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ABSTRACT

This study investigated the efficacy of Paris' (1989) Reading and Thinking
Strategies (Ievel 5/6) on the reading comprehension and metacognitive performances of
grades 6 and 7 learning disabled (LD) students. Subjects consisted of 38 public school LD
students in grades 6 and 7 who demonstrated appropriate decoding skills but at least a two
year delay in comprehension. In Intervention Period 1, 19 of the LD students were
instructed over a seven week period by the author/researcher using three modules of the
reading and thinking strategies (Blueprints for Reading, Tools for Reading, and Road
Signs for Reading). Another 19 LD students were assigned to the Control (Group and
received a more traditional skill-based reading instructicn containing no programme of
reading strategies from their respective Resourcc Room teachers or regular class teachers.
Following the completion of Intervention Period 1, the strategy intervention was replicated
with the Control Group which then became the second Experimental Group by virtue of
receiving the same strategies instruction as the first Experimental Group.

Students received instruction regarding the purpose of reading, the importance of
developing reading plans for different kinds of texts, the need to monitor reading progress,
and the use of specific strategies to augment understanding and remembering. Strategy
instruction was implemented through direct explanation that provided a rationale for
strategy use, modelling of strategy use, guided practice with feedback, and independent
practice.

Pre and posttests were administered to each group during each of the two
intervention periods. Standardized and criterion measures of comprehension were given to
determine if there were differences between the two groups and if changes precipitated by
the intervention could be replicated, maintained, and transferred to curriculum material. In

addition, measures of reported strategy knowledge, reported strategy use, and ratings of



R

self- confidence in reading ability were obtained.

The results indicated that there were significant differences between the
Experimental and Control Groups on standardized and criterion measures of reading
comprehersion in Intervention Period 1 in favour of the Experimental Group. Moreover, in
Intervention Period 2 LD students in the second Experimental Group did replicate the
significant improvements achieved by the LD students in the first Experimental Group in
Intervention Period 1 on measures of strategy awareness and comprehension. While the
mean decrease was very smail on the comprehension tests of maintenance and transfer, it
was consistent for all students. However, reported strategy knowledge, strategy use, and
ratings of self-confidence impreved after intervention. Lastly, measures of strategy

awareness and comprehension were moderately correlated.
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CHAPTER 1
Introduction
Description of the Study
This study was designed to compare reading comprehension scores and measures

of metacognition from two groups of learning disabled (LD) students to determine if the
programme, Reading and Thinking Strategies Kit (Ievel 5/6) (Paris, 1987), was more
effective than the reading programme(s) being delivered within the chosen school settings.
The Experimental Group was instructed over a seven week period by the author/researcher
using three modules from the kit (Blueprints for Reading, Tools for Reading, and Road
Signs for Reading). The students in the Control Group received reading instruction
containing no programme of reading strategies from their respective Resource Room
teachers and regular classroom teachers. Following the completion of the first experimental
period of strategy instruction, the intervention was then repeated with the Control Group
which then became the second Experimental Group by virtue of receiving the strategies
instruction. Pre and posttesting was used to uncover any differential effects of the two
groups in the first intervention period and then, in the second intervention period, to

determine if the results from the first Experimental Group could be replicated.

Nature of th 1
Proficient reading is a highly complex task requiring command and automatization
of a variety of skills. Some readers accomplish the objective of reading, to construct
meaning from the text, with seemingly little difficulty while others exhibit serious reading
problems. Among those who belong to the latter group are some classified as learning
disabled (ILD) by virtue of the discrepancy between their measured potential and

performance. While many approaches have been utilized to help ameliorate the problems



exhibited by these students, the current zeitgeist in education, influenced by cognitive
psychology, emphasizes the individual as an active information processor. Integral to this
model is the concept of metacognition. Metacognition refers to the processes utilized by the
individual to direct and control his/her actions. In reading, metacognitive skills "involve
predicting, checking/self-monitoring, reality testing, coordinating and control of deliberate
attempts to solve probiems or to study and learn" (Brown, 1980, p.454). In an effort to
justify the use of a metacognitive approach in intervention, the first chapter of this study
will examine some pertinent theoretical and philosophical issues. Subsequently, the model
of metacognitive instruction used in this study will be introduced and the specific

hypotheses under investigation will be outlined.

Context of the Problem

Can the use of a metacognitive approach to reading instruction be justified with LD
students? Since the recognition of learning disabilities (LD) as a classification of education
in the United States, the objectives and programmes for exceptional children, particularly in
the area of reading instruction, have undergone much scrutiny and many changes. Many of
the alterations have stemmed from theoretical differences amongst researchers regarding
the etiology of learning proticms (Wong, 1986). Much of this argument, in turn, arose
from disparate assumptions held about the components of the reading model. Some other
changes have resulted from a restructured philosophy of education that posits that identical
educational goals should apply to all students and that those goals should be effected with
students mainstreamed as much as possible. Providing a theoretical and philosophical
rationale for the use of a metacognitive approach in reading instruction is critical before
examining the effects of such instruction designed to serve the needs of LD students. The

next three sections will address this issue, examining the basis for its use in theoretical



models of reading, in the theories of the etiology of reading disabilities, and in current

philosophical approaches to education.

Theoretical Models of Reading
A theoretical position should inform the choice that a researcher or instructor makes

for intervention instruction. Below are the two main theoretical models of reading that

currently dominate the literature.

"Bottom-up" Approach to Reading

Research in reading that adopts a "bottom-up" approach conceptualizes reading as a
sequence of closely co-ordinated mental operations in which incoming sensory data go
through a series of transformations beginning with the decoding of print and ending with
the extraction and storage in memory of the meaning conveyed by that print (LaBerge &
Samuels, 1974; Stanovich, 1986). Adopting this information processing model
presupposes that effective reading depends on maximizing the speed and accuracy of the
perceptual analysis by means of teaching generalizable word recognition skills (Evans &
Carr, 1985). Instruction based on this model would be designed as a teacher controlled
series of systematically taught, hierarchical skills which require repeated practice. Student
motivation underlying this process is seen to be generally extrinsic, based on rewards and
feedback from the teacher or instructor. This model informed much research and instruction
in the 1950's, 1960's, and 1970's and decoding problems, particularly problems resulting
from lack of phonological awareness, are still regarded by some as fundamental to reading
disabilities (Stanovich, 1982). However, others feel this model does not address the
dynamic properties of the information processing system, the executive control properties

of the mind that work on incoming information in an effort to construct meaning from it.



"Top-down" roach to Readin
Many reading theorists currently conceptualize reading as an interactive, process-

oriented activity in which a reader actively constructs meaning from the text by connecting
background knowledge, including knowledge of language, with text information
(Anderson & Pearson, 1984; Rummelhart, 1980; Samuels & Kamil, 1984). This reading
model is characterized as a thinking activity which Goodman (1976) has termed a
"psycholinguistic guessing game". This process is seen to operate by the reader's
connecting context cues with linguistic knowledge, minimizing the need for complete
perceptual analysis (Evans & Carr, 1985). As such the process is strategic. Effective use of
picture cues to activate background knowledge and provide predictive value for the
passage's meaning is an example of a specific strategy that might be utilized in the process.
Paris (1988) defined these strategies as "mental resources,” adaptable to the individual, that
enable that user to be a flexible processer of information. In addition, metacognitive
awareness is a crucial component of this model. Brown (1980) referred to metacognition as
the deliberate, conscious control of one's cognitive actions. Readers who are metacognitive
can plan, formulate hypotheses about meaning, monitor their progress, select appropriate
clarifying strategies, and reflect critically on what they have learned. If encouraged through
instructional techniques that connect language and reading, these metacognitive processes
are seen to develop in an individual as the logical consequence of the individual's problem
solving attempts. Adopting this view of the reading process, therefore, would promote and

extend a self-regulated leaming style.

Theori he Etiol  Reading Disabiliti
Processing problems
Early research on infermation processing emphasized the "hardware” (Pressley,

Snyder, & Cariglia-Bull, 1989, p. 19) of the model, including the sensory registration of



stimuli and the short and long term storage of information. Influenced by this orientation,
much research has been devoted to determining a specific underlying cause for the reading
difficulties manifested by some LD students. In fact, the specificity of processing deficits
was an integral part of the historical definition of learning disabilities. As Stanovich (1986)
pointed out, learning disabilities as a separate discipline was established when
psychologists rejected the explanation that individuals who violated the established 1Q-
reading correlation were a statistical anomaly and proposed instead that they had a specific
brain/cognitive disorder. But concomitant with that acceptance was that this definition
should inform the areas for research and intervention in the field. Consequently, over
approximately three decades, research into domain specific or psychological processing
models has flourished. Some researchers have investigated the impact of problems in
perceptual processing such as phonological recoding (Fox & Routh, 1976), visual
perception (Gross & Rothenberg, 1979), and word recognition (Lesgold & Resnick,
1982). The assumption of such an approach was that discovering the deficiency will lead to
an effective treatment regimen. Although claims of specific processing problems in LD
children appeared to be readily made, empirical evidence of a link between them and
reading problems was rarely obtained. In some cases such as visual processing, not only
has research not supported a link (Carr, 1981), but also attempts to train visual processing
skills have not resulted in promoting reading acquisition (Stanovich, 1986). The same

applies to psycholinguistic training (Hammill & Larsen, 1974).

Metacognitive Approach

While researchers have not abandoned the notion of a specific processing etiology
for some handicaps, many argue for a more general focus on the motivation and the
strategic processing of the reading disabled student (Paris & Oka, 1989). They have turned

away from the hardware of the information processing model to the contents of the long




term storage. To illustrate, Licht and Kistner (1986) proposed that many children embark
on a vicious failure cycle that is perhaps precipitated by initial processing deficits, but
subsequently perpetuated by deficits in motivation, strategies, content knowledge and
metacognitive development. In school settings, problems encountered by classroom
teachers or reading specialists do not remain limited to specific areas but become pervasive
over time. Practice on isolated skills such as eye movements or phonics usually has proven
ineffective in overcoming the range of problems that has developed. Moreover, studies that
have distinguished between reading disabled children who have decoding problems and
those who have only reading comprehension problems suggest that they demonstrate more
general learning impairments (Comoldi, 1990), or deficits in motivational, metacognitive
processes (Borkowski, Estrada, Milstead, & Hale, 1989) rather than decoding- automation
skills. Therefore, many researchers have turned to the more general focus of cognitive and
motivational strategies to help ameliorate some of those problems.

Schumaker, Deshler, & Ellis (1986) stated that while an instructional model
inculcating cognitive and metacognitive strategies is not a panacea to the problems
encountered by the LD student, it does address the unique learning problems encountered
by the student and is sensitive to many nonacademic variables such as individual motivation
and the disparate expectations of others. Although he supported the processing hypothesis
of learning disabilities, Swanson (1989), nevertheless, argued that inefficient regulation
and coordination of mental processes, in themselves, may be the etiology of a learning
disability. Whether these processing differences are a consequence of initial deficits or are
the initiating cause, the empirical evidence that higher order processing problems exist in
LD students and that there are fundamental processing differences between LD and non LD
students is well documented (Bos & Filips, 1982; Duffy, Roehler, Meloth, Vavrus, Book,
Putnam, & Wesselman, 1986; Palinséar & Brown, 1984; Pressley & Levin, 1987; Wong,
Wong, Perry, & Sawatsky, 1986). Using Wong's argument (1988) that without the




assumption of processing differences, developmental delays, and cognitive deficits, there
would be no theoretical rationale for intervention, the preceding research evidence should
serve to provide that rationale. Following is an examination of the disparity in strategy use
between good and poor readers which highlights the aptness of a metacognitive approach

in intervention.

Metacognitive Profile of Proficient Readers, Research shows that proficient readers are

strategic. They have knowledge of and control over their thinking and learning activities.
They are aware of different purposes for reading, differentiate between various task
requirements, and modify their reading rate appropriately. They are sensitive to the
important parts of text. They focus on the topic and identify important text details, devoting
extra study time to learning more and more specific information. They are able to identify
organizing elements of texts. These readers read for understanding, monitor their
comprehension, and employ effective strategies to resolve conflicts. They are able to
distinguish between easy and difficult text, organized and disorganized passages, and they
apportion their reading time accordingly. To clarify their understanding, they may look
ahead or reread previous passages. In general, proficient readers explicitly or implicitly
recognize the value of approaching comprehension tasks strategically and actively,
employing various strategies to assist them in their goal of understanding (Baker & Brown,

1984; Paris, Lipson & Wixson, 1983; Paris & Oka, 1986; Wong & ang, 1986).

M itiv file of Unskilled R Unskilled readers, among them LD

students, lack many of the requisite metacognitive skills in reading (Wong, 1985). They
perceive the purpose of reading to be decoding rather than meaning construction and,
subsequently, do not monitor their comprehension or self-correct (Canney & Winograd,

1979). Often they lack knowledge about the value of strategic behaviour and are unaware



of the range of reading strategies available to them. They may fai: to vary their reading
speed to accommodate difficult vocabulary, complex ideas or disorganized text, fail to skim
or scan to ascertain the gist, fail to take notes or selectively study, and fail to plan ahead or
integrate information (Torgesen, 1982). When informed about strategies, unskilled readers
may also have difficulty discriminating when and how to use strategies and may employ

them ineffectively or inappropriately (Swanson, 1988).

i hi ional
In determining instructional practice, research findings and educational philosophy
both influence the decisions that are made at the school level. Under ideal conditions both
factors will be mutually interdependent. Following is an outline of how current educational
philosophy also supports learning theory by calling for the adoption of the metacognitive

approach for the remediation of reading disabilities.

Soals of Mai Educati
Recently, theorists and practitioners concentrating on mainstream education have
adopted educational philosophy, policies, and practice which reflect an holistic, integrative
approach to curriculum planning and assessment. The objective of this approach is to
produce independent learners and critical thinkers by addressing the academic, social,
emotional, artistic, and physical development of each student. In British Columbia, the
Ministry of Education has published its mandate for the future direction of education in a

document called Year 2000: A Framework for Learning. Throughout, it calls for "active

learning” as the basis for instruction in all subjects.

Goals of Special Educati

In the past few years the philosophy of education serving exceptional students has

been guided by the same philosophy. In B.C. Ministry of Education's Position Statements



(1990a), goals for the education of special students are not separate but commensurate with
those of regular students. All statements made regarding the education of special students
refer to how the learning environment, materials, equipment, and curricula can support this
philosophy. With respects to reading, the Position Statements (1990a) document
characterized the process as "essentially a dynamic thinking activity in which the reader
interacts with the text, engaging personal prior experiences, expectations, and feelings to
create a meaningful understanding of the writing" (p. 18). Swanson (1989) made a case for
strategy instruction by outlining five advantages of conceptualizing learning disabilities in
terms of strategy deficiencies. Included in these are that this perspective: a) focuses on what
is modifiable and educationally relevant, b) allows for conscious and active rule creation
and rule following as opposed to just the stimulus response paradigm of programmed
instruction, ¢) incorporates the notion that environmental factors may operate differentially
on students’ knowledge of and ability to select appropriate strategies, d) allows the child to
be actively involved in instruction, and e) allows for theorizing and instructional
development such as the creation of appropriate materials (p. 5). Implicit in this
metacognitive perspective and the strategies approach is that the researcher and the
practitioner have the licence to become involved with the whole student, a view consistent
with the new educational philosophy and no longer an exclusive domain of those involved

in regular education.

Summary

In this section the rationale for the adoption of the metacognitive approach with
students has been presented. This argument was made, first, because of the fundamental
theoretical departure this approach takes from the traditional conceptualization of learning

disabilities as a process-oriented problem and, second, because of the need to base research



on strong theoretical principles. Arguments related to theoretical models of reading, the

etiology of learning disabilities, and the philosophy of education were examined.

Components of Strategy Instruction

Although Chapter 2 will examine this topic in detail, an overview of the necessary
components of strategy instruction is presented here. Interventions that inform the students
about reading strategies, that provide self-control training to help them use strategies
effectively, and that build in motivational components to encourage extended use of the
strategies address many of the deficits characteristic of unskilled readers. Not only do these
methods provide direct instruction about what strategies are, how they work, why they are
useful, and when to and when not to apply them, but also they help students accept
responsibility for and take control of their own leaming. For students who exhibit
characteristics such as learned helplessness, and external locus of control, production and

mediation deficiencies, and deficits in self-regulation and problem solving, such strategies

appear particularly appropriate.

