E (fiction)

Invite learners to write on separate sticky notes, three to five key words from the story. Assist
students as they group the words in sequential order under the headings B-M-E. To write their
retelling response, children use the key words from the sticky notes.

Retelling: Somebody-Wanted-But-So
Students write a summary of the story using the foltowing framework:

Somebody—Who is the story about?

Wanted—What did this character want?

But—But, what happened?

So—So, what happened next? How did the story end?
[Adapted from Macon, Bewell, and Vogt, 1991}

As students are writing, support them in the following ways:

o If astudent forgets a word, prompt the writer to reread silently what he or she has written so far to
see il he or she can remember the next word. Il the student still can't remember, dictate the entire
sentence and have the child repeat it. Avoid dictating the sentence word by word for students.

o After a student hus finished writing his or her own response, prompt the child to reread for meaning.
The more students get in the habit of rereading their writing, the better.

* If u writer misspells a sight word, erase the wrong letters and ask, What’s missing? Provide a visual
scaflold by giving a clue such as, The word where hus the word here in it. If these prompts are not
success(ul, write the word at the top of the page and ask the child 1o copy it a few times.

o If a writer usks how to spell a word, remind him or her that when writers want to spell a word they
say it slowly, sound by sound, or “stretch out” the word and write the sounds they know. This
practice encourages risk raking and independence. Again, you're promoting the “T am a writer; |
can do this myself” mind-set.

e If the writer forgets conventions such as correct letter formation, capitals, and end punctuation, prompt
the child to reread and edit his or her writing. If needed, model correct letter lormation at the top
ol the student’s guided writing booklet.
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Making the Most of the Early Guided Reading
Lesson Plan Template and Anecdotal Notes Sheet

To help you make the most of these two reproducible teacher resources, follow these tips for planning
activities and recording students’ performance over the course of two days:

e Make two-sided copies, with the Lesson Plan template on one side and Anecdotal Notes sheet
on the other.
Jot down your plan notes before meeting with your early guided reading group as follows:
» Title: Write the title and level of the book you'll be using.
» Instructional Focus: After pinpointing your instructional facus, write it on the top of the
Lesson Plan sheet, along with the date.

Before Reading

» Sight Word Review: Select thiee previously taught sight words from the High-Frequency Word Chart
[found in the Appendix on pages 184-185). Remember that this part of the lesson is optional after Level E.

» Book Introduction: Cieate a gist statement to introduce the book and preview any new vocabulary.

After Reading

» Teaching Point: Choose a strategy to model hased on your observations during the reading.
Consult the Early Guided Reading Prompts and Teaching Points Chart an pages 192-193 for ideas.

» Retelling or Comprehension Conversation: Select a retetling option or comprehension conversation
question to spaik a discussion.

» Teach One Sight Word: Choose the new sight word to teach. If possible, select a sight word that appears
in the text you are reading. Remember that this portion of the lesson is optionat after Level E.

» Word Study: Select one activity and note the phonetic element(s) you will be targeting.

o Write the names of the group members on the Anecdotal Notes sheet. Record your observations
during the lesson here, noting with a plus (+), check '), or minus (=) how well students sell-
monitor, use decoding strategies, read fluently, retell, and comprehend. There’s also space for you

1o record any observations that will help you make instructional decisions lor your students.

Now let’s take a look at a sample Lesson Plan template, which Maria has annotated with her thinking
about the group based on her assessment data. Evan’ assessment data is shown below; he is part of this
early guided reading group. You can see his complete Reading Record on page 106.

S letter-siud Jues
o lavba THe larva s black and orange 2 70 ooservatie sraieis

e 4 i s 1he reades selt-monitoring?
Jres  Usomerwmes xw

ey hurgey 1t edts 5 %8 ot
1y insects

~

© ruency rusnic

The larva 84t anc eats ard eals

The mure the loive wals, the more 11'grows

Word Count 108 fiou koo JIER

angysmg tre

slocpanen |

visval ey Af

o o }
» conent ppeesnte expresson Y
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30
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Assess-Decide-Guide:

Putting the Three-Part Framework Into Action

Page 106 shows Maria’s analysis of Evan’s Reading Record; she transferred his data to the
Reading Assessment Conference Class Profile. Then, she grouped him with other readers
who were at a similar level and had similar needs. Now it is time to use all of the data to
plan an early guided reading lesson for Evan and his groupmates. Take a peek at Marias
thinking as she prepares 1o teach Evan’s group.

Since Evan and the other members of his group need work on fluency, i chase the Level | book
Animal Snackers by Betsy Lewin becauss the book contains rhyming four-line poems that {
knew the children would enjoy reading, rereading, and possibly sharing in a readers theater
style with the class.

Some of the poems in this book had challenging vecabulary for a Level | text. Since | previewed the book before
reading it with the group, | knew | would have to introduce and discuss the words carnivorous, from the poem
“Gorilla,” and indigestion, foundin the poem “Ostrich.”

Knowing that Evan is relying mainly on visual cues, | know that the prompt | will be using the most often is, “Does
that make sense and look right?”

One of the CCSS standards for first grade is that children shouid be abie to explain the differences between books
that telf storigs and books that give information (RL.1.5). We've been having these discussions throughout the
year, but 1 chose this discussion guestion for Evan’s group about this particular text because it is not as easy to
categorize as some. The book has carteon-like illustrations and inciudes rhyming poems, { thought this would give
stugents an opportunity to share their opinions and give evidence from the text to support those opinions.

tchose to use the Analogy Chart with Evan and his group because although Evan was relying on visual cues fo
figure out words, his miscues indicated that he was mainly using the beginning sounds of the words and not
tooking through words to the end. The Analogy Chart would encoirrage the children to jook at the end of the word
to determine whether itis a short- or long-vowel/silent-e word. Also, | know from the Word Knowledge Inventory
that Evan and the other members of his group stifl need a little extra practice with consonaut blends, so when |
was thinking of words to dictate for the Analogy Chart, {included words with biends 1o reinf

that skill.
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Sample Early Lesson Plan

Early Guided Reading Lesson Plan {Levels 0-1)

Tite:_Arvnal Snac Levs

Level: __L

Instructional Focus: ks fevn ey

e g
i ~i

Day 1 Date:

Day?

Date:

o

Sight Word Review (optional after Level E) (1 minute)

Sight Word Review {optional after Level E} (1 minute)

—

Book Introduction [3-4 minutes}
This book s sbest2 e boe ke of

Before Reading

o ; 3 :
dipbevent fweds wmmiais 2t

New vocabulary: Lo Wi e

9 analiceshion

) Baok Introduction {1 minute]
€ wobst | Briefly review reading from Day 1 and invite students to continue
reading the text from Day 1.

Self-Monitoring

» Something sidn't make sense, did J?
What can you do?

® Are you right? Oues thal make sense
and look right?

» Read that sentence again. thinking about
the story and what would make sense

» | noticed that you self-corrected.
That's what readers do!

« Think aboust the story and try something
that {ooks right.

 You figured out that tricky word by
yourself. How did you figure that out?

During Reading

Decoding

 Cover the ending. s there 3 part you
know? Try that again and think,
“What would make sense?”

o Do you know another word that looks
like this cne?

» Break the word into parts and think
about what would make sense.

« Think about the two words that make
up that contraction.

» Can you think of  word that fias
the same part in it?

Text Reading With Prompting [5-8 min.tes) Prompt for self-monitoring, decoding, fluency, vocabulary, and comprehension as needed.

Vocabulary

 Lpok at the picture/text feature to help
you Jnderstand that ward

Fluency

« Rercad that sentence the way the
character might say it.

 Put these words togather so your reading
sounds smogth

Comprehension

» Tell me about what you just read What
happened a! the beginning?

» How does the character feel now?

* Why do you think that ctaracter did that?

« What might the character do next?

sirategy to quickly d

Teaching Points {1-7 minutes} From your guick observations. select a decoding, self-monitoring, fluency. vocabutary, or

and teach. See Farly Guided Reading Prompts and Teaching Paints Chart on page 192

Retell

» Can you retell the story or recount
impartant facts thet you learned?

« Beginning-Middle-End |B-M-E)

 Somebady-Wanted-But-So-Finally
5-W-B-5)

« Five-Finger Retell

After Reading

Cnmpreh:néion Conversation

Retell or Comprehension Conversation (1-7 minutes} Do ¢gtcc e thas text 4 f;‘ fen Se

Adfrckion 7

« What are you thinking? What did you notice?
Do you have any guestions about what you've read?
» What was your opinion of that book? Does anyone have  different opinion?
 What kind of textis this? Have you read any other texts like this?
» How are ___ books diffarent from ___ books?
 How do you think [character} feels about that?
« What was the big idea/central message/lesson/moral? Why do you think that?

Teach Sight Word [1-2 minutes] loptional after Level £)
—

Teach Sight Ward {1-2 minutes) (optional after Level )

Word Study {choose one; 5-7 minutes)
«Picture sorts  » Sound boxes

E §= [ELme

» Makingwords  (* Analogy cha{‘t;g; :l

g

ap Ihidwat

. | Guided Writing (8-10 minutes)

Wl $ G ded Reateg dcsessmems 280 00 Jir Rechect

3l
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Appendix H

Transitional Guided Reading Plan
And Planning Support
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Transitional Guided Reading Lesson Plan

Title: Level: Strategy Focus: . lesson#_____
Day 1 Date Page: Day 2 Date Page
Introduce New Book: This book is about Continue reading the book. You will read about
New vocabulary: New vocabulary:

Text Reading With Prompting (use prompts that target each student’s needs).

Teaching Points: Choose one or two each day (decoding, vocabulary, fluency, and/or comprehension).

Decoding Strategies: Fluency & Phrasing:
0  Reread & think what would make sense 0 Phrasing
Q  Cover (or attend to) the ending 0 Attend to bold words
0 Use analogies 0 Attend to punctuation
0 Chunk big words 0 Dialogue, intonation & expression
Vocabulary Strategies: Comprehension (oral):
0 Reread the sentence and look for clues O B-M-E 0  Five-Finger Retell
O Check the picture O S-wW-BS 0 Describe a character's feelings
O Use a known part 0 Who&what Q0 STP (Stop Think Paraphrase)
Q  Make a connection 0  Problem & Q  VIP (very important part)
1 Use the glossary Solution
Other:
Discussion Prompt: Discussion Prompt:
Word Study (if appropriate): Word Study (if appropriate):
Sound boxes—Analogy chart-Make a big word Sound boxes—Analogy chart—-Make a big word
Day3 Date_ Reread the book for fluency (5 min.) and/or engage in Guided Writing
Options for Guided Writing
Beginning-Middle-End Five-Finger Retell Somebody-Wanted-But-So (SWBS) Character Analysis
Problem/Solution Compare or Contrast Other:

The Next Step in Guided Reading @ 2009 by Jan Richardson, Scholastic Teaching Resources
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Introduction

I'm delighted you have chosen to view The Next Step Guided Reading in Action. As | travel
throughout America, | meet so many people who have purchased my book, The Next Step
in Guided Reading, and want to know more about guided reading and what it can do for
their students. They want to see an actual guided reading lesson and learn for themselves
how this approach can transform their reading instruction. Well, | am extremely pleased
to present these lessons to you so you can see how | personally plan and teach my guided
reading lessons.

An effective guided reading lesson begins with knowing the readers. These videos will
show you how | use assessments to determine students’ strengths and needs, and how |
select a focus for the group. With the focus in mind, | choose the text, plan my introduction,
and prompt each student while he or she reads. For me, prompting individual students

is the best part of guided reading. Making on-the-spot decisions in a side-by-side
conversation with an individual student really takes reading instruction to the next level.

| can differentiate my prompting and give each student just enough support to meet the
challenge in the text.

| especially hope you will enjoy the narration. We included it so you can know what | was
thinking when | planned and taught each lesson. After the lesson is over, | share what my
next steps would be for the students in the group.

| love to teach guided reading . . . and | trust that comes through loud and clear in these
videos. My hope is that you, too, will experience the joy of teaching students how to be
better readers. Through guided reading you can help your students establish a strong
literacy foundation that will sustain them in school and throughout their lives. Come
alongside me as together we experience the Next Step Guided Reading in Action.

THE GUIDED READING STAGES IN THE VIDED

The following guided reading stages are featured in the video and this guide:
» Transitional Readers

» Fluent Readers

You can view the video segments sequentially or watch them strategically. For example, if
you have Transitional readers in your classroom, you can concentrate on that section, and

then move to the Fluent section as your students progress.

The DVD contains high-definition (HD) QuickTime videos, playable only on a computer.
To watch the videos in a larger format, hook up computer to a large monitor or an
interactive whiteboard. For Macintosh computers, set the default Web browser to
Safari if possible; Firefox is not recommeded.

To begin viewing the video, open the “NSGRA 3UP_HTM(-files” folder. Open “Read Me”
for special instructions. Open “start-here” to watch the videos.

Next Step Gurded Reading iri Action 3 & Up)
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How 10 UsE THIS GUIDE

This guide gives you the opportunity to reflect and act upon what you observe in the video.
Each guided reading stage on the DVD and in this guide is divided into five sections:

» Profile of a reader at that stage
> A step-by-step lesson plan

» Model lessons in action

» Anindividual conference

» Key teaching points

PROFILE This section provides an overview of the skills readers are developing at each
stage. You'll also find information on appropriate texts to use with each stage. After viewing
the video, you'll have a chance to think about and assess the readers in your classroom.

LESSON PLAN: STEP BY STEP In the guide, you'll see the framework of a lesson,
with management tips about various aspects of guided reading, including group size and
the amount of time recommended for each lesson component. After viewing the video,
you'll have the tools to group your readers according to their needs and complete your own
lesson plan for a group. Closing out this section is a list of the materials you'll need for your
groups along with answers to common questions that teachers have asked me over the
years.

MODEL LESSON IN ACTION This section of the guide shows the completed lesson plan
1 used to teach the model lesson in the video, including the observations | note about the
students’ performance. Keep this completed plan handy as you watch me teach the lesson.
Additional details about each lesson component appear in the guide. After watching the
lesson, you'll use a rubric to evaluate my lesson, and then you'll have a chance to review
and refine your own lesson plan. (A printable version of each lesson plan is in this guide
and also on the CD.)

NAVIGATING THROUGH THE MODEL LESSON For the best understanding of how a
guided reading lesson works, | recommend watching the Model Lesson videos from start
to finish. Should you wish to focus on just one section of a lesson, you can navigate to the
Before Reading, Read & Respond, or After Reading sections.

INDIVIDUAL CONFERENCE My observations and anecdotal notes during the small-
group work alert me about students who are struggling with some aspect of the lesson. |
then work one-on-one with these students to strengthen their use of the strategies and/or
skills they are having difficulty with.

LESSON FRAMEWORK AND THE CCSS CHART Each guided reading stage in this
guide concludes with a chart correlating the lesson components to the Common Core State
Standards (CCSS).

Next Step Guided Reading in Action (3 & Up} 5
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Average second-grade readers are at the transitional stage, but you witl likely find readers
at this level in any grade. Transitional readers have a large bank of sight words, but they are
still learning to self-monitor, decode big words, increase fluency, expand vocabulary, and
improve literal comprehension. The lessons in the video are appropriate for intermediate
students who read between Levels Jand P.

Text Levels Instructional Needs

P « Self-monitoring
« Decode multisyllabic words
« Increase fluency
« Expand vocabulary
« Improve comprehension

« Phonics: complex vowels, silent-¢
feature, words with more than
two syllables

In this section, I'll demonstrate how to:
» Identify transitional readers
» Create a lesson plan for smalt groups of transitional readers
» Teach a small-group transitional lesson at Level M based on the lesson plan
» Teach a small-group transitional lesson at Level O based on the lesson plan
» Give a struggling reader more support in an individual conference
» Target key teaching points in the lesson

8 Next Step Guded Reading i Action 3 & Up)
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Profile of a Transitional Reader

Video Running Time: 2:32

Take a moment to look at the overview below and then view “Profile of a
Transitional Reader.”

Who is a transitional reader? Transitional readers are able to read at Levels J-P.
Intermediate students who lag behind their peers are often transitional readers who need
to improve decoding skills, vocabulary strategies, and comprehension. Once students are
able to read and comprehend text at Level Q, they rarely have decoding and fluency issues,
so they can advance to the fluent stage.

Transitional students will read texts at Levels J-P. Texts at the lower end are often
short books with simple plots while higher level texts may be longer with more
elaborate themes and content. Be sure to include informational texts about topics of
interest to your students.

My model transitional lesson plans on pages 16-1% and 20-23 use the following books:

Henry's Freedom Box Chomp! A Book About Sharks
by Ellen Levine (Level M) by Melvin Berger (Level 0)

TEACHING

TIP! SUPPORT YOUR FOCUS STRATEGY Your primary goal in choosing a text for readers
° atany stage is finding one that supports your focus strategy.

After you view the video, reflect on the students in your classroom who may be at the
transitional stage.

AcTioN

» First, assess your students. To analyze the strengths and needs of transitional
readers, | have found the following types of assessments most useful:

» Running record with comprehension questions: A running record will help
you select a text and focus strategy for your lesson. Administer it individually
to identify each student’s instructional reading level, reading strategies, and
comprehension abilities. Have the student read aloud so you can record reading
behaviors. Then ask the student to retell the text and answer comprehension
questions.

Next Step Guded Reading in Action 3 & Up? 9
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Transitional Lesson Plan: Step by Step

Video Running Time: 8:14

In this video, | explain how to plan and teach a transitional guided reading lesson. Before
you view it, take a moment to look at the Transitional Lesson Framework below. The chart
shows the components of a transitional guided reading lesson like the ones I teach in

the video.

DAY 1: Lesson Component DAY 2: Lesson Component
Before Reading Befere Reading

Gist statement introducing new book Preview next section
Preview text Teach new vocabulary

Teach new vocabulary (23 minutes)

Introduce and model strategy focus

(3-4 minutes)

Read & Respond Read & Respond

Text Reading With Prompting Continue Reading With Prompting
{10-12 minutes) (10~12 minutes)

Teaching Points (-2 min) Teaching Points (-2 min}
Discussion Prompt (12 min) Discussion Prompt (1-2 min)
Word Study (3-5 min) WordStudy (3-8 min}

DAY 3: After Reading
Rereading for Fluency (optional: 5 minutes)
Guided Writing (15~20 minutes)

For an in-depth explanation of the procedures for a transitional guided reading lesson, see
pages 157-172 of The Next Step in Guided Reading.

TEACHING AN INDIVIDUAL TRANSITIONAL READER If you have a
transitional reader who does not fit into any of your guided reading groups,
teach him or her individually for ten minutes each day until the student
accelerates and is able to join a group. You may also use the ten-minute
lesson for a struggling reader who needs more scaffolding than you could
provide in a small-group setting. For information on teaching an individual
transitionat lesson, see the Ten-Minute Lesson for Transitional Readers
(Individual Instruction) on the CD.

TIME FRAME FOR A TRANSITIONAL GUIDED READING LESSON Allot about

20 minutes for a lesson. Using a timer and limiting teacher talk will help you pace your
lesson and keep your students engaged and focused. It usually takes two or three days for
transitional readers to finish a book.

Next Steg Guided Reading in Action (3 & Up) 1"
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Profile of a Fluent Reader

Video Running Time: 2.05

ake a moment to look at the overview below and then view “Profile of a Fluent Reader”

Who is a fluent reader? Fluent readers are good decoders who are able to explore the
deeper levels of comprehension by reading challenging texts. Aided by teacher scaffolding,
fluent readers learn a variety of comprehension strategies to understand complex texts.
Scaffolding should decrease as they begin to independently apply the strategies.

