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Module 11: Overview of Secondary RTI

Activity 1: Essential Components of Tiered Systems of Support - Note Taking
Resource

Directions: As the essential components of RTI are discussed, use this note taking resource to
record what you would like to remember and any questions you may still have.

Essential What Do | Want to What Questions Do | Still
Component Remember? Have?

Screening

Progress
Monitoring

Multi-level
Prevention
System

Data-based
Decision
Making



Activity 2: Creating a Focus Statement and Identifying Root Causes

Directions: With your team, create a focus for RTI implementation by reflecting on the outcomes you
would like to improve. Use the guiding questions for support as you determine the purpose and
scope of RTI. After creating a focus statement, begin to identify potential root causes and develop a

statement to reflect the analysis of information.

Contextual Factor: Focus

Guiding Questions

The design and implementation of all the
essential components are dependent on a
school’s focus for tiered interventions. At the
secondary level, this focus may not always
include all students or all content areas. Each
school must determine its purpose and scope of
tiered interventions, keeping in mind that no
standard application of the framework exists for
secondary schools. Schools may already have
some initiatives in place that support tiered
intervention implementation.

e What is the purpose and scope of tiered
interventions in the school?

e How do existing initiatives fit into the tiered
interventions framework?

e How do current special education and
instructional support practices align with
tiered interventions?

e Do other initiatives hinder the
implementation of tiered interventions?

e If the school is structured using academies,
how do the academies affect the focus of
the tiered interventions framework?

Focus Statement:

We are implementing RTI to

because our data suggest

Root Cause Statement:

because of the following

Our analysis suggests that students are struggling with




Activity 3: Benefits and Concerns of Implementing RTI

Directions: Using the T-Chart below, brainstorm potential benefits and challenges one might
encounter when implementing RTI. Use the following questions to guide your thinking.

COLUMN 1: How can RTI benefit students, teachers, and leaders?
COLUMN 2: What are potential challenges to implementing RTI in our school?

Potential Benefits

Potential Challenges




Activity 4: Schoolwide Literacy Recommendations

Directions: As you watch the video, write a description of each recommendation in your own words in»
the first column. During the video, you may also include examples of what the literacy»
recommendation looks like in practice. After the video, your team will have an opportunity to discuss»
what you are already doing related to this recommendation and select a recommendation you would»
like to learn more about or pursue in your school.»

»

IES Literacy
Recommendation*

Provide explicit
vocabulary
instruction

Provide direct and
explicit
comprehension
strategy instruction

Provide opportunities
for extended
discussion of text
meaning and
interpretation

Increase student
motivation and
engagement in
literacy learning

What would this look ' What are we already Available or Needed
like in secondary? doing related to this Resources
recommendation?



Resource: IES Practice Guide
Improving Adolescent Literacy: Effective Classroom and Intervention Practices

Checklist for carrying out the
recommendations

Recommendation 1.
Provide explicit vocabulary instruction

D Dedicate a portion of regular classroom
lessons to explicit vocabulary instruction.

L] Provide repeated exposure to new words
in multiple contexts, and allow sufficient
practice sessions in vocabulary instruction.

D Give sufficient opportunities to use new
vocabulary in a variety of contexts through
activities such as discussion, writing, and
extended reading.

] Provide students with strategies to make
them independent vocabulary learners.

Recommendation 2.
Provide direct and explicit
comprehension strategy instruction

[] Select carefully the text to use when
beginning to teach a given strategy.

L] Show students how to apply the strate-
gies they are learning to different texts.

D Make sure that the text is appropriate
for the reading level of students.

[] Use a direct and explicit instruction les-
son plan for teaching students how to use
comprehension strategies.

L] Provide the appropriate amount of
guided practice depending on the difficulty
level of the strategies that students are
learning.

D Talk about comprehension strategies
while teaching them.

Recommendation 3.

Provide opportunities for extended
discussion of text meaning and
interpretation

[] Carefully prepare for the discussion by
selecting engaging materials and developing
stimulating questions.

] Ask follow-up questions that help pro-
vide continuity and extend the discussion.

[] Provide a task or discussion format that
students can follow when they discuss text
in small groups.

[] Develop and practice the use of a spe-
cific “discussion protocol.”