Instructional Programme

Scott Paris (1987) has developed several packages of strategies called Reading and
Thinking Strategies that utilize both the informed and self-control interventions mentioned
above. The lessons included in this package enable students to acquire tacit knowledge
about (a) the purpose of the reading task, and (b) how to select and use effective strategies
which promote comprehension. In addition to this informed aspect of the package, Paris
has included a self-control component in the structure of the lesson plans. Teachers are
instructed to encourage students to use the strategies actively and to demonstrate how the
self-controi component leads to successful task completion. They are to accomplish this by

modelling their own strategic thinking process while reading, giving guided practice with
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immediate feedback, and providing independent practice opportunities. The purpose of this
instructional component is to promote attitudes and expectations about reading that will
increase students' efforts and enjoyment. As outlined, increasing motivation has proved to

be equally as important a variable as knowledge about strategy use and strategy value

(Wong, 1988).

Results of ious R

In several large field studies, conducted with grade three and five students, Paris ot
al. tested the effectiveness of the strategies’ package (Cross & Paris, 1988; Paris, Cross, &
Lipson, 1984; Paris & Jacobs, 1984; Paris & Oka, 1986). Students were taught to analyze
the task, understand their purposes for reading, make effective plans, monitor their
understanding, and focus attention on the main ideas. Generally, results indicated that the
materials do increase strategy awareness and improve performance on comprehension
measures on specific populations. In particular, students at the grade five level, low in
reported strategy awareness and on performance on comprehensions measures, improved

remarkably after the intervention.

Descrintion of the Populati

Because this study focused on the use of this material with an LD population and
because current research literature lacks clearly defined guidelines for defining "learning
disabilities", it is essential that the criieria used to define the sample in this study be
clarified. While the complete and specific criteria are outlined in the methodology section of
this paper, generally, an LD student in this research was one who demonstrated a minimum
of 1.5 year discrepancy between academic potential and corresponding performance (as
recorded in psychometric reports for each subject). In addition, all students had a history of

academic failure in reading despite a demonstrated competence to decode at or just below

11



12

their grade level. As such, the specific subgroup being identified here was defined as

having a specific disability in comprehension as opposed to a more generalized reading

disability.
f ion

The present project was planned with the purpose of extending Paris' work to a LD
population of efficient decoders but poor comprehenders as a measure of the effectiveness
of the Reading and Thinking Strategies programme. Its purpose was to assess the
effectiveness of three modules out of the available nine to increase LD students' (a)
awareness of strategies, (b) use of strategies, and (c) comprehension of text. The rationale
used for selecting the three modules can be found in the section on materials. Specifically,

the research questions pertinent to this study were:

(a) Did the Reading and Thinking Strategies intervention affect LD students'

performance on reading comprehension tasks?
(b) Did the intervention affect LD students' awareness of strategies?
(c) Did the training transfer to comprehension measures of content area material?
(d) Was the training effect on comprehension measures maintained?
(e) Was strategy awareness related to measures of comprehension.
() Did the training affect students' reported strategy use?

(g) Did students' rating of their self-competence change after intervention?
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CHAPTER 2

Literature Review

hapter Qutline: Compon f Instruction

To develop thoughtful and independent readers, we need to pay attention to both
"skill and will" (Winograd & Paris, 1989, p. 32). This phrase captures the spirit of how
most researchers in cognitive and educational psychology characterize the components of
good strategy instruction. They conclude that developing skilled readers requires
inculcating in those readers strategy knowledge, metacognition about those strategies, and
the motivation to use strategies. In addition, researchers recommend building up readers'’
background knowledge. A strong knowledge base can make strategy use redundant
(Pressley, Snyder, & Cariglia-Bull, 1989; Wong, 1985a). While interdependent, the
components of "skill and will" in good strategy instruction can be discussed separately. In
this chapter, what different researchers have to say about the components of skill and will
and about the characteristics of good strategy instruction will be reviewed with the purpose
of showing how instruction that emphasizes equally "skill and will" can contribute to

developing the active, independent learner our education system hopes to produce.

The "Skill" of Learners

In this section several metacognitive models of learning along with supporting
pertinent research are presented. Each model will be examined to determine the components
that are important to proficient learning and, by implication, to skilled reading. In turn,
these components will be used to highlight the differences and deficiencies inherent in the
learning of LD students.

Flavell (1978), one of the early researchers in the field of metamemory, highlighted
the role that metacognition plays in enhancing learning. He defined metacognition as

"knowledge that takes as its object or regulates any aspect of any cognitive endeavor”



(p. 907). Rephrased, this definition refers to two types of activities: the knowledge
individuals have about their thinking and learning activities as well as those individuals’
appraisal about the compatibility between themselves and the learning situation. Flavell
characterized knowledge about cognition as having three interrelated and interactive

. components: person variables, task variables, and strategy variables. Person variables refer
to what an individual learns or believes about him/herself, about him/herself and others
relative to the world, and about universal principles. For example, a person's assessment
of his abilities in relation to a task influences what choices he/she makes in the execution of
that task. Task variables refer to the different parameters of a task. Knowledge of task
variables such as identifying whether reading is for understanding or recall requires an
individual to make different plans to complete the objective successfully (Brown, 1980).
Research that focuses among other things on students' knowledge of task variables
indicates that poorer and younger readers are unaware of the purpose of reading as a
meaning- getting activity (Reid, 1986). Consequently, they focus on decoding and believe
they are reading well if they can identify the words. The last component of Flavell's model,
strategy variables, refers to the plans one makes to accomplish a task. Derry (1989) helps
clarify this concept by distinguishing between a leaming tactic, an individual processing
technique one uses in the service of a plan, and a learning strategy, a combination of tactics
formulated into a plan. Knowledge of a variety of strategies and whether they are employed
to assist learning determine the efficiency with which the task will be executed. Not
surprisingly, therefore, good readers have been found to be more aware of the usefulness
of strategies than poor readers (Garner & Kraus, 1981-1982). However, while each of the
three parameters in Flavell's model were considered éepaJately, the model is not meant to
be a static one. How well a task can or will be completed depends upon the dynamics
existing among the different parameters. Using a situation-specific example, a panicky

person studying for a pop quiz who does not recognize or utilize the organizational
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structure of a text probably would engage inefficient plans to complete the task (Derry,
1989) and the results probably would reveal those dynamics.

Early descriptive research that elaborates on Flavell's model quizzed students of
various ages and found distinctive age differences regarding their knowledge of person,
task, and strategy variables (Myers & Paris, 1978). In this study sixth graders exceeded
second graders in sophisticated knowledge about specific strategies such as paraphrasing
and about the parameters of strategy use. While this study does not target LD students,
subsequent research suggests that LD students exhibit a developmental delay, acting
cognitively like younger, normally achieving children (Wong, Harris, & Graham, 1989).

Brown (1978) refers to metacognition as comprising twg interdependent clusters of
activities: knowledge about cognition and regulation of cognition. Knowledge about
cognition involves determining what skills, strategies, and resources are required to achieve
areading goal (Baker & Brown, 1984a). One's knowledge of the different demands of a
task, of various text structures, of appropriate fix-up or study strategies, and of his/her
own strengths and weaknesses all interplay to affect the learning outcome. This knowledge
is seen as stable because a person should be able to state certain facts about any of the
above four parameters under different conditions, as stateable because a person should be
able to discuss this knowledge, and as fallible because what a person bélicvcs may not
always be correct. It is also a late-developing skill with implications for how well a person
will be able to perform a task at any given time. On the other hand, regulation of cognition
is a capacity utilized to some degree by very young children. This concept refers to a
person's on-going ability to monitor the progress of a task in order to solve a problem. It
includes mechanisms such as checking the outcome in the course of problem solving,
planning the next step, monitoring its success, and testing, revising, and evaluating one's
strategies for learning (Baker & Brown, 1984b). Early studies (Brown & Smiley, 1977,

1978) examining patterns of retrieval-cue selection used by students to study folk tale prose
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passages reveal important age differences in their ability to regulate their learning. Given
several trials, college age students shifted their attention to units at lower levels of
importance to facilitate more complete recall. High school students lagged one trial behind
in reducing their target level and grade eight students tended to fixate on only one set of
cues across trials despite a change in their learning state. This example of the developmental
differences involved in utilizing this complex study strategy illustrates the interaction
between the various parameters of person, task, and strategy outlined earlier. Students
must know their memorizing capabilities, understand that the task requires gist recall, be
sensitive to the gradation of the importance of text information, and recognize that shifting
cue levels will facilitate more complete recall.

Many other studies have investigated the relationship between metacognition and
reading ability. In general, most studies demonstrate that young and poor readers report
less strategy knowledge and strategy use than older and skilled readers (Garner, 1981;
Markam, 1979) and that there is a modest but positive correlation between awareness and
measures of comprehension (Cross & Paris, 1988; Paris, Cross, & Lipson, 1984; Paris &
Oka, 1986).

The following study illustrated how age influences the relationship between strategy
awareness and comprehension. Wong and Wong (1986) gave metacognitive interviews to
above average, average, and LD intermediate students regarding vocabulary difficulty and
passage organization in relation to the ease of studying a passage. Results support the
relationship between metacognitive knowledge and leve! of reading performance-with
above average readers showing more sophisticated metacognitive knowledge about reading
than both other categories. Specifically, only above average readers both identified the role
the organization of a passage would play in study time and apportioned study time
appropriately. However, results challenge the assumption that LD readers have a total iack

of metacognitive knowledge about reading. Although they did not express awareness that



the passage with difficult vocabulary would require more study time, nevertheless LD
readers did apportion more time to it. While the effectiveness of the strategy employed in
this extra study time was not assessed, some strategy awareness was operating.

These findings equate with Swanson's viewpoint (1989). He characterized LD
students as inefficient strategy users rather than passive or inactive learners. His stance was
that LD students lack flexibility in their strategy use. Another study conducted by Wong
(1982) supported this conclusion. Gifted, average, and LD students were compared with
reference to their organization and self-checking in selecting retrieval cues that would assist
recall of story idea units. Results indicated that LD students had a less efficient plan than
gifted students, laboriously reading each idea unit rather than engaging in a sort and re-
check plan. The implication of this position that LD students are inefficient strategy users is
that strategy instruction should be directed at the executive processing level, helping
students to develop the ability to monitor and co- ordinate their strategic efforts.

Metacognition includes self-appraisal and self-management of one's thinking
wrapped in a blanket of affect according to Paris et al. (1984, 1986, 1988, 1989). Learners
need to have declarative, procedural, and conditional knowledge and the commensurate
capacity to evaluate, plan, and regulate. In the context of reading, this means that readers
need to know what strategies are (declarative), how to employ a specific strategy
(procedural), and when to use certain strategies and why they are effective (conditional).
Students also must evaluate the task and personal attributes, make strategic plans to reach a
goal, and monitor and redirect their efforts. As with Brown's (1978) and Wong's (1988)
models, however, the interplay of factors is influenced by motivation leading to either more
or less effective procedures.

Wong (1988) presented a learning model in which "skill" (Paris, 1989)
encompassed both a knowledge component, as outlined in Paris' model, and processing

capacity. Thus, it addressed both metacognitive and microprocessing components. While
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the model also addressed "will" (Paris, 1989), the motivational component will be
expanded upon more fully later. The first component of Wong's model emphasized
knowledge inculcation described as declarative knowledge, procedural knowledge, and
metacognitive knowledge. Declarative knowledge equated to "knowing that" and was
founded on the theoretical principle of schema. Schemata are networks of information
interrelating our personal knowledge. They are flexible, built up by prior knowledge and
modifiable through experience. Schemata regulates comprehension processing by allowing
us to construct or by causing us to modify our interpretations of events based upon what
we already know. Reciprocally, new experiences may cause us to reorganize our schemata,
our declarative knowledge. Procedural knowledge is this process of "knowing how".
Learners with sophisticated knowledge about a subject have a more well developed
network of schemata onto which to map new information. Extensive domain specific
knowledge even may compensate for a lack of aptitude. Students with extensive
background knowledge on a subject can compensate for low aptitude and perform similarly
to students with high aptitude on comprehension tasks (Borkowski, Estrada, Milstead, &
Hale, 1989; Walker, 1989). On the other hand, an impoverished knowledge base, often
characieristic of LD children, is reflected by incomplete and superficial schemata which
hinder retrieval of information, prevent inculcation of new learning, or disrupt the
establishment to problem solving routines (Glaser, 1984). However, students must
recognize the significance of background knowledge and utilize its benefits. Wong and
Sawatsky (1984) demonstrated the importance of the self-questioning strategy in activating
prior knowledge in a study designed to teach good, average, and poor readers sentence
elaborations. They modelled and demonstrated a set of five questions pertinent to good
sentence extensions. Results showed the effectiveness for both comprehension and recall.
The interactive nature among strategy use, background knowledge, and comprehension

highlights the need to attend to all these critical factors in instructional or research seitings.
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In addition to the knowledge component just outlined, Wong, like Brown (1978),
also emphasized the importance of the self-management component of metacognition. It is
the student's awareness and control of the critical factors of a task that in general determine
its outcome. Good readers, she pointed out, consciously and deliberately co-ordinate and
regulate their own knowledge, their learning activities, and the critical task to effect the
desired outcome (Wong, 1985b). As an additional component of the model, Wong
cautioned that unobservable but inferable processing operations such as coding and
rehearsing information must be addressed to determine how they might interact with
students' attempts to develop higher order cognitive processes. She asserted that
understanding how a student's ability deficit interacts with concurrent knowledge/strategic
deficits promises a more complete picture of a student's learning profile than addressing
each separately (Wong, 1985b).

Borkowski, Johnston, & Reid (1987) have developed a model which attempted to
explain the differences in problem solving abilities of LD and non LD children and, more
specifically, to explain general learning problems as opposed to specific LD. Based on the
theories of Sternberg (1987) which subtyped specific and general giftedness based on the
qualitative differences in componential functioning underlying special students’ problem
solving skills, Borkowski, Estrada, Milstad, & Hale (1989) proposed specific
classifications of LD. While Sternberg proposed that specific giftedness is due to advanced
componential functioning such as inference mapping, specific LD can be seen to relate to
deficits in decoding- automation skills. Whether associated with sensory processing
structures or immature knowledge-acquisition components, problems manifest themselves
in localized or narrowly defined weaknesses such as decoding deficits. Sternberg (1987)
further submitted that general giftedness results from superior metacomponential
functioning; that is, the executive control structure responsible for defining a problem,

selecting a strategy, allocating attention, and monitoring the solution. The parallel LD
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subtype was not specifically dealt with by Sternberg. However, Borkowski et al. (1989)
asserted that this subtype results from deficits in the same motivational-metacognitive
processes that define specific giftedness. Students with this profile show general learning
impairments across domains with accompanying motivational problems.

Borkowski et al. (1989) suggested that the metacognitive model is particulariy
suited to explaining this classification of general learning problems. The four parts of their
model include: Specific Strategy Knowledge, Relational Strategy Knowledge, General
Strategy Knowledge, and Metacognitive Acquisition Procedures. The components are
characterized as dynamic and interdependent. The following illustrates their relationship.
From repeated practice of a specific strategy, learners extract the attributes of a strategy
including its effectiveness and range of its application (Specific Strategy Knowledge).
Complete, prolonged instruction should facilitate the LD student's learning that strategy and
other related strategies (Relational Strategy Knowledge). Problem situations require the
student to select and monitor appropriate strategies from amongst a repertoire and to
compensate for incomplete strategy instruction by developing unique personalized
strategies (Metacognitive Acquisition Procedures: MAPS). Proficient learners are thought
to transform simple strategies into more efficient and powerful procedures by using higher
order rules to eliminate unnecessary or redundant steps (Chi, Glaser, & Farr, 1988).
Borkowski et al. suggested that sufficient successful experiences should lead the student to
believe in the usefulness of a strategic approach in learning and the utility of expending the
energy required (General Strategy Knowledge). They proposed that incomplete
development of the latter two components of this metacognitive model explains general
learning problems. Failure to develop executive processes (MAPS) despite ample evidence
that specific strategy knowledge can be trained (Borkowski & Varnhagen, 1984; Bos &
Filips, 1982; Swanson & Cooney, 1985; Swanson & Rhine, 1985) prevents the learning,

combining, and integrating of new information integral in effecting strategy transfer. In
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addition, failure to develop the conviction of the utility of strategies (General Strategy
Knowledge) may lead to maladaptive attributions or passivity (Torgesen, 1977). Wong
(1988) supported these conclusions in differentiating between students who utilize
strategies and those who are strategic. She stated that becoming strategic requires repeated
use of learned strategies over a long period of time. Through metacognitive feedback which
confirms the effectiveness of effort and consolidates strategic knowledge, strategy use is

maintained and becomes increasingly more proficient.