Fluent students will read texts at Level (1 and above. Use a variety of texts including
poetry, short stories, short chapter books, newspaper and magazine articles, and
other informational texts about topics of interest to students. The key is to offer a text
with the right amount of challenge.

My model fluent lesson plans on pages 41-52 focus on the following books:

The Lobster and the Crab Landstide Disaster! Thank You, Ma'm
a fable by Arnold Lobet anonfiction article ashort story
by Bob Woods by Langston Hughes

TEACHING

TIP! SUPPORT YOUR FOCUS STRATEGY Your primary goal in choosing a text for readers at
- any stage is finding one that supports your focus strategy.

REFLECTION

After you view the video, reflect on the students in your ctassroom who may be at the
fluent stage.

Next Step Guided Reading in Action (3 & Up) 33
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Fluent Lesson Plan: Step by Step

Video Running Time: 6:15

In this video, [explain how to plan and teach a fluent guided reading lesson. The chart
below shows the components of a lesson like the ones | teach in the video.

Before Reading Read & Respond After Reading

Introduction Model Strategy Discussion

Preview & Predict {1 minute) Day 1 Only Teaching Points

(3-4 minutes) Doy 1 Only Conference with students < Decoding

as they read and respond « Vocabulary

(10 minutes) « Comnprehension
(5 minutes)

Words for New Word List
{1 minute)

New Vocabulary
(1-2 minutes)

After Reading Entire Text
Guided Writing
(optionat: 20 minutes)

For an in-depth explanation of the procedures for a fluent guided reading lesson, see pages
189-198 of The Next Step in Guided Reading.

THE FLUENT GUIDED READING GROUP The Assessment Summary Chart for Fluent
Readers makes it easy to group students, based on the strategy focus. The bottom line

is this: Know your students and teach them what they need to learn to become better
readers. About once a month, re-evaluate your groups by reviewing the anecdotal notes
you've taken during guided reading lessons. | recommend no more than six students in a
group so you have time to confer with each one.

View "Fluent Lesson Plan: Step by Step” and reflect on the needs of the fluent readers
in your classroom. Consider how you will group them, then think about the {esson for
each group:

» Which fluent readers need to wark on the some skill ondfor strategy?
» Which focus strotegy will you use with each group?
» What genre would best support the facus strategy?

» Which text in that genre would provide enough challenge and support the
focus strategy?

» How many days will it toke for the group to reod the entire text?

Next Step Guided Reading in Action 3 & Up) 35
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Appendix |

Fluent Guided Reading Lesson Plan
And Planning Support
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Fluent Guided Reading Lesson Plan (Day 1)

Title: Level: Strategy Focus:
Date: Pages:
Before Reading Read & Respond After Reading
{5 minutes) (10 minutes} {5 minutes)
Introduction Model Strategy Discussion and teaching points
Observations
Preview & Predict
New Vocabulary for Day 1
Words for the New Word List
1.
2.
Possible Teaching Points for Fluent Guided Reading
Decoding preh fiction Compr fi Compreh poetry
O Reread & think * a  Retell-STP, VIP a Retel-STP 0 Clarify
Q  Cover the ending a  Visualize Q  Ask questions Q  Visualize
Q Use known parts Q  Predict & support O Summarize with key Q  Make connections
U Chunk big words O Make connections words Q0  Ask literal questions
O Connect Q  Character traits O Main Idea/Details 0  Summarize
O Ask questions U Important/interesting |3 Ak inferential
O Determine importance | d  Interpreting visual questions
QO  Summarize by chapter lﬂhformanon (maps, Q  Make inferences
Vocabulary charts) o b e
0O Cause and effect raw conciusions
0  Contrast or Compare hor'
QO  Use context clues Q  Character analysis U Interpret author's
o i Q  Cause/Effect purpose
O Use pictures or 0O  Make inferences— . . )
visualize (from dialogue, action, 0 Evaluate-fact/opinion, [ Figurative language
- or physical description author's point of view (simile, metaphor,
U Useaknown paﬁ Q  Reciprocal teaching personification, etc.)
O Make a connection Q Other: Q  Reciprocal teaching

U Use the glossary

The Next Step in Guided Reading

© 2009 by Jan Richardson, Scholastic Teaching Resources
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Fluent Guided Reading Lesson Plan (Continued)

Date: Pages: Strategy Focus:
Before Reading Read & Respond After Reading
{5 minutes) {10 minutes} {5 minutes}
Introduction Observations Discussion and teaching points
New Vocabulary
Words for the New Word List
1.
2.
Date: Pages: Strategy Focus:
Before Reading Read & Respond After Reading
{5 minutes) {10 minutes) {5 minutes)
Introduction Observations Discussion and teaching points

New Vocabulary

Words for the New Word List

The Next Step in Guided Reading

© 2009 by Jan Richardson, Scholastic Teaching Resources







Pinpaint an Instructienal Focus
To select the focus for your lesson, use the data [rom the Whole-Class
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Comprehension Assessment Class Profile, the Reading Assessment

Conference Class Profile, and what you've learned [rom observing your

rcaders. With {luent readers, we usually spend one or two weeks on the

same [ocus, but you may need to adjust your groups sooner if you notice

students making accelerated progress.

Proficient readers use many strategies to comprehend text, We have

included a few basic ones to get you started. As you gain expertise in

tcaching guided reading, you'll be able to design lessons around other

important reading behaviors, See the Fluent Guided Reading Prompts and

Teaching Points Chart (pages 146-147) for more ideas.

If readers have difficulty

Self-monitoring and decoding big words (e.g.,
they skip or mumble through words and continue
reading even when a miscue doesn't make sense).

Then prompt and teach ...

Self-monitoring and decoding

Determining the meaning of words in text, including
figurative tanguage

Vocabulary strategies

Recounting stories

Retelling

Answering literal questions to demonstrate
understanding of a text

Asking questions

Determining the main idea and recounting
supporting detaits

Main idea/key details

Analyzing relationships between characters and Character analysis
their actions

Making an inference or drawing a conclusion about | Inferring
characters or ideas

Distinguishing fact/opinion, point of view, and Evaluating

theme

Summarizing the important parts of a text Summarizing

Interpreting information from text features such as
charts, graphs, maps. and diagrams

Text features and creating graphic

organizers

55
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PLANNING SUPPORT & SAggP LESSON » BRATES

DAY 1  m~=0h DOMPOUENTS
Before Reading [3- 4 minutes]
TextIntreduction
Introduce the text with a one- or two-sentence gist statement that piques
student interest. Think of this as an advertisement that entices students
to want o read this text. Record it on the Lesson Plan template after the
sentence stem: This text is about.

Then invite students to scan the text, including the table of contents
and index, to do the following:

e Activate background knowledge/connect to schema.

e Share what they notice about the illustrations and other text

features.
* Make predictions.

* Discuss the organization of the text.

New Vacabulary
Discuss unlamiliar words students will encounter during today’s guided
reading lesson:
e Say the word and give a kid-friendiy definition.
e Connect the new word to the students” background knowledge.
e Rclate the new word 1o the text.
* Invite students o “turn and talk” and explain the meaning of the

word 10 a classmate.

Mode! Focus Strategy

Clearly state and model the focus comprehension strategy for students.
Think aloud and show them how you do the strategy. Say, “This is how
I draw an inference [rom the characters actions.” Ask them to take notes
in their reading notebook to show how they use the strategy during the
day’s reading.

During Reading [10-17 minutes)

Read and Respond

Students read the text silently and independently for 10 to 12 minutes
and write short responses that match the comprehension focus in their
reading notebooks or on sticky notes. Writing during reading helps the
students organize their thoughts so they are able 10 describe or explain
complex elements in the text. They can also jot down any puzzling
words and concepts that confuse them or ideas that they want to share
and discuss.

Da not pre-teach new words +f

there is support in the text fe:
determining its meaning. You want
1o empower students to ficure cut
new words.

It will save time if studerts have
seen you model the sizateqgy during
your whole-class mini-tes
with either a read-aloud or shared
text.
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PLANNING SUPPORT & SAMPLE LESSO

DAY 2 | F=cii COMPONENTS
Before Reading [1-7 minutes)
Briefly review the portion ol the text that students read on Day 1 and

introduce any new vocabulary students will encounter on the next
section of the text. Remind students of the [ocus strategy.

During Reading {17-14 minutes]

Students continue reading from where they left ofl on Day 1, taking
notes as they read, while you conler with and prompt individual students
according to your observations and {ocus strategy.

After Reading [6-10 minutes]

Shate and Tench (1-2 minutes]

Invite students to share the notes they took during reading. Use your
observations and notes to select a teaching point for the group from the
Fluent Guided Reading Prompts and Teaching Points Chart [ound on
pages 146-148.

Niscussion Questions 3-7 minutes]

Prepare a [ew thought-provoking questions that challenge students to
think beyond the text. Ask students 10 refer 10 the text to support
their thinking.

Word Stucy [7-3 minutes]
Sce page 124 lor word-study ideas [or fluent readers.

DAY 3 [ El-t b COVETE

Guided Writing (10-70 minutes)

Guided Writing is optional at the {luent level. If you notice your students
need some extra support with writing, or if you want to challenge them
to probe a text more deeply in writing, plan a guided writing session alter
the group finishes reading the text.

Fluent Guided Writing Procedures

Give students a prompt that challenges their thinking and requires
them 1o return to the text. Consider using ideas [rom the Common Core
State Standards (CCSS$) that match the text and the strategy locus. For
cxample, you might ask students Lo do one ol the writing responses
listed in the [ollowing chart:
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Fluent Gui&ed Writing Response Optihnéi_'=

Writing Prompt CCSS Link

Compare and contrast the most important | Reading Standard for Informational Text:
points and key details presented in two Grade 3, Standard 9
texts on the same topic.

Select a chart, diagram, or graph from Reading Standard for Informational Text:
the text and explain how the information Grade 4, Standard 7
contributes to the understanding of

the text.

Describe how the narrator’s point of view Reading Standard for Literature:
influences how events are described in Grade 5, Standard 6

the story.

Describe one character in the story Reading Standard for Literature:

e.g., traits, motivations, or feelings) and | Grade 3, Standard 3
explain how his or her actions contribute
to the sequence of events.

As the students write, circulate among the group and have a two- or
three-minute conference with each student. Think of these interactions
as mini writing conlerences. Attend to some errors and let others go,
depending on the individual needs of the students. You will have greater
success il you select one teaching point lor each student. The goal is not
to perfect a piece of writing, but rather 1o develop a better writer.

As students are writing, offer support in the [ollowing ways:

o If the writer struggles with orgunizution, help the student write a
simple key-word plan belore writing.

o If the writer gets off-topic, tell the student to refer to the plan and
check ofl the key word once it is used.

o If the writer relies on common vocubulary, ask him or her to use
interesting words that grab the readers attention. Assign a monctary
value ol 5 cents to commeon adjectives and verbs such as good,
nice, fun, said, and 25 or 50 cents 1o more descriptive vocabulary.
As a teaching point alter writing, ask students to star the most
interesting sentence in their piece and share it with the group.

o If the writer doesn’t understund paragraphing, prompt the student
to indent il the time or setting changes. Tell the students how
many paragraphs they should write and then distribute one
sticker for each paragraph. They will place the sticker at the

beginning ol each paragraph to remind them to indent.
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Making the Most of the Fluent Guided
Reading Lesson Plan Template and
Anecdotal Notes Sheet

To help you make the most of these two reproducible teacher resources,

follow these tips for planning activities and recording students’
performance over the course ol two days.
¢ Make two-sided copies with the Lesson Plan template on one
side and Anecdotal Notes sheet on the other.
* Jot down your planning notes before meeting with your {luent
guided reading group:
» Title: Write the title and Level of the book you'll be using.
» Instructional Focus: After pinpainting your instructional focus, wiite it on the top
of the Lesson Plan sheet.

Before Reading

» Text Introduction: Create a gist statement to introduce the text.

» New Vocabulary: Note the wards you [l introduce using the four steps outlined on
page 173.

» Model Focus Strategy: Briefly note how you will introduce and/or model your
instructional focus.

After Reading

» Discussion Questions: Prepare one or two thought-provoking questions to spak
discussion of the text.

» Word Study: Decide whether to work on spelling-meaning connections or Greek
and Latin woid roots; jot down which words you will explote.

Day 3
» If you choose to do Guided Writing, record the prompt you will use.

e Write the names of the group members on the Anecdotal Notes
sheet. Circle or write in your focus comprehension strategy; then
assess each students strategy use during the lesson and circle a
comprehension rating. There’s also space {or you Lo record any
observations that will help you make instructional decisions for

your students.

Now let’s take a look at a sample lesson plan, which Jan has annotated
with her thinking about the group based on her assessment data. Lilys
assessment data is shown on page 90; she is part of this {luent guided

rcading group.
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Tracking the Progress of Lily's Group

of Fluent Readers
Each time Jan meets with this group, she observes and rates each students
level of independence with the focus strategy. If she needs to provide
a great deal of support, she gives the student a one (1), indicating the
student is not independent and needs teacher scalfolding. As students
develop proficiency with the strategy, Jan may give the student a
comprehension rating ol a two (2) or three (3). If the student completely
understands the text, applies the [ocus strategy without any scallolding,
and participates in the comprehension conversation alter reading, Jan
circles a four (4) on the Anecdotal Notes sheet. This indicates the student
is ready [or more challenging text or a different focus strategy.

After two or three weeks, Jan looks over her notes to determine
whether or not the group, or a student in the group, is ready to try
a different strategy or maybe a more challenging text. Il she’s unsure
whether or not they are ready to move to the next level, she can do a
quick reading record before she moves them to that level.

When Do You Take Fluent Readers
to the Next Step?

As you meet with your {luent readers, you will gradually increase the
complexity of the texts they are reading and change your focus strategy
to address the needs of the students in the group. Fluent readers will
demonstrate a range of abilities in the level of text they can read and in
their depth of understanding. You will know it is time to increase the text
level when the student is able to:

¢ Read fluently with at least 96 percent accuracy

e Retell with little teacher support

* Make logical inferences from the text

¢ Determine the main idea or theme

* Summarize using supporting details

As you move students up in text levels, you may return to a focus
sirategy you had previously taught. Even though you already taught
students how to draw inferences, they will need to practice the same
strategy on more complex texts. Remember to use a variety of texls,
including myths, legends, poems, newspaper and magazine articles, and
short informational books. Your goal is that students are able to “read
and comprchend complex literary and informational texts independemly
and proficiently” (CCSS, page 10).
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Appendix J

Chapters 6-7 from
Fountas, I.C., & Pinnell, G.S. (1996). Guided Reading: Good first teaching for all
children. Portsmouth, NH: Heinemann.
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Using Assessment to
Inform Teaching

The logic by which we teach is not always the logic by which children leam.  Girnna Bissex

Rationale for Systematic Assessment

ssessment has a number of gen-
eral purposes, moving from the
kind of informal assessment that
oceurs in the classroom cvery
day to the more formal reporting system that
is required in the school arena:
1 Continually informing teaching decisions.
1 Systemarically assessing the child's
sirengths and knowledge.
1 Finding out what the child can do, both
independently and with teacher supporr.
0 Documenting progress for parents and
students.
1 Summarizing achievement and learmning
over a given period-—six weeks, a year, or
longer.

§ Reporting to administrators, school board,
and various stakehaolders in the community.
Assessment begins with what children
know; the cvidence for what they know is in
what they can do. For the teacher of reading,

assessment is an essential daily activity. The
gencral purposes listed above apply to the as-
sessments used in guided reading, but there
are also a number of specific purposes relared
to literacy. The primary purpose of assess-
ment is to gather dara to inform teaching. If

assessment does nor result in improved

teaching, then its value in school diminishes
greatly. Assessment allows us to sec the re-
sults of cur teaching and allows us to make
valid judgments about students’ literacy.

Assesstnent is research. A researcher gath-
ers evidence in ways that are reliable and
valid and then uses this evidence to build a
pattern of knowledge abour the phename-
non being observed. Evidence {which we
will sometimes refer to as data) is organized
and caregorized by rthe researcher in ways
that reveal principles. Constructing these
principles and testing them over time buiids
theory.

As teachers we have theories abour learn-
ing and teaching that we refine and revisc
every day in our work with children. Qur
theories are incomplete in that we are contin-
ually testing them against our ohserviions of

This chapter outlines what a teacher of reading needs to know about students in order to support their
Jevelopment of steategies. For a broader examination of assessment, see Johnston 1992; Anthony et al. 1991;
Holdaway 1979; Rhodes & Shanklin 1993; Rhodes 1993; and Griffin, Smith & Burrill 1995.
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and mteractions with individual children.
Every child adds to learning and enriches
the theory. This theory is the base for our
moment-to-moment decisions, As we expe-
rience more and learn more from reaching,
out repertoires expand and the base is
strengthened.

All of us have internal systems or sets of
understanding that allow us o make deci-
sions “on the run.” Some of our instructional
decisions seem automatic and we may not
even be consciously aware of the process.
We just know what to do because we have
built our repertoire of responses over time
and connected {t with our ¢

sservations and
interpretations of behavior.

Yet we have 1o look closely at che
sirengths particular children bring to their
literacy learning. There are many surprises
in teaching; there is always some response
we did not predict. Children make us revise
our theories. Being a teacher is like being a
scientist: we are obligated not to hold theory
as static and unchangeable—a model into
which all children must fit—when there is
evidence to the contrary. One of the most
important purposes of an assessment system,
then, is helping us continually build theory
that is the foundation of our instructional
decisions.

Assessment has several essential artrib-
utes:

N It uses accessible information, most of which
can be collected as an mtegral part of teaching.
The system must he practical and usable. It
is not a separate and burdensome curriculum
but is woven into daily practice. Of course,
teachers may do some initial assessment of
children and may have regular, focused
assessment periods; however, the most
powerful kind of documentation is that
collected as a daily routine. As teachers, we
have to make practical decisions about how
we use our time. It is better to garher and
record pood information reguiarly than to
have an elaborate and time-consuming
wssessmnent system that is so demanding and
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impractical that cne simply cannot find
time for it.

I It includes systematic obsevvations that will
provide a continually updated profile of the
child’s current ways of responding. A highly
organized system ensures the information is
handy for teachers to use. Clay (1991a)
admirs rhat it asks roo much of a reacher
with a full class of children ro carry in her
head the particular learning history of cach
child for the past rwo or three weeks: *It is
hefpful for the teacher to have some

systematic observations to refer to, . . . She
needs to be on the same track as the child
and systematic aobservations of how the
child is working with texts from time to
titne provide the wacher with necessary
information” {p. 233). Semetimes we think
abourt systematic assessment as a series of
tests—the “unit tests” provided by basal
systems and/or standardized 1ests that are a
regular part of the district’s reporting
procedures. Observation that focuses on
children’s hehavior can also be systemaric
and can provide more valuable information.
Final assessment scores offer little o the
reacher that can be put ro practical use,
because young children learn so rapidly.
Systemaric observation captures the shifts in
responding that indicate instruction is
working.

N It provides reliable information about the
progress of children. The system must be

designed fo yield consistent information. In
other words, each time the assessment
procedures are used they build a data base
on an indi
to ascertain the results of teaching.
According to Smith & Elley (1994),

“Reliability means the consistency of the

idual child, one thar allows you

measures. If the same or & similar testing
procedure is given after an extended period
of time, or by another person, we would
expect the results to be similar if the
procedure is reliable. The results should be
accurate” (p. 98). A reliable procedure is
applied in a standard way so that it vields
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consisrent results across items and with
different children.