Recommendation 4.
Increase student motivation and
engagement in literacy learning

[] Establish meaningful and engaging
content learning goals around the essential
ideas of a discipline as well as around the
specific learning processes used to access
those ideas.

[] Provide a positive learning environ-
ment that promotes student autonomy in
learning.

D Make literacy experiences more relevant
to student interests, everyday life, or impor-
tant current events.

[] Build classroom conditions to promote
higher reading engagement and conceptual
learning through such strategies as goal set-
ting, self-directed learning, and collaborative
learning.



Recommendation 5. Make available
intensive individualized interventions
for struggling readers that can be
provided by qualified specialists

L] Use reliable screening assessments to
identify students with reading difficulties
and follow up with formal and informal as-
sessments to pinpoint each student’s instruc-
tional needs.

L] Select an intervention that provides an
explicit instructional focus to meet each stu-
dent’s identified learning needs.

] Provide interventions where intensive-
ness matches student needs: the greater
the instructional need, the more intensive
the intervention. Assuming a high level of
instructional quality, the intensity of inter-
ventions is related most directly to the size
of instructional groups and amount of in-
structional time.



Recommendation 1.
Provide explicit
vocabulary instruction

Teachers should provide students

with explicit vocabulary instruction
both as part of reading and language
arts classes and as part of content-
area classes such as science and social
studies. By giving students explicit
instruction in vocabulary, teachers help
them learn the meaning of new words
and strengthen their independent skills
of constructing the meaning of text.

Level of evidence: Strong

The panel considers the level of evidence
supporting this recommendation to be
strong, based on six randomized con-
trolled experimental studies and three
well designed quasi-experiments that dem-
onstrated group equivalence at pretest.!
An additional six studies with weaker de-
signs provided direct evidence to support
this recommendation.? A single subject de-
sign study also provided evidence about
the effect of vocabulary instruction on stu-
dents’ outcomes.? The research supporting
explicit vocabulary instruction includes
students in upper elementary, middle,
and high schools from diverse geographic
regions and socioeconomic backgrounds
and addresses a wide variety of strategies
of vocabulary instruction.

1. Barron and Melnik (1973); Baumann et al. (2002);
Baumann et al. (2003); Bos and Anders (1990);
Brett, Rothlein, and Hurley (1996); Lieberman
(1967); Margosein, Pascarella, and Pflaum (1982);
Nelson and Stage (2007); Xin and Reith (2001).

2. Beck, Perfetti, and McKeown (1982); Jenkins,
Matlock, and Slocum (1989); Koury (1996); Rud-
dell and Shearer (2002); Stump et al. (1992); Ter-
rill, Scruggs, and Mastropieri (2004).

3. Malone and McLaughlin (1997). The standards
for judging the quality of a single subject design
study are currently being developed.

One caveat is critical to interpreting the
research on vocabulary instruction. While
all of these studies show effects on vo-
cabulary learning, only some show that
explicit vocabulary instruction has effects
on standardized measures of reading com-
prehension. Although reading comprehen-
sion is clearly the ultimate goal of reading
instruction, it is important to note that the
construct of comprehension includes, but
is not limited to, vocabulary. While it is
likely that the cumulative effects of learn-
ing vocabulary would eventually show
effects on reading comprehension, we be-
lieve additional research is necessary to
demonstrate this relationship.

Brief summary of evidence to
support the recommendation

In the early stages of reading most of the
words in grade-level texts are familiar to
students as part of their oral vocabulary.
However, as students progress through
the grades, print vocabulary increasingly
contains words that are rarely part of oral
vocabulary. This is particularly the case
for content-area material. In many content-
area texts it is the vocabulary that carries a
large share of the meaning through special-
ized vocabulary, jargon, and discipline-re-
lated concepts. Learning these specialized
vocabularies contributes to the success of
reading among adolescent students. Re-
search has shown that integrating explicit
vocabulary instruction into the existing
curriculum of subject areas such as science
or social studies enhances students’ ability
to acquire textbook vocabulary.*

Children often learn new words inciden-
tally from context. However, according
to a meta-analysis of the literature, the
probability that they will learn new words
while reading is relatively low—about 15
percent.’ Therefore, although incidental

4. Baumann et al. (2003); Bos and Anders (1990).
5. Swanborn and de Glopper (1999).



learning helps students develop their vo-
cabulary, additional explicit instructional
support needs to be provided as part of
the curriculum to ensure that all students
acquire the necessary print vocabulary for
academic success. In many academic texts,
students may use context clues within the
text, combined with their existing seman-
tic and syntactic knowledge to infer the
meaning of unfamiliar words.5 Explicit
vocabulary instruction may be essential
to this development of these types of in-
ference skills.