Summary

The preceding examples have demonstrated more how similar than dissimilar most
models of cognitive processing are. All have recognized the importance but limitations of
strategy knowledge. All have emphasized the crucial component of metacognition, the
executive control mechanism that delimits or activates that knowledge. Most have
addressed how different levels of background knowledge serve to empower, frustrate, or
make redundant active strategy use. In addition, recent models have all focused on how
motivation and attributions affect deployment of the process. The next section addresses

this component of "will".

" s "

Failure is a defining feature of almost all LD students. Their reactions to that failure
have far reaching implications both at the cognitive and interpersonal levels. To investigate
what effect failure has at the cognitive level and to determine how instruction can
circumvent failure and related motivational problems, this study will focus on the

attributional and motivational problems of LD students.

Developmental Analysis

There is evidence that from early childhood to early teens, children increasingly see
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intelligence, not effort, as limiting the utility of their efforts (Nicolls & Miller, 1984). In
childhood, intelligence is seen as malleable and limitless. Children develop a network of
beliefs about effort; commonly, that high intelligence is equated with high effort. But as
early as age thirteen, intelligence is seen as stable with only knowledge and skills amenable
to change through effort. In fact, high intelligence eventually becomes associated with low
effort and vice versa. Much of this change in perception is predicated on children's
becoming aware of the interplay between ability, effort, and task outcome through social

comparisons both in and out of school contexts.

The Vici o o  offi
LD children often enter a vicious cycle of failure. They come to attribute their failure
to lack of ability which decreases their effort and motivation, fulfilling their expectation
(Torgesen, 1980). Eventually, they interpret their successes as resulting from external
agents such as luck (Pearl, 1982) or the beneficence of the teacher (Marsh, 1986). They
also begin to construct theories of effort which may be erroneous or distorted (Elliot &
Dweck, 1988; Paris, 1989). Seligman's theory of learned helplessness (Abramson,
Seligman, & Teasdale, 1978) highlights many children's maladaptive reactions when faced
with repeated failure, high anxiety, difficult tasks, or low expectation of success. The belief
that they cannot control success and that effort is useless becomes generalized rather than
task specific (Butkowsky & Willows, 1980; Licht & Kistner, 1986). Consequently, poor
performances across many tasks may not reflect students' ability for those tasks but just a
decreased effort or an unsystematic problem solving routine brought about by anxiety or
negative verbalizations (Diener & Dweck, 1978). Even with students at the college level
who had developed sophisticated cognitive and metacognitive strategies, Pintrich (1986)
found that those students with high expectancy of success performed better than those with

low expectancy. In classrooms, students sometimes avoid seeking help because of the
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negative implications it has on their ability. They ccme to devalue academic achievement.
The next sections will examine in more detail how different models conceptr.ilize

motivational problems and what instructional variables can improve motivation.

Autribution Theory

Weiner (1979) developed a theory of attributions based on learners’ perceptions of
environmental conditions. He suggested that conditions are seen by learners as either
controllable or uncontrollable, stable or unstable, or internal or external. According to his
theory, combinations of these factors have implications for the LD student's motivational
style. When students who attribute their difficuities to uncontrollable factors learn to
attribute them to insufficient effort, lack of strategy knowledge, or inappropriate strategy
use, they are likely to persist in the face of difficult tasks. Relating both success and failure
to differences in effort and strategy use is recommended (Licht & Kistner, 1986). To be
motivated to learn, students must also consider ability as unstable and amenable to change.
However, Diener & Dweck (1980) pointed out that changing the attributions of low esteem
students may be difficult to accomplish. In a study that probed students about their
performance after success and failure, marked differences were found between mastery-
oriented and helpless- oriented children. While the former group was accurate in assessing
their performance, the latter group consistently underestimated success and overestimated
failure. Borkowski, Weyhing, & Carr (1988) also pointed out that retrained attributions
remain somewhat domain specific. They reason that diverse and prolonged intervention
may be required across domains to affect global beliefs. In addition to this approach,
research suggests that restructuring task parameters and assessment practices in schools

also may accomplish this goal (Stipek & Daniels, 1988).

n ivist Th
Paris (1989) outlined a theory of self-regulated learning that proposed a
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constructivist explanation for children's changing developmental perceptions and, often,
maladaptive attributions. In this theory, children are seen as "theorists”, continually
integrating information into existing schemata through a process of assimilation and
accommodation. The overall information input making up children’s theory of self-
regulation comes from four component theories: Self, Effort, Academic Tasks, and
Instrumental Strategies. These will be outlined in brief.

According to Paris, a child 's theory of self-competence (Self) develops due to the
interaction between "the external markers of competence and children's constructions of
their own ability" (p. 174). Subsumed in this theory are the components of ability, agency,
and control. A child's beliefs with respect to each of these three factors contribute to the
construction of his theory of self-competence. For example, there is evidence that as
children progress through school the increasing trend towards normative evaluation
through patterns of teachers' praise and through comparative grading dramatically alters
both their definition of the term "ability” (Stipek & Tannatt, 1984) and the sense of their
own abilities. Along with perceptions of ability, perceptions of personal agency, the
expectation that a person can achieve in a general sense given the means, and perceptions of
personal control, the expectation that a goal is attainable, also contribute to a child's overall
sense of self-competency.

Children also develop their theory of self-regulation from theories about Effort. The
observations outlined earlier regarding the interactive relationship between ability and effort
can be integrated into the principles of this theory. The theories children construct about
effort serve to preserve their feelings of self-esteem. Blaming their failure on low effort is
more palatable than admitting low ability. Concomitantly, they also calculate the
"cost/benefit ratios of effort” (p. 180) depending on their expectation of success and their
perception of the task’s value. Success with high effort becomes an indication of low

ability (Weiner, 1986).
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Children construct a theory of Academic Tasks that either aids or abets the
development of good problem solving strategies. Interpreting the goal of reading to be
decoding words, impedes the formation of comprehension strategies. Children search for
problem isomorphs and then may apply appropriate or, in an effort to minimize effort,
inappropriate procedures. In addition, the success or failure a child experiences on a
previous task may influence the value he places on a similar, new task. In order to preserve
feelings of self-esteem, the student may avoid the challenge the task represents.

A description of the declarative, procedural, and conditional knowledge that
children develop as part of their Theory of Strategies is outlined in the earlier section on
metacognitive theory. Paris emphasized that this knowledge and its metacognitive
component is developmental; strategic behaviour develops with opportunity over time. He
also points out that strategic behaviour and children's theories of self-competence, effort,
and task are co-dependent.

While the outcome of Paris' incremental, interactive theory construction is positive
for many children, for others it is destructive. Proposals on how to restructure students’
"skill and will" in order to develop the independent learner are multi- faceted. Paris and
other researchers suggest that not only experiencing success but also coping with failure is
a prerequisite to a self-regulated learning style (Chapin & Dyck, 1976; Paris, 1989).
However, Paris (1989) asserted that both success and failure must be accompanied by
insight. Failure generates disequilibrium and an opportunity to exercise coping
mechanisms but these must be within the child's knowledge repertoire. Wong (1988)
suggested that teaching students to analyze their own learning obstacles concurrer:tly with
teaching problem solving strategies promotes in students metacognition about themselves
as learners as well as about the learning process. Engendering in children this belief of self-
efficacy and control contributes considerably to a self-regulated learning style as has been

shown. A model of instruction formulated to ameliorate the maladaptive theory structure of
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LD students by providing them with insight into how strategies develop successful learning
will be presented later in this chapter.

Although Pintrich's research (1987) used college students in his sample, his
findings reinforce Paris' (1989) work and have implications for both research and
intervention with LD students. Pintrich investigated the influence of four motivational
factors: students’ goal orientation (intrinsic vs extrinsic), the task value, and two
expectancy factors (the expectancy for success and control beliefs). He defined extrinsic vs
intrinsic orientation as the difference between a task being performed for external rewards
(e.g. grades, social rewards) vs for reasons of challenge or mastery. Task value indicates
both interest in and relevance of the task. Control beliefs reflect the students' assessment of
the interplay between ability/effort and performance. As with some LD students but unlike
students with high control beliefs, students with low control beliefs were convinced that
their good performance reflected luck or ease of the task. Expectancy for success refers to
students’ belief that they can succeed given the means. In general, the results of the
research demonstrated the interplay of strategy knowledge and metacognition with
motivation. Not only did high strategy use and high intrinsic motivation lead to high
performance but that the two variables were positively correlated with each other. A similar
pattern of results was obtained for each of the other three motivational factors.

Research by Alverman and Ratekin (1982) investigating the relationship between
perceptions of proficiency and strategy choice supported this conclusion. These
investigations found that students with perceived low reading proficiency choose more
"passive” strategies like rereading or reading carefully than high proficiency students who
chose active strategies such as paraphrasing, identifying main ideas, and responding
personally. Given the findings of these studies and what we know about LD students'
failure-related problems including passivity and attributions, a simultaneous emphasis on

strategies, metacognition, and motivation is a requisite for good instruction (Wong, 1988)



Atributional Retraining

Borkowski et al. (1986, 1988) concur with other researchers in assigning
significant importance to motivational states in the acquisition and maintenance of strategy
use. The outline of their "Good Strategy User” model presented earlier demonstrates this
position. While they downplayed the importance of different conditions in training (number
of sessions, interplay of dialogue, etc.), Borkowski et al. (1896, 1988) emphasized the
importance of the students' beliefs about their instrumentality. A study with hyperactive
boys designed to assess maintenance of strategy knowledge and attributional beliefs (Reid
& Borkowski, 1987) compared an Executive condition (strategy instruction plus self-
control programme), an Executive Plus Attribution condition (strategy instruction plus self-
control programme plus training on antecedent and programme- generated attributions), and
a Control (strategy instruction). Results indicated significant improvements in performance,
strategy use, and attribution effects for the Executive Plus Attribution treatment condition.
Long term maintenance of general strategic knowledge and appropriate attributions was
effected after 10 months in the combined treatment condition only. In the Executive
condition, which did not include attribution training along with the self-control training,
minimal changes in attributional beliefs were effected. Moreover, Reid and Borkowski
(1987) cautioned that changes brought about in the Executive Plus Attribution condition,
although long term, were relatively domain specific with attributions regarding math self-
concept not correlated with reading self-concept. Borkowski et al. (1986) recommended
four principles integral to effective attributional retraining including; a) retraining needs to
be intensive, prolonged and consistent, b) the initial focus should generally center on task-
specific beliefs, c) the strategy-based effort/performance link should be demonstrated and,
d) instruction simultaneously should include information on specific strategies,

metacognition, and motivational components. They suggested that these combination of
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features will engender the "purposeful, deliberate actions that constitute the heart of the

educational enterprise” {p. 136).

Summary

Researchers have concluded that instructional practices and failure experiences can
have a very uebilitating effect on the motivation of students to learn. The low self- concept
that results from these factors perpetuates the failure prophesy. Passivity or unstrategic
learning styles become defining characteristics of these failing students. How to address
this motivational factor will be a focus in the next section on the components of good

instruction.

In ion

From the theory and research outlined in this study on learner "skill” and learner
"will”, a number of principles can be extracted upon which to base the foundations of good
instruction or intervention. Information should be provided about strategies, metacognitive
variables should be addressed, background knowledge should be enriched, and attributions
should be appropriately constructed or altered. As stated in previous sections, the purpose
is to enable a child to become an independent problem solver and self-regulated learner.
Several issues pertaining to the training method will now be outlined with the components

of good instruction concluding this section.

One issue related to strategy instruction concerns whether to teach domain specific
or executive strategies. Specific strategy instruction involves content specific strategies
such as tne one designed by Dansereau (1985) to teach a text processing strategy to
students. Using the acronym MURDER, students set the Mood to study, read for
Understanding, Recall the ideas, Digest the information by cormrecting recall and amplifying
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it, Expand on the information, and Review mistakes. On the other hand, Raphael &
McKinney (1983) developed a question-answer routine (QAR) that exemplified a more
content free approach. They taught students to identify text-explicit, text-implicit, and
script-implicit information in passages. No evidence that metacognitive information was
included in or essential to the process was provided. In addition, Deschler, Alley, Warner,
& Schumaker (1981) advocated teaching a core group of strategies and have developed
instructional packages that promote a variety of memory and comprehension skills such as
paraphrasing and self-questioning. Other, more self-regulating, metacognitive strategies are
also examples of this strategic approach. In many research or intervention designs,
executive control functions include the self-regulatory processes such as planning,
checking, and monitoring used by successful learners. Specifically, the self-questioning
paradigm has proven particularly effective in developing this type of strategic processing
(Wong & Jones, 1982). In this study, questions were used to monitor or check on the
outcome of the learning situation. However, while general, content free strategy instruction
promotes use across domains, it may not address the idiosyncratic problem solving
requirements particular to different domains. As such, most researchers recommend
including both types of strategy instruction (Borkowski et al., 1989; Pressley et al., 1989;
Wong 1985a). Domain specific strategies facilitate the development of a knowledge base
and appropriate skills in a domain. However, because these strategies are bound by the
content, executive strategies should complement the instruction to generate transfer. A more

elaborated look at this issue will now be provided.

The Heart of the Matter: Maintenance and Transfer
As emphasized, the main objective of cognitive training is to produce independent
learners. Research has shown that in "blind' studies where students were taught only

declarative knowledge about a particular strategy or set of strategies, they sometimes failed
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to learn them, failed to perform them independently, or failed to transfer them to similar
learning situations (Brown, Campione, & Day, 1981; Brown & Palinscar, 1982). In this
learning situation, the trainer oversees the strategy use, guiding the student through all
phases of the learning task. In "informed' studies where students received information
“concerning the significance and outcome of these activities and their range of utility"
(Baker & Brown, 1984b, p. 381), strategies were learned but not transferred to other
domains and not maintained over time. Research demonstrates the superiority of this
approach over "blind" training. Paris, Newman, & McVey (1982) trained two groups of
students to categorize lists for subsequent recall. One group received no elaboration on the
usefulness of the training procedure which included grouping, labelling, and cumulative
rehearsal: the other group received elaboration. The informed group performed better on the
task both in immediate and maintenance tests. In "informed, self-control” studies where
students were given additional explicit metacognitive instruction in the orchestration,
checking, and monitoring of these skills, both strategy maintenance and transfer were
effected. Research, conducted by Day (1980), trained junior college students to use a
variety of rules for summarizing texts. Only the informed self- control condition improved
LD students’ use of the rules. In this condition, students learn for themselves the value of
strategy use. As has been pointed out, understanding and accepting the usefulness of being

strategic has implications not only for transfer but also for students' attributions and

motivation.

1 In
Strategy instruction is based on an "expert model" assumption. If successful
learners employ a skill in the process of learning, then teaching that skill to unsuccessful
learners, deficient in it, should cause the unsuccessful learners to show improved

performance (Garner, 1987). Whether because of lack of knowledge, ineffective cognitive



processing, or both, unskilled readers do conform to the outline of a strategy-deficit model.
While what to teach to these learners has been addressed throughout this paper, how to

teach them will now be presented.

Direct Instruction

Direct instruction has been supported by many researchers as embodying the
principles most effective in cognitive instruction (Garner, 1987; Paris & Oka, 1989;
Pressley et al., 1989; Schumaker, Deshler, & Ellis, 1986; Winograd & Paris, 1988; Wong,
1985a). In general, direct instruction informs the students what they need to know and then
guides them through the process of acquiring that information. Instructors clearly outline
the objectives of the lesson and develop a step by step procedure for explaining and
demonstrating fundamental principles to students. Instructors provide guided practice in
applying strategies to reading assignments, give feedback on strategy use, and fade support

to encourage self-regulated leaming. These components will now be outlined.