0 [t provides ealid information about what
children know and can do. When inquiring
about validiry, we are asking, Does this test
really measure what we are trying to assess?
red to this as

Many writers have refe
anthenticity. Tt is impossible for all
assessmient fasks to be completely anthentic
in the sense that the task is one that the
child has chosen for his own purposes and
implements in an idiosyncratic way.
Introducing a reliable and systematic
approach inevitably leads to some conrrived
procedures. Bur asscssment approaches must
be s close as possible to the task being
assessed. Children learn to read by readi

5

we must assess their reading progress by
ohserving their reading. For children in the
initial phases oi learning to become literate
we recommend some consistently applied
measures that capture the child’s beginning
knowledge abourt literacy—the names of the
letters of the alphabet or concepts about
print {(Clay 19914, 1993a), for example.
These assessments do not capture the
process but do provide information on the
child’s knowledge about the items that

support the process. The most powerful tool,
however, is to observe and record reading
behaviors on continucus text.

0 It is multidimensional. A multidimensional
systemn provides the best chance w collect
reliable and valid information on children’s
progress. The system should include both
formal and informal measures; for example,
a teacher might combine anecdotal records,
lists of books read, running recards taken
every two or three weeks, a writing samiple,
and a criterion-referenced standardized rest.
A multidimensional system also allows the
teacher to Jook across curriculum areas
find and use valuable information. For
example, the assessment of a child’s growth
in writing can provide valuable information
for helping him learn to read and vice

Veraa.
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B It prowides feedback 1o improve the
instryctional program and the curicuhan. A
teedback loop sounds complicated but it
simply means looking at the combined
results of assessment of student progress in a
way that leads to improved instruction. The
first part of the loop happens when a teacher
works with an individual child. Behavioral
“lay (1991a) has said, “might
cause a feacher to question her own

evidence, as

assumptions and check therm thoughtfully
against what her children are acrually doing,
and to hold a warchtul brief for when the
child’s processing behavior requires her to
change her approach” (p. 344). This
questioning and reflective process can oceur
whatever the teacher’s philosophy or
instructional approach, because children's
responses rather than a prescriptive model
directs rhe reaching. The second part of the
loop takes place at the classroom level. In
midyear, a teacher might assess all children
using Clay’s Observation Survey or a
randomly selected sample of children on

one or two siinilar measures. Or she might
simply take a lock at the last two weeks’
collected observations in order to make
sore decisions about her program. I
children are reading every day and ver there

is lirdle progress in the level of text they can

read, something might be wrong with the
way texts ate selecred for children in the
group or stronger teaching with more
explicit demmonstrations might be required.
A third and final part of the loop takes place
at the school level. The primary ream could,
for example, conduct a study of their resuls,

using the information to make decisions
about further training they might need,
materials they want to purchase, or new

instructional emphases for the next vear.

B [tidentifies and divecis steps to meet the

needs of sindents who do not ackicve despite

excellent classroom instructon. Assessment is .
critical in identifying scudents who are not
benefiting from the classroom prograrm.

Since intervention will be necessary for
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these students, assessment must occur early
and be ongoing, so that no student moves
on through the system without the level of
support he needs to succeed. Clay (1991a)
strongly recommends extra, individual,
short-lived, high-quality help such as
Reading Recovery for young students
having dificulty in the initial phases of
learning o read and write: “My special plea
would be that we recognize that some
children need extra vesources and many more
supportive interactions with teachers to get
them through the necessary transitions of
reading acquisition to the stage where they
can pick up most of the different kinds of
information in print” {p. 345, italics in

original}.

1 It involves childrer and parents in the
process. Assessruent is most powerful as a
learning experience when the learner is
involved. Even assessment systemns for young
children can provide the opportunity for
them to reflect on their own strengths and
goals for further learning. Invelving the

parents lers them learn more about their
children’s strengths and provides additional

reliable, valid information for the teacher.

Guided Reading Assessment
Procedures

Systematic observations—at the beginning
of the year and at periodic intervals—give
the teacher semething to refer to when plan-
ning a guided reading program. Marie Clay’s
An Observation Survey of Early Literacy
Achievement (1993a) provides the most prac-
tical procedures and the richest source of in-
formation available. Valuable
information can alse be obtained from the
Primary Language Record used in England
(see Barrs 1989). Many teachers use observa-
tion checklists. Word reading tests are an-
other source of information, although the
results should be considered in conjunction
with other measures. Anecdotal records,
when systematized and regularly used, are a

currently

final valuable resource.
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Observation Survey of Early Literacy
Achievement

The Observation Survey was created to help
teachers observe young children just as they
began to read and write. The survey has
been reconstructed in Spanish (Escamilla et
al. 1996) and is widely used by classroom
and Reading Recovery teachers in daily
teaching and as a tocl for research. These
measures are systematic, tigorous, reliable,
and valid. How to administer and use the
procedures is well detailed in Clay's book
and will not be repeated here. We strongly
recommend that you read the complete text
and obtain the professional training that wiil
{et you use this comprehensive set of mea-
sures at. their full potential.

The Chservation Survey includes six
measures. The furst hve will be described
here, along with other procedures. The sixth,
the running record, will be discussed in
Chapter 7.

Letter identification

The child is asked to identify, by name,
sound, or as the fist letrer of a word, the
printed upper- and lowercase jetters, as well as
the typeset versions of a and g. The inventory
of known letters is important as the child be-
gins to take on reading and writing. Letter
knowledge indicates that the child is familiar
with some aspects of the visual details of
print. Any knowledge of these details can be
useful when the child begins to read simple
texts. Children do not need to know all or
even most of their letters before they begin to
read texts for meaning; however, they need to
learn more letters as they progress and use this
visual information to moniror and check on
their own reading. Even children who enter
first grade knowing just one or two letters can
begin reading, enioying, and using early bhe-
haviors such as matching and moving left to
right with simple caption books (see Chapter
9). Very often we find that when childrer
confuse letrers, their substitutions are visually
similar. For example, if a child substitutes A
for n, the error is a signal that the child per-




ceives the distinctive features of the lerter but

has nor yer refined his skills o the poine that
every derail is used in discriminating one from
another.

Word Test

The ct

isolation, In the U

Id is asked to read a list of words in
ed States version of the

Observation Survey, these words were drawn
. e

from a list of frequently used words. Recog-
er for chil-
dren to move through text. It is useful for

nizing words quickly makes it ¢

children to develop at least a small core of
words they can use srrategically while read-
ing and problem solving, At first, when the
child knows very few words, it helps the
teacher to know precisely which words the
child can read. The teacher might even use
this knowledge when selec

¢ the very ear-
When
working with groups at the earliest stages,
the teacher may lock through the

liest texts for individual children.

assess-
ments to find the words that many children
hold in common (there will almost always
be sume after children have been ar school a
¢, the class mighe
we, or to. Children

fow weeks). For examp

know the, 1, a, can, me,
develop words in common through shared
reading and interactive writing.

Children's attempts at words on the
Word Test provide additional interesting in-
formation. By examining how they approach
words in isolation, without the support of
meaning or predictability in the texr, teach-
ers can fearn more about children’s ability ©o
recognize fearures of words undd alse to take
at-
rempt that begins with the same lecter as the
word on the lisc or substitute a word that

words apart. Often children will make a

coneains similar parts. For example, when
Phillip substituted fove for over, he showed
his attention o a visual pattern and his

search to link it with a word he knew.

Concepts about print (CAP)

{n this assessment the teacher reads a small
houk while working with a child. The
teacher says. “Pll vead this book. You help
me,” and proceeds to rewd through the book,
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asking rhe child questions that require him

to act on critical concepts about pring, such
as which way to go, where to start reading,
and where to go next. The muasuare is partic-

ularly valuable for assessing the literacy

knowledge of kindergarten children and
early first graders because it gives the teacher
an idea of what children know about reading
before many of them can actually read. It
also assesses word-by-word macching in read-
ing, book handling skills, locating words in
print, distinguishing between the idea of let-
ter and word, the meaning of punctuation,
aud other details of print. Informartion from
the CAP assessment helps reachers decide
when children have encugh of an orienta-
tion to books und print to move inro guided
reading. CAP also helps teachers understand
specifically what children know about pring
so that they can establish priorities in the
early stages uf guided reading.

Writing vocabulary

The child is asked to write all of the words
he kno
nar

how to write, beginning with his
he assessor may use a list of cate-

e,
gories w promet the child to think of words
not like

that he might know. The activity
a spelling test. Prompts are used as a support
but the child writes the words indepen-
dently, Aninventory of words and parts of
words thut children know bow te write s an
indication of what the child conwols. A
word that the child can write easily (his
name, for exaraple) represents a “program of
acrion” that can be performed again and
again and becomes part of a network of in-
formation (words that starr the same or

S like his name, for example). These
networks form the basis for noticing more
and more about the fearures of wards. Of
course, a child may write a word and not be
able to recognize it when he encounters i
avnthedded in text; but every word he can
write has potential for later use.

Hearing and recording sounds in words
The child is read a

tences and is told that she should try to write

ort message of two sen-
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it. Then the messuge is reread slowly while
the child is given a chance to write the

words, representing as many of the sounds as
she can. Like the writing vocabulary, the as-
sessment is not a spelling test but is a measure
of the childs ability o hear and record
sounds in words. (There are thirty-seven
phonemes to represent in the short message.)

The value of this information lies in the
teacher’s knowledge of children’s phonclogi-
cal awareness. The task requires children to
move from sounds to letters; in reading, the
child must coordinate two complex opera-
tions. In a first attempt at an unfamiliar
word, she might think abour what would
make sense, look at the letters, and make the
beginning sounds as a cue to give her an idea
of what the word might be. Once she solves
the word, she quickly confirms her response
by checking the rest of the visual informa-
tion. On the other hand, when stopped at an
unfarniliar word, a child might make a pre-
diction of what the word could be, given the
meaning and the language of the story. Then
she might conftrm or reject her prediction by
saying it (either aloud or to herself} and think-
ing what she might expect to see in terms of
letters. Looking at the visual information in
the word is a way to check. The process is
complex and flexible, and rthe reader moves
hack and forth between sources of informa-
tion, checking, checking further, and con-
firming. Even for young readers, this
happens quickly and largely unconsciously.
At the very beginnings of learning to read,
the process will be overtly signaled by be-
havior. It is helpful to know the sounds chat
children can hear and link with a visual
symbol.

Running record of text reading

A running record is a documentation of a
child’s actual reading of text, providing both
quantitative and qualitative
Running records are discussed in more detail
in Chapter 7, since they are the most impor-
tant tool in guided reading. Running records
have a variety of uses:

information.
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Finding the appropriate level of text for
children to read.

Grouping students for reading
instruction.

Checking on rext selection: and on
reaching.

Documenting progress in reading.
Adding to the teacher’s knowledge of the
reading process.

¥ Suggesting ways to teach children who

are having difficulity reading.
Determining whether children are
making satisfactory progress.

Summarizing resules of the guided reading
program in the classroom or the school.
Providing insights as to the child'’s use of
meaning to guide his reading.

Comprehension

When we read, we construct meaning from
written language. Comprehension i a
recursive process in which the reader may
construct new understanding cumulatively
while reading or even later when reflecting
on rhe text or connecting it 1o other texts.
Comprehension is difficult to assess formally,
yet teachers know every day whether or noc
children are understanding what they read.
Some informal ways of knowing whether
comprehension is taking place arc:

B Asking children if they understand a story
or an informational piece.

¥ Having conversations with the children

about the material read.

Observing children as they respond to the

text both verbally and nonverbally.

Ohbserving children’s hehavior for
evidence of using cues while reading.

B Observing children’s responses to the text
in art and writing.

Because comprehension is a complex and
invisible process, it is easy to confuse methods
designed o get evidence of comprehension
with comprehension irself. Having a child
retell a story or asking
rions™ does not teach comprehension. It is

comprehension ques-

only a fairly primitive way of gachering evi-
dence of comprehension.

M
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There are several ways to assess compre-
hension in a more formal and systematic
way. We describe several approaches here,
but we caution that no single assessment can
fully inform the teacher of the child’s under-
standing. We encourage vou to make liberal
use of the informal methods listed above,
Anecdotal records can decument informa-
tion gained through observation and con-
versation that is often more powerful than
the limited information cne gains from arti-
ficial measures.

Retelling

After the student bas read the story, the
teacher asks him to reconstruct or “retell”
the whole story in sequence. Sometimes, the
retelling is tape-recorded, transcribed, and
analyzed for:

1 Knowledge of the gist of the story and
main idea.
# Events accurately reported.

Degree to which the sequence marches
the text.

Diegree to which the reader uses phrases
or words from the text.

B Degree o which the reader uses his own
words and phrases.

Ability to relate the information to
personal knowledge.

Presence of structures such as beginning,

middle, and end.
1 Use of precise vocabulary.
I Presence of elements such as characters
and setting.
Use of detail.

Reteliing may be unaided or be done with
teacher support. Sometimes the teacher uses
questions to probe the reader’s understanding.
The informarion gained from a retelling is
controversial. For one thing, it is an artificial
task. The reader is asked 10 retell a story for
someonc the reader knows who has already
read or heard the story. A natural tendency
would be to leave out derails, assuming that
the listener knows the story. In addi

ion, tran-
scribing retellings is time-consuming and the
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time spent may not he worth the information
received. When chil

¢n have been taught
about story structure and have practiced
reteltings, their scores generally go up. They
leamn how to “perform” by providing more ac-
curate detail. Instead of reflecting compre-
hension, retelling may be a learned skill
However, as long as teachers keep the ap-
proach in perspective, it can provide informa-
tion about how the reader approaches a text.

Questioning following reading

Asking “comprehension questions” fellow-
ing reading has limited value in helping
teachers learn about children’s understand-
ing or in developing children’s ability ro
comprehend. If questions are used, we rec-
ommend that:

B The questioning period be brief.

1 The questions be more like discussion and
conversation than like a test.

1 The questions require children to make
inferences rather than simply recail the text.

1 The agu
the material.

stions invire personal response to

I The questions exrend children’s abiliry to
make connections between rhe text and
sther experiences or texts they have read.

It may be helpful to think of this process not
as asking questions but as demonstrating
how to reflect on and explore text and invit-
ing children to participate in the process.
Lists of preplanned questions may turn into
a ritualized quiz and lose their effectiveness.
Instead, model the process. Make a few
notes of the important ideas in the rext or
connections that you have made and share
one or two of these with your students, In-
vite them to talk about what the text made
them think about and encourage them to
ask questions themselves about anything
they did not understand.

Examining oval and written vesponses
Throughour a reading lesson, compre-
hension is the cenrral and guiding focus.
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Comprehension is foregrounded rhrough

the introduction to the story. Supporting

omprs during reading keep children cen-

rered on the meaning of the story. Afrer

reading, discussion and personal

ponses
not only help the reacher gather informa-
tion about how children have understocd
the story but also extend their understand-
ng different experiences
and understanding ro the reading and they

ing. Readers bri

take away different meanings. Interacting
with one another and the expert adult can

help them bring their understanding to

conscious attention so thar they can use it
in many ways. When we see children writ-
ing their own stories modeled on favorite

books or drawing pictures and ralking

about events ina st

v, we can get a much
better idea of their interpretations and un-
anding. They might talk about their

personal responses

literature circle or
. Look-

¢ of responses is rhe hest

mna

record reflecrions in their journ
ng

way 1o be sure that understanding is cen-

tral in the whole process of readin

Fluency, rate, and phrasing

IS casy to ass

ing informally throug
anecdoeal notes. You will also be able to get

m from

important informa your system-

¢ rhe end of

atic use of running s
record, make a few notes

it how the reading sounds— whether it

each
abc

is smooth and phrased and whether

running

e
rezder uses punctustion to aid the construc-
tiun of meaning.

A
formally

ssing flueney, rate, and phrasing

i time-consuming but does pro-

vide vainable documenzation. Teachers
might consider a formal assessment of
these areas of reading once or twice a yesr

for cach child. These formal assessrrents

will mzke informal assessments more reli-

on ard

able in thae they force us 1o foc

ite reading.

Here is 2 suggested formal technique thar

e

you can adapt for your own use. Ask chil-
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dren to read aloud a seleczion they have read
twice before and can read with above 9C per-

ihe

cent accuracy. {The entire class can
same selection if you like, one that is very
casy for all.} Tape-record the readings. Later,
of words read

calculate the number per

minute. Then, preferably with a group of

colleagues, listen ro the n.

pes again, evaluat-

ing the readings accor to the wbric in

i
Figure 6-1. After ranking all tapes
the rubric, with rmembers of your team

scoring each tape and discussing the results,

you can reach a shared defnition of reading
fluency.
vate of reading

Fluency, phrasing, and

are related o performance on tests of read-
n. Some students make

ing comprehen
low scores on formal comprehension teses

hecause dhey read slowly, attending too

rauch to working out weords and wking
long pauses. Students who read accurately,
guickly, and in phrased units usually do bet-

ter on all assessments of readin

Moreover,
their atritudes roward i

ling are more
tive and they are more bikely o read for
pleasure {(NAEP 1993). Those

slowly. treating cach word as a sc

who read
ATATC 1em

o figure our, tend to have difficuley ander-
standing whar they

Reading is
not pleasurable for them: i1 is an activity to
avoid.

You can pay attention to rate, Huency,

and phrasing without a formal asscssment.

These characteristics of reading are p
ularly important in guided reading. You
can observe, prompt. dewonstrate, and

teach for fluency during lessons. Another

way to cullect data on fluency and phrasmg
A:]'i 5
or her name on it. Audiot
class can be kept in a labeled shoebox. On

ve each cl wdiotape with his

ses for an entire

his “recording day,” perhaps when he s

{see

ok he has

1 boxes

Z

Chapter 5), the child sclectsa b

reading from the brows

read before and reads it inte the tape

recorder. Teach the children the following

procedures, and they will be able 1o do it

independently:
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Rubric for Fluency Evaluation

1. Vory lierde fluency; all word-by-word reading with some long pas

alimost no recognition of syntax or phrasing (exp evidence of aw

sive interpretation

of puncruation; perh disflucnr some word groupings awkward,

a <y

of weeward phrases but generall

2. Mostly word-by-word reading but with some two-word phrasing und even a couple of three- or four-word phrases
;

d punctuation; although not consstently so;

Lax ax

{oxprossive rpretationd; evidence of syntactic awareness of sy

i for problem-suly ay be pre

G,

P : : : . . \
5. & mixture of werd-by-word reading and fluent, phrased reading (expressive interpresation);

there is evidence of artention o punctuation and syntex; rercading for p may be present.

4. Reads primarily in lavger meaningfal phrases: Aueny, phrased rending with a fow word-by-word slow downs

for pc

blemm-solving expressive interpretation iy evident at places throvghout the reading attenrion o punctuation

and syntax; rereading for probleme-solving may be present bur is pere

FIGURE 6~1 Rubric for fluency evaluation

1. Select a book. Observation checklists and anecdotal
2. Put your tape in the recorder and wrn it records
on. Do not rewind; hegin where vour last Checklists are useful for observing specific be-
reading left uff. haviors the teacher values, There are very tew
3. Say the date and the name of the hook. checklists m this book, because these wols
4. Read the hook. are mest vaiuable when they are a product of

thinking abuw ding for vour own stude

When children first begin to use their tapes,

\ \ scting the instrumenis yourself
check to be sure they understand how to ' ;

our waching. The

3

nost

&

st the tape in che tight place so that pre

p

T . titesmizes behaviors for wachers to
recorded matenial is not erased. Taped > ‘ o

us allowt

notice and support, th ng them to fo-

ings are an excellent source of informa-

2518

on teaching, end has open-ended spaces

tion for documenting reading over time. ; ) . R
i in which to make notes on children’s behav-

ceklists that

ey are also wseful for sharing in parent

o. Figures 6-2 and 6-3 are ¢

will want a

conferences. Sometimies pare

ssed while ohserving the reading of

w of the tape to keep.