Words are best learned through repeated
exposure in multiple contexts and do-
mains. Many content-area texts, such as
those in biology and physics, however,
include specialized vocabulary, jargon,
and discipline-related concepts that stu-
dents may not encounter outside their
textbooks. This aspect of presenting
content-area material limits the amount
of exposure students will have with these
unfamiliar terms. If students encounter
unknown words in almost every sen-
tence in a textbook, learning the content
becomes daunting and discouraging. Ex-
plicit instruction in specialized vocabu-
laries is an important way to contribute
to successful reading among adolescent
students.”

Research has shown that integrating ex-
plicit vocabulary instruction into the ex-
isting content-area curriculum in content
areas such as science or social studies
enhances students’ ability to acquire text-
book vocabulary.® Additional studies that
examined students’ scores on the vocab-
ulary subtests of standardized reading
tests demonstrated that explicit vocabu-
lary instruction had a substantial effect
on students’ vocabulary acquisition in the
context of a variety of texts, including

6. Swanborn and de Glopper (1999).
7. Beck et al. (1982).
8. Baumann et al. (2003); Bos and Anders (1990)

prose, expository texts, and specialized
word lists.?

Explicit vocabulary instruction is a name
for a family of strategies that can be di-
vided into two major approaches: direct in-
struction in word meaning and instruction
in strategies to promote independent vo-
cabulary acquisition skills. Direct instruc-
tion in word meaning includes helping stu-
dents look up definitions in dictionaries
and glossaries, read the words and their
definitions, match words and their defini-
tions, participate in oral recitation, memo-
rize definitions, and use graphic displays
of the relationships among words and con-
cepts such as semantic maps. Strategies to
promote independent vocabulary acqui-
sition skills include analyzing semantic,
syntactic, or context clues to derive the
meaning of words by using prior knowl-
edge and the context in which the word is
presented. Research shows that both ap-
proaches can effectively promote students’
vocabulary.l? The first approach can add
to students’ ability to learn a given set of
words, whereas the second approach has
the added value of helping students gen-
eralize their skills to a variety of new texts
in multiple contexts. In that respect, the
two approaches are complementary rather
than conflicting.

Some students acquire words best from
reading and writing activities, whereas
other students benefit more from visual
and physical experiences.!! For exam-
ple, short documentary videos may help
students learn new concepts and terms
because they provide a vivid picture of
how the object looks in the context of its

9. Barron and Melnik (1973); Baumann et al.
(2002); Beck et al. (1982); Brett et al. (1996); Nel-
son and Stage (2007)

10. Baumann et al. (2003); Bos and Anders (1990);
Jenkins et al. (1989)

11. Barron and Melnik (1973); Xin and Reith
(2001).



environment or specialized use.!?2 Using
computer software to teach vocabulary is
an effective way to leverage instructional
time and provide a variety of practice
modes—oral, print, and even multimedia
elaborations of words and concepts. Pro-
grams that allow students to engage in
independent practice can free teachers to
work with other students in other instruc-
tional modes.

Other studies have shown that students
also learn vocabulary through rich discus-
sions of texts (see recommendation 3). For
instance, one study showed that discus-
sion improved knowledge of word mean-
ings and relationships for students reading
biology texts.’® Discussion was also used
in another study as part of the interven-
tion. Discussion seems to have its effects
by allowing students to participate as both
speakers and listeners. While this is not
explicit instruction, it does have some
additional benefits. For example, discus-
sion might force students to organize vo-
cabulary as they participate, even testing
whether or not the vocabulary is used ap-
propriately. It also presents opportunities
for repeated exposure to words, shown to
be a necessary condition for vocabulary
learning. Vocabulary learning in these
cases did not result from explicit instruc-
tion, but teachers who recognize potential
of this kind of learning can supplement
these interactions with new vocabulary
with brief, focused explicit instruction
to ensure that students share a common
understanding of unfamiliar words and
terms and have an opportunity to practice
new vocabulary.