Direct Explanation
In direct strategy instruction, instructors provide declarative, procedural, and
conditional knowledge about strategies. That is, students are taught what strategies are,
how to use them, when they are and are not useful, and why they should be used. Students
are also taught the metacognitive strategies of planning, monitoring, and checking. In that
way both specific and general strategy instruction address the needs of leaming within and
across domains. Duffy, Roehler, Meloth, Vavrus, Book, Putman, & Wesselman (1986)
outline four characteristics of effective direct explanation. First, direct explanation makes
covert thinking accessible providing the opportunity for discussion. Second, it enables
students to develop a problerm-solving approach to reading. Next, it provides explicit, clear
explanations regarding the critical features of a strategy while students are engaged in

meaningful reading. Last, it ensures that the complexity of the material increases according
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to the individual learning capacity of the student. Winograd & Hare (1988) also emphasized
that effective teachers increase students' awareness of strategies by providing information
on strategy knowledge, utility and application. Moreover, they promote strategy use by
modelling their thinking processes on specific tasks and by engendering an attitude of self-

assessment.

Teacher Modelling

Teachers initially model their own strategy use for students providing a clear
rationale for employing them. Schunk (1987} asserted that modelling is an effective
instructional technique because it concurrently imparts information about the worth of using
strategies while demonstrating the process. Students who believe they can imitate the model
increase their sense of self-efficacy and their motivation to learn. Brophy (1983) concurred,
advocating that modelling the cognitive benefits of learning can be instrumental in
developing intrinsic motivation in students who are used to working for extrinsic rewards.
Pressley et al. (1989) interpreted the value of modelling to be its potential to create a
“strategic environment in the classroom" (p.21), promoting acquisition and maintenance of

both specific and general strategy knowledge and promoting a self-regulated learning style.

ided Practice and F k

Effective direct instruction also provides ample opportunities for guided practice of
the steps of a strategy and for teacher feedback until a mastery level is attained (Schumaker
et al., 1986). Although feedback can be corrective, Schunk & Rice (1987) emphasized the
importance of attributional feedback along with multiple sources of strategy value
information. In the first of two experiments to investigate whether information about
strategy use affected remedial readers' self-efficacy and comprehension, they found that
both general and specific strategy value information was needed to improve self-efficacy
and comprehension. In the second experiment, only the verbal feedback plus specific
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information condition improved the dependent variables. While they tested effort
attributional feedback that linked students' successes with increased efforts, Schunk &
Rice (1987) stressed that additional research is needed on various types of strategy

effectiveness feedback to gain valuable knowledge about maintenance and transfer.

In nden

Students need adequate amounts of independent practice as the culminating step in
developing a self-reguiated routine. In this step, responsibility for determining strategy use
should be transferred to the student from the instructor. Students need to monitor their
progress and choose from an array of inculcated strategies those that suit his/her needs or
learning style (Swanson, 1989). It is at this step that the flexible employment of strategy

use will be tested.

General Recommendations

Researchers provide several other general recommendations to promote strategy use
and strategy transfer. Current strategy instructions focuses on teaching a few strategies well
(Duffy et al., 1986; Duffy, Roehler, Sivan, Rackliffe, Book, Meloth, Vavrus, Wesselman,
Putnam, & Bassiri (1987); Schumaker et al., 1986) rather than many superficially. In this
way enhancement of appropriate use of the strategy may result. To promote transfer,
researchers recommend providing students with multiple exemplars for a particular strategy
and incorporating strategy instruction into content areas (Paris & Oka, 1989). As Pressley
et al. (1989) emphasized, strategy instruction should be incorporated into on- going reading
instruction and not be taught as a separate entity. Strategies should augment enjoyment in
reading and be employed when, and if, required. Also, Paris (1989) recommended the
scaffolding of instruction which includes the components of direct instruction and more.
Teachers must engage the interest of the child, keep the child focussed on the goal, and
control the task demands so that the child's stress is reduced. After providing an idealized
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model for the child to imitate, teachers gradually transfer control for iearning from the
themselves to the student. The objective of this process is to promote autonomy in the
students by making them responsible for their own learning. In addition, non-competitive
models of education such as co-operative learning are also being proposed to increase the

motivation and restructure children's goals for reading (Winograd & Johnson, 1987).

Reading and Thinking S .
Paris has developed a comprehensive programme of strategy instruction called
Reading and Thinking Strategies based on the principles of metacognitive theory,
attributional theory, and direct instruction. This programme was developed as a series of
kits with lower intermediate, upper intermediate, and junior high school students as the
target populations. Each kit is comprised of nine lessons based upon a metaphor. Paris
(1988) contended that utilizing a metaphor to explain a strategy helps students relate new
information to an established schema which develops more integrated knowledge. He
purported that the metaphors not only inform and communicate, but also provoke and
entertain. Each metaphor is presented by means of a large, colourful poster which
illustrates the interaction between the strategy and the metaphor. For example, the executive
strategy contained in lesson one of the upper intermediate kit is based upon a building
metaphor, "Blueprints for Reading." This strategy teaches students that they construct
meaning when they read. Students learn that just like builders who use plans requiring
activities before, during, and after construction, so skilled readers develop plans for
reading that require using strategies throughout the reading process. The remaining eight
lessons in this kit, as in the others, target specific reading strategies and introduce students
to various leaming tactics. Group discussions about strategic reading are designed to
stimulate and share ideas, raising the profile of meaning-getting vs decoding as the purpose

of reading. The lesson plans which accompany each lesson follow the informed, self-



35

regulated learning format. The direct instruction principles outlined earlier guide the process
with the objective of developing independent, strategic learners. Students learn declarative,
conditional, and procedural information about strategies. Teachers model the metacognitive
approach to reading and provide motivational feedback to students about the effectiveness
of effortful learning. Paris (1989) characterized this approach as a system which manages
"personal cognitive resources” (p. 32) rather than workbooks. Accommodation is made
within each lesson to bridge the principles to curriculum or content-based material. Paris
(1989) stressed that metacognitive instruction should not become an objective in itself but
should play only a functional role by helping students to fully appreciate the content of
interesting material.

Several studies have been carried out using the Reading and Thinking Strategies
programme. Paris and Jacobs (1984) and Paris and Oka (1986) tested this programme,

formerly named Informed Strategies for Learning (ISL), in field studies using populations

of third and fifth grade students. A metacognitive interview and multiple measures of
comprehension including the Gates MaclInitie Reading Test, a cloze exercise, and an error
detection task were used as dependent measures in the former study. In the latter,
reconstructed measures of awareness were developed and a measure of self-competence
added to the comprehension tasks. Generally, results indicated that awareness of strategies
could be improved through instruction and that there was a modest relationship between
reading achievement and awareness. Additionally, while all students benefitted from the
intervention, there were age and ability differences. In a re-examination of the data using
cluster analysis, Cross and Paris (1988) confirmed this finding concluding, first, that there
was a general trend for metacogniticn to become more congruent from 8 to 10 years of age
and, second, that instruction benefitted almost all profiles of students but had its greatest
effect on the poorest readers at the grade five level. In the Paris and Oka (1986) study the

interaction between self-assessed measures of competence, reading achievement, and
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motivation were highlighted. While studenats who accurately assessed T overrated their
abilities were shown to use the strategies only those with accurate perceptions
demonstrated improved performance. Those students who underestimated their competence
neither used the strategies nor demonstrated improved performance.

Rottman and Cross (1990) augment taese findings in a study using a modified form
of the ISL. Their "Defensive" group, those LD students with low to average knowledge
and awareness of strategies but very high perceived competence, made the biggest
improvements in reading achievement. However, one cluster in the Rottman and Cross
study that had no analogous group in the Paris and Oka (198€) study also made significant
improvement. Named the "Realistic” group, it had low to average knowledge and
awareness with an appropriate perceived self-competence. Their "Pessimistic” group, those
with high to average knowledge and awareness of strategies but low to average perceived
competence, was the only one to make no improvement. Rottman and Cross (1990) posited
that the motivation usually generated by this programme promoting learning may not have
affected these students. However, the success of the programme with most LD students in
this study may have resulted from the goal-oriented focus of the strategy instruction.
Students are taught to read for different purposes, activate background knowledge, focus
on important text elements, monitor their progress, flexibly engage strategies, and be a
critical, appreciative audience. In short, the programme addresses most of the strategies

unskilled readers lack and demonstrates in the process that an effortful approach will

improve learning.

Summary

In this chapter the components critical to effective learning have been reviewed: the
"skill” that skilled learners must possess; the "will" that ensures active engagement of

strategies; and the instructional design that addresses both of these two variables. Each
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component has been presented with supporting research. Research focusing on "skill" has
demonstrated the important and necessary interdependence among declarative, conditional,
and procedural knowledge about strategies in effective learning. It has underscored the
critical role played by metacognition to plan, monitor, evaluate, and restructure the learning
process. Research focusing on "will” has highlighted the effects of maladaptive attributions
and debilitating self-concepts on student learning. Most importantly, research focusing on
instructional design has identified effective instructional methods that can re-orient
unskilled learners' reading processes and self-concepts. Moreover, related field research
has shown how this study's intervention programme, Reading and Thinking Strategies,
which incorporates the recommended components, has been effective in promoting strategy
knowledge, strategy use, and improvement in comprehension measures.

In the following chapter, an outline of the population, design, materials, measures,

and procedures used to effect this study will be presented.



CHAPTER 3
Method
Subjects

The sample for this study consisted of 19 grade six and 20 grade seven students
classified as learning disabled (LD). All students werc mainstreamed but each had received
some instruction in either a resource room or a learning assistance centre. Students came
from six schools located in the Coquitlam School District. This district is comprised of
middle to lower-middle class socio-economic strata. From a population of 49 elementary
schools, a sample of 6 schools was drawn and these schools were assigned randomly to
one of two treatment groups. Three schools were considered to be the maximum number
that could be included in each group due to the scheduling considerations arising from the
intervention instruction. Only schools ewrolling at least 30 grade six and 30 grade seven
students were considered because only schouis of this size would be likely to yield enough
subjects conforming to the sample definition. An inquiry conducted prior to including the
selected schools in the sample determined that no formal strategy instruction had been
presented to the students in those schools.

Once the schools had been identified and permission to conduct the research had
been obtained from the school principal and the teachers involved, a sample of 3 and/or 4
grade six and 3 and/or 4 grade seven subjects, fitting the criteria, were chosen by the
researcher with the assistance of each school counsellor. A total of 39 students could be
identified. Because sex differences in studies of informed and self-control training has not
been observed (Wong & Jones, 1982) and as unequal distribution of males among disabled
readers is well documented, no attempt was made to balance for sex. An information letter
was sent home with each selected subject summarizing the purpose of the study and

requesting permission from parent(s) or guardian(s) for their child to participate. All
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39
parent(s) or guardian(s) gave written consent. Students were interviewed separately,
informed of the purpose of the study and the level of participation required, and were asked

for their verbal consent. All agreed.

Learning Disabled Sample
All 39 students were identified as learning disabled (L.D) consistent with the criteria

outlined by the Coquitlam School District which are as follows: a) Intelligence quotients in
the average or above average range as measured by the Weschler Intelligence Scale for

~ Children-Revised (WISC-R, 1976; b) academic reading retardation of 2 or more years
below grade level as measured by the Woodcock Johnson Reading Test (1984); ¢) absence
of any other handicapping condition such as vision or hearing impairment or English as a
second language. While manifesting reading comprehension difficulties, all students in this
study were required to demonstrate decoding ability no more than one year below grade
level to eliminate decoding problems as a confounding variable when assessing
comprehension. Specifically, the subjects were assessed on the graded isolated word list in
the Jerry Johns Basic Reading Inventory (Jerry Johns). Thirty-four Ss decoded at grade
level and five read up to one year behind grade level. To support the conclusions based on
the test results, discussions with school counsellors revealed that each student was
demonstrating difficulties in Language Arts and content area subjects and that many were

expressing frustration about their school work.

Group 1
The original LD sample in Group 1 consisted of 11 grade six students (range 10

months: from 10 years 10 months to 11 years 8 months) and 9 grade seven students (range
10 months: from 11 years 9 months to 12 years 7 months. One grade six student and one
grade seven student were dropped from the sample just after the pretests when they were
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transferred to other schools. WISC-R scores for this group ranged from 87 to 109.

Percentile rankings for the Woodcock Johnson Reading Test ranged from 8%ile to 21%ile.

Croup 2
The LD sample in Group 2 consisted of ten grade six Ss (range 7 months: from 10

years 9 months io 11 years 4 months) and nine grade seven Ss (range 8 months: from 11
years 11 months to 12 years 7 months). One grade seven student was dropped from the
sample before the conclusion of the pretests when he transferred to another school. WISC-

R scores for this group ranged from 86 to 105. Percentile rankings for the Woodcock
Johnson Reading Test score ranged from 6%ile to 23%ile.

Experimental Design

Intervention Period 1
Expenimental Group 1, An experimental, replication design was chosen for this
study. See fig.1. During a 12 week period (Intervention Period 1), from September to

December, 19 LD students from the three schools (Experimental Group 1) received
pretests, instruction on using reading comprehension strategies from Reading and Thinking
Strategies Kit (Level 5/6) (Paris, 1987), and posttests. Pre- and posttest data, consisting of
both formal and informal measures and self-report interviews, were collected during the
first and last two weeks. Intervention instruction was carried out three times per week for
23 lessons during which time data from four teacher-constructed comprehension probe
tests and interviews with students on their self-reported strategy use were also collected. To
measure transfer, two teacher-constructed comprehension tests using content area material

were given: one during the posttest and one three weeks following the posttests. Also, to
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measure maintenance of sirategy use, two teacher-constructed comprehension tests were
given accompanied by a measure of strategy recall at the three and six week period after
posttesting.
Control Group. Concurrently, during the pretesting and posttesting periods in
Intervention Period 1, data from two of the measures (Gates-MacGinitie Reading Test
(Gates) and Jerry Johns Basic Reading Inventory (Jerry Johns) were collected from 19

additional students from the other three schools. This group received traditional classroom
instruction using basal readers from their classroom teachers and/or modified materials
from special education teachers. No classroom was utilizing any programme of strategiy
instruction. Having received no strategy instruction between testing periods, this group

functioned initially as the Control Group.

Intervention Period 2
Experimental Group 2. Subsequently, from January to April, the original Control

Group served as Experimental Group 2 receiving a replication of the intervention
conditions afforded Experimental Group 1. Using a replication design satisfied the ethical
dilema of withholding instruction from students who might benefit from it .

All pretests, with the exception of the Gates, were administered. The prior use of
both forms of the Gates and Form A and Form B of the Jerry Johns to establish this group
as a control precluded their re-use. However, Form C of the Jerry Johns was included in
the posttests of Intervention Period 2 as a repeated measure of comprehension. During this
replication period, all other intervention and posttest routine. from Intervention Group 1

were followed.

Frotocol

The researcher was responsible for all levels of data collection and instruction.
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Detailed scripted lesson plans were developed to ensure consistency among schools and
between Group 1 and Group 2. Pretest and posttest interview data that outlined general
knowledge about strategies was collected by means of portable cassette recorders.
Interviews that detailed reported strategy use following the comprehension probe tests were
ranscribed directly by the researcher. All additional measures were obtained by means of
paper and pencil tests either in a small group setting or on an individual basis. A random

sample of all tests was marked by a colleague and reliability measures were calculated.

Materials

Pretest and P M

Students were assessed with a battery of tests chosen to determine their reading
comprehension and strategy knowledge and/or use. Following is an outline of these

measurcs.

Reading comprehension measures, (1) Gates-MaclInitie Reading Test (Canadian
Edition: 1980): This test was administered to each group to obtain a standardized measure
of subjects’ reading comprehension abilities. This test was chosen because it is a group
administered, normatively referenced test of both vocabulary and comprehension which
yields raw, percentile and extended scale scores. The Vocabulary subtest measures
students’ word knowledge and the Comprehension subtest measures students' ability to
answer quesiions about text information they have read. Equivalent forms of the test were
used for each grade level. Level D (Form 1) was given to Grade 6 students and Level E
(Form 1) was given to Grade 7 students for the pretest in September. Form 2 of each

respective level was given for the posttest in December. The T-scores for the vocabulary



and comprehension subtests are reported here as well as the total T- scores combining both
vocabulary and comprehension scores. T- scores were chosen because they represented
equal units and could be used to interpret scores across grades and across forms. Scores
for the pretest were based on the norms calculated for the Fall; scores for the posttest were

based on norms calculated for Mid-year. This was deemed to be a stringent measure of any

comprehension increase.