3 reading aroup, the first with

xt by a guides

Primary Language Record hildren who are just beginning, the se

A rick s

ce of information on assessment with children who alre

readin

ned from the Prirary Langiage carly
Record (Barrs 19893, It is 4 comp
planning and recard-keeping document b

¢ concepts.

ures 6-2 and & 3 com-

ensive The forms in

d hine aneedoral records and checkiists of

urt the principle that records are needed o havior. Checklists alone seldom  provide

support and inform day-to-day reaching. it in- enough mforraation. A check is made atone

cludes the involvement of parents and ¢ ntin time, as if a skill kas been masrered; .

dren, attempts o take account of bilingual but strategic behavior changes over rime and

development, and provides reachers with a across more or less difficulr levels of text. On

framewnrk for teaching language and literacy. the other hand, while anecdotal records are
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Guide for Observing Early Reading Behavior

Children

Behaviors to Notice

Jeff

Sara Jessica

Jeremy

Kayla

Behaviors indicating attention to features
of print:

fs developing a core of known words
Can locate known and unknown words
Natices wards and letrers

Moves left to right across the line of prine
Rerurns to the left for a new hne
Matches word by word while reading

»

a linc or more of print
Behaviors indicating early processing:
+ Uses information from pictures

« Uses the meani
ses knowledge

{ the story to predicr
B ral language to pradier
s one information source with another
« Uses visual information {werds and
lettess) to check on reading

.

Uses visual informarion to predict words
Notices mismatches

.
« Actively works ro solve mismarches
» Uses knowledge of some frequently

cncountered words in checking and
roblem solving
:f-corrects some of the time

Behaviors indicating independence and
enjoyment:

« Uses all sourc
Actively searc

s of information flexibly
e problems
Sell-corrects most of the tine

Shows enjoyment of books through
talk or extension

» Can sustan reading behavior alone

.

S L0 8¢

.

FIGURE 6-2  Guide {or ohserving early reading behavior
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Guide for Observing Beading Behavior

Children

Behaviors to Notice

Jessica

Jeff

Jeremy

Kayla

Jicating ind
(4

Behnviors i

« Gets starred quickly

« Works continuously

» Makes attempts before requesting help
« Actively searches to solve problems

Behiviors indicating processing:

« Rereads to confirm

Rereads to search and self-correct
Makes several attempts

Uses information from pictures .
Uses language structure to predict an
check .

Uses visual information

Checks one cue against another
Self-corrects most errors

Netices mismatches

Recognizes many frequently
encountered words quickly

Makes predictions using more than
one cue '

Reads with phrasing and fluency.

-

.

-

.

-

Behaviors indicating a positive response
to reading:

Participates actively during story
introduction and discussion

Discovers connections between personal
experience and story

Participates with confidence and
enthusiasm

.

FIGURE 6-3 Guide for observing reading behavior
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full of rich. observations, it is easy to make
them superficial and to neglect important
behavior. These forms remind the teacher of
priorities in the left-hand column but leave
open space for teacher comments.

Other examples are a class list with days
of the week across the top (Appendix E} or
wide-open spaces for continuous notes (Ap-
pendix F}. These forms enable the teacher to
make notes as he observes children reading
and also gives him a quick way to be sure he
ohserves each child regularly. Appendix G is
an even simpler form for keeping ongoing
anecdoral notes.

Teachers successfully use a wide variety
of forms, and each teacher finds his own effi-
cient ways 1o keep records. The important
thing is to find a way that is convenient and

formative for you. Beginning, testing, and
revising your record-keeping system  over
time will produce the best results.

Word tests

There are a number of standardized rests of
word reading (e.g., the Burt, the Slosson,
and the Botel). These tests assess decoding
ability and word recognition, and are graded
and normed. They offer an approximate in-
dication of the childs ability to recognize
isulated words quickly, provide basic infor-
mation about artempts at unknewn words,
and give us a sampling of the child’s reading
vocabulary. This kind of test does not pro-
vide information zbout how children use
other aspects of the reading process (mean-
ing and structure} as sources of information
to solve or confirm words.

If a word test is to be used, we recom-
mend the Ohio Word Test included in Clay's
Observation Survey. Three forms of the test
are provided and they are easy to use. Most
children will probably make perfect scores at
about the middle or end of first grade. If
word rests are needed for levels beyond that,
other standardized lists may be useful.

Attitude and interests
Assessment is a difficult organizational rask
and teachers should be careful not 1o load

84

themselves down with too many forms or
formal procedures. We believe that conver-
sation and ongoing observation are equal to
the task of assessing children's atritudes and

interests. Some teachers find a set of simple

interview questions, used several times dut-
ing the year, to be helpful. The value of the
activity is that it requircs systemization.
With a class of thirty children. it is easy not
to notice thar some children are reluctant to
read or have littie interest in it. Setring aside
a time to look at affective factors may pro-
vide useful information on all children.

On your own or with your colleagues,
develop a set of three questions {(four at
mast) that you think your students can an-
swer. Be careful interpreting the results,
since children often say what they think
adults want to hear. The goal is to find out as
much as possible about what interests your
students and how they perceive themselves
as developing veaders.

Record of text level progress

Marie Clay (19912} and other New Zealand
teachers have used simple charts to graph
reading progress over time along a gradient
of text difficulty. Appendix H can be used to
record individual progress (a complered form
can be seen in Figure 14--2); Figure 6-4 (Ap-
pendix 1) is a compesite form on which to
monitor the text leve! progress of an entire
class {you'll need two or three sheets).

Swmumarizing and Reporting
Children’s Progress in Reading

Assessmeni is the ongoing process of ob-
serving and recording children’s behavior.
Evaluation, on the other hand, involves sum-
marizing and reporting on children’s progress.
Evaluation ultimately requires reacher judg-
ment; but it is also true that teachers make
judgments— better termed decisions—almost
every moment of the day. We could also talk
about formative evaluation {data gathered for
the purpose of adjusting a process for betcer
outcomes) and summative evaluation {(under-
taken in order to report the outcomes to an-
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full of rich observations, it is easy to make
them superficial and to neglect important
hehavior. These forms remind the teacher of
priorities in the lefi-hand column but leave
open space for teacher comments.

Other examples are a class list with days
of the week across the top {Appendix E) or

wide-open spaces for continuous notes {Ap-
pendix F). These forms enable the teacher to
make notes as he observes children reading
and also gives him a quick way to be sure he
observes each child regularly. Appendix G is
an even simpler form for keeping ongoing
anecdotal nores.

Teachers successfully use a wide variety
of forms, and each reacher finds his own effi-
cient ways o keep records. The important
thing is to find a way that is convenient and
informative for you. Beginning, testing, and
revising your record-keeping system over
time will produce the best results.

Word tests

Thete are a number of standardized tests of
word reading (e.g., the Burt, the Slosson,
and the Botel). These tests as
ability and word recognition, and are graded

. )
sess decoding

and normed. They offer an approximate in-
dication of the child’s ability to recognize
isclated words quickly, provide basic infor-
mation abcut attempts at unknown words,
and give us a sampling of the child’s reading
vocabulary. This kind of test does not pro-
vide information about how children use
other aspects of the reading process {mean-
ing and structure) as scurces of information
to solve or confirm words.

If a word test is to be used, we recom-
mend the Ohio Word Test included in Clay's
Observation Survey. Three forms of che rest
are provided and they are easy to use. Most
children will probably muke perfect scores at
about the middle or end of fust prade. If
word tests are needed for levels beyond that,
other standardized lists may be uscful.

Attitude and interests
Assessment is a difficuit organizational task
and teachers should be careful not to load

themselves down with too meny forms or
formal procedures. We believe that conver-
saticn and ongoing observation are equal to
the task of assessing children’s atritudes and
interests. Some teachers find a set of simple
interview questions, used several times dur-
ing the vear, to be helpful. The value of the
activity is that it requires systemization.
With « class of thirty children, it is easy not
ta notice that some children are relucrant to
read or have littie interest in it. Setting aside
a time ro look ar affective factors may pro-
vide useful information on all children.

On your own or with your colleagues,
develop a set of three questions {four at
most) that you think your students can an-
swer. Be careful interpreting the results,
since children often say what they think
adults want to hear. The goal is to find out as
much as possible about what interests your
students and how they perceive themselves
as developing readers.

Record of text level progress

Marie Clay (1991a) and other New Zealand
teachers have used simple charts to graph
reading progress over time along a gradient
of text difficulty. Appendix H can be used to
record individual progress {a completed form
can be scen in Figure 14-2); Figure 6-4 (Ap-
pendix 1} is a composite form on which
monitor the text level progress of an entire
class (you'll need two or three sheets).

Summarizing and Reporting
Children’s Progress in Reading

Assessment is the ongoing process of ob-
serving and recording children’s behavior.
Evaluaoon, on the other hand, involves sum-
marizing and reperting on children’s progress.
Evaluation ultimarely requires teacher judg-
ment; but it is also true that teachers make
iudgments—better rermed decisions—almost

every moment of the day. We could also ralk
ahout formanve evaluation {data gathered for
the purpuse of adjusting a process for beuer
outcomes) and summative evaluation {under-
taken in crder to report the outcornes to an-
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Record of Book-Reading Progress

Coroie Thoywpson.

s Memeand
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Children's Names
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FIGURE 6-4 Sample of a completed group chart

other entity)

there will alwa

Whatever the distinctions,
come a time when teachers
nd
parents, the school
aunity, and the stu-
dents. This summing up can be constructive

must suramarize ir research findings

report them to others
administration, the coms

for borh teachers and their audiences.
For guided reading, the summing up in-
i

cludes:

0 The!

ritne of o

of text the child can read ar the

he reporting period.
I A description of the
shows evidence of in b
K A description of the child’s reading

behavior in terms of fluency, rate, and
phrasing.

B Evidence of the childs understanding of

the texrs read.

85

I An inventory
number of lette

o “itern” knowledpge—
he child can name,

sounds she can represent with letters, and

words she can associate.

I Lovel of development of the childs
reading vocabulary.,

B Aninventory of the conventions of pring
under the child’s conirol.

N A description of the child’s personal
interests in and attitudes towand reading.

R A measure of the volume of reading

a Hist of books

completed by the child {c.g

read during both guided and independeat
reading).
B A Jescription of the range of reading, .

both in Jevel and in breadeh, undertake
the child during the current assessment
perivd.
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B An individual book-reading graph
showing the child’s progress.

B A description of the degree to which the
child can maintain his own behavior in
independent activities.

Using a Literacy Folder

It is a good idea to have a literacy folder for
cach child that contains the following items,
along with any district- or school-required
tests:

1 Observation Survey. Observarion Survey
test forms and summary of information

¥ Running record forms. A sampling of
running records taken for each child over
time with complere information as to
accuracy, self-correction, and analysis of
cue use.

¥ Anecdotal records. If you use group
forms, make a copy for each child on them,
or cut them into strips and glue the
information for one child onro individual
cards ot paper.

¥ Record of fluency assessment. A summary
sheet that describes the assessment, shows
the rubric, and records the child’s score
along with any observations. Also include
the audiorape on which the child has
peridically recorded her reading.

B Individual book list. A list of bocks read
independently {this is most appropriate after
the chiid is reading tonger books and can
kecep this list independently).

B Book graph. A bouk graph that shows
progress over time (see Appendix H).

1 Other assessments of literacy. Informal
writing and spelling assessments, and similar
items.

This folder is meant as a teacher record, al-
though some of the items (the book list, for
example) would also be appropriate for the
child’s titeracy portfolio. The literacy folder

is a source of organized information that can
be used in a variety of ways:

1 To make decisions about grouping and
placement.

To prepare for parent conferences.

To analyze the strength and needs of
particular students.

As a basis for formal reporting.

As a basis for assigning grades if required
by the districe.

B Asa hasis for letters on progress, which

are required by some districts.

Suggestions for Professional
Development

1. After working with the concepts in this
chapter and designing and testing some of
your own procedures, arrange a meeting of
your grade-level team. Have each teacher
bring one child's folder (selected at randem
or according to a predetermined criterion—
high-achieving or low-achieving, for
example) and share the assessments.

2. Build a shared definition of fluency
among your primary literacy team by
invesrigating the fluency of children in an
age cohort.

a} Select three benchmark texts as well
as a sample of children who can read
each text with an accuracy level of at
least 9C percent. You now have rhree
groups of children. (At this point, do
not try to assess every child in the
cls
if texts are roo diffcult for children.
For those who carnot read the
benchemark texts, work later to find a
level at which they can read fluently.)
Assign appropriate texts to children
and rape-record their reading uf the
text. If the benchmark text is too casy
or too hard, try another,

1t is uscless to observe for fluency

b

feod

—

With your team, listen to five tapes,
individually using the rubric and then
discussing your ratings. Add detail to

C
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each rating if needed to assure that
members of your team are locking at
the reading in the same way. When
you are confident that you are using
the ratings with reliability, score five
more tapes independently.

Compare your results on the next five
tapes. Repeat the process until you are
achieving reliable results, with about
80 percent to 90 percent agreement.

87

3. Use this activity w prompt an in-depth
discussion of fluency and the strategies that
contribute to fluent reading. Your team will
become more aware of fluency and be able
to use the rubric reliably as part of the
assessment portfolio.

4. Calculate the words read per minute
for each reader of the benchmark
books.
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Using Running
Records

Authentic assessment practices . . . hold enormous potential for changing

what and how we teach and how children come to be readers and writers.

RICHARD AL

running record is a tool for cod-
ing. scoring, and analyzing a
child’s precise reading hehaviors.
Marie Clay’s book An Obscrva-
tion Survey of Early Literacy Achievement!

contains a complete and thorough descrip-
tion of this technique and provides a run-
ning record form to be used for this purpose.
We recommend that you purchase Clay's
book as a companion to this one, as we give
only an introduction to the basic principles.
Taking running records of children’s
reading behavior requires time and practice,
but the results are well worth the effort.
Onee leared, the running record is a quick,
practical, and highly informative tool. It be-
comies an integral part of reaching, not only
for documenting children’s reading behaviors
for later analysis and reflection but sharpen-
ing the teacher’s observational power and
understanding of the reading process.

Taking a Running Record

Taking a running record involves sitting be-
side the child while he reads a text, usually
one he has read once or twice before. {Occa-
sionally a reacher will take a nmning record

GTON AND PATRICEA CUNNINGHAM

on text the child has not scen before. In
Reading Recovery {see Chapter 15], for ex-
ample, releasing children from the program is
partly based on their performance on a run-
ning record taken on text not seen before.)
The text is one the reacher has predicted will
offer a bit of challenge but not be so difficult
that the child’s proce

Both teacher and child are looking at

sing will break down.

the same text. {The reacher does not need a
separate copy of the text; that would take
too much time to type, duplicace, file, and

rerrieve the needed forms. Typing out texts

would also get in the way of the teacher’s
flexibility in selecting texts and in recording
complex behavior.) The process is quire stm-
ple. The reacher wasches the child closely as
he rteads, coding behaviors on a separate
form or a blank piece of paper. The teacher

does not intervene; her role is that of a neu-
tral observer. When the child needs help to
move on, the most neutral ching to do is
tell him the word. This process offers an op-
portunity 10 observe what the child can do
on his own without adult support.

The teacher records all the accurate
reading with a check for each word read ac-
curately. Mismatches are recorded with a

1. Marie Clay is credited with creating the concept of running records.
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line, children’s behavior above the line, and Reading at 90 percent or above provides

rext information and all teacher actions be- good opportunities to observe reading work.,
low the line. This principle will become evi- Figure 7-2 is a running record of Sara’s
dent as the coding system is explained. The reading of My Dog Willy. Sara read seventy-
codes for significant behaviors are shown in one words with five errors: her accuracy race
Figure 7-1. When the teacher has coded all is 71 minus 5 divided by 73 multiplied by
the behaviors, he makes a short note about 100, or 93 percent. Her self-correction rate—

how the reading sounds. 5 errors plus 2 self-corrections divided by 2

self-corrections—gives a ratic of 1 to 4 (3.5
est whaole num-

. . was rounded up to the ¢
Scoring and Analyzing R
p s yumng ber}. The running record of Peter’s reading of

Running Records oL P ,
the same text in Figure 7-3 abo shows five
Quantitative analysis errors and two self-corrections, resulting in
11 scoring the running record quantitatively: the same accuracy rate, 93 percent, and the

same self-correction ratio, 1 to 4. Their use of

sources of information is also quite similar.

i

¥ A substitution counts as one errorn

I If chere are multiple attenipis ar a word, he accuracy rate lets eachier know

anly one error is courited. whether she is selecting the right books. The

text should be neither too easy nor oo hard.

B Omissions, insertions, and “rolds” count T ..
) A good guideline is that the children should

as one error. Repetitions are not considered

. . be reading with more than 90 percent accu-
crrors and are not counted in the scoring. i

racy. The point is not accuracy per se but
A rext

I Seif-corrections are not errors. whether the reacher has select

range that provides opportunitics for e

1 Running words includes all the werds in
es of accurate re

tive processing. Stretch

the book or passage, not counting the tir

ing mean there are appropriate cues thar
e ) allow the child to problem-solve unfamiliar
To derermine the accuracy rate, sub- . i
>cts of the text.

- ) asp
tract the number of crrors from tunning :

words, divide by the number of running

When the text is too hard, children can-
i ) ot use what they know; the process becomes a
words, and multiply it by 100, As a short ! SR ’

struggle and may break down to using enly one

cut, you can divide the number of running . . .
source of information. The child may stop ut-

words by errors, achieve a ratio, and refer to
Clay'’s Caleulation and Conversion Table in
An Observation Survey of Early Literacy Achicve-

rending te visual features of print and invens
texe, or the child may rely on labored sound-
ing that makes it Jifficuls w read for meaning.
We have all observed children produce non-
sense words when struggling with bard rext.
When tex
tive in helping the child become a strategic
reader. To become a good reader, the child

meng; this chart can be photocopied and

taped to the bortom of the clipboard you use
to take unning records.

- ' . ) too hard, it is nonproduc-
To determine the self-correction rate,

add the number of errors and seif-corrections
and divide
to calculate a ratio.

. o . stretches of meaningtul texc.
You sheuld also indicate whether the °

» the number of self-correcrions

must susrain effective behavior over long

. . . . T'he accuracy rate also helps the teacher
text is easy, instructicnal, or hard, according ) v .

. o group children effectively. For example, if a
to the following criteria: '

particular level of text is “right” for six to

BRelow 90% = hard eight children, they can work effectively ro-
0% ~ 94% = instructional gether even rhoogh they have differences in
95% ~100% = easy the ways they process text.

S0
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Coding a Running Record

i Bebavior Code Description
Accuts iding M Y Record a check for each w

Substirution rempt The reader’s atcempt is
text word on a Hine. When the child mukes

artempts, each is recorded above the

atempn | sttempt ooyt vertical line in between.
rext

ine with a

Totd When the reader makes no attempt, be is instrucred
o rry it If there is no atrempt, the word is ©
a T is writren helow the line.
Appealand Told o Aia The reader’s appeal, either verbal or nonverh,
text | — recorded with an A above the e, H the child e
; correctdy, a @ § makes an
Vo atrezhpt it above the line; it he doesy

recorded.