Although the research noted so far dem-
onstrates the positive effects of explicit
vocabulary instruction on vocabulary
acquisition, there are mixed results with

respect to the effects of such instruction
on general measures of comprehension.
Only a small number of the studies on
explicit vocabulary instruction included
comprehension outcome measures and
found meaningful increases in students’
reading comprehension. It may be that
whereas limited vocabulary interferes
with comprehension, additional literacy
skills are needed for successful reading
comprehension.

How to carry out the
recommendation

1. Dedicate a portion of the regular class-
room lesson to explicit vocabulary instruc-
tion. The amount of time will be dictated by
the vocabulary load of the text to be read
and the students’ prior knowledge of the
vocabulary. Making certain that students
are familiar with the vocabulary they will
encounter in reading selections can help
make the reading task easier. Computer in-
struction can be an effective way to provide
practice on vocabulary and leverage class-
room time.

2. Use repeated exposure to new words in
multiple oral and written contexts and allow
sufficient practice sessions.'” Words are usu-
ally learned only after they appear several
times. In fact, researchers'® estimate that it
could take as many as 17 exposures for a
student to learn a new word. Repeated ex-
posure could be in the same lesson or pas-
sage, but the exposures will be most effec-
tive if they appear over an extended period
of time.!"” Words that appear only once or
twice in a text are typically not words that
should be targeted for explicit instruction
because there may never be enough prac-
tice to learn the word completely. Students
should be provided with the definitions of
these infrequent words.

12. Xin and Reith (2001).
13. Barron and Melnik (1973).
14. Xin and Reith (2001).

15. Jenkins et al. (1989).
16. Ausubel and Youssef (1965).
17. Ausubel and Youssef (1965).



3. Give sufficient opportunities to use new
vocabulary in a variety of contexts through
activities such as discussion, writing, and
extended reading. This will ensure that stu-
dents begin to acquire a range of productive
meanings for the words they are learning
and the correct way to use those words in
addition to simply being able to recognize
them in print.

4. Provide students with strategies to make
them independent vocabulary learners. One
way is to give them strategies to use com-
ponents (prefixes, roots, suffixes) of words
to derive the meaning of unfamiliar words;
another is to make use of reference ma-
terial such as glossaries included in their
textbooks.'8

Potential roadblocks and solutions

1. Students may vary in their response to
different vocabulary instruction strategies.
For example, some students respond better
to sensory information than to verbal infor-
mation about word meaning. Teachers need
to combine multiple approaches in provid-
ing explicit vocabulary instruction.'® For in-
stance, as described above, it is helpful to
expose students to vocabulary numerous
times either in one lesson or over a series of
lessons. It is also helpful to combine this re-
peated exposure with a number of different
explicit instruction strategies, such as using
direct instruction techniques (getting stu-
dents to look up definitions in dictionaries),
helping promote students to independently
acquire vocabulary skills (using context clues
to derive meaning), offering students the
opportunity to work on the computer using
various software, and allowing students to
discuss what they have read.

2. Teachers may not know how to select
words to teach, especially in content areas.

18. Baumann et al. (2002); Baumann et al.
(2003).

19. Lieberman (1967).

Content-area textbooks are loaded with too
much specialized vocabulary and jargon.
Teachers need to select carefully the most
important words to teach explicitly each
day. Several popular methods of selecting
words for vocabulary instruction are avail-
able. Two methods seem important for ado-
lescent readers:

* One method uses as a criterion the
frequency of the words in instruc-
tional materials.?® This, again, is more
important for elementary materials
where the vocabulary is selected from
a relatively constrained set of instruc-
tional materials. For most adolescents,
this constraint on vocabulary in in-
structional materials diminishes over
time, making the frequency method of
selecting words less useful for teach-
ing adolescent students reading con-
tent. However, for adolescent students
who have limited vocabularies, select-
ing high-frequency, unknown words
remains an important instructional
strategy.

¢ Another method uses three categories
of words: Tier I, Tier II, and Tier III.
This concept has been applied most
effectively for literary texts with stu-
dents at elementary levels. Tier | words
are those typically in readers’ vocab-
ularies and should not be the focus
of instruction. These high-frequency
words are usually acquired very early.
Tier Il words are rare words that are
recommended for instruction only
when they are encountered in a text.
That leaves Tier Il words as the focus
of explicit vocabulary instruction prior
to reading a text. The criteria for what
constitutes membership in each tier
are not sharply defined, but are loosely
based on frequency and the utility for
future reading.?!