(2) Jerry Johns Basic Reading Inventory (1986): This test contains three forms (A,

B, and C) each consisting of graded word lists and graded reading passages with
accompanying comprehension questions. The word lists were based on basal and
frequency lists. Students read as many lists as possible until they reached their instructional
word recognition level (95-97% of words read correctly). The passages were graded on a
"readability” basis which determines the reading level based on a combination of sentence
length and word difficulty. Students read orally from the passages and responded in a "no
lookback" format to ten questions. Literal, inferential, evaluative, and vocabulary questions
are included in each set. After administration of tests at several grade levels, an instructional
level for comprehension was established for each student. The last grade level at which the
student scored 70% or above was considered to be the student's instructional level. Form A
was given to both groups as a pretest in September and Form B as a posttest in December.

In May, Form C was given only to Group 2 as a repeated measure of comprehension.

(3) Cloze Passages: Graded cloze passages were chosen to obtain a third measure
of reading comprehension. See Appendix 1. A cloze exercise is one in which every fifth
word has been deleted from each sentence (except the first and last sentences which remain
intact). The readers' tasks are to infer and supply the missing words based on their

knowledge of; a) syntax, b) the context of the passage, c) its word patterns and
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frequencies, and d) the style of the author. Cloze exercises requiring students to supply the
missing words rather than chose from a multiple choice list were chosen for this study
because these exercises require students to construct the meaning of the passage. The high
level cognitive processing abilities required to make these inferences are thought to be
critical to reading comprehension (Hosseini & Ferrell, 1980).

Two different levels of the cloze passages were selected (one for each grade) and
different forms were used for the pretest and posttest The passages used were two grade
levels behind students’ age grade to approximately match their assessed comprehension
levels. Pretest passages for Grade six students contained 35 blanks and those for the grade
seven students contained 39. Posttest passages contained 37 and 42 respectively.

Entries were scored as follows: a) 2 points were awarded if the original word was
supplied, b) 1 point was awarded if the word supplied was inexact but either syntactically
or semantically correct and, ¢) O points were awarded for an inappropriate word or if the
blank was not filled in. Although a more stringent method of only awarding points for
exact words is sometimes adopted, the method chosen was deemed to follow more closely
the theoretical foundation of the test as outlined above. Moreover, Paris (1984) also

reported a high correlation between the two methods (r=.90) (Paris & Jacobs, 1984).

(4) Teacher Made Tests: Teacher made comprehension questions were developed
from graded curriculum material. See Appendix 2. The material chosen consisted of intact,
400-500 word passages. Three multiple choice text explicit and three multiple choice text
implicit questions were taken from the questions following each passage and two script
implicit questions requiring sentence answers were developed by the researcher. The use of
the multiple choice format reflects research which suggests that assessment of reading
comprehension requiring English production skills may not be valid for LD readers

(Davey, 1987). However, as the open ended script implicit questions require the opinion
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and personal experience of the reader, no alternative method was deemed viable for these
types of questions. Students were given two passages two grades below grade level (at

approximately comprehension level) at both the pretest and posttest.

Strategy awareness measures.(1) Index of Reading Awareness IRA): This 20 item,
multiple choice survey (See Appendix 3) from Reading and Thinking Strategies Kit (Level
5/6), [Paris (1987)] was used to determine students' awareness of reading strategies.
Questions and possible answers included in this survey were developed from "The Reading
Awareness Interview" (Paris &Jacobs, 1984) which assessed children's metacognitive
awareness about reading in three different areas: evaluation of the task difficulty and of the
reader's own abilities; planning to reach a goal; and monitoring progress towards the goal.

The importance of the three kinds of knowledge in descriptions of children's metacognition

is documented by Brown (1978).

2. Metacognitive Interview: A scripted interview was taped during pretesting and
posttesting. The purpose of these interviews was to determine students' reported strategy
knowledge, reported strategy use, and measures of self-confidence about their reading
abilities. A probed interview format was used (Duffy, Roehler, Sivan, Rackliffe, Book,
Meloth, Vavrus, Wesselman, Putman, & Bassiri, 1987). Students were asked five
standard questions focusing on one of the objectives above. During and after students'
answers, one or more probe questions were used to determine if the students could tell any
more or clarify a detail. In analyzing the interview data for the first four questions,
students’ answers were first transcribed and then divided into thought units that represented
a reading process or strategy. A numerical value then was assigned based on the level of
metacognition expressed. Next the mean number of thought units in each numerical value

were calculated and then converted to percent. Finally, pre and posttest differences were



analyzed. In analyzing Question 5, students ratings on a Likert scale were totaled, a mean

determined, and then a percent assigned to each rating. Pre and posttest differences were

analyzed as with the other questions. Below is the list of five questions asked each student.

The description of the assessment criteria used for each and examples of answers that
would qualify for that value can be found in Appendix 4.
Question 1: What do good readers do when they read?
Question 2: What do you do when you pick up something to read?
Question 3: What do you do when you come to a word you don't know?
Question 4: What do you do when you come to a sentence you don't know?
Question 5: This list of words can be used to describe how people feel about the
kind of reader they are (very good, good, satistactory, fair, and poor).
Which one would you say you are? Does that describe how you

understand stories or how you read the words?

Probe Test Measures

A measure of reading comprehension and an interview to determine strategy

knowledge and strategy use was given four times during the intervention. Following is an

outline of these.
Reading comprehension measures, Teacher made comprehension questions from

graded curriculum material. See #4 in Pretest and Posttest Measures: Reading
Comprehension in the Materials section for a complete description of these tests. One

passage was administered each time.
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Strategy use interviews, Scripted interviews were taped following the completion of
the four comprehension probe tests given during intervention. The purpose of these
interviews was to determine what strategies the students reported they were using and to
ascertain how they felt these strategies helped them to understand the passages. Also,
students' attention was drawn to the relationship between strategy use and comprehension

scores to provide motivation for further effort and as such these interviews served as an

instructional as well as a testing tool.

Measures of Maintenance
Tests to determine the durability of the intervention were given at three and five

weeks following the posttests. See Appendix 5.

Reading comprehension measures, Teacher made comprehension questions from
graded, curriculum material. See #4 in Pretest and Posttest Measures: Reading

comprehension measures in the Materials section.

Measures of Transfer

As an indication of the success of the intervention, reading comprehension
measures were given based >n passages drawn from curriculum material. See Appendix 6

for texts and tests.

Science, Passages from science curriculum material were selected and
comprehension questions developed to follow the format of the Teacher Made Tests. An
outline of these questions can be found in Pretest and Posttest Measures: reading
comprehension in the Materials section. Grade 6 students were tested on a 400-500 word
passage from the grade 4 textbook, Grade 7 students were tested on a 400-500 word
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passage from the grade 5 textbook. These passages were chosen because they were trom
recommended material which was approved for classroom use but unlikely to have been
selected over the designated material. The respective levels of difficulty were chosen
because they were consistent with the other testing material. However, the vocabulary was
not controlled. Students were tested on this material immediately following the compietion

of the posttests.

Social Studies. Passages from the social studies curriculum were selected on the
same basis as outlined for the Science material and questions followed the same format.
Testing was administered concurrently with the first maintenance test, three weeks
following the completion of the posttesting. While some confound could be expected
between transfer and maintenance factors due to the considerable administration interval
between the two tests, the researcher felt that students’ normal scheduling should be

disrupted as little as possible once it had be resumed.

Pretest Data Collection

Collection of pretest data occurred during two time periods to allow Group 2 to
function first as a control and next as an experimental group. To differentiate the different
conditions brought about by this overlap of functions, the designation "Intervention Period

1" will be used for the months September to December and "Intervention Period 2" will be

used for the months January to May.



Intervention Period 1, Pretest data for the Experimental Group (Intervention Group
1) and the Control Group (Group 2) were collected over a two week period in the last two

weeks of September. While Group 1 received all pretests shown below, Group 2 received

only the Gates Mac-Initie Reading Test (Gates) (Vocabulary and Comprehension) and the
Jerry Johns Basic Reading Inventory (Jerry Johns). All testing sessions were scheduled

for approximately 40-50 minutes allowing for distribution of materials and providing

instructions. Approximate time on task for each test is as follows:

a) Gates-Maclnitie Reading Test (Vocabulary): 20 minutes
b) Gates-Maclnitie Reading Test (Comprehension): 45 minutes

c) Comprehension Passages (2): 20 minutes

d) Cloze Passage: 30 minutes

e) Jerry Johns Reading Inventory: 20 minutes

f) Independent Reading Assessment: 10 minutes

g) Taped Interviews: 10 minutes

Total testing time for Group 1 was 175 minutes and for Group 2 was 85 minutes.
While some students expressed relief at finishing the longest test (Gates Comprehension
Test) and showed concern about the difficulty of the Cloze passage, all appeared to remain
on task until all iterns were completed or time expired.

In general, the testing schedule was arranged to accommodate the schools'’
timetables and to space out the testing demands ove: individuals and schools. All group-
administered tests were scheduled for the 9:00-17:00 A.M. period and most individual tests
were administered in the 1:00-3:00 P.M. time period. Students were made available by the
teachers for the individual tests when called by the researcher. Due to the total time required
to process the individual tests (approximately 20 hours), some individual tests also were
scheduled for the 9:00- 12:00 A.M. time period on the Thursday and Friday of the second

week. Two students who were absent for the Gates Comprehension Test and one who was
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absent for the Cloze Passage completed these in the P.M. period throughout the two week
testing period. No confounds were expected because of this scheduling variation. All

pretest measures were collected from students in Group 1 and Group 2.

Intervention Period 2. All tests except for the Gates and the Jerry Johns were
administered to Experimental Group 2 during Intervention Period 2 (January to May). As
the only two forms of the Gates had been given during Intervention Period 1 (September to
December) and re-administration of this test is not recommended before an interval of at
least a year, no standardized reading test could be included in this period. The second form
of the Jerry Johns, given as a posttest to this group (Control) during Intervention Period 1
was meant to serve simultaneously as a pretest during Intervention Period 2. As the two
testing periods were separated only by the intervening Christmas break, which involved no

formal instruction, no confounds were expected.

The testing schedule for Intervention Period 2 followed as closely as possible the
format laid out for Intervention Period 1. However, testing time for each student was
reduced to 90 minutes. Two students who missed the Teacher Made Tests and two who
missed the Cloze Passage were rescheduled and received these on an individual basis in the
afternoon of the second week of testing. All pretest measures were collected for all students

in Group 2.
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Intervention

Intervention for each group took place over nine weeks and consisted of 19 lessons
instructing students on the use of reading comprehension strategies from the Reading and
Thipking Strategies Kit (Ievel 5/6) (Paris, 1989) and four lessons assessing
comprehension with a teacher constructed probe test. Intervention Group I received
instruction from October to December and Intervention Group 2 from February to April. A
weekly timetable of three 40 minute periods was established for each of the six schools. All
instructional lessons took place in isolated settings equipped with individual desks and
moveable blackboards. Eleven instructional periods and/or tests missed by students in both
groups were made up on an individual basis. It is unclear what effect the lack of group
discussion had on the students' learning during these make-up lessons but the small ratio of
missed to attended lessons (no student missed more than one lesson and/or test) would

appear to make any effect small and random.

Strategies intervention, During the intervention period, students in each group
received instruction on reading comprehension strategies taken from the Reading and
Thinking Strategies Kit (Ievel 5-6) (Paris, 1989). Each of the nine modules in the kit
presents a different cognitive strategy represented as a concrete metaphor illustrated on a
large, colourful, bulletin board poster. Scripted lesson cards, a student workbook
containing reading material, and worksheets to assess strategy knowledge are included in
the kit. Three of the nine modules were selected for intervention based on the following
considerations:

a) The 7-8 week intervention period precluded presenting the whole kit which
contains 26 suggested lessons.

b) Because LD students were anticipated to be deficient in some of the prerequisite

skills assumed in each module, the number of suggested lessons in the three modules



chosen was expanded in order to pre-teach these skills. As Paris emphasizes that teachers
mold the lessons in the kit to fit different instructional styles and classroom curriculum, the
licence taken with the instruction does not seem to violate the intent of the kit and can be
deemed to be a valid test of the material in a naturalistic setting.

c) Within the intervention period, time was required to test for comprehension and
to determine strategy use.

The rationale used in determining the selection of each module and a precis of the
contents is outlined below.

A) "Blueprints for Reading”: This module uses a building metaphor which helps
students understand that we should construct meaning as we read. It was selected because
it introduces students to a general executive strategy, a framework for processing text.
Students learn six strategies posed as questions and become aware how these strategies can
be used before, during, and after reading to help them construct the meaning from the
content. Once aware of this executive strategy, students can then fit in specific strategies
from the other modules to assist with comprehension monitoring. The objectives of this
module are to:

a) teach students to identify reading goals

b) teach students to evaluate the type of test before reading

c) teach students to select appropriate plans for reading

d) teach students the importance of monitoring the meaning as they read

¢) teach students that constructing meaning is the goal of reading

f) encourage students to evaluate their reading effectively

B) "Tools for Reading”: This module equates strategies with equipment used by
different kinds of workers to perform a job effectively. Students leamn six strategies and
when they should be applied. This module was chosen because it gives students the

opportunity to select, apply, and/or generate specific strategies that are useful in
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comprehension monitoring and, as such, complements the general executive strategy
presented first. The objectives for these lessons are to teach students to:

a) use context to help determine the meaning of difficult words or sentences

b) use imagery to make a story meaningful

c) make predictions

d) skim ahead and look back in text

¢) paraphrase meaning

f) self-question

C) "Road Signs for Reading": This module equates reading with taking a trip.
Students learn that employing strategies is like using road signs to ensure a safe journey.
Students are taught to check their understanding periodically and to use strategies to de-bug
comprehension failures. These lessons use road sign symbols to help cue students to the
appropriate strategy for the type of reading or problem encountered. It was chosen because
of the cuing power afforded to the LD student by a visual representation of the strategy.
The objectives of these lessons are to:

a) teach students to check their understanding during reading

b) stimulate students to think of various ways to check their understanding

¢) teach students to paraphrase, predict, adjust the rate of their reading, and reread
as strategies for monitoring comprehension

d) make students aware of the need for and benefits of comprehension monitoring

Lesson plans, The scripted lesson plans developed for each lesson were based on
the principles of the informed, self-control teaching model (See Appendix 7 for the texts).
Throughout the lessons the students were informed of the definition of the strategy, its
value, and its appropriate and inappropriate application. Strategies were modelled by the

teacher, who verbalized the thinking process involved in the construction of meaning.
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Metacognitive awareness was also fostered through group discussions of students'’
thoughts. Guided practice, providing corrective feedback during and after reading, was
provided either within the same lesson or in a subsequent lesson depending on the demands
of the instruction. Independent practice was scheduled using literature or content area
material. Students were held accountable for regular lessons through a variety of
assignments that were assessed by means of comparison to a standard, a self-assessment,
Or group assessments.

To develop strategy knowledge and encourage sirategy use, students were provided
with prompt cards detailing important cuing questions or strategy information relevant to
each module. At the beginning of each lesson following the introduction of the strategies,
students were given practice in memorizing the strategies. Then they were asked to produce
them from memory on worksheets provided in the student handbook. When students
demonstrated knowledge of the strategies, the prompt cards were faded by having them
turned face down on the desk. students were instructed that these cards could be reviewed

if needed. Some students were observed to check the prompts occasionally.

P D llection
Because posttest data collection between Intervention Period 1 and Intervention

Period 2 differed because of the research design, each will be considered separately.

Intervention Period 1. Posttest data for the experimental group (Intervention Group
1) and the control group (Intervention Group 2} were collected over a two week period in
the first two weeks of December and followed the schedule developed for pretesting. As
before, four students who missed the Comprehension passages and one who missed the
Cloze passage were rescheduled and received the tests in the afternoon of the two week

testing period.



In addition, in the third week, students in Intervention Group I were given the first
transfer test as outlined in the Materials section. Time on task for this measure was

approximately 15 minutes.

Approximately three weeks after the final posttest (following the Christmas break)
students in Intervention Group I received a second transfer test, a maintenance test, and a
measure of strategy knowledge as outlined in the Materials section. Time on task for these

tests was approximately 40 minutes.