Chridssion - A dash is placed on a line above the word in the
texr
Hertion word The word inserted by the readur is placed shove the

line andd a dash is placed helow.

Place an R atter a single word repeated; for a pluase
or meve of text repeated draw a line to the
which the child returned. The nus
number of ¢

Repetirion
ar Lo

sher indwca

2TONS.

v The symbel SC following the child’s corrected
or. A small
ate that the SC was made

Self-Correction

attempt indicates SC at poing of orr
arrow can be used to 1

oni the repetition.

FIGURE 7-1 Coding a running record
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8 CHAPTER SEVEN 1

KUNNMQ RECOAD BHEET
[N e Tt~ W \0035 0 ok _....1_{"" [T e bym b
X a Tage
A ———— Ervor Accursoy  Bel-corection
Pg. | MYDOGWILLY  LevelC Tet Tcas %‘1,.,— - o
¢ Easy + % 3
H My dog Willy Likes vo wake me up ¢ mncsons My Do il N o
! My dog Willy likes ro wake me o 5 v .
in the MOTRING. Lonteals Jafi o coghy and refure syesce
u-p—-e---m
Lot 5 hagacant [Nhaanieg) () Sarucnre or Sy £8) Visusl (V]
Easy
R N N N . - inwerzmonal _Sub. fonasstrrt fieed use. k. g cnd
3 My dog W fikes to ear breakfast. P U
=g
5 My dog Willy likes to say hello o o changes over e}
o our neighbors. Gioe. acli: redislts. fram stass
& el 0 LA Sl S R muwﬂm
ructite inee Obwervaicn Survey paget X0-3%
Ieormatnn ueed
- - - —— - €|scl £ 1 e
7 wy Jog Willy likes to 1ide in the car. L.
1 [T
31 My dog Willy likes to go shopping
ar the srore.
i Az
s
11 v likes to play ball, t GO
N [IE: < o MsC
131 My dog Willy likes to ke o bach.
N have X
i 3| L4
15 1 And my dog Willy loves to make v ETE ! @
new friends. . L
"
| |
N S

FIGURE 7-2

Finally, the rate lers

ACCUracy
teacher know wherher his book mtmdumon
and orher kinds of

the first reading were e

il] ri ng

“support he offered
ctive. The intro-

duction is especially important in helping
High ac-
curacy and self-correction rates indicare that
the reaching was helpful o the child’s devel-
oping independence in read

children read text independently.

Qualitative analysis
Qualitative analysis involves looking ar read-

sior and thinking about how the

ing behe
The teacher 1(\(‘1\5 for evi-

d of the

ng sounds.

i—‘nu of cue use

=

as cross-checking  informarion  and

such

searching for cues. She exawines each incor-

92

Running record of Sara’s reading

rect attempt and self-correction and hypoth-

esizes about the cues or mfmmd*wﬂ saurCes
ild might have been wsing, In
the

re are three major categorics:

cues refer to irces of informa-

tion.

¥ Meaning. The reacher thinks about
whether the ¢hild’s artempt makes sense up
to the point of error. She might think about
the story background, information from the
picture, and meaning in the sentence in

deciding whether the child was probahly

U H". 4 rr.edrhng 4 source.

8 Structwre. Structure reiers 1o the way .

lang o this
information scurce as syntax because

unconscious knowledge of the rules of the

uage works. Some refer
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RUNNING RECORDS ¥

B USE

KUNNMO RECORD BHIET
e _Padmr e BEE coe. LliES ke _om L
senos Dsengrial Recarder, imas e, Do
— Toxt iten g e B
Pg. | MY DOG WILLY Level C -
1 ey ¥
2 scpons My Dz W liy ol RENL .
e 3 M W
] My dog Wally Tikes 1o wake me u
| Ay dog Wally Tikes 1o wake me up e
in the e ning. Intortreat ubed D1 regiecmd [beanes) [M: Grucum or yress (5] Vit (VI}
vy
[ werazenst Bt o Bieee. ht cefuct i . and
3 My dog Willy likes to cat breakfast ‘ na—aliempts weee roode, for fae ercacs
e
- Cmea-checkang an marmasion {Nots G 1l befavour Changes Cre? o)
9 Yisaal tura e used o daen i 4
LLCK Stk oty . it Toss e ansysi of Sak-conechon
Lress ook padadt bnl e K rarvesscen emmwm“ cee 032
i imtormanon et
e el : | %
- ; MY D sy
7] My dog § v Y Y TR !

= i
4 My dog Willy ikes to o shop morming 1T 1 |
af the store. 2l v s Pt
rontas

il My dog Willy likes to play ball.

13 My dog Willy Boes to rake o bath,
15 And my dog Willy loves oo make ]

new friends.

&

b4
2
A
<

FIGURE 7-3  Running record of Perer’s reading

prenmor of the language the reader speaks or meaning. For example a reader might

allows him to ¢ alternatives. Using look at u word, make the sound of the first

this implicic kno . the reader checks letter, v for a word that would make
whether the sentence “sounds right.” sense and sound right in the sentence, and

NS fo Py o . - TN
N . check this prediction against other visual
1 Visual o F © ¢

includes the way the let

nation. Visual iz

{eatures of the word. {n this case, the reader

ords

Readers use their knowledge of visual

15 and

ssual tnformation, searched

has initiatly used
for and wed meaning and structure, and

{eatures of words and letrers and connect .
. i, Ol

then checked against visual inforn
¢, «ll of this |
most readers are no

The resulr

erations reflect a complex integration of

these features to therr knowledpe of the way ) ,
i pens very quickly and

Fa

worde aud Jetrers souind when spoken. | the

re of the process.

lerters in the child’s arrempt are visually

accarate reading, but the op-

stmilar to the letters in the word in the text

{for examnple, if it begins with the same letter : . .
ways to use information. The reader’s focus

nilar cluster of letrers), wis likely

’ Lo o . remains on the meaning or me in- .
that the reader has used visual information. .
voived.
Readers  wse  all these  information The running records of Sara’s and Peter's
sources in an integrated way while reading seadings in Figures 7-2 and 7 3 demonstrate
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COrmee-

how a reacher codes ervors and sclf

es of infor-

rions as he thinks about the so
iy using ar rhat

marion the child was proba
peint in reading. For cach incorrect atturnpt

or, the letters M SV

and sclf-corrected

ard the
d prob-
y used meaning, M is circled; if strucrure

ted in rhe Error column

are ind

SC colunn, s appropriute. If the chil

{synirax ), S is circled; if visual information,

Vis

cludes these analyses

circled. A complete running record in-

vach error and self-
correction.

The valuc of this acrivity 15 to lock for

patterns in the child’s responses. You should

end a great deal of time m’wg o b Eure

‘ton t‘he c
behavior, make vour best hypothes

) The 1dca is to @'cf

m‘mly>

then look at data through the whole reading

andd over time.
What yo
Jicarion of the kinds of strategies the child is
An
(zlmu erross is that he\r are partiatly ¢

Iy looking for is an in-

usit important thing to remember

TICCE.

1 and provide a

acher can ob-
ssfu} use of information while
reading. The

reacher can observe whether
the child s actively relating one source of
information to another, a behavior that Clay
(190710} calls oro

is checking vne ¢

checking, because the child

sue sgainst anocher. At the

top of the form, the res s used,
ues neglected, and evidence of cross-check-
ing behavior. She summarizes how the chiid
used cues and the patrern of behavior that is
evident.
Onee

might think about ques

cues are analyred, the teacher

s like these:

B Does the reader use cues in relation o
cach other?

1 Does the reader check information
rrces against one another!

B Does the reader use several sources of cues
in an integrated way or rely on only one

kind of ink

24

B Does the reader repeat what he has read

as if to contirm his reading thus far!

B Docs the reader reread to search for more

information from the sentence or text!

B Does the reader reread or use addicional

information to seif-correct!

E Does the reader make meaningful
attempts before appealing to the reacher for
help?

B Does the reader request help after making

an atrempt or several attempra?

1 Dues the reader notice when cues do not

maich?

1D

without acti

E Does th
Jdependent way or appeal when app

s the reader stop 2t unknowr: words

rely searching?

e reader appeal to the reacher in a

Gpriate
{(zhart is, when the reader has done whar he

can)?

§ Does the

fluenc

reader read with phrasing and
v? Dioes he use punctuation!?

N Does che reader make comments or

rd\')()ﬂ\_. iy w that indicate

comprehension u( the story!

cse kinds of behavior {the list ahove i
o the
sing system. They will

whaustive) pr(\"idc a deseriptic

child’s reading proce

reveal whether the ché]d is using internal

ies, which include:

B Sclf-mimitoring. These strategies silow the

reader to confirm wherher he s reading the

srory accurately. Readers who are reading

accurately are consistently using meaning,
structure, and visual information to confrm

hisisy

rheir reading. rot & conscious

, but the internal system rells them
¢ makes s

oks right.

proces

whether the reading ense, sounds

right, and loc

ive prac

B Scarching, Searching is an
in which the reader looks for info
that will assist problem solving in some way,

Reader: all kinds of

Hation

search for and
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information sources, including meaning,

visual informarion, and their knowledge of

the syntax of language.

1 Scif-correcting. This is the reader’s ahilicy
0 notice mismatches, search for further
information, and make ancther attempt that

accomplishes a precise it with the

information already known.

Let’s now look ar Sara and Peter as read-
ers, noting behaviors that provide evidence
of the way they are processing print (see Fig-
ures 7-2 and 7-3). Although the quantita-

tive analyses of their reading records were
quite similar, each is building a reading
process in a different wavy.

Both Peter and Sara use meaning and
structure cues most of the time and cross-
check with visual information, which leads
to some self-correction. However, Peter’s
running record shows that he often stops
when he is unsure and mest of the time does
not make an attempr. Twice in the text he
made an incorrect atterapt and fixed it, and
tater he tried semething thar made sense and
sounded right, though it didn’t look right.
When Peter is unsure, he usually waits for
adult assistance and does not reread o
search further. He does nor initiate much
probiem solving when he runs into diff-
culty.

In contrast, Sara consistently rereads,
makes several attempts and tries everything
she knows how to do. When she has made
her best effort to puzle it out, she asks for
help, and then rereads to confirm and put
the whole text rogether. Her errors show
that she is attempting 10 use more visual
informaricn along with meaning and struc-
ture to solve unfamiliar words. She demon-

strates active tmonitoring, searching, and
cross-checking, and is very successful at

self-correction.

Developing a Self-Extending System

Sara and Peter are beginning readers. As
shown in our analysis, they are beginning

85

to use cues in integrated ways. The goal of
reading (and what we want for Sara and
Peter) is to develop 2 self-extending sy
temn. As described in Chaprers 12 and 14, a

5-

self-extending system is an integrated net-
work of understanding chat allows the
reader to discover more about the process
while reading. As teachers observe chil-
dren’s behavior, they will be looking for ev-
idence that shows children are on their
way 1o a self-extending system and are ahle
to apply the strategies of self-monitoring,
searching, using multiple information sources,
and self-correction on more difficult texts
and for longer and longer stretches of
print.

Suggestions for Professional

Development

1. Instead of beginning with Clay’s
standard coding system, you would benefiz
from making your own grounding observation
by observing several readers closely, noting
behaviors that you rhink are important. For
each reader, sclect the text that you are
currently using for reading instruction, but
also have the reader uy an easier text and
one that is just a little harder. If vou can
work with two or three colleagues, all
observing the same child, you will collect a
great deal of significant behavior in just two
or three readings. Try to be Jetailed in your

obs

srvation, noring and describing
behavior rather than making any fudgments
abour it at the time. Write down only what
chiidren do, not whart you think the
hehavior means.

2. Make a rough inventory of behavior,
categorizing the ones that are similar. if you
are working in a small group, use charr
paper. Once vou have completed your list of
observations, have a discussion in which
you hypothesize about what is going on in
the child’s head. Ask:
B What kind of information does the

child seern ¢ be using at the point of
error?
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Is the child actively sorring and
relating cues?

What led to this error?

Is there evidence that the child made
an attempt using a cue source and
then checked it against another

cue?

What might the child have

naoticed?

What led to self-correcrion of an
error?

Is self-correction at the point of error
or does the child go back in the rext
and repeat?

What evidence is there that the child
ix searching for information’?

Does the child stop and wait for help
ar try something?

Is there evidence of repetition to

search, seif-correct, or confirm?
How aceurate is the reading? Is the
text easy! hard? abour right?

How phrased and fluent is the

reading?

3. At this point, vou will have a gcood idea

of what to look for, so the coding sy

&I YOu
evenrually use will have meaning. After
compieting your grounding observation,
compare your list of behaviors with the
coding system we have presented here.
Chances are, you will have already recorded

ry behavior we suggest. Taking running
records of many readings over time will
build up a large bady of data on each child.
Behaviors that seldom occur may be
recorded with a brief note right on the
record. The main geal is to develop a system
that teachers on vour ream can share and
urderstand and that can be part of

dren’s long-term records.

4. Purche

Survey of Eavly Literacy Achicvemenr and

Marie Clay’s An Observation

read the chaprer on running records. Find a
local source for rraining in how tw use
runining records and build vour skill so you
can use them eficiently and casily to
capture the changing reading process of
each child you teach.
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THE INSIDE TRACK |

The Romance and the Reality

Irene C. Fountas € Gay Su Pinnell

n thousands of classrooms around the world,

you will see teachers working with small groups

of children using leveled books in guided

reading lessons. The teachers are enthusiastic
about providing instruction to the students in ways
that allow them to observe their individual strengths
while working toward further learning goals. Books
are sclected with specific students in mind so that
with strong teaching, readers can meet the demands
of more challenging texts over time.

Readers are actively engaged in the lesson as
they learn how to take words apart, flexibly and
cfficiently, while attending to the meaning of a text.
They begin thinking about the text before reading,
attend to the meaning while reading, and are
invited to share their thinking after reading. They
deepen their understanding of a varicty of texts
through thoughtful conversation. The teachers have
embraced guided reading, “an instructional context
for supporting cach reader’s development of effective
strategies for processing novel texts at increasingly
challenging levels of difficulty” (Fountas & Pinnell,
1996, p. 25).

As we ook back over the decades since we wrote
our first publication about guided reading, we
recognize that there has been a large shift in schools
to include guided reading as an essential element of
high-quality literacy education. With its roots in New
Zealand classrooms (Clay, 1991; Holdaway, 1979),
guided reading has shifted the lens in the teaching of

t8a DN

reading to a focus on a deeper understanding of how
readers build effective processing systems over time
and an examination of the critical role of texts and
expert teaching in the process (see Figure 1).

Woe realize that there is always more to be
accomplished to ensure that every child is
successfully literate, and that is our thesis in this
article—the exciting romance with guided reading
is well underway, and the reality is that continuous
professional learning is nceded to ensure that this
instructional approach is powerful.

There is an important difference between
implementing parts of a guided reading lesson and
using guided reading to bring readers from where
they are to as far as the teaching can take them
in a given school year. 1f you are a teacher using
guided reading with your students, we hope that,
as you read this article, your effective practice will
be confirmed while you also find resonance with
some of the points of challenge that will expand
your professional expertise. If you are a system
leader, we hope you will find new ways to support

Irene C. Fountas is Professor in the Graduate Schoal of f ducation at
Lesley University in Cambridge, Massachusetts, USA: e-mail ifountas@
lesley.edu.

Gay Su Pinnell is Professer Emeritus in the School of Teaching and
Learning at The Ohio State University, Cofumbus, USA; e mail pinnell 1@
osu.edu.
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Figure 1 Structure of a Guided Reading Lesson

SR

SELECTION OF A TEXT:
group—at the instructional level.
INTRODUCTION TO THE TEXT:
solving for readers to do.

| READING THETEXT:

DISCUSSION OF THE TEXT:

The teacher invites students to discuss the text, guiding the discussion and lifting

the students’ comprehension.

TEACRING POINTS:

WORD WORK:

efficient in sclving words.

the educators on your team as they
continue to refine and expand the
power of their professional practice.

The Romance

As an instructional practice, guided
reading is flourishing. As teachers move
to a guided reading approach, the most
frequent question they ask is: What

are the rest of the students doing? The
first agenda for the teacher is to build a

O

STRUCTURE OF A GUIDED
READING LESSON

The teacher selects a text that will be just right to suppert new leaming for the

The teacher introduces the text to scaffold the reading but leaves some problem-

The teacher makes explicit teaching points, grounded in the text, and directed
toward expanding the students’ systems of strategic actions.

The teacher provides explicit feathing to help studeﬁtg betome flexible ahd

Students read the entire text softly ﬁr silently. H students ar§ reaﬂing onﬂy, (hé .
teacher may interact briefly to teach for, prompt, of reinforce strategic actions.

EXTENDING UNDERSTANDING: (OPTIONAL)
if further work with the meaning is needed, students extend their understanding
of the text through writing and/or drawing (may be independent),

community of readers and writers in the
classroom so the students are engaged
and independent in meaningful and
productive language and literacy
opportunitics while the teacher mecets
with small groups (Fountas & Pinnell,
1996, 2001). The teaching decisions
within guided reading lessons become
the next horizon. Next we discuss some
of the changes that have taken place
with the infusion of guided reading.

Providing Differentiated
Instruction

Classrooms are full of a wonderful
diversity of children; differentiated
instruction is needed to reach all of
them. Many teachers have embraced
small-group teaching as a way of
effectively teaching the broad range of
learners in their classrooms. Because
readers engage with texts within their
control (with supportive teaching),
teachers have the opportunity to see
students reading books with proficient
processing every day. In addition, it is
vital to support students in taking on
more challenging texts so that they

can grow as readers, using the text
gradient as a “ladder of progress” (Clay,
1991, p. 215). Inherent in the concept of
guided reading is the idea that students
learn best when they are provided
strong instructional support to extend
themscelves by reading texts that are on
the edge of their learning—not too casy
but not too hard (Vygotsky, 1978).

Using Leveled Books

One of the most important changes
related to guided reading is in the type
of books used and the way they are used.
Teachers have learned to collect short
texts at the fevels they need and to use
the levels as a guide for putting the right
book in the hands of students (Fountas &
Pinnell, 1996). The term level has become
a houschold word; teachers use the

“The teaching
decisions within
guided reading
become the next

horizon.”

T
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pradient of texts to organize collections
of books for instruction. They collaborate
to create beautiful book rooms that bring
teachers across the grade levels to sclect
books from Fountas and Pinnell (1996,
2001, 2017) levels A through Z.

In many schools, neatly organized
boxes, shelves, or baskets make it
possible for teachers to “shop” in the
common book room. They can access
a wide varicty of genres and topics and
make careful text selections. Book rooms
often have special sections for books
that are not leveled—enlarged texts (“big
books”) and tubs of books organized
by topic, author, or genre for interactive
read-aloud or book club discussions.

Publishers have responded to
teachers” “love affair” with leveled
books by issuing thousands of new
fiction and nonfiction titles cach year.
Most of these texts are short enough
to be read in one sitting so readers can
learn something new about the reading
process—strategic actions that they
can apply to the longer texts that they
read independently. The individual
titles enable teachers to choose
different books for different groups
so that they can design a student’s
literacy program and students can take
“different paths to common outcomes”
(Clay, 1998).