20. Biemiller (2005); Hiebert (2005).
21. Beck et al. (1982).



For adolescent readers of content mate-
rials, vocabulary should be selected on
the basis of how important the words
are for learning in the particular disci-
pline, rather than the tier in which the
word is located. For example, in a 9th-
grade biology text, the word “cytoskel-
eton” might be a target for prereading
instruction in a chapter on cell biology,
even though it would generally be con-
sidered a Tier Il word because it al-
most never appears in general reading
or conversation. Most of the words for
adolescent readers should be selected
on the basis of how important they are
to understanding the content that stu-
dents are expected to read. For much
content material, the words that carry
the burden of the meaning of the text
are rare words, except in texts and ma-
terials related to a specific discipline.
Despite the rarity of the words, they are
often critical to learning the discipline
content and thus should be the subject
of explicit instruction, which is almost
the only way they can be learned.

3. Teachers may perceive that they do not
have time to teach vocabulary. Teachers are
often focused on the factual aspect of stu-
dents’ content-area learning and find little
time to focus on other issues in reading.
Whenever reading is part of a lesson, a few
minutes spent on explicit vocabulary in-
struction will pay substantial dividends for
student learning. Some effort in teaching
students to become independent vocabu-
lary learners will lessen the amount of time
required by teachers as part of the lesson.??
Making students even slightly more inde-
pendent vocabulary learners will eventually
increase the amount of content-area instruc-
tional time.

Using computers can give teachers the op-
portunity to provide independent practice
on learning vocabulary. Teachers will be
able to leverage instructional time by hav-
ing students work independently, either
before or after reading texts.

22. Baumann et al. (2002); Baumann et al.
(2003).



Recommendation 2.
Provide direct and
explicit comprehension
strategy instruction

Teachers should provide adolescents
with direct and explicit instruction in
comprehension strategies to improve
students’ reading comprehension.
Comprehension strategies are
routines and procedures that readers
use to help them make sense of
texts. These strategies include, but
are not limited to, summarizing,
asking and answering questions,
paraphrasing, and finding the main
idea. Comprehension strategy
instruction can also include specific
teacher activities that have been
demonstrated to improve students’
comprehension of texts. Asking
students questions and using graphic
organizers are examples of such
strategies. Direct and explicit teaching
involves a teacher modeling and
providing explanations of the specific
strategies students are learning, giving
guided practice and feedback on the
use of the strategies, and promoting
independent practice to apply the
strategies.3 An important part of
comprehension strategy instruction
is the active participation of students
in the comprehension process. In
addition, explicit instruction involves
providing a sufficient amount of
support, or scaffolding, to students
as they learn the strategies to ensure
success.

23. Brown, Campione, and Day (1981); Dole
et al. (1991); Kame'enui et al. (1997); Pearson
and Dole (1987); Pressley, Snyder, and Cariglia-
Bull (1987).

24. Brown et al. (1981); Palincsar and Brown
(1984); Pearson and Gallagher (1983).

Level of evidence: Strong

The panel considers the level of evidence
supporting this recommendation to be
strong, on the basis of five randomized
experimental studies? and additional evi-
dence from a single subject design study?®
that examined the effects of teaching main
idea summarization on adolescents’ com-
prehension of narrative and informational
texts. In addition, this body of research
is supported by numerous other studies
that vary in research design and quality
and by additional substantive reviews of
the research.?’

Brief summary of evidence to
support the recommendation

Approaches for teaching reading com-
prehension to adolescents are a common
concern among middle and high school
teachers because many adolescent stu-
dents have a hard time comprehending
their content-area textbooks.?® Therefore,
helping students comprehend these texts
should be a high priority for upper elemen-
tary, middle, and high school teachers.
Using comprehension strategies may be
a new idea for many teachers. However,
comprehension strategy instruction has
been around for some time and is the topic
of a number of resource books available

25. Hansen and Pearson (1983); Katims and Har-
ris (1997); Margosein et al. (1982); Peverly and
Wood (2001); Raphael and McKinney (1983).

26. Jitendra et al. (1998). The standards for judg-
ing the quality of a single subject design study
are currently being developed.