Two weeks following this last set of tests students received the second maintenance
test and measure of strategy knowledge. Time on task was approximately 25 minutes. As
will be noted, all transfer and maintenance tests were scheduled for the afternoon in order
to accommodate school timetabling. Any student who missed any transfer or maintenance

test was re-scheduled.

Intervention Period 2, Postiest data for Intervention Group 2 was collected over a
two week period at the beginning of May and followed the scheduled developed for
pretesting. In addition, students were given Form C of the Jerry Johns Basic Reading
Inventory. This test was scheduled into the afternoon following the format established in
Period A when the other two forms were given as a pretest and posttest to both groups.
Approximate time on task for all tests was 110 minutes. No students were absent for any
test during this period.

The administration of the transfer tests, maintenance tests, and the measures of

strategy knowledge for Intervention Group 2 followed that for Intervention Group 1.
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CHAPTER 4

Results and Discussion

Qverview
In this chapter the results of the Reading and Thinking Strategies training

programme are presented and discussed. There are four sets of data analyses around which
this chapter is organized. The first set focuses on pre- and posttest differences between the
two groups of LD students, Group 1 and 2, in which only Group 1 received intervention.
In the design of the study this experimental condition was referred to as Intervention Period
1. Analyses of variance (ANOV A) were first performed on the dependent variables (DV) of
the Gates Maclnitie (Gates) Vocabulary subtest, the Gates Comprehension subtest, and the
Jerry Johns Basic Reading Inventory (Jerry Johns) test, followed by correlated t- tests. The
second set of data analyses focuses on pre- and posttest differences between Groups 1 and
2 in which both groups received the same intervention. Basically, Group 2 replicated the
treatment in Group 1. In the design, this literal replication condition was referred to as
Intervention Period 2. Analyses of variance were performed on the dependent variables of
the Index of Recding Awareness {(IRA), the Jerry Johns, the cloze passages, and teacher
made tests, followed by correlated t-tests. The third set of data analyses examines
correlations between strategy awareness and comprehension. Correlations were calculated
on Group 1 data only on the pre- and posttests of the awareness measure (IRA) and the
Gates Comprehension subtest. The fourth set of data analysis examined qualitative data
collected in pre- and posttest interviews. This set of data analyses focuses on establishing
pre and posttest differences in students’ reported strategy knowledge, strategy use, and
ratings of self-confidence regarding their levels of word recognition and comprehension of

stories. For those analyses the data from Group 1 and Group 2 were combined.
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Pre-intervention Results
To ascertain that the two groups of LD students, Group 1 and Group 2, did not
differ prior to intervention, independent t- tests were performed on the pretests of the Gates
Vocabulary subtest, the Gates Comprehension subtest, the cloze measure, the Jerry Johns,

the teacher made tests, and th= 'RA. The results of the independent t-tests are shown in

Table 1.

Table 1
Pr. Perf B n nd Gr

Cloze 1 20 52.30 13.48 -1.98 36 >.05
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Results indicated that Group 1 and Group 2 did not differ on the Gates vocabulary
subtest (t=0.02, df 36, p>.05), the Gates Comprehension subtest (t=-0.90, df 36, p>.05),
the Jerry Johns (1=0.67, df 35, p>.05), the teacher made tests (t=1.12, df 35, p>.05), and
the IRA.(t=0.27, df 36, p>.05). The mean T-scores on the Gatgs Vocabulary subtest for
Group 1 (35.8) and Group 2 (35.78) placed them at approximately 2.5 years behind their
grade level. On the Gates Comprehension subtest, the mean T-scores for Group 1 (35.6)
and for Group 2 (36.83) indicated that they both were performing at approximately 3 years
behind grade level. The Jerry Johns results indicated the mean reading level for Group |
(3.68) and Group 2 (3.5) was approximately at grade 3.5. On the teacher made tests based
on two tests of 8 questions each, the mean for Group 1 (4.92) and Group 2 (4.5)
represented less than 59% correct. Results of the IRA were at the 54% level for Group 1
and 52.8% level for Group 2 with means of 10.8 and 10.56 respectively.

In summary, prior to treatment, the two groups of students were clearly comparable
on all the dependent measures. This finding was expected due to the attempt to match the
two samples on measures of potential (WISC-R), performance (Woodcock-Johnson
Ability Test), and teacher recommendations conforming to an appropriate decoding/poor

comprehension profile.

Post-intervention Anal nd Resul
Each of the four data sets will be examined separately with reference to pertinent
research questions.
D n ntion Period 1
This data set focused on the comparison between Group 1 and Group 2 in which
only Group 1 received the intervention. All the dependent measures of comprehension

showed the same pattern of results. A 2 (Groups) x 2 (Tests: Pre-Post tests) ANOVA was
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run on each dependent measure. The results indicated that there were significant main
effects of group, test, and interaction. Results from each of the dependent measures will be

discussed separately with reference to the respective research question.

NSl 2

Gates MaclInitic Vocabulary subtest. A 2 (Groups) x 2 (Pre- Posttests)

analysis of variance (ANOVA) with repeated measures on the second variable was

calculated on the vocabulary data. The ANOVA indicated a significant main effect for
Groups [F(1, 34)=9.02, p<.005]. The main effect for Tests was also significant [F(1,
34)=31.03, p<.005]. The significant main effects indicated reliable differences between the
groups and between pre and posttest. Group 1 surpassed Group 2 at posttest. Additionally,
the Groups x Tests interaction was significant [F(1. 34)=29.17, p<.001]. This significant
Groups x Tests interaction indicated that the experimental and control groups did not differ
in vocabulary at pretest, but that they differed at posttest. Table 2 presents the means and
standard deviations of vocabulary performance of the two groups at pre and posttests and
Figure 2 depicts the interaction.

In order to pinpoint that the strategies intervention really effected substantial change
in Group 1, correlated t-tests were run. Data analysis from the correlated t-tests indicated
that Group 1 improved significantly (t= -6.43, df=17, p< .001) from pretest 0 posttest on

the GM Vocabulary Subtest while Group 2 did not (t=-0.16, df 17 p>.05).



Table 2
Means and SD's on 5 I

PRETEST POSTTEST

M SD N M SD N
Group 1 35.80 3.52 20 43.16 5.62 18
Group 2 35.78 3.70 18 35.89 3.60 18
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Gates-Maclnitie Comprehension subtest. A 2 (Groups) x 2 (Tests: Pre-Post
tests) ANOVA with repeated measures on the second variable was computed on the
comprehension data. The ANOVA indicated that a significant main effect of Groups [F(1,
34)=14.99, p<.001] and of Tests [F(1,34)=28.16, p<001]. The significant main effects
indicated reliable differences between treatment groups and between pretest and posttest.
Group 1 surpassed Group 2 at posttest. Additionally, the Groups x Tests interaction was
significant [F(1,34)=54.80, p<.001]. This significant Groups x Tests interaction indicated
that the experimental and control groups did not differ in comprehension at pretest, but that
they differed at posttest. Table 3 presents the means and standard deviations of
comprehension performance of the two groups at pre and posttests and Figure 3 depicts the
interaction.

In order to pinpoint that the strategies intervention really effected substantial change
in Group 1, correlated t-tests were run on the data. Data analyses from correlated t-tests
indicated that Group 1 improved significantly (t=-7.14, df=17. p <.001) from pre-posttest
on the Gates Comprehension subtest while the performance of Group 2 declined (t= 2.30,

df=17, p<.05). Table 3 presents the mean t-scores and standard deviations for Group | and

Group 2.
Table 3
M nd SD's on rehension T T
PRETEST POSTTEST
M SD N M SD N
Group 1 35.60 3.93 20 46.67 6.91 18
Group 2 36.83 4.53 18 35.06 3.26 18
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Given the results of other studies done using Reading and Thinking Strategies. the

results of the Gates Vocabulary and Comprehension subtests were surprising. Paris et al.
(1984) found no significant improvement on scores using this test and reasoned that
standardized tests of reading comprehension measure general aptitudes and abilities in
reading and are not sensitive to specific cognitive skills. Several reasons for the significant
results found in this test are proposed below.

While both grades six and seven students in Group 1 improved about 1.5 grade
levels on the vocabulary subtest and 2.5 grade levels on the comprehension subtest, neither
measure was at grade level for these students. The mean T-scores still represented
approximately .5 years delay in both vocabulary and comprehension. However, the
magnitude of the improvement may be explained with regard to the specific comprehension
nature of the students’ reading disability. An explanation Paris et al. (1984) offered for
their results which showed no improvement on the Gates is that the timed nature of the tests
may discourage the use of the strategies or that they seem inappropriate. This conclusion
may be consistent with students with generalized decoding and comprehension problems.
Struggling with decoding the passages may not leave any processing room for strategies.
However, having competent decoding abilities, the students in this study may have found
the strategies effective for the short passages. Activating background knowledge, utilizing
context to integrate information from one sentence to another, monitoring understanding,
rereading parts to locate specific information, etc. are all of the instructed strategies that
may be necessary for competent performance on these multiple choice/look back questions.
Davey (1987) proposes that postpassage multipie choice questions may serve to externally
cue readers to comprehension problems they had while reading. However, being unaware
of task demands such as looking back for the answer, poor comprehenders may fail to
activate the effective strategy. Gamner and Reis (1981) concurred that look-back paradigms

may require an awareness of the need for fix-up strategies that poor strategy users do not
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have. However, as documented in the Structured Interviews in this thesis (see Appendix
8), the reported strategies use in this group increased dramatically between pre- and posttest
and such increased strategy use could conceivably explain the improved performance.

An informal analysis of the two forms of the Gates (pre- and posttests) indicated
that approximately the same number of questions were completed by the students (pretest
mean= 37.8; posttest mean= 39.1), indicating that more accuracy and comprehension not
faster processing speed were responsible for the increase. A study by Snider (1989) with
LD poor comprehenders provides a possible explanation for this finding. This study
revealed that the text based questions (text explicit and text implicit, p.88) were the most
affected by sirategy instruction; script implicit were most affected by background
knowledge. As the majority of questions in the Gates Comprehension subtest were text
based questions, the strategy training appears to been effective for this target skill. Despite
the surprising results in this study, however, other evidence (see Jerry Johns results
below) supported the dramatic increase reported on the Gates tests.

Jerry Johns Basic Reading Inventory (Jerry Johns). A 2 (Groups) x 2

(Tests: Pre-Post tests) ANOVA with repeated measures in the second variable was
calculated on the comprehension data. The ANOVA indicated a significant main effect of
Groups [F(1,34)=97.72, p<.001] and of Tests [F(1,34)=14.26 p<.001]. The significant
main effects indicated reliable differences between treatment groups and between pretest
and posttest. Group 1 surpassed Group 2 at posttest. Additionally, the Groups x Tests
interaction was significant [F(1,34)=90.57 p<.001]. This significant Groups x Tests
interaction indicated that the experimental and control groups did not differ in
comprehension at pretest, but that they differed at posttest. Table 4 presents the means and
standard deviations of comprehension performance of the two groups at pre and posttests

and Figure 4 depicts the interaction.
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In order to pinpoint that the strategies intervention really effected substantial change
in Group 1 students, correlated t- tests were run run on the data. Data analyses from the
correlated t-tests indicate that Group 1 improved significantly (t=-9.03, df 17, p< .001)
from pre-post tests on the Jerry Johns while Group 2 did not (t= 4.24, df 17, p< .001).

Table 4
Means and SD's on hns BRI for Gr nd Gr:

PRETEST POSTTEST

M SD N M SD N
Group 1 3.68 0.89 19 6.17 0.92 18
Group 2 3.50 0.79 18 2.44 0.62 18
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Results on this test clearly indicated a difference between the two groups on the
posttest with Group 1 showing superior performance.

As the performance of students in the control group decreased substantially on the
posttest using Form 2, there is the question that Form 1 and Form 2 of the Jerry Johng
were not equivalent. While this cannot be ruled out, the dramatic mean increase of Group 1
on the same form (2.5 years) did not confirm this suggestion. It appeared that the regular
instruction Group 2 students received did not provide them with the skills needed for
improved performance on this measure. In contrast, the results from the correlated-t tests of
Group 1 supported an interpretation that the intervention did provide Group 1 with the
needed processes for improved performance on this measure. Students in the Jerry Johns
format read silently and were not timed which allowed individual processing of each
passage. The format of the oral test (no look-back, constructed-response) was found by
Davey (1987) to be more difficult than than all other test formats possibly indicating the
need for more strategic processing. Overall, the results from the Jerry Johns confirmed and
supported those found on other measures of comprehension, particularly the Gates
Comprehension subtest results. This test also showed the same pattern of pre-posttest

increase for Group 1 and decrease for Group 2.

Data Set 2: Intervention Period 2

In Intervention Period 2 a replication was done of the study in Intervention Period
1. Group 2 became the second Experimental Group and received the identical intervention
treatment as Group 1 in Intervention Period 1. Of interest was if the results achieved by
Group 1 on a pre-posttest measure of awareness (IRA) and three comprehension measures
(Jerry Johns, the cloze test, and teacher made tests) could be replicated by Group 2. Also
of interest, was whether a similar pattern of results could be achieved on comprehension

measures of transfer and maintenance.
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The dependent measure of awareness and most of the dependent measures of
comprehension showed a consistent pattern of results. A 2 (Groups) x 2 (Pre-posttest)
ANOVA calculated on each measure showed there were no significant main effects for
Groups but significant main effects for Tests. There were no significant interaction effects.
The exception was the cloze test which showed a main effect for Groups due to the large
difference in pretest scores. The data replicated those of Group 1 from Intervention Period

1. Results from each of these tests will be discussed separately with reference to pertinent

research questions.

Index of Reading Awareness (IRA), A 2 (Groups) x 2 (Pre- Posttests)

ANOVA with repeated measures on the second variable was run on the awareness data.

The ANOVA indicated no significant main effect of Groups [F(1,34)=.28 p>.05].
However, the main effect for Tests was significant [F(1,34)=112.02 p<.001]. The Groups
x Tests interaction was not significant [F(1, 34)=.02 p>.05].

In order to pinpoint that the strategies intervention really effected substantial change
in both groups, correlated t-tests were run. Data analysis from the correlated t-tests
indicated that both Group 1 (1= -6.89, df 17, p< .001) and Group 2 (t=-8.32, df 17, p<
001} improved significantly from pre-posttest on reported awareness as measured by the
IRA.

Means and standard deviations for the IRA are shown in Table 5. Results are stated
as raw scores out of a possible 20 points. The pretest and postiest means for Group 1 and
Group 2 were almost identical. The mean gain for Group 1 was 5.98 and for Group 2 was
6.00.
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Table 5
M D" T

PRETEST POSTTEST

M SD N M SD N
Group 1 10.80 2.07 20 16.78 2.21 18
Group 2 10.56 3.49 18 16.56 1.38 18

As the intervention directly instructed the information tapped by this test and as the
multiple choice question format is the easiest kind (Davey, 1987), it is of note that the
posttest results were not higher. Only 1/38 smidents registered 20/20 and 4/38 registered
19/20. However, as some questions on this test measured students’ reported strategy use
as well as strategy awareness, some errors may have reflected not a lack of knowledge
about the strategies but a failure to use the strategies. For example, some questions asked
"What should you do when.....?" and some ask "What do you do when....?", As was

poinied out earlier, a knowledge of strategies does not guarantee a use of them.

Did the reading and thinking strategies intervention affect performance on
compreheasion tasks?

Jerry Johns Basic Reading Inventory. Because Form A and Form B of the

Jerrv Johns are non-equivalent and Form B appears more difficult, Form B was dropped
from the analysis. A two-way ANOVA was computed on Experimental Group 1's pretest
data on Jerry Johns Form A and posttest data on Jerry Johns Form B; and on Experimental
Group 2's pretest data on Jerry Johns Form A and posttest data on Jerry Johns Form C.
The ANOVA indicated no significant main effect for Groups [F(1,34)=.35, p>.05].
However, the main effect for Tests was significant [F(1,34)=260.78, p<.001].



Additionally, the Groups x Tests interaction was not significant [F(1,34)=4.32, p>.05].

Table 6 depicts the means and standard deviations of comprehension performance of the

two groups at pre and posttest and Figure 5 depicts the interaction.

.c8.Table 6:
an 'S hns BR T 1 T 2
PRETEST POSTTEST
M SD N M TS D N
Group 1 3.68 0.89 19 6.17 0.92 18
Group 2 3.50 0.79 18 6.67 0.91 18
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Subsequently one-way ANOVA's indicated no differences between Experimental
Groups 1 and 2 at pretest [F(1,34)=.46, p>.05] nor posttest [F(1,34)=2.84, p>.05].