Conducting Benchmark
Assessment Conferences
Because they need to learn students’
instructional and independent reading

levels, teachers engage in authentic,
text-based assessment conferences

that involve students in reading real
books as a measure of how they read,

a process that 20 years ago was new

to many. Administered during the

first weeks of school, an assessment
conference with a set of carefully
leveled texts yields reliable data to guide
teaching {e.g., Fountas and Pinnell,
2012). The information gained from
systematic assessment of the way a
reader works through text provides
teachers with new understandings

of the reading process. Teachers are
learning that accurate word reading is
not the only goal; cfficient, independent
self-monitoring behavior and the
ability to scarch for and use a varicty of
sources of information in the text are
key to proficiency.

Using Running Records

to Determine Reading Levels

A large number of teachers have
learned to use the standardized
procedure of running records (Clay,
1993) to make assessment more robust.
They can code the students” reading
behaviors and score the records, noting
accuracy levels. From that information,
they make decisions about the level
that is appropriate for students to

read independently (independent
level) and the level at which it would
be productive to begin instruction
(instructional level). Sound assessment
changes teachers” thinking about

“Sound assessment changes teachers’

thinking about the reading process and is

integral to teaching.”

e P g Thacher v G0

“Efficient, independent
self-monitoring
behavior and the
ability to search for
and use a varicty of
sources of information
in the text are key to

proficiency.”

the reading process and is integral to
teaching.

Using a Gradient of Text

to Select Books

The A to Z text level gradient (Fountas
& Pinnell, 1996) has become a teacher’s
tool for selecting different texts for
different groups of children. Teachers
have learned to avoid the daily struggle
with very difficult material that will not
permit smooth, proficient processing—
no matter how expert the teaching,
Instead, they strive for text selection that
will help students read proficiently and
learn more as readers every day, always
with the goal of reading at grade level

or above. Teachers look to the gradient
as a series of goals represented as sets of
reading competencies to reach across the
school years.

Attending to Elements

of Proficient Reading: Decoding,
Comprehension, and Fluency
Assessment of students’ reading levels
and the teaching that grows out of it

go beyond accurate word reading,. In
addition to the goal of effective word
solving, teachers are concerned about
comprchension of texts. Many students
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learn to decode very well and can
read words with high accuracy. Their
thinking, though, remains superficial,
sometimes limited to retelling or
remembering details or facts.
Comprehension is assessed in
different ways, usually after reading.
Attention is increasingly focused on
comprehension as the central factor
in determining a student’s ability to
read at a level. Fluency, too, has gained
importance in teaching, especially
because it figures so strongly in effective
reading,. Teachers are concerned
about students” ability to process
texts smoothly and cfficiently, and
specific instruction is dedicated to the
development of reading fluency.

Using the Elements of a Guided
Reading Lesson

Teachers have learned the parts

of the guided reading lesson—
internalized the elements, in fact,

so that they consistently provide an
introduction to a text, interact with
students bricfly as appropriate while
reading, guide the discussion, make
teaching points after reading, and
engage students in targeted word work
to help them learn more about how
words work. They have learned ways
of extending comprehension through
writing, drawing, or further discussion.
Even students know the parts of the
lesson in a way that promotes efficient
work.

Building Classroom Libraries
for Choice Reading

Teachers have realized the importance
of a wide inventory of choice reading

in building students” processing
systems. They have created beautifully
organized classroom libraries filled with
a range of fiction and nonfiction texts
that encourage students” independent
reading. You can notice books with

their covers faced front, arranged

by author, topic, or genre, as well as
books organized by series or by special
award recognition. Students choose
books according to their interests and
spend large amounts of time engagred
with texts of their choice that do not
require teacher support for independent
reading.

The End of the Beginning
All these developments have been
accomplished with tremendous effort
and vision on the part of teachers,
administrators, and others in the
schools or district. It takes great

effort, leadership, teamwork, and
resources to turn a school or district

in the direction of rich, rigorous,
differentiated instruction. Creating

a schedule, learning about cffective
management, collecting and organizing
leveled books, providing an authentic
assessment system and preparing
teachers to use it, and providing the
basic professional development to get
guided reading underway—all are
challenging tasks. Having an efficiently
running guided reading program is

an accomplishment, and educators

are justifiably proud of it. However,

as Winston Churchill said, “Now

this is not the end. It is not even the
beginning of the end. But it is, perhaps,
the end of the beginning.”

Many have experienced the romance
in the journey, and the reality is that
there will be more for everyone to
learn as we move forward. We have

summarized our general observations
of the accomplishments of decades

of guided reading and the challenges
ahead in Figure 2.

Of course, our descriptions will not
fit any one teacher or group of teachers,
but along with relevant challenges, we
hope they provoke thinking by raising
some issucs related to growth and
change. The compelling benefits of
guided reading for students may clude
us unfess we attend to the teaching
decisions that assure that every student
in our care climbs the ladder of success.
Let’s think about some of the arcas of
refinement that Jie ahead in our journey
of developing expertise.

The Reality
The deep change we strive for
begins with the why, not the how,
$0 our practices can grow from our
coherent theory. Our theory can also
grow from our practice as we use
the analysis of reading behaviors to
build our shared understandings and
vision. To change our practices in an
enduring way, we need to change
our understandings. 1f we bring our
old thinking to a new practice, the
rationales may not fit (Wollman,
2007). Teaching practice may often be
cnacted in a way that is inconsistent
with or even contrary to the underlying
theory that led to its development
(Brown & Campione, 1996; Sperling
& Freedman, 2001).

The practice of guided reading
may appear simple, yet it is not simply

“It takes great effort, leadership, teanwork,

and resources to turn a school or district in

the direction of rich, rigorous, differentiated
mstruction.”
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A Shared Understanding
of the Process of Reading

Some teachers have learned to be

to understand a single text. The goal
of guided reading is to help students
build their reading power—to build
a network of strategic actions for
processing texts. We have described
12 systems of strategic activitics,

all operating simultancously in the
rcader’s head (sce Figure 3).

Thinking Within the Text. The first
six systems we categorize as “thinking
within the text.” These activities are
solving words, monitoring and correcting,
searching for and using information,
sumimarizing information in a way that
the reader can remember it, adjusting
reading for different purposes and genves,
and sustaining fluency. All these actions
work together as the reader moves
through the text. It is essential to
solve words; after all, reading must
be accurate. It is just as important to
engage the other systems. Readers
constantly scarch for information in
the print, in the pictures; they know
when they are making errors, and if
necessary, they correct them. They
reconstruct the important information
and use it to interpret the next part
of the text. Kaye's (2006) study of the
word solving of proficient second-grade
readers showed the following:

When students are efficiently

processing text, they flexibly draw

from a vast response repertoire. They

use their expertise in language and

their knowledge of print, stories,

and the world to problem solve as

they read. Supported by mostly

three big arcas that offer new learning
in the refinement of teaching in guided
reading lessons, bringing together the
romance in guided reading with the
reality of its depth. These areas can be
summarized as readers and the reading
process, texts, and teaching. As we

discuss cach area, notice the aspects that

reflect your growing edge as a reading
teacher.

satisfied with their students simply
reading accurately. This practice has
led to pushing students up levels
without evidence of their control of
the competencies that enable them
to think within, beyond, and about
texts at cach level. The goal of the
guided reading lesson for students is
not just to read “this book” or even

correct responding, readers are

able to momentarily direct their
attention to the detail of letters

and sounds as needed. When they
need to problem solve words in

greater detail, second graders can
draw upon their orthographic and
phonological knowledge with incredihle
flexibility and efficiency, usually using
the larger subword units. Then they are
free to get back to the message ot the
text. (p. 71)
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A NETWORK OF PROCESSING SYSTEMS FOR READING

o

Search for and
Use information

P thotsce anduse
iefumatien ot

siacy  Aotmatoni
s ymdertaading

L arangeot
Znatrgievtoroud #nd
Ader IS Wt

Thinking Beyond the Text. The next
four systems call for “thinking beyond
the text.” They are inferring, synthesizing,
makiny commections, and predicting.
Reading is a transaction between the text
and the reader (Rosenblatt, 1994); that is,
the reader constructs unique meanings
through integrating background
knowledge, emotions, attitudes, and
expectations with the meaning the
Writer expresses.

When several of us read the same
text, we do try to understand the
writer’s message and share much
with cach other. At the same time,
cach reader’s interpretation is unique.
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Readers infer what the writer means but
does not say; they make connections
with their personal experiences

and other texts. They bring content
knowledge to the text and synthesize
new ideas. They make predictions
before, during, and after reading.

Thinking About the Text. The last two
systems represent how the proficient
reader analyzes and critiques the text.
Readers hold up the text as an object
that they can look back at and analyze.
They notice aspects of the writer’s
craft—appreciate language, literary
devices such as use of symbolism, how
characters and their development are
revealed, beginnings and endings.
They critique texts: Are they accurate?
Objective? Interesting? Well written?

A Complex Theory. Reading is

far more than looking at individual

words and saying them. Readers

are in the fortunate position of

encountering language that is created

mostly by unknown individuals

who may be distant in space and

time. The systems of strategic actions

take place simultancously in the

brain during the complex process of

reading. The proficient reader develops

a network like a computer, only

thousands of times faster and more

complex. The brain fearns, making new

connections constantly and expanding

the system. Clay (1991) described the

process:
This reading work clocks up more
experience for the network with cach of
the features of print attended to. It allows
the partially familiar to become familiar
and the new to become familiar i an ever-
changing sequence. Meaning is checked
against letter sequence or vice versa,
phonological recoding is checked against
speech vocabulary, new meanings are
checked against the grammatical and
semantic contexts of the sentence and

“The reader constructs unique meanings through

integrating background knowledge, cmotions,

attitudes, and expectations with the meaning the

writer expresses.”

7
&
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“When students engage in smooth, efficient
processing of text with deep understanding, they

can steadily increase their abilities.”

the story, and so on. Because one route
to a response confirms an approach
from another direction this may allow
the network to become a more effective
network. However the generative
process only operates when the reading
is ‘good,” that is, successful enough to
free attention to pick up new information
at the point of problem-solving. An
interlocking network of appropriate
strategics which include monitoring and
evaluation of consonance or dissonance
among messages that ought to agree is
central to this model of a system which
extends itself. (pp. 328-329)

The amazing thing is that all of
this complex cognitive activity is
accomplished simultaneously and at
lightning speed; proficient readers are
largely unconscious of it (Clay, 1991).
We are writing here about the efficient,
cffective, fluent processing that allows
readers to keep the greater part of
attention on the meaning of the text.
Teachers cannot see into the brains
of effective readers, and the process
breaks down the moment you make
readers try to describe their processing
(much like watching your fingers while
playing the piano).

However, skillful teachers have a
sharp observing cye, with the ability to
notice and understand the evidence of
processing shown in the behaviors of
students—how they read and what they
reveal through conversation about what
they read. Understanding the reading
behaviors that are evident in a student
who is processing well helps the teacher
detect inefticient or ineffective reading
and take steps to offer support. You can

Ties Pl achor vl GG e g

also notice the way proficient readers
change over time; sometimes progress is
detectable every day!

When students engage in smooth,
efficient processing of text with deep
understanding, they can steadily
increase their abilities. That means
much more than just moving up levels;
the goal is to build cffective processing
systems. It isn’t casy, but guided reading
offers that opportunity.

Fluent Processing: An Essential
Element of Effective Reading. Deep
comprehension is not synonymous
with speed, nor, surprisingly, is reading
fluency. Some in the educational
community seem to have become
obsessed with speed. However,
measuring fluency only as words

per minute is a simplistic view and a
procedure that may do harm. In our
work, we emphasize pausing, phrasing,
word stress, and intonation far more
than rate.

Rasinski and Hamman (2010)
reviewed the research and found that
the norms for reading speed have
gone up, but these increases have
not been matched by improvement
in comprehension. They believe that
the way reading fluency has been
measured has influenced practice and
in some places had a devastating effect
on reading itself. We now see students
who read rapidly and robotically, often
skipping without problem solving every
word not instantly recognized. The
result is a loss of comprehension and

Do 20N/ Jan 2003

confusion for the student about what it
means to read.
We recognize that proficient readers
do move along at a satisfying rate,
but fluency can’t be measured by rate
alone—certainly not by measuring
the rate of reading word lists. Reading
fluency means the efficient and effective
processing of meaningful, connected,
communicative language. According
to Newkirk (2011), “the fluent reader is
demonstrating comprehension, taking
cues from the text, and taking pleasure
in finding the right tempo for the text”
(p- 1). He hastens to explain that he does
not mean the laborious, word-to-word
struggle to read something that is clearly
too hard for the reader. And he says
there is no ideal speed. The speed has to
do with the relationship we have with
what we read. He describes his own
entry to a book:
lenter a book carefully, trying to geta
feel for this writer/marrator/teller that |
will spend time with. Thear the languagv,
feel the movement of sentences, pay
attention to punctuation, sensce pauses,
feel the writer’s energy (or lack of it),
construct the voice and tumpvrdmvm of
the writer. (p. 1)

Oral Language: An Essential Element
of Effective Reading. Reading is
language and language is thinking. One
of the purposes of guided reading is to
bring the control of oral language to the
processing of a text. Of course, oral and
written language have important and
subtle differences, but oral language is
the most powerful system the young
child brings to initial experiences with
the reading process. As readers grow
more proficient, language still plays

a strong role. The most obvious is the
role of the oral vocabulary, which is
extremely important. However, teachers
also consider the reader’s grasp of
sentence complexity and the speaker’s
understanding of metaphor, simile,
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“Teachers need to become expert in forming and

reforming groups to allow for the differences in

learning that are evident in students.”

expression, idioms, and other nuances
of speech.

Students” language development is
important, and there is no better way to
expand it than to engage them in lively
conversation (not just questions and
answers) about any exciting subject as
well as about books. When students talk
about their reading, they tend to use the
language of texts, which is usually more
complex than their own. Guided reading
includes such discussion every day,
and teachers are working toward richer
conversations that will extend students’
language far beyond a dry recounting of
the story.

Using Systematic Assessment
The assessment system needs to
provide the behavioral evidence

that is consistent with a shared
understanding of the reading

process. [t should link directly to our
teaching. Good assessment is the
foundation for effective teaching.
Assessment in its simplest form
means gaining information about the
learners you will teach. The “noticing”
teacher tunes in to the individual
reader and observes how the reader
works through a text and thinks about
how the reading sounds. For some
teachers, assessment stops at finding
levels because they have not had

the opportunity to develop further
understandings of the value of specific
behaviors to inform teaching. The
assessment may be used to report levels,
and then the data are filed without the
benefit of their richness.

Using Assessment to Group and
Regroup Readers. In a comprchensive
approach to literacy education, small-
group teaching is needed for the
careful observation and specific
teaching of individuals that it allows,
as well as for efficiency in teaching
and the social learning that benefits
each student. For some teachers,
puided reading groups may have
become the fixed-ability groups of
the past. Teachers need to become
expert in forming and reforming
groups to allow for the differences in
learning that are evident in students.
Some students may not develop the
same reading behaviors in the same
order and at the same pace as others.
The key to effective teaching is your
ability to make different decisions for
different students at different points
in time, honoring the complexity of
development.

A key concept related to guided
reading is that grouping is dynamic—
temporary, not static. Teachers
group and regroup students as they
gain behavioral evidence of their
progress. In our experience, the reason
groups don’t change enough is that
no systematic ongoing assessment
system is in place for teachers to use
to check their informal observations
with what students demonstrate when
asked to read a text without teacher
support. When teachers use ongoing
running records in a systematic way
(more frequently with lower achieving
students and less frequently with higher
achieving students), the data are used to

make ongoing adjustments to groups.
Often the only assessment in place is
beginning, middle, and end of year
assessment, and nothing systematic
happens in between.

Often teachers have a history of
using prescriptive programs in which
students are expected to pass through
the same books or materials so groups
may remain the same for a long period
of time. In guided reading, text sclection
does not follow a fixed sequence that
students must progress through; there
are no workbooks or worksheets that
must be completed before moving
forward. Teachers are expected to sclect
different books for the groups and to
move students more quickly or slowly
forward as informed by their expert
analysis.

Using Assessment to Guide Teaching
All Year. A system for interval
assessment such as a benchmark

assessment conference using running
records even two or three times a
year is not enough. The benchmark
information is old news in a fow
weeks. To make effective decisions
for readers, you also need an efficient
system for ongoing assessment using
running records. A running record
using yesterday’s instructional

book takes the place of benchmark

assessment with “unseen text.” The

running record becomes a uscful tool
for assessing the effects of yesterday’s
teaching on the reader.

“Good assessment
is the foundation for
effective teaching.”
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“Successful processing of the more challenging

text is made possible by an expert teacher’s

careful text selection and strong teaching.”

Your professional development may
have stopped with coding and scoring
reading behaviors; you may not have
had the opportunity to become expert
at their analysis and use in informing
your teaching. When you go beyond
coding and scoring, you make a biy
shiftin the way you think about your
teaching decisions in the lesson. Rather
than teaching the level or the book, you
notice and are able to use the behavioral
evidence to guide your next teaching
moves. We see this kind of teaching as
the “precision teaching” that makes
puided reading lessons powerful.
Reading teachers are like scientists
pathering precise data and using it to
form hypotheses. For example, you
can use running records or benchmark
assessments to:

B Assess the accuracy level

= Assess fluency

® Observe and code oral reading
behaviors systematically to note
what students do at difficulty or at
crror and learn how students are
solving problems with text

® Engage the student in conversation
to assess comprehension at several
levels

From Assessment to Teaching: Using
a Continuum of Literacy Learning.
When you understand the complexity
of the reading process, you are able

to teach toward the competencies of
proficient readers. A precise description
of the behaviors of proficient readers

T Bt 2y TR20her o 00
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from levels A to Z constitutes the
curriculum for teaching reading, A
level is not a score; it stands for a set of
behaviors and understandings that you
can observe for evidence of, teach for,
and reinforce at every level.

Think about all the behaviors that
are observable in readers who process
a text well. Of course the behaviors
of effective processing at level A will
look very different from those at level
Cor M or S. To support your ability to
teach for changes in reading behaviors
over time, we developed The
Continuum of Literacy Learning Grades
PreK-8: A Guide to Teaching (Pinnell
& Fountas, 2011). The Continuum
provides a detailed description of the
behaviors of proficient readers that are
evident in oral reading, in talk, and in
writing about reading so that you can
teach for change in reading behaviors
over time.

Understanding Leveled Texts
and Their Demands on Readers
The Fountas & ’innell A—Z text gradient
and high-quality leveled books are
powerful tools in the teaching of reading
(see Figure 4). The appropriate text
allows the reader to expand her reading
powers. To become proficient readers,
students must expericence successful
processing daily. Not only should they
be able to read books independently,
building interest, stamina, and fluency;
they also need to tackle harder books
that provide the opportunity to grow
more skillful as a reader.
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Successful processing of the more
challenging text is made possible by an
expert teacher’s careful text selection
and strong teaching, If the book is too
difficult, then the processing will not be
proficient, no matter how much teaching
you do.

Consider the situation when
every student in the room (and
sometimes in the grade level) is
reading the same book. Most of the
readers will not be encountering text

Figure 4 F&P Text Leve! Gradient
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that, with teacher support, causes

them to expand their reading powers.

For some, the books are too casy;

for many, much too hard. There

arc many reasons for whole-group
instruction, and we recommend that

it take place every day in interactive
read-aloud or reading minilessons,
However, ensuring that all students
develop an effective reading process
requires differentiated instruction. One-
size-fits-all or single-text teaching does
not meet the varied needs of diverse
students.