27. Dole et al. (1991); Gersten et al. (2001); Na-
tional Reading Panel (2000b); Paris, Lipson, and
Wixson (1983); Paris, Wasik, and Turner (1991);
Pearson and Fielding (1991); Pressley, Johnson
etal. (1989); Pressley, Symons et al. (1989); Rosen-
shine and Meister (1994); Rosenshine, Meis-
ter, and Chapman (1996); Weinstein and Mayer
(1986).

28. Biancarosa and Snow (2006); Chall and Con-
rad (1991); Kamil (2003); Moore et al. (1999).



to help teachers teach strategies to their
students.?” Four ideas about teaching com-
prehension strategies that are important
for teachers to understand can be gleaned
from the research:

The effectiveness of a number of different
strategies has been demonstrated in the
small set of experimental studies meet-
ing the WWC standards. These strategies
included having students summarize main
ideas both within paragraphs and across
texts, asking themselves questions about
what they have read, paraphrasing what
they have read, drawing inferences that
are based on text information and prior
knowledge, answering questions at dif-
ferent points in the text, using graphic or-
ganizers, and thinking about the types of
questions they are being asked to answer.
It appears that teaching these specific
strategies is particularly powerful. How-
ever, other strategies have been evaluated
in the literature and demonstrated to be
useful as well.?? The point here is that it
may not be the particular strategies that
make the difference in terms of student
comprehension. Many researchers think
that it is not the specific strategy taught,
but rather the active participation of stu-
dents in the comprehension process that
makes the most difference on students’
comprehension.’! The strategies listed
above might be particularly useful for
middle and high school teachers students
who are passive readers. These students’
eyes sometimes glaze over the words on

29. Blanchowicz and Ogle (2001); Harvey and
Goudvis (2000); Keene (2006); Keene and Zim-
merman (1997); McLaughlin and Allen (2001);
Oczkus (2004); Outsen and Yulga (2002); Stebick
and Dain (2007); Tovani (2004); Wilhelm (2001);
Zwiers (2004).

30. Brown et al. (1996); Cross and Paris (1988);
Dewitz, Carr, and Patberg (1987); Idol (1987);
Klingner, Vaughn, and Schumm (1998); Paris,
Cross, and Lipson (1984); Pressley (1976); Re-
utzel (1985).

31. Gersten et al. (2001); Pressley et al. (1987).

the page because they are not actively
processing the meaning of what they are
reading. Instruction in the application of
comprehension strategies may help these
students become active readers.

Most of the research studies compared
the use of one or more strategies against
a control condition that typically included
traditional, or “business as usual” instruc-
tion. So, it is really not possible to compare
one or more strategies against another.
We cannot say that paraphrasing is more
powerful than main-idea summarizing,
or that drawing inferences on the basis of
text information and prior knowledge is
better than answering questions at differ-
ent points in the text. Very little research
tells us that. We can say that it appears
that asking and answering questions, sum-
marizing, and using graphic organizers
are particularly powerful strategies. But
even with these strategies we cannot say
which ones are the best or better than
others for which students and for which
classrooms.

It appears that multiple-strategy training
results in better comprehension than sin-
gle-strategy training. All the strong stud-
ies that support this recommendation in-
clude teaching more than one strategy to
the same group of students. For example,
one study used finding the main ideas and
summarizing to help students compre-
hend texts better.3? Another study taught
students to make connections between
new text information and prior knowledge,
make predictions about the content of the
text, and draw inferences.? This finding
is consistent with those from the National
Reading Panel, which also found benefits
from teaching students to use more than
one strategy to improve their reading com-
prehension skills.34

32. Katims and Harris (1997).
33. Hansen and Pearson (1983).
34. National Reading Panel (2000a).



Direct and explicit instruction is a power-
ful delivery system for teaching compre-
hension strategies. This finding comes
from one of the five strong studies and
from a number of other studies.3* Direct
and explicit instruction involves a series
of steps that include explaining and mod-
eling the strategy, using the strategy for
guided practice, and using the strategy
for independent practice. Explaining and
modeling include defining each of the
strategies for students and showing them
how to use those strategies when reading
a text. Guided practice involves the teacher
and students working together to apply the
strategies to texts they are reading. This
may involve extensive interaction between
the teacher and students when students
are applying the strategies to see how
well they understand the particular text
they are reading. Or, it may involve having
students practice applying the strategies
to various texts in small groups. Indepen-
dent practice occurs once the teacher is
convinced that students can use the strat-
egies on their own. At that point, students
independently practice applying the strat-
egies to a new text.