In order to pinpoint that the strategies really effected substantial change in both
groups, a correlated t-test was run. Data analyses from the correlated t-test indicated that

both Group 1 (t= -9.03, df 17, p<.001) and Group 2 (t= -14.55, df 17, p<.001) improved

significantly from pre to posttest on the Jerry Johns tests.

Cloze test. A 2 (Groups) x 2 (Tests: Pre-Post tests) ANOVA with repeated
measures on the second varniable was computed on the cloze data. The ANOVA indicated a
significant main effect of Groups [F(1,34)=6.66, p<.05] and of Tests [F(1, 34)=115.75,
p<.001]. However, the Groups x Tests interaction was not significant [F(1,34)= p< .681].
Table 7 presents the means and standard deviations of the cloze measure for the two groups
at pre and postiest. As shown in Table 7, the mean difference between the groups at
postiest was 8.00. However, this difference should be viewed in light of the difference at
pretest which was about the same (6.722). The main effect of Tests indicated that the
intervention had effected a change in postiest scores. An analysis of the means indicated
that both groups made substantial gains from pre- to posttest with Group 1 improving

16.53 (52.3 t0 68.83) and Group 2 improving 17.22 (59.61 to 76.83).
Table 7

Means and SD's on Cloze Test for Group 1 and Group 2

PRETEST POSTTEST

M SD N M SD N
Group 1 52.30 13.48 20 68.83 8.10 18
Group 2 | 59.61 8.36 18 76.83 1.78 18




In order to pinpoint that the strategies intervention really effected substantial change
in both groups, a correlated t-test was run. Data analyses from the correlated t-test indicated
that both Group 1 (t=-7.12, df 17, p< .001) and Group 2 (t= - 8.13, df 17, p< .001)
improved significantly from pre to posttests on the cloze tests.

This result reflected other research (Hosseint & Ferrell, 1982) which found cloze 10

be one that is sensitive to strategic processing such as using context.

Teacher made tests. A 2 (Groups) x 2 (Tests: Pre-Post tests) ANOVA with
repeated measures on the second variable was run on the comprehension data. The
ANOVA indicated that there was no significant main effect of Groups [F(1,34)=.69
p>.051. However, the main effects of Tests was significant [F(1,34)=264.57 p<.001]. A
Groups x Tests interaction was not significant [F(1,34)=1.25 p>.05].

In order to pinpoint that the strategies intervention really effected substantial change
in both groups, correlated t-tests were run. Data analysis indicated that both Group 1 (t= -
11.23, df 17, p<.001) and Group 2 (t=-11.77, df 17, p< .001) improved significantly

from prc to posttest on measures of teacher made tests.
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Table 8 presents the means and standard deviations for the teacher made tests.
‘These means are based on the totals of two 8 point pretests and two 8 point posttests. An

examination of the posttest means show that they were identical (7.528), representing 94%

achievement on these tests.

Table 8

Me; i SD's on Teacher Made Tests for Group 1 and Group 2

PRETEST POSTTEST

M SD N M SD N
Group 1 4.92 1.22 19 7.53 0.47 18
Group 2 ]4.50 1.07 18 7.53 0.40 18

This result could be due to a ceiling effect for many students on the tests. The
readability of the tests (two grades below age grade level) was held constant for pre and
postiest. Given that both groups made improvements of several grade levels on the Jerry
Johns tests, there is an indication that these teacher made tests may not have tapped the real

improvements made by some of the students.

Teacher made transfer tests. A 2 (Groups) x 2 (Tests: Pre- Post tests)
ANOVA with repeated measures on the second variable was computed on the

comprehension data of the teacher made posttests and tests of ransfer. The ANOVA

indicated there was no significant main effect of Groups [F(1, 34)=.93, p>.05]. However,
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the main effect for Tests was significant [F(1, 34)=46.85, p<.001}. There was no
significant interaction [F(1, 34)=3.24, p>.05].

Data analysis from the correlated t-test indicated that the drop in measures of
transfer was significant for Group 1 (t= 6.23, df 17, p< .001) and Group 2 (1= 3.5, df 17,
p<.005).

Table 9 presents the means and standard deviations for Group 1 and Group 2 on the
teacher made posttests and tests of transfer. The significant main effect for Tests reflected a
drop in results by both groups from teacher made posttests to transfer tests. The mean
difference between the means for Group 1 was .67 (7.53 to 6.86) or 8.4 % and Group 2
was .39 (7.53 to 7.14) or 4.9%. While the decrease in mean scores was small, the

direction of the change was consistent for almost all students.

Table 9
M nd SD's on Teacher T f 1 and Groyp 2
POSTTEST TRANSFER TEST
M SD N M SD N
Group1 }7.53 0.47 18 6.86 0.56 18
Groop 2 |7.53 0.40 18 7.14 0.51 18

One possible explanation for the decrease in scores could be related to the
vocabulary level of curriculum material which has been calculated as high as Grade 12
However, this result still represented significant gains from pretest measures of
comprehension on teacher made tests. A mean gain of 1.94 (4.92 to 6.86) or 20% was
made by Group 1 and 2.6 (4.5 t¢ 7.139) or 33% by Group 2. As a result, transfer can be

seen to have been effected.



78

Teacher made maintenance tests. A 2 (Groups) x 2 (Tests: Pre-Post tests)

ANOVA with repeated measures on the second variable was computed on the

comprehension data of the teacher made posttests and tests of maintenance. No significant
results were obtained (all F values were <2, p>.05).

Table 10 presents the means and standard deviations for Group 1 and Group 2 on
the teacher made posttests and tests of maintenance. These results indicated that the two
groups performed similarly. While there was a slight drop in mean maintenance scores this
drop was not significant. The mean drop for Group 1 was .17 (7.53 to 7.36) or 2.1 % and
the mean drop for Group 2 was .08 (7.53 to 7.44) or 1%. As with the results from the
transfer tests, these scores represented significant gains from the pretests. A mean gain of
2.44 (4.92 to 7.36) or 31% was made by Group 1 and 2.94 (4.5 to 7.44) or 37% was

made by Group 2. In general, the effects of the intervention can be seen to be maintained

over fime.

Table 10

M SD N M SD N

Group 1 7.53 0.47 18 7.36 0.64 18

Group2 |7.53 0.40 18 7.44 0.48 13




1 wareness rel hension?

Pearson Correlations were calculated between the scores from the IRA and both the

vocabulary and comprehension subtests of the Gates Maclniti¢ Reading Test. Table 11

presents correlations for the pre and posttests.

Table 11

Correlation between IRA and GM Vocab and IRA and GM Comp

IRA Pretest p Posttest p
GM Vocab 0.29 0.10710.58 0.006
GM Comp -0.30 0.09810.52 0.014

Results of the pretest correlations ir-.icated that there was a weak but non-significant
relationship between the IRA and the Gates Vocabulary subtest and a weak inverse but
non-significant relationship between *he IRA and the Gatgs Comprehension subtest.
Results of the posttest correlations indicated that there was a moderate relationship
between the IRA and the Gates Vocabulary subtest (r=.58, p.<.01). Because there has
been no research on the relationship between awareness and vocabulary, only tentative
interpretations will be made here of the finding. Vocabulary scores on the Gates are based
on selecting synonyms for the designated words. As maltiple choice formats may allow for
strategic elimination of non-examplars and as an activation of background knowledge may
serve to connect meanings, awareness of strategies may help to improve identification.
Results of the posttest correlations also indicated a moderate relationship between
the IRA and the Gates Comprehension subtest (r=.52, p.<.05). This finding supported
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those found by other researchers (Cross & Paris, 1984; Forest-Pressley & Waller, 1984;
Garner & Kraus, 1981-1982). It was also consistent with the increasing congruence found
between awareness and comprehension across ages in studies by Cross and Paris (1984)
and Byrd and Gholson (1985). In the Cross and Paris study, correlations on several
measures were stronger for students in grade five than for those in grade three. For
example, the correlation between awareness and the Gates Comprehension test was .28 for
the students in grade three and .40 for those in grade five. The trend continued in this study

with the correlations for the grade six and seven students reaching .52.

A structured interview was administered to all students before and after training to
determine reported knowledge of strategies, use of strategies, and self-assessment of
reading competence. A probed interview format was used (Duffy et al., 1987). Students
were initially asked five standard questions that focused on one of the above objectives.
Within each question, a general probe was used to ascertain if any more information was
available to the students. For example, when they paused after answering, students were
asked if they could tell any more. If an answer lacked clarity or detail, students were asked
if th2y could explain what they meant by that answer. Unlike the interviews outlined by
Dufty et al. (1987), no specific probes tapping declarative, conditional, or procedural
knowledge were used as it was felt that the quality of awareness demonstrated by students
would be different under the two different conditions. The transcribed pre and posttest
intervicws czn be found in Appendix 8.

In analysing the interview data, thought units within each question were determined
and then assigned a numerical value based on the level of metacognition that was
expressed. While a brief outline of the thought units are included in this analysis, a

complete description of the parameters used for analyzing the thought units in each question
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can be found in Appendix 4. The mean number of thought units in each numerical value
was calculated and then converted to percent in order to determine and analyze the group

pre- and posttest differences. Following is the analysis of each question with reference to

the pertinent research question.

Question 1: What do good readers do when they read? This question asks

students to report their level of awareness of reading processes. Strategy values of from 0-
4 were awarded the thought units based on the following criteria: 0 was awarded thought
units that reflected no strategic value such as "they're perfect at reading”; 1 was awarded to
units that indicated processing at the text level such as "they sound out the words"; 2 was
awarded to units that indicated passive strategic processing such as "they read slowly"; 3
was awarded to units that recognized active strategies but did not specify their value such as
“they paraphrase”; 4 was awarded to units that indicated metacognitive awareness such as
"“they paraphrase so they can remember the information better if they have a test”.

To determine pre- and posttest differences in the quantity of strategies identified,
group totals for each numerical value were calculated. To facilitate a qualitative analysis of
the type of reading processes used by students before and after intervention, means were
calculated and shown in percentages for each of the five strategy value ratings. Pre- and
posttest percentages for each strategy value are presented in Figure 6. Interrater reliability

between two raters for Question 1 was calculated at: a) Pretest 96%, and b) Posttest 94%.
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Notable differences were found between the number of thought units identified by
students in the pre- and positest answer< to Question 1. In the pretest, 102 thought units
were calculated with a mean of 2.82 per student; in the posttest, 255 were calculated with a
mean of 7.08 per student. In addition to this quantitative improvement, clearly defined
qualitative differences were noted between the pre and posttest ratings. Of the thought units
identified at the pretest, 61.8% were assigned either a "0" (34.3%) or "1" (27.5%) value.
This finding indicated that the LD students’ awareness of reading processes was mostly
limited to either those with no strategic value or ones that reflected word level strategies.
Answers like "They can get the story done" or "They'd read it word for word" were
representative of the answers in this category. In contrast, at the posttest, 87.5% of the
thought units were assigned either a "3" (36.1%) or "4" (51.4%) value. After intervention,
students primarily reported an awareness of the value of strategies and metacognition to
good reading. Reflecting on "before" reading strategies, one student said, "Well, they plan
their reading because if they don't plan then they won't know what to do if they have
trouble. And they figure out why they're reading because it wouldn’t be good to just skip
over a part if you have questions.” Addressing that understanding is the central purpose of
reading, this student said, "Even if they're a pretty good reader they could have a couple of
problems and go back to the place and reread the story....and, uhm.....weli if they had
really bad trouble, I'd take.....they'd probably take their time going over it and ask a bit of
questions and, after the end, (ask) if if they understood it."” Despite all the technical
descriptions, this comment captures the spirit of many of the answers given at this time. "A
story should always be in your mind. So you read a perfectly zood story...it shouldn't be
like, after you read it....you think you've got better things to do so you throw it away.
That's like a waste of a story.” However, even at pretest, 20.6% of the thought units
reported by students were at the metacognitive level (value 4) indicating some pre-

intervention awareness of the value of this activity to good reading. Primarily, students
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reported that good readers understand what the story is about or think ahead to make the
story more interesting. Despite this surprising finding, the pre- and posttest interview data
supported the results of the IRA test results which showed that students gained

significantly in awareness after the intervention.

use? The next three questions ask students to report their level of strategy use. Question 2
probes for students’ strategy use during general reading situations and Questions 3 and 4
probe for strategy use in response to specific reading difficulties.

Question 2: When vou pick up something to read, what do vou do? The
categorization of the thought units within this question and the analyses of the data
followed the identical format used in Question 1. Pre- and posttest percentages for each
strategy value are presented in Figure 7. Interrater reliability between two raters for

Question 2 was calculated at: a) Pretest 93%, and b) Posttest 96%.
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Notable differences were found between the number of thought units identified by
students in the pre and posttest answers to Question 2. In the pretest, 74 thought units were
calculated with a mean of 2.05 per student; in the pesttest, 223 were calculated with a mean
of 6.19 per student. After intervention, students reported using substantially more reading
strategies. In addition to this quantitative improvement, notable qualitative differences were
found between the pre and posttest ratings. Of the thought units identified at pretest, 35.2%
were assigned either a "0" (28.4) or "1" (6.8%) rating. This finding indicated that, as
supported by research, a substantial portion of LD students' reported use of reading
processes was limited to either those with no strategic value or ones that reflected word
level strategies. Students reported "making bookmarkers" and "trying to read fast because
everyone else does” in response to this question. In contrast, on the posttest, 4.9% of the
thought units were assigned to these categories (4.0% and .9% respectively) indicating
almost a complete elimination of this level of processing after the intervention. As 89.7% of
the thought units were assigned either a numerical value of "3" (33.6%) or "4" (56.1%)
after intervention, this finding indicated that students reported very high use of strategic or
metacognitive processes at this point. As one of a number of strategies most students
reported using the pictures and title to get an idea of what the story was about and
predicting what would happen next. One student said, "When its boring or dull I won't
summarize because its too dull. Then it might get more interesting so I'll summarize them
both together.” Another said "T'd mostly use imagery if I had background knowledge,
because you could do that easily.” Another reported "Sometimes I certainly slow up,
uvhm....if I get into a good part of ihe story which I usually do. In the middle of the
chapter, I'll slow down and at the beginning I'll speed up again.” However, also of
interest, was the pretest results for these two numerical values. 59.4% of the thought units

were categorized as being either strategic (32.4% for value 3) or metacognitive (27.0% for
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value 4) at pretest. This finding indicated that higher level thinking was occurring prior to
intervention despite the low comprehension level of these students. Students’ inappropriate
or ineffective use of strategies could be posited to explain this result. However, the mean
number of thought units in these two vaiues reported for the pretest was 1.2 and the mean
number for the posttest was 5.5. Despite the quality of the processing, perhaps the amount
of processing was not adequate for good comprehension to be effected. An examination of
the responses also points out another problem. The majority of students reported using the
same, and only one, strategy at these levels--reading the title and making a prediction of
what the story was going to be about or if they were going to like it. The range of strategic

awareness during the pretest interview did not seem to be very broad.