Many teachers use levels to select
the books for students, but that
raises several more questions. First,
not all leveled books are equal. Just
because a book has a level does not
mean it is a high-quality selection.
Some leveled books are formulaic
or not accurately leveled. Teachers
need to look carefully at books in
the purchasing process to assure
they are well written and illustrated.
They also need to check to be sure
that the Fountas and Pinncell level
has been accurately determined. it
will be frustrating to select a book
and begin to use it with a group,
only to find it is tov casy or too
difficult to support fearning. Second,
when teachers understand the 10
text characteristics that are used to
determine the level, they understand
its demands on the reader and can
usc it in a more powerful way in
teaching,.

Understanding a text is far more
than noticing hard words and coming
up with information or a “main idea.
Skilled teachers of guided reading

”

understand how a text requires a reader
to think—the demands that cvery text
makes on the reader. We consider an
undcerstanding of text characteristics

an extremely important area of teacher
expertise,

Teachers do more than apply
mechanical formulas by looking at
sentence and word length (although
those are important); we recommend
an analysis that takes into account
text complexity. We have described 10
characteristics of text difficulty (sce
Figure 5).

Teachers consider the
characteristics of genres and special
forms; some genres and forms are
more difficult than others, with
simpler and more complex texts

Figure 5

Characteristics
1 Genres/Forms
2 TextStructure

3 Content

4 Themes and ideas

5 Language and
Literary Features

5 Sentence
Complexity
/ Vocabutary
8 words

9 Hlusnations

Book and Print
Features

Ten Characteristics Related to Text Difficulty

TEN CHARACTERISTICS
RELATED TO TEXT DIFFICULTY

Definition

The way the textis organized.
The subjact matter of the text—what it is about, the topic or ideas.

The brig ideas in the text, the overall purpose, the messages.

The fiterary features {such as plot, characters, figurative language,
literary devices such as flashbacks).

The structure of sentences incudes the number of phirases and dauses.
The meaning of the words in the text.

The length and complexity of the words (syllables, tense, etc.)

The photographs or astin fiction texts; the
graphic features of informational texts.

The number of pages, print fonit, length, punctuation, and
variety of readers’ tools (e.g., table of cantents, glossary).

of every type. Teachers notice and
understand the toxt structure—

the way it is organized—as well

as underlying structures such as
compare and contrast. They assess
the fevel of content (what background
knowledge will be required) and the
themes and ideas. Highly abstract
themes and ideas make a text more
challenging. Many texts have complex
language and literary features such as
claborate plots, hard-to-read dialogue,
or figurative language that make the

The type of kind of fictian or nonfiction text {e.g., biography, informational,
historical fiction, folk tale, realistic fiction, fantasy). Alse, the particular
form {mystery, oral stories, picture book, graphic text, short story).
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GUIDED READING: THE ROMANCE AND THE REALITY

the thought that “I might have...” or
“tomorrow [ will...”. Reflective teaching
is rewarding because you are learning
front teaching

Providing Variety and
Choice in the Reading
Program

Educators have sometimes made
the mistake of thinking that guided
reading, is the reading program or
that all of the books students read
should be leveled. We have argued
agrainst the overuse of levels. We
have never recommended that the
school library or classroom libraries
be Jeveled or that levels be reported to
parents.

We want students to learn to select
books the way experienced readers
do—according to their own interests,
by trying a bit of the book, by noticing
the topic or the author. Teachers can
help students learn how te choose
books that are right for them to read
independently. This is a life skill. The
text gradient and leveled books are
a teacher’s tool, not a child’s label,
and should be deemphasized in the
classroom. Levels are for books, not
children.

Guided reading provides the
small-group instruction that allows
for a closer tatloring to individual
strengths and needs; however, students
also need age-appropriate, grade-
appropriate texts. Therefore, guided
reading must be only one component
of a comprehensive, high-quality
literacy cffort that includes interactive
read-aloud, literature discussion in
small groups, readers” workshop with
whole-group minilessons, independent
reading and individual conferences,
and the use of mentor texts for writing
workshop. Students learn in whole
group, small group, and individual
settings.

Guided reading instruction takes
place within a Jarger framework that
brings coherence to the students’
school experience. It does not stand
alone. The expert teacher is able to
draw students” attention to important
concepts across instructional contexts.
For example, a teacher may help
students attend to how readers need to
think about not only what the writer
says (states), but also what he or she
means (implies) in contexts such as
these:

® Guided reading (small group,
Jeveled books)

® Literature discussion (small-group
book clubs or whole class, not
leveled books)

m [nteractive read-aloud (whole class,
not leveled books)

® Independent reading with
conferences (individual, not leveled
books, sclf-selected)

® Reading minilessons (whole class,
not leveled books)

In guided reading and
interactive read-aloud, the teacher
selects the book; in other contexts,
students have choice. They are taught
ways to assess a text to determine
whether it will be interesting and
readable. Whole-class minilessons
often involve using a whole range
of books as mentor texts. The
entire literacy/language program
represents a smooth, coherent whole

in which students engage a varicty
of strategic actions to process a wide
variety of texts.

Growth Over Time

The lesson of guided reading
development over the years is that

it cannot be described as a series

of mechanical steps or “parts” of a
lesson. The lesson structure is only

the beginning of providing effective
small-group instruction for students of
all ages. Powerful teaching within the
lesson requires much more.

It is interesting to reflect on what
aspects of guided reading tend to be
casiest or hardest for teachers to take
on. Bryk et al. 2007) found empirical
evidence for teacher development of
some of the complexities of guided
reading. He and his collcagues
constructed an instrument called
the Developing Language and
Literacy Teaching rubrics and tested
it for relability. A series of controlled,
systematic observations indicated that
the instrument distinguished between
“novices” and “experts” in several
contexts for literacy teaching,

A very helpful result of the study
was that the analysis of items revealed
a “scale” that provided evidence of
the dimensions of instruction from
less to more frequently observed
(item difficulty), and this item map
was consistent across teachers. The
rescarchers were able to demonstrate
increasing levels of sophistication.

In Figure 11, you see the chart for

“The lesson structure is only the beginning of

providing effective small-group instruction...

Powerful teaching within the lesson requires

much more.”

(PN EricTs Eata BETES |
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GUIDED READING: THE ROMANCE AND THE REALITY

Figure 11

* Prompting for use of
strategies during reading

ITEM DIFFICULTY

DIMENSION or INSTRUCTION

Nate From Bryk el ail 2007),

development of levels of expertise in
guided reading,.

On the horizontal axis, you see
dimensions of instruction, and on the
vertical axis, vou see the level of item
difficulty, meaning that it scemed to
take longer for teachers to develop this
arca of expertise in guided reading, and
these items tended to separate novices
from more expert teachers. It seems that
carly on, teachers take on tasks such as
book selection (aided by the levels and
the bookroom) and parts of the lesson
such as toxt introduction. We would
arguc that even these components
require complex thinking and can be
improved once acquired. Effective
prompting for use of strategics also

Iami= 4

Development of Expertise in Guided Reading

GUIDED READING

* Explicit teaching points in
response to student reading

* £ngaging, rich discussion of
meaning after reading

* introduction structured to
support effective processing

* Introduction to engage
students around meaning

* Appropriate text selection

raises the sophistication, and, finally,
acting “in the moment” to engage
students in a rich discussion and make
teaching points based on observation
are the most challenging on this scale.
In addition, when we consider that this
study was completed before a great deal
of new research on comprehension was

accomplished, the need for ongoing
professional development is compelling
indeed.

We realize that achicving a high
level of expertise in guided reading is
not easy. It takes time and usually the
support of a coach or staff developer.
Research indicates that it is fairly casy
to take on the basic structure of guided
reading, for example, the steps of
the lesson. However, that is only the
beginning of teacher expertise. Teaching
for strategic actions and “on your feet”
interaction with students is much more
challenging,.

You bring an enormous and complex
body of understandings to the teaching,
of guided reading. Yet, with appropriate
high-quality professional development
and ongoing support, it is possible for
every teacher to implement guided
reading more powerfully in every
classroom. Skilled teachers of guided
reading have the pleasure of secing,
shifts in their students” reading ability
every week—sometimes every day.
Through guided reading, students
can learn to deeply comprehend texts.
And perhaps most importantly, they
experience the pleasure of reading well
every day.

To make the guided reading
journey successful, we call for
resources in the form of excellently
written, attractive, and engaging
leveled books and for access to high-
quality professional development
for teachers. Our own experience

“Teaching for strategic actions and

‘on your feet” interaction with students is

much more challenging.”

Do 2005 Jan 2013
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“Achieving substantial schoolwide growth is

possible if a community of educators are willing

to undertake the journey.”

indicates that one-to-one literacy
coaching with a highly trained and
knowledgeable professional developer
is very effective. Animportant
federally funded study supports

the use of coaches (Biancarosa,

Hough, Dexter & Bryk, 2008; sce
www.literacycollaborative.org for a
summary). Teachers had professional
development and coaching over four
years to implement all clements of a
literacy framework. The rescarch team
gathered data on 8,500 children who
had passcd through grades K=3in 17
schools; they collected falt and spring
Dynamic Indicators of Basic Early
Literacy Skills (DIBELS) and Terra Nova
data from these students as well as
ubservational data on 240 teachers. The
primary findings showed that:

® The average rate of student
learning increased by 16% in the
first implementation year, 28%
in the second year, and 32% in
the third year—very substantial
increases.

® Teacher expertise increased
substantially, and the rate of
improvement coincided with
the extent of coaching teachers
received.

Professional communication
among teachers in the schools
increased over the three-year
implementation, and the literacy
coordinator (coach) became
more central in the schools’
communication networks.

Guided reading was only one
component of the literacy framework
implemented in the schools researched
in the preceding study, but it was
an important one. The importance
of the literacy coach, who conducts
professional development sessions,
models good teaching, and most
importantly observes teachers in
the classroom and dialogues with
them to collegially mentor their
growth in understanding and
implementation of effective teaching,
appeared to be paramount in the
process. And even these schools
were only at the beginning of the
journey. However, the study shows
that achieving substantial schoolwide
growth is possible if a community of
cducators are willing to undertake the
journcy.

The Beginning
In this article, we have described
some wonderful changes that have
brought teaching closer to students. If
wo take a romantic view, we could say
that once we have the book room, small-
group lessons, and leveled books and
things are running smoothly, we have
arrived in the implementation of guided
reading. However, the heart of this
article is what we have learned from
many years of engaging teachers and
students in guided reading—what its
true potential is, and what it takes to
realize it. That's the reality.

In the case of guided reading,
facing reality reaps endlessly positive

rewards. Facing reality means that
there is more exciting learning to do.
Teaching and managing cducational
systems is energizing when we are
working collaboratively toward new
goals. The accomplishments we have
alrcady made simply give way to new
insights.

You may have made a very
good beginning in using guided
reading to develop your students”
reading power, and that is a
satisfying accomplishment. It is
also a development that enables
you to have important insights that
you can build upon. As you look
at your educational program, you
may be noticing some of the issues
we have described here. That can
put you on the path to work toward
ceven higher goals on behalf of your
students, We hope you are excited
to know that more challenges
lic ahcad in your growing
professional expertise and that there
are tools to help you meet those
challenges.
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Appendix L

How to Take Running Records



Running Records are

taken to:

* guide teaching

e match readers to
appropriate texts

*document growth
overtime

* note strategies used

*group and regroup
children for instruction

Neville - Differentiated Reading Instruction

How to Take Running
Records

{adapted from Alphakids Assessment Kit Teacher’s Guide)

Running Records capture what children know and understand about
the reading process. They capture children’s thinking. Running Records
provide you with an opportunity to analyze what happened and plan
appropriate instruction. From Running Records, you have evidence of
what the child is able to do, ready to learn, and learning over a period
of time. Noted researcher Marie Clay designed this very effective and
widely used tool.

A Running Record is not just the recording of right and wrong words.
It requires observing all behaviours to help determine the “thinking
process” children are using as they read the text. A correct response
does not necessarily reveal the thinking a child is using unless they have
verbalized or shown through body language (e.g., eyes go to the
picture, finger moves back across the text) their mental processing. A
Running Record provides you with a playback of an entire oral reading
conference, including the smallest details on the reader’s attitude,
demeanour, accuracy, and understanding. With this information, you
can analyze behaviours, responses, compétencies, initiatives taken, and
in turn, determine instructional needs.You are therefore encouraged to
record all behaviours children display during reading conferences.
Running Records are also a critical piece of assessment for the
formation of dynamic (changing regularly) guided reading groups, and
allow for the selection of “just right” texts and the teaching of
appropriate strategies. Running Records allow you to document
progress over time when an initial or baseline record is compared to a
more recent one.

Taking a Running Record

To take a Running Record, sit beside a child as he or she reads a selected
portion of the text aloud in a natural and relaxed environment. It 1s
necessary to select a time when you can hear the child read without
interruptions, such as when children are engaged in quiet reading or

on independent literacy activities. Observe and record everything the
child says and does during the reading.You will find yourself noticing
more and more about children’s reading behaviours each time you take

a Running Record. Because there is a set code for recording, all teachers
can understand and then discuss, analyze, and plan teaching strategies for
the child or small groups of children.

.
Recording
The following conventions provide a consistent approach to recording
reading behaviours. (Based on Clay 1993, Kemp 1987, and Goodman &
Burke 1972) With these notations, every effort the child makes is
recorded in detail. For a readily available recording sheet, see page 12.
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o e e S Ao s wen A v v

. Behaviour Notation Example .
. Correct response Mark every word read correctly with a v v vV VvV .
P check mark. Can you see my eyes?
¢ Substitution Write the spoken word above the word vV v the v/
in the text. Can you see my eyes?

Omission Place a dash above the word left out. vv v - Vv :
Can you see my eyes? 3
+  Insertion Insert the added word and place a dash vV v v vbig v
* below it (or use a caret). Can you see my ‘eyes?
Attempt Write each attempt above the word vV vV vV V eey
: in the text. Can you see my eyes?
. Repetition Write R after the repeated word/phrase y
§ and draw an arrow back to the vV VvV VRV
. beginning of the repetition. Can you see my eyes? .
;
_ Appeal* Write A above the appealted word. v v v A Vv
. {asks for help) Can you see my eyes?

Told word Write T beside the word supplied v v Vv v

for the reader. Can you see my Tieyes?

¢ Self-correction Write SC after the corrected word. v Vv V the/SCV i

s N

*An appeal for help from the child is tur

Can you see my eyes?

ned back to the child for further effort

(e.g., Say: You try it. If the chitd is unsuccessful, the word is teacher-given (told word).

Note

Insertions add errors. A reader
could have more errors than
there are words on a line.
However, a reader cannot have
more errors than words

on a page.

Scoring a Running Record

You can use the following scoring to assess a child’s performance.

1. Count only the running words in a text. Running words do
not include titles, subtitles, captions, and so on.

2. Count as one error: Do not count:
¢ a substitution o self-corrections
¢ an omission o repetitions
e an incorrect ﬁttelllpt ¢ 1 correct attcmpt
o an unsuccessful appeal o a successtul appeal
¢ a told word ¢ words pronounced

differently 1n a chuld’s

* an insertion dialect or accent

3. Count each word in a skipped line as an error.
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Count a skipped page as one error and subtract the word count
for that page from the total word count.

Count proper nouns read inaccurately only once. Count other
words read inaccurately each tine.

Calculate the Percent of Accuracy for a record by subtracting the
total number of errors made from the number of running words
in the text. The answer will then be divided by the number of
running words.

4 N

Calculating Percent of Accuracy

1. Running Words — Total Errors = Score

2. Score + Running Words X 100 = % Accuracy
O+ O xw s

Determine the Self-Correction Rate for a record. The Self-
Correction Rate indicates how well a child self~monitors his or
her reading. Calculate this rate by adding the total number of
errors to the total number of self-corrections and dividing this
sum total by the total number of self-corrections. For example,
six total errors plus two self-corrections equals eight. If you divide
eight by the total number of self-corrections, the answer is four.

The self-correction rate is then recorded as 1:4, which shows the
child self-corrected one time for every four words misread.

A Self-Correction Rate of up to 1:5 shows the child is self-
monitoring and using decoding strategies.

~

Calculating Self-Correction Rate
1. Total Errors + Total Selt~-Corrections = Sum Total

O+ O -0

2. Sum Total + Total Self-Corrections = Rate
0- 0 -0

Once you have calculated the Percent of Accuracy and the Self-
Correction Rate, you can determine whether the reading level
for that book is easy, instructional, or hard for for a particular
reader.

/
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Understanding Percentages

r=====/=—=®=== e |
Easy Text Appropriate Challenging Hard Text
| (96-100%) Instructional Text Instructional Text (Below 90%) |
(93-95%) (90-92%) I
Move child to higher A comfortable Child may require more | Move child to lower
| text level. instructional direct support. level. |
text level.
L o e e o oo o o mm mmm _— e e mae e o = o mw e o

Self-Monitoring Strategies
« ignored obvious errors

* paused/stopped

* repeated word(s)

* tried something else
* self-corrected

« self-corrected and
re-read to confirm

* integrated cueing systems
(1), (), (v)

~

Easy Texts
(96-100%)

When children read an easy text, they are able to read for enjoyment
and meaning. There are no decoding challenges. Easy texts are
appropriate for independent reading.

Appropriate Instructional Texts
(93-95%)

These texts are selected by you, and have many supports and very few
challenges for the reader. They are at the higher-end of what Clay
has identified as Instructional Texts (90-95%). Because you are usually
working with a group of children and not individuals, it is difhcult

to match texts appropriately to the background knowledge and
instructional strategies of an entire group. These texts are appropriate
for guided reading.

Challenging Instructional Texts
(90-92%)

These texts can be more challenging for a child or group of children.
A text at this percentage may require too much work. A guided
reading text should provide only one or two challenges and be a
supported, comfortable read.

Hard Texts
(Below 90%)

These texts have too many challenges for children to read.

Analyzing Reading Behaviours

Once a record of a child’s reading has been taken, it is necessary to
analyze the strategies, cues, and behaviours he or she is using (or not
using).

When analyzing a child’s reading performance, it is your “best guess”
(using all the knowledge gathered about the child) of the process or
“reading thinking” that is happening. To acquire a useful analysis, it
is important to determine whether readers are using meaning cues,
structural cues, or visual cues.
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Note

The same cue can be used

while making and self-correcting
an error.

Neville - Differentiated Reading Instruction

Integrating the Cueing Systems

Meaning
Maker
Does it
make sense?

Structural Visual

Code Code
Breaker Breaker

Does it Does it
soundright? look right?

'M: Meaning Cues

Meaning cues relate to a reader’ ability to gather a book’s basic
message by making meaning of it at the text, content, and word
level. If readers are using meaning cues, they think and evaluate
what they read. They check whether the sentence “makes sense.”
Meaning-appropriate errors (miscues) do not interrupt the general
comprehension of the sentence or paragraph. A meaning miscue
may be syntactically appropriate, but may not have a letter-sound
correlation.

When analyzing a Running Record or Record of Reading
Behaviours, it is important to look at all the errors the child makes.
For each error, answer the following question: Docs the dild’s artempt
make sense considering the story background, information from pictures, and
meaning i the sentence? 1f the answer is yes, the child has used meaning
cues, and 1s W) circled in the error column.

When dealing with selt-corrections, consider what caused the child

to make the error in the first place. If meaning cues were being used
while the error was made, Wis circled in the error column. Then
consider what cues the child used to self-correct. If meaning cues were
used for the self-correction,™) is circled in the self-correction column.