How to carry out the
recommendation

Upper elementary, middle, and second-
ary school teachers can take several ac-
tion steps to implement explicit strategy
instruction, which involves helping stu-
dents actively engage in the texts they
read. A number of different strategies can
be taught directly and explicitly to stu-
dents and applied to content-area texts
they read. Assisting students in learn-
ing how to apply these strategies to their
texts will empower them and give them
more control over their reading and un-
derstanding. Specifically, to implement
explicit strategy instruction, teachers can
do the following:

35. Duffy et al. (1987); Fuchs et al. (1997); Kling-
ner et al. (1998); Schumaker and Deshler (1992).

1. Select carefully the text to use when first
beginning to teach a given strategy. Although
strategies can be applied to many different
texts, they cannot be applied blindly to all
texts. For example, using main-idea summa-
rizing is difficult to do with narrative texts
because narrative texts do not have clear
main ideas. Main-idea summarizing should
be used with informational texts, such as a
content-area textbook or a nonfiction trade
book. Similarly, asking questions about a
text is more easily applied to some texts
than to others.

2. Show students how to apply the strate-
gies they are learning to different texts, not
just to one text. Applying the strategies to
different texts encourages students to learn
to use the strategies flexibly.?® It also allows
students to learn when and where to apply
the strategies and when and where the strat-
egies are inappropriate.3’

3. Ensure that the text is appropriate for the
reading level of students. A text that is too
difficult to read makes using the strategy
difficult because students are struggling
with the text itself. Likewise, a text that is
too easy eliminates the need for strategies
in the first place. Begin teaching strategies
by using a single text followed by students’
applying them to appropriate texts at their
reading level.

4. Use direct and explicit instruction for
teaching students how to use comprehen-
sion strategies. As the lesson begins, it is
important for teachers to tell students spe-
cifically what strategies they are going to
learn, tell them why it is important for them
to learn the strategies,?® model how to use
the strategies by thinking aloud with a text,?®
provide guided practice with feedback so
that students have opportunities to practice

36. Pressley and Afflerbach (1995).
37. Duffy (2002); Paris et al. (1983).
38. Brown et al. (1981)

39. Bereiter and Bird (1985)



using the strategies, provide independent
practice using the strategies, and discuss
with students when and where they should
apply the strategies when they read and
the importance of having the will to use the
strategies along with the skill. Even if stu-
dents know how to use strategies as they
read, research demonstrates that they have
to make the effort to actually use them when
they read on their own.*®

5. Provide the appropriate amount of guided
practice depending on the difficulty level of
the strategies that the students are learn-
ing. For example, the strategy of predict-
ing can be demonstrated briefly and with
a few examples. However, summarizing a
paragraph or a passage may require several
steps within guided practice. First, provide
support for students in cooperative learning
groups. As students work in these groups,
assist them directly if necessary by modeling
how to use a given strategy again or by ask-
ing questions to generate ideas about how
they would use it. If necessary, give students
direct answers and have them repeat those
answers. Second, as students become better
at using the strategies, gradually reduce the
support, perhaps by asking them to break
the cooperative learning groups into pairs
so they have fewer peers to rely on. Third,
reduce support further by asking students
to use the strategies on their own with texts
they read independently.®

6. When teaching comprehension strategies,
make sure students understand that the goal
is to understand the content of the text. Too
much focus on the process of learning the
strategies can take away from students’ un-
derstanding of the text itself.#? Instead, show
students how using the strategies can help
them understand the text they are reading.
The goal should always be comprehending
texts—not using strategies.
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Potential roadblocks and solutions

1. Most teachers lack the skills to provide di-
rect and explicit comprehension strategy in-
struction. Most teacher education programs
do not prepare preservice teachers to teach
strategies. In addition, teachers may find it
particularly challenging to model their own
thinking by providing thinkaloud of how
they use strategies as they read. Many teach-
ers use various strategies automatically as
they read and are not aware of how they
use the strategies they are teaching. Profes-
sional development in direct and explicit in-
struction of comprehension strategies will
assist all teachers, including language arts
and content-area teachers, in learning how
to teach strategies. One component of pro-
fessional development should be coaching
teachers in the classroom as they teach. In
addition, it is often helpful for teachers to
practice thinking aloud on their own. They
can take a text and practice explaining how
they would go about summarizing the text
or finding the main idea. Teachers will need
to become conscious of many of the reading
processes that are automatic for them.