S o NSNS NNRE B s omes N g s sy

Cues Used

v v v v v woods
There are many trees in the forest.

R T Y —————

In this example, the reader substituted woods for forest. With this
substitution, the sentence still makes sense and sounds right. Therefore,
tbe reader used both meaning ) cues and structural (§)cues. However,
the reader did not use visual cues since the words do not resemble
each other in any way.
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Structural Cues

Readers who use structural cues are relying on their knowledge of the
grammar and structure of the English language to make the text sound
right. Using this knowledge, readers check whether or not the word or
sentence sounds right.

When analyzing a Running Record or Record of Reading
Behaviours, it is important to look at all the errors the child makes.
For each error, answer the following question: Does the child’s attempt
sound right considering the structure and syntax of the English language? 1f
the answer is yes, the child has used structural cues, and ($) is circled in
the error column.

When dealing with self-corrections, consider what caused the child
to make the error in the first place. If structural cues were being
used while the error was made, (5 1s circled in the error column.
Then consider what cues the child used to self-correct. If structural
cues were used for self-correction, & is circled in the self-correction
column.

Visual Cues

Visual information includes the way letters and words “look.” Readers
use their knowledge of the visual features of words and letters and
then connect these features to their knowledge of the way words and
letters sound when spoken.

When analyzing a Running Record or Record of Reading
Behaviours, it is important to look at all the errors the child makes.
For each error, answer the following question: Does the child’s atrcmpt
vistially resemble in any way the word in the text (e.g., begins and/or ends in
the same letrer)? 1f the answer is yes, the child has used visual cues, and
W 1s circled in the error column.

When dealing with self-corrections, consider what caused the child
to make the error in the first place. If meaning cues were being used
while the error was made, (W) is circled in the error column. Then
consider what cues the child used to self-correct. If visual cucs were
used for self-correction, () is circled in the self-correction column.

g s e e o e e 0
§ i

Cues Used

i 00r
| swim in a pool.

S I —

In this example, the reader substituted poor for peol. With this
substitution, the sentence does not make sense nor does it sound right
based on the grammar and syntax of the English language. However,
the two words resemble one another visually, so the reader used visual

W cues.
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Note

Readers should be using more
than one cueing system ata
time.

Strategies To Look for
While Children Are
Reading:
« Looking at the pictures.
* Questioning whether
it makes sense, sounds
right, and looks right.
e Finding little words in
big words.
* Reading to the end of
the sentence.
 Looking at the
punctuation marks.

Neville - Differentiated Reading Instruction

The goal for readers is to integrate the cueing systems while reading
for meaning. For example, a child might look at a word, make the
sound of the first letter, think of a word that would make sense, sound
right, and match the visual features of the word. This child has initially
used visual information, thought about meaning and structure, and
then checked the prediction against visual information. This happens
quickly, and the child’s focus remains on meaning.

Self-Monitoring Strategies

After all errors and self-corrections are analyzed, you should also
reflect on the following to help assess a reader’s self-monitoring
strategies to guide further instruction:

» Does the reader repeat what he or she has read as it to contirm the
reading so far?

» Does the reader notice when cues do not match?

» Does the reader pause as if he or she knows something does not
match but seems to not know what to try?

» Does the reader request help (appeal) frequently? after several
attempts?

» Does the reader rely on only one cue, or does the reader integrate
cues?

» Does the reader check one cue against another?

» Does the reader read with phrasing and fluency?
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Sample of a Completed Record
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Running Record Sheet
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B

—

Selfcorrections are analyzed

first in the error column; then in the )
seff-correction column,

o
e

8¢

Analyze the errors the

Many fish bave become endangered in the last
P " v s o
50 vears because of overfishwng and changes

P Y G A R A e

te their home. Two of these fish are the wild

o saolmen v
Attantic salmon and Pacific salmon.

e g e
What has put the Audantic

e - e
salmon in danger? Overfishing.
g e [l o w
For many years they were caught
v e v
in lurge numbers, People soen

v [V e e o
realized that the Adantic salmon

v’ e v v
might disappear forever. They

v o bedhfse
passed laws banning large-

h/’

scale fishing.
v e caun‘ e
But somce countries ignore the
e A"C“’;C—
Iaws and sull catch Adantic
salmon in large numbers,

[ o

. Wild Pacific salmon face many

t
l
i

f+rea¥5

[ 7
threats from people, including

ad dﬂﬂﬂﬁc—/

! overfishing and destruction of

rivers and streams.

iy

child has made. Which

MSV

M

(K% I

x el cues has the child used?

#7 Did it make sense?
-} Did meaning
influence the error?
Did the child make a
meaningful substitution

(e.g. lion for car)?

- Did it sound right?

-d Did the child’s

: tesponse stilt fit the

! structure (symax) of the

sentence {e.g., the for a)?

e

Did it look right?

<] Did the child’s
response show evidence
of information gathered
from the print {e.g.,
police/pirate)?

Observations

-good sel{- ]
Correction
ra%e

216

222

i Totl
—/M\\\\/V
Add up the cues in the
{ analysis columns to see which ones
the child predominately uses.

"~

e
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Before Reading
Comprehension Strategies

« Developing an overview of
the text

« Connecting to text
~ Asking questions

» Connecting to prior
knowledge

« Predicting

ee e mem ARG NG BT R OBSS e s
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Diagnostic Reading
Conferences

Diagnostic Reading Conferences allow you to determine the cues
children are using to read, the appropriate text level for them, their
interests and understanding of a text, and their ability to make
inferences. This information is gathered before, during, and after a
child’s reading.

T = . . I O e

During Reading After Reading

Comprehension Strategies
(Higher-Level Thinking)

» Connecting

Meaning

Maker
Does it

make sense?

+ inferring ,
» Eveluating

= Synthesizing

Structur
Code
Breaker
Does it
sound right?

Integrating the Cueing Systems .

B T T T S

Conducting a Diagnostic Reading
Conference

P Select the text. First, select a text from an appropriate level for a
child by looking at the concepts or strategies the text assesses. It a
child does not use most of these concepts or strategies to read, the
text level will be too hard. If the child uses some of these concepts
or strategies, the text level may be “just right.” If the child uses and
integrates these concepts or strategies consistently, the text level
may be too easy.

» Introduce the text. The introduction is important for developing
the background information each child needs to read the text. The
text introduction is brief and natural. After introducing the text, let
the child preview the book. (To ensure consistency of assessment, it is
important that each child is introduced to the text in the same way).

» Take a Running Record. Indicate where the child should begin
reading aloud. If the text is a short one, the child should read the
whole selection (even if the recording is not done on the last few
pages) and complete the conference right atter. For a longer text,
pre-select a logical starting and stopping place of at least 150 words.
The child then goes off to complete the reading on his or her
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Retelling details
Fiction:

* characters

« plot and setting

* problem/solution

« vocabulary from text

Non-fiction:

* main ideas

* important facts

* supporting details

* specialized vocabulary

Comprehension

Strategies

* making personal
connections

« making inferences

« being a text critic

¢ understanding author’s
purpose

« gaining information and
details from non-fiction
texts

10
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own and later returns to complete the conference. Before the child
begins reading, remind him or her that you will be asking tor a
retelling once the reading is complete. Then ask the child to begin
reading aloud. Take a Running Record or use a Record of Reading
Behaviours to record the child’s reading. (Only the pages the child
1s asked to read aloud are recorded.)

» Ask for a retelling/summary. Comprehension can never be
based onreading performance alone; therefore, retelling is a vital
part of the Diagnostic Reading Conference. Unaided retelling
consists of children retelling the story/facts any way they choose.
Simply introduce the retelling session with: Tell e all you remenber
about the story. With this prompt, most children re-create the story
by including characters, setting, and/or the underlying theme. If
children need encouragement, provide non-contented related
prompts, such as: What clse do you remember? Tell me more. 1f children
are still non-responsive, content-related prompts are required.

When assessing a child’s retelling, listen for:

— general understanding of the story

— accurate reporting of events (non-fiction)

— sequencing of events

— words and phrases used from the text

— connections to personal knowledge and experience
— use of effective vocabulary

— elements of character and setting

— supporting details (non-fiction)

» Check comprehension/higher-level thinking. Following the
oral reading session and the retelling, conduct an interview with the
child to assess his or her understanding of the text. This interview
consists of questions related directly to the events/facts in the story,
inference questions, and critical-thinking questions. This helps
children develop their roles as text users and text critics.

» Conduct an interest survey. Motivation is strongly linked to
attitude; therefore, it is important to note the books children enjoy
reading, their favourite authors, whether they like to read at home,
and if someone reads to them outside of school. Conducting
an interest survey is important in choosing texts for guided and
independent reading. Note that an interest interview does not have
to be conducted during each conference, perhaps just two or three
tines a year.
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» Check fluency. Fluency is a critical factor in reading control.
Fluency and accuracy are all highly related to comprehension.
Comprehension is affected if children read slowly, attending too
much to working out words and taking long pauses. Fluent reading
means solving problems on the run, something all children must
do if they are to gain understanding of a text. Children who
read accurately, quickly, and in phrased units have much better
comprehension and are more likely to read for pleasure.

While taking the Running Record, record any relevant notes about
a child’s reading fluency for reference when completing the scale.

» Analyze the record. After the conference is completed (and
while the class is still working independently), go over the record
while it is sl fresh in your mind. Fill in any observations (e.g.,
looked at pictures, read through punctuation) you want to include,
and calculate and circle the percent of accuracy of the childs
reading. If the child has made errors and/or self-corrections, analyze
the cues (), ), ) he or she used. This information guides the
text selection for instructional and independent reading.

» Analyze the interview. Assess the child’s personal connections,
responses to the comprehension questions, and his or her retelling.
This will help you determine whether the child has understood
the text, made personal connections, and what the child’s interests
are in reading. If the child was able to decode the text but unable
to comprehend the story, the text level needs to be dropped to the
point at which the child understands the story. Specific emphasis
on comprehension through all components of a balanced literacy
program becomes the focus of instruction.

» Make instructional decisions. Instructional decisions are critical
in terms of building children’s ability to read increasingly difficult
text. A child should not be held too long in a level, when they
could be reading more complex texts. Moving them ahead before
they integrate the needed strategies will make it more difticult for
the child to read and comprehend the text easily. Text difficuley
usually atfects the fluency rate as well.

You can use the analysis chart to help make instructional decisions
for the child. After analyzing the reading record and reflecting on
the conference, instructional decisions need to be made. Using the
completed analysis charts, you can decide on strategies for specific
children to consolidate or learn next. A strategy should be taught
in a shared context and then practised in guided and independent
reading. Guided reading continues to scaffold for the children
betore independence occurs. The self-monitoring strategies are best
taught through shared reading practices.
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Appendix M

Text for Running Record Practice
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A Little Lake for Jenny Text (Grade 1 and non-grade specific)

A Little Lake for Jenny by Pat Etue, The Porcupine Collection, Curriculum Plus, 2001

Page

Text RW 134

3

One day, Mom and Dad
Went to the lake.

Jenny, Jay, and Adam
went to the lake, too.

At the lake,
Jenny played in the sand
with Jay and Adam.

"We can make a sand castle,"
said Jay and Adam.

"l can make one, too,"
said Jenny.

Adam and Jay
went for a swim in the lake.

Mom and Dad
went for a swim, too.

n

"Look at me!" shouted Jay.
"I'm swimming in the lake!"

"Look at me!

I'm swimming, too!" shouted Adam.

13

“The lake is too big for me,"
said Jenny.

14

"We can make a little lake
in the sand for you, Jenny,”
said Jay and Adam.

15

"Now you can swim too, Jenny,"
said Adam and Jay.

16

“Look at me!" shouted Jenny.
“I'm swimming in the little lake.
Thank you, Jay and Adam."

Text from A Little Lake for Jenny, by Pat Etue, reproduced with permission of Curriculum Plus.

Assessment: Running Records

© Queen's Printer for Ontario, 2003
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Appendix N

Running Record Recording Sheet
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&) Ontario
TVOntario
Running Record Recording Sheet
Name: Date:
Book Title: Familiar Text:
Number of Words: Level: Unfamiliar Text:
Accuracy/Self-Correction Ratio:
CuesUsed: Strategies Used:
Meaning Monitoring
Structure Gross-Checking
Visual Searching
Page: E | S| E SC
MSV| MSV
Reproduced with permission from the Toronto District Schoo! Board. © Queen's Frinter for Ontario, 2003
Assessment: Running Records



Neville - Differentiated Reading Instruction 188

(@ Ontario
TVOntario
Running Record Recording Sheet Page
Page: E |SC| E SC
MSV| MSV
Reproduced with permission from the Toronto District School Board. © Queen's Printer for Ontario, 2003
Assessment : Running Records



Neville - Differentiated Reading Instruction 189

Ontario
TVOntario

Making Instructional Decisions/Teaching for Strategies

1. What evidence can you find of strategiesbeing used?
(Identify each strategy and give examples from the running record.)

2. What strategies are needed?

3. How would you teach the needed strategy?

Reproduced with permission from the Toronto District School Board. © Queen's Printer for Ontario, 2003
Assessment: Running Records
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How to complete the Running Record Recording Sheet.

Although you can use a blank piece of paper to administer a running record, it is helpful to use a blank
Running Record Recording Sheet to help with organization.

1.Rllin the basicinformation on the top of the form. Include the number of running words,
the level of the text and whether the book is seent (familiar) or unseen (unfamiliar).

2. After administering the running record, use a scrap piece of paper or a calculator to determine
the accuracy and self-correction ratios. Write the ratios on the front of the recording sheet.

A student should self-correct after monitoring, noting a discrepancy, and searching for and
using additional information to correct the problem. Self-correction is noted in the form of a
self-correction ratio. The goal is for the student to self-correct at least 1 error in every 4 errors (1:4).

3. Under Cues Used summarize the cuesor sources of information the student used. Look for

patternsin the MSV analysis of errors and self-corrections. Use a checkmark to indicate that the
source of information was used regularly.

4.Fll in the Making Instructional Decisions/Teaching for Srategiessheet. Record whether or not the
student used the various sources of information on aregular bags.

Record other observations such as:
« Used MStogether

* Neglected V

+ Used V at self-correction

« Used sounding at difficulty

+ Used all 3together

5. Under Strategies Used consider the student ‘s observed reading behaviours, place a checkmark
beside the strategy or strategies used by the student, then add summary commentsto the
Making Instructional Decisons/Teaching for Srategiessheet.

Monitoring: Monitoring ensures that the reading makes sense semantically, syntactically
and visually (makes sense, sounds right and looks right). Roficient readers stop and check

the reading only if the three sources of information do not match. Young readers need to
learn how to monitor reading for accuracy.

Assesgment: Running Records © Queen's Frinter for Ontario, 2003
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Sample monitoring summary comments:

+ Paused at errors (the student knew something was wrong
but did not yet know what to do about it)

* Repeated phrases after error (the student knew something
was wrong and tried to obtain additional information)

« Appealed for confirmation after error

Cross-Checking: Cross-checking is a subset of monitoring. Many early readers use cross-
checking. The student uses one or two sources of information, then cross-checks the word
by using another (the neglected) source of information. For example:the student reads
raninstead of walked. The student appears to have used meaning and structure but not
visual information. If the student cross-checks, the attempt is checked using visual infor-
mation. The student should notethat ran does not visually match walked.

Sample cross-checking comments:
- Used Vto check MS
+ Used MSto check V

Searching: Searching is a strategy used by the student to search for (and use) information
to solve a word. The student may use meaning, structure or visual information, or a combi-
nation of the three sources of information.

Sample searching comments:
+ Used picture

» Used initial sound

- Covered ending

» Found chunks

*Fead on

6. Write a brief comment on the Making Instructional Decisons/Teaching for Srategiessheet
about required teaching focus based on the information obtained from the running record.
What does the student do weli?What needs to be taught next ?This teaching focus can
then be incorporated into individual, group or whole dassinstruction.

Assesgment: Running Records © Queen's Printer for Ontario, 2003
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Appendix O

Using Running Records to Inform Teaching
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Using Running Recordsto Inform Teaching

Use the time immediately after administering running record to teach your student. Ask yourself:
"What isthe most important teaching point that can help this student progressright now?'

If you identify similar reading difficulties or patternsamongst two or more students, then
addressthe issue in small or large group settings.

What | see in
the student’s

What | can do

running record

Uses 1 or 2 source(s)
of information

- Direct teaching to the other sources of information in Guided Reading and
Shared Reading through teacher prompts:
"Doesit make sense?" (direct to meaning)
"Doesit sound right?" (focus attention on structure)
"Doesit look right?' (focus attention on visualeues)
- Ehcourage the student to check an attempt :
"It lookslike come, but doesthat sound right? (structure)

Uses Meaning
and Structure
and neglects Visual

« Direct teaching and promptsto focus on visual information
+ Teach effective waysto solve new words (such as chunking, initial sound,
repeating and attempting the new word)

Doesnot address
punctuation and
text teatures

* Model during Read Aloud and writing sessions

+ Teach during Shared Reading and writing activities

« Provide opportunitiesto practise in Guided Reading

» Bnphasize punctuation with textsthat the student knows well

Appties - Emphasize attention to visual information:

substitutions, "It makes sense but look at the first letter.”

omissions, "It soundsright but look at the end of the word."

insertions « Provide comprehension strategies and prompts for meaningless errors :
"You said....... Doesthat make sense?"

Neglects meaning « Provide direct teaching:

{may focus primarily
on visual cues)

"Good readersthink about what they are reading.”
« Encourage the student to reread something when it is unclear or doesn't
make sense
* Encourage the student to predict and check what is happening
» Teach pre-reading comprehension strategies like predicting, taking a picture
walk, questioning and making connections during Shared Reading
« Practice strategies during Guided Reading

Assessment : Running Records

© Queen's Printer for Ontario, 2003
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What ] see in What | cando
the student’s

running record

Rarely self-corrects « Teach self-monitoring (checking that the words read make sense,
sound right and look right)
» Provide checking strategies such as re-reading, checking the picture
and confirming visual information:
"You said............ Doesthat sound right?"
"Look at the picture."
"Try this part again. Doesthat match?’
+ Use Guided and Shared Reading sessions to model and prompt for

checking strategies
Reads slowly * Read familiar books with the student, focusing on fluency, not on decoding
word for word "Make it sound smooth, like talking." '

* Model reading with phrasing and fluency

+ Prompt during Guided Reading and Shared Reading :
"Make it sound like talking."
"Let’stry smooth reading."

« Use choral reading

+ Provide the student with books on audiotape

» Pair the student with a fluent reader

+ Tape the student reading, then play back the tape

+ Encourage reading aloud in shared writing experiences

+ Aind booksthat lend themselvesto fluent reading

(patterned text, songbooks, rhymes)
+ Choose booksthat hold alot of interest for the student

Sruggles with high- | - Create word banks and a word wall of high frequency words

frequency words Encourage the student to use the words, sort them and refer to them

+ Slect textsthat include the high-frequency words. Before reading the text,
iook at the word(s) with which the student hastrouble. Use magnetic letters,
little cards or a whiteboard. Then find the word(s) in the text before reading
the whole book. Say, "Find 'is' . Good, that says'He is....' "

- Emphasize high-frequency words often, such as during shared writing
and when working with magnetic letters

Inventstext « Prompt the student to use afinger asa 1:1 guide when reading, and
(early stages) say :
"Point to the words.

Doesthat match?

Did you have enough words?

Did you run out of words?"

Assessment: Running Records © Queen's Frinter for Ontario, 2003
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