2. Content-area teachers may believe that they
are not responsible for teaching comprehen-
sion strategies to their students. They may
also believe that they do not have enough
time to teach these strategies because they
have to cover the content presented in their
curriculum guides and textbooks. Because
teaching comprehension strategies improves
students’ ability to comprehend their text-
books, it is a valuable classroom activity for
content-area teachers, not just language arts
teachers. Teaching comprehension strategies
should expand students’ long-term learning
abilities. Although it may take a short time
to teach several strategies, that time should
pay off in the long term by helping students
learn more independently from their text-
books and other source material they are
asked to read in their classrooms. After all,
the goal of using comprehension strategies
is improved comprehension—of all text ma-
terials that students read.



3. Some teachers and students may “lose the
forest for the trees.” Teachers may misunder-
stand or misinterpret the research on teach-
ing comprehension strategies, such that they
think teaching comprehension is all about
teaching a specific sequence of comprehen-
sion strategies, one after the other. Likewise,
students too may misunderstand and misin-
terpret teachers’ emphasis on strategies, such
that they inappropriately apply strategies to
the texts they are reading. Teachers and stu-
dents may miss the larger point of the strate-
gies, that is, active comprehension.

A critically important part of professional
development is the focus on the end goal
of comprehension. As teachers learn how
to teach the various strategies, they need
to keep this goal in mind. Likewise, teach-
ers need to emphasize to students the idea
that the end goal of strategy use is compre-
hension, not just the use of many strate-
gies. It is important for teachers to ensure
that students understand that using strat-
egies is a way to accomplish the goal of
comprehension.



Recommendation 3.
Provide opportunities
for extended discussion
of text meaning and
interpretation

Teachers should provide opportunities
for students to engage in high-

quality discussions of the meaning

and interpretation of texts in various
content areas as one important way to
improve their reading comprehension.
These discussions can occur in whole
classroom groups or in small student
groups under the general guidance

of the teacher. Discussions that are
particularly effective in promoting
students’ comprehension of complex text
are those that focus on building a deeper
understanding of the author’s meaning
or critically analyzing and perhaps
challenging the author’s conclusions
through reasoning or applying

personal experiences and knowledge.

In effective discussions students have
the opportunity to have sustained
exchanges with the teacher or other
students, present and defend individual
interpretations and points of view, use
text content, background knowledge,
and reasoning to support interpretations
and conclusions, and listen to the points
of view and reasoned arguments of
others participating in the discussion.

Level of evidence: Moderate

The panel considers the level of evidence
for this recommendation to be moderate, on
the basis of four small quasi-experimental
studies*’ and one large correlational
study.** A potential limitation in one of

43. Bird (1984); Heinl (1988); Reznitskaya et al.
(2001); Yeazell (1982).

44. Applebee et al. (2003).

the quasi-experimental studies*® as well
as the large correlational study is that the
quality of written responses to writing
prompts was the outcome assessment,
rather than a more direct standardized
test of reading comprehension. Among the
four quasi-experimental studies, one used
rigorous design that demonstrated pretest
group equivalence*® and the other three
used less rigorous designs with low inter-
nal validity. 4" The small body of research
identified to directly support this recom-
mendation is supplemented by a recently
completed meta-analysis of 43 studies
that used slightly more lenient inclusion
criteria than the literature search for this
practice guide,*® as well as a large descrip-
tive study of middle and high schools that
were selected because they were "beating
the odds” in terms of their student literacy
outcomes.*?

Brief summary of evidence to
support the recommendation

Arguably the most important goal for lit-
eracy instruction with adolescents is to
increase their ability to comprehend com-
plex text. Further, the goal is not simply
to enable students to obtain facts or lit-
eral meaning from text (although that is
clearly desirable), but also to make deeper
interpretations, generalizations, and con-
clusions. Most state and national literacy
standards require middle and high school
students to go considerably beyond literal
comprehension to be considered proficient
readers. For example, the revised frame-
work for the NAEP indicates that 8th grad-
ers who read at the proficient level should
be able to “summarize major ideas, pro-
vide evidence in support of an argument,
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