Question 3: What do you do when you come to a word you don't know? In

analyzing the data for this question sirategy, values of from 0-3 were awarded based on the
following criteria: 0 was awarded if the students indicated that the word would be skipped
without any effort to understand it; 1 was awarded if the student said they would skip the
word but after some effort to understand it; 2 was awarded if the student indicated various
strategies (but not using context) would be tried until the word was understood; 3 was
awarded if the student used context as one of the strategies ending in an understanding of
the word. Pre- and posttest percentages for each numerical value are presented in Figure 8.
Interrater reliability between two raters for Question 3 was calculated at: a) Pretest 90%,

and b) Posttest 95%.
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While 30.6% of the students indicated at pretest that they would skip a word either
immediately or after an effort to figure it out (2.8% for value 1 and 27.8% for value 2),
only 5.6% said they would do so after the intervention (2.8% for both values). Although at
pretesi only 13.9% reported using context to try to figure out a word, the proportion that
said they would use some kind of strategy to find out the meaning of the word was 69.5%
(including 55.6% in value 2 who said they would use other methods). Of interest at
posttest is that the trend for these two categories was reversed. Of the 94.5% who said they
would end up knowing the word, 77.8% (value 3) indicated that they would include using
context as one method and 16.7% (value 2) said that they would use methods other than
context to come to an understanding of the word. As using context was a focus of the
strategies' training, the effects of the intervention were very visible here. However, both
the pre- and posttest results should be interpreted with caution as there is no indication of
how well these students were monitoring their reading and, therefore, no indication of how
stringently they were applying these processes. These results indicated what they reported
they would do when they recognized they did not know a w&rd.

you do? The same criteria used for analyzing Question 3 were used for this question. Pre-
and posttest percentages for each numerical value are presented in Figure 9. Interrater

reliability between two raters for Question 4 was calculated at: a) Pretest 95%, and b)

Posttest 100%.
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Results for the pretest indicated that slightly over half the students reported they
would end up by skipping a sentence they didn't understand (55.6%: 16.7% and 38.9%),
and slightly less than half said they would use some strategy to figure it out (44.4%: 25.0%
and 19.4%). At posttest, none indicated that they would skip over a sentence with no effort
to understand it while only 5.6% said they would skip it after some effort. Of the 94.4%
who indicated at posttest that they would come to an understanding of the sentence, 8¢.1%
included using the context of other sentences to help them in this effort (value 3). As using
context to assist understanding emphasizes independent effort as well as the importance of
the integrated nature of meaning in stories, this finding implied a shift to a self- regulated
learning style amongst a majority of the students.However, as with Question 1, caution
should be exercised when interpreting the data because of the limitation of the interview

format to determine the students’ state of monitoring as well as actual use of the strategy.

words? This question in the pre- and posttest asked students to assess their competence in

reading words and in understanding what they have read based on a Likert scale (very
good, good, satisfactory, fair, poor). In the posttest interview, students were not apprised
of their previous answers. To facilitate a qualitative analysis of the self-competence ratings
before and after intervention, means were calculated and shown in percentages for each of
the five "ikert scale ratings. Each of the two definitions of reading will be discussed

separately.
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Decoding words, Pre- and posttest percentages for each Likert scale

category are presented in Figure 10. Differences between pre- and posttests demonstrated a
general trend for improved ratings of self-competence in reading words. A decrease in the
"poor” category from 8.3% to 0% (8.3%) and in the "fair" category from 38.9% to 28.6%
(10.3%) was achieved. These decreases were reflected in an increase in the "satisfactory"
and "good" categories. The former increased from 22.2% to 31.4% (9.2%) and the latter
from 22.2% to 33.3% (11.1%). The decrease in the "very good" category from 8.3% to
5.6% was seen as minimal and perhaps reflected only a more realistic assessment of
competence. However, the relatively high numbers of students who ranked themselves
"poor" or "fair" in both the pre and posttest was unexpected due to their demoenstrated
competence with decoding. One possible explanation is the inabiiity of the students to
discriminate the nature of their reading problem resulting in the tendency for feelings of
poor self-competence to generalize (as reported in research sited earlier). While
enlightening, this analysis utilizing percentages did not account for movement within the
categories. To determine the pattern of rating shift, an additional analysis was carried out.
Students were assigned a "+", "0", or "-" rating depending on whether they rated
themselves improved, the same, or less competent. Results indicated that 6 students
(17.1%) rated themselves less competent, 14 (40%) rated themselves the same, and 15
(42.9%) rated themselves improved. Generally, the data suggest that the intervention could
improve the students’ ratings of self-competence in reading words. As no posttest data was

collected on level of decoding, this self-assessment cannot be compared to actual changes.
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Comprehending text, Pre- and postiest percentages for each Likert
scale category are presented in Figure 11. Differences between pre- and posttests
demonstrated a strong trend for improved ratings of self-competence in understanding what
students read. A decrease in the "poor” category from 5.6% to 0% (5.6%) and in the “fair”
category from 38.9% to 11.1% (27.8%) was achieved. These decreases were reflected in
an increase in the "satisfactory” category from 33.3% to 44.4% (11.1), in the "good”
category from 19.4% to 33.3% (13.9%), and in the "very good" category from 2.8% to
11.1% (8.3%). To support this interpretation, the analysis to determine the pattern of rating
shift was carried out with this data also. Results indicated that 7 students (19.4%) rated
themselves less competent, 6 (16%) rated themselves the same, and 23 (63.9%) rated
themselves improved. Given that the intervention inculcated declarative, conditional, and
procedural knowledge and that students reported that they were using the strategies, these
findings of improved self-competence in comprehension suggest the intervention improved

the students’ ratings of self-competence in understanding what they have read.
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n i ion of intervig
Overall, in the interviews, students reported more awareness of strategies,
increased use of strategies, and improved ratings of self-competence in both reading words
and understanding stories. These findings supported the findings from the pre- and
posttests of comprehension and awareness that indicated that students gained awareness

and improved on many measures of comprehension after training with the Reading and
Thinking Strategies intervention.



CHAPTER S

Discussion

n nclusion

Of interest in this study was whether a classroom programme of strategies’
instruction, Scott Paris’ Reading and Thinking Strategies, would improve the
comprehension, reported strategy knowledge and use, and ratings of self-confidence
regarding decoding and comprehension of a subgroup of LD students who displayed poor
comprehension but appropriate decoding skills. Specifically, seven questions were asked.
First, did the reading comprehension of the students improve.? Second, did the students’
awareness of strategies improve? Third, did the training transfer to comprehension
measures of content area material? Fourth, was any training effect on comprehension
maintained? Fifth, was strategy awareness related to measures of comprehension? Sixth,
did the training affect students’ reported strategy use? Seventh, did the students’ rating of
self-confidence change ?

Results of ccmprehension testing indicated that the programme was effective in
improving comprehension in both Experimental Group 1 and Experimental Group 2. After
intervention, both groups showed significant improvements on both standardized and
criterion referenced tests. While the Gates Comprehension subtest and the Jerry Johns
Basic Reading Inventory given at pretest had established the reading level of both groups
to be approximately 2.5 years below grade level, the posttests indicated that the students
were achieving to within one year of grade level on the Gates and slightly above grade level
on the Jerry Johns. Results for both groups on the Gates were surprising as significant
results are rarely reported However, in most studies using LD students, decoding
difficulties are not controlled and may confound the results of posttest comprehension

measures. In addition, Forrest-Pressley and Waller (1984) found that, at the grade 6 level,
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scores on the Gates were best predicted by strategy efficiency scores. Given the evidence
from the posttest interview data that students reported using not only more but also more
sophisticated strategies than at pretest, it appears that the strategy intervention was
particularly suited for this subtype of LD student. Caution must also be taken in
overinterpreting the results of the Jerry Johns given that the reliability testing for the
different forms has been questioned. Helgren-Lempesis and Mangrum (1986) found the
reliabilities acceptable but suggested cautious interpretation. However, results of the other
criterion referenced tests supported the conclusion that the intervention was effective. On
the cloze test, both groups improved significantly from pre- to posttest on percent of
questions correct. As suggested by Hosseini and Ferrell (1982), this improvement
indicates increased ability to make use of meaningful context, grammatical structure, word
patterns and frequencies and style to infer what word fits the blank. Results from the
strategy interview may explain the improved scores on this measure. On Question 3,
which asked students what they did when they came to a word they didn't know, on pretest
they reported using context 13.9% of the time but on posttest 77.8% of the time. On
Question 4, which asked what students would do when they came to a sentence they didn't
know, using context was reported 13.9% for pretest and 86.1% for posttest. This
substantial increase in reported use of context may explain the increase on comprehension
measures requiring that skill. However, as no direct online measures of use of context was
taken, this explanation remains conjecture. On the teacher made tests, both groups of LD
students achieved 94% on posttests while on the pretest Group 1 had achieved 60% and
Group 2 56%. Although the predominance of questions on this test were of multiple
choice (the easiest kind for LD students according to Davey, 1987), questions on the Jerry
Johns were of the constructed type. Given the consistency of results on test questions
featuring various processes, it appears that the intervention was successful in improving

comprehension in general. However, it must be noted that all passages were of 400 words



or less and tests with longer, more complex passages may prove too demanding for
students to maintain strategy use or integrate their learning.

Both groups significantly increased their awareness of strategies as measured by the
Index of Reading Awareness (IRA) test and the strategy interview. Mean scores on the
iRA, multiple choice test improved approximately 30%. In addition, reported strategy
awareness as indicated by Question 1 on the interview also increased substantially.
Students reported a total of 102 examples of strategy knowledge at pretest and 255 at
posttest in answer to the question about what good readers do when they read. Quality of
reported strategy knowledge also improved. While over 60% of reported reading
processes in the pretest were rated either non-strategic or a text-level based strategy, almost
90% at posttest were rated as strategic or metacognitive. However, the pretest result of
approximately 20% of thought units in the metacognitive category, does support the
position by Swanson (1989) and Wong (1988) that LD students are not lacking in
metacognitive processing. This study's results do question LD student's range of the
metacognitive processing, though. Most strategies reported at pretest were restricted to
using the title and picture to predict what the story would be about so that it would be more
interesting. Few examples of more advanced planning such as making different plans for
different texts, varying reading speed for difficult or unfamiliar material, or changing plans
to suit unforeseen circumstances were reported. Almost no examples of monitoring
reading for understanding or remembering were reported and few examples of critically
appraising the character, plot, or author's style were given. As such, although
metacognitive strategies were reported by most students, the restricted range calls into
question their value in helping the student to understand or remember material for a variety
of reading purposes. Although verbal reports have been questioned (Cavanaugh &

Perlmutter, 1982) and should be interpreted cautiously, both measures of awareness

cotlected in this study support the conclusion that the Reading and Thinking Strategies
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intervention did increase students' awareness of strategies. In addition, some evidence
exists that this warning should apply more to reports of strategy use than strategy
knowledge. When asked to report strategy use, students have been found to report more
about what they thought they should do than what they did do (Garner and Reis, 1981).
As this question did ask students what they think they should do, only the completeness of
the report not the veracity should be questioned.

While results indicated a significant drop in scores from teacher made posttests to
teacher made tests of transfer, those results should be viewed in the context of classroom
practice. While the mean drop was 8.4% for Group 1 and 4.9% for Group 2, the mean
increase over the pretest scores was 24% for Group 1 and 33% for Group 2. In addition,
the mean Transfer test score for Group 1 was 86% and for Group 2 was 88% on the two §
mark tests. These results indicated that both groups had achieved marks far above ones that
classroom teachers consider mastery on most content area tests (80%), while they had
achieved a mean score of only 59% on the teacher made pretests. In general, the transfer
tests had more unfamiliar content and more anrestricted vocabulary than the teacher made
tests despite a similar length and questioning format. Therefore, although some decrease in
scores was registered, it seems reasonable to consider that the transfer was effected due to
the increased difficulty of the testing material and the acceptable level of posttest
performance.

No significant results were found for the maintenance tests indicating that
achievement did not differ significantly from the teacher made posttests. In addition, a
mean for both groups of 92% supported the conclusion that maintenance had been
achieved. Effectively, students maintained skills over a six week time period. As students
returned to instruction which did not directly utilize the programme or the principles of
strategy instruction, the vigor of the results was surprising. However, the question of how

permanent the maintenance would be given the intervention conditions (21 lessons
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delivered in a setting isolated from the classroom environment) needed further investigation
which the scope of this study did not permit. Future studies may want to explore in more
depth the conditions necessary for long term maintenance.

Significant posttest correlations between the IRA and the Gates Vocabulary and
Comprehension subtests supported results found by other researchers (Cross & Paris,
1988; Paris & Jacobs, 1984). However, while correlations found by Paris and Jacobs
(1984) were modest for the Grades 3 and 5 students (.28 and .40 respectively),
correlations for the Grades 6 and 7 students in this study increased to the moderate range
(.52). Given that the potential confound of decoding was eliminated from this study, this
result may be more reflective of the relationship between the knowledge about and use of
strategies and reading comprehension.

Results from Questions 2, 3, and 4, in the metacognitive interview indicate that not
only knowledge but also use of strategies increased. The results of Question 2 reflected the
results from Question 1. Not only were more strategies reported, but also the strategies
were of a higher order. As found in other studies, students reported using less strategies
than they knew (255 and 223 respectively). However, the strategies students reported
using were also of a high order: 89.7% of reported strategies were either strategic (naming
the strategy or describing it) or metacognitive (describing how a strategy helped to them to
plan, monitor, check, or appraise a story). Several reasons for the difference between
reported strategy knowledge and strategy use can be proposed. Students may only use the
strategies that they deem useful to them. One student remarked, "And I usually...in a lot of
make-believe stories, that might be true or something, it's just a lot easier if I keep on using
imagery because it gives me a basic idea about the story. It's a lot easier (than using
pamp};rasing)". When asked what they do when they read, students may have visualized a
different task than they did for the pretest such as reading for enjoyment vs reading for a

test. Some students may not be motivated to use the strategies because the results do not
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have value for them. For example, one student said, "I know they help. I just don't care."
On Questions 3 and 4, 95% of the students said they would end up knowing the word
either through using context or getting help from someone and 94% said they would end up
finding out what a sentence meant by using the same processes. This compared to 70%
and 44% respectively for the pretest. This result implies that students reported using more
fix-up strategies than at pretest although no interpretation can be made of how much
monitoring was actually going on because of the lack of on-line tracking. Did students
recognize more errors at posttest than at pretest and then fix them up or did students
recognize the same number of errors as at pretest and just fix up more of them? Another
study may consider focusing on this question. However, in general, results of this study
indicated that students reported using substantially more strategies at posttest than at
pretest. However, as Gamer (1982) found delayed reports less likely than immediate
reports to include all cognitive events observed by researchers, caution should be exercised
when interpreting the results of this interview data.

Results from Question 5 support the conclusion that students' self-confidence
improved as a result of the intervention. This question asked students to report their level
of self-confidence regarding their ability to read words and understand stories.
Approximately 64% rated themselves more competent. This result may have reflected the
emphasis during training on ascribing increased performance to increased effort and use of
strategies. Students were able to determine comprehension performance by graphing the
results of probe tests and to evaluate strategy use through means of post-probe test
interviews in which they were asked to describe the strategies they used, how they helped,
and which ones helped the most. In cases where comprehension decreased, students were
asked to speculate why this happened. They were encouraged to ascribe decreased
performance to lack of strategy use or inappropriate strategy use rather than poor ability.

As was documented in Chapter 2, literature on motivation and attributions supports this
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approzch to helping students overcome helpless attitudes and behaviours and,
consequently, improve performance. As reported by Rottman and Cross (1990), "a
hypothesized mechanism for the effectiveness of ISL is that he program changes the

motivational dynamics of learning (p. 277). This study supports this hypothesis.

Addendum

On the posttest interview students also were asked how they thought their reading
had changed from before they started the strategies training. Although no comparative data
are available, these anecdotal comments are representative of the responses and further
support the motivational component of the programme.

"A lot. Well I never thought that reading had so much value in it."

"I learned to use the strategies when I need them...and that'll help me read better."”

"How to be, like, a better reader and to get over words you can't understand and
stuff like that and to kind of get an overhead on what you are reading. Oh I can read harder
books and I can read them a bit faster than I used to."”

"Now (sic) I'd just pick up a piece of paper and read it because I had to. But now I
like reading now. I went in there and I read two short books...and it was fun."

"Oh I learned don't skip the words or sentences because it might be on the test and
if you skip them you might need them to answer the questions and to uﬁderstand what the
story is all about."”

"I would just start reading it and that's it and I would reread it sometimes. Now I'm
getting better using the strategies and understanding the stories.”

"I could never read Stuart Little. I couldn't get through Chapter 1 and now I'm on
Chapter 4 already. Before, when I'd read for the class, I'd get stuck on words. Everyone'd
laugh and I'd get embarrassed and now no one laughs. I never get stuck on words. The

only time I got stuck was when I was reading a poem by Jack Pelusky but even the teacher
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said it was really hard words. Everytime I really get stuck on a word I use context and
....[smiles and gestures that everything's OK].

In most cases these statements are just part of the appraisal the students made of
their reading. However, they are reflective of the objectives of the strategy iraining;
increased strategic and metacognitive knowledge, increased strategy use, improved
metacognition, improved self-confidence, increased effort, more accurate attributions, and
increased enjoyment. For the complete text of the answers refer to Appendix 8 (Question

6).
Recommendation h h

As specific limitations were outlined during discussion of each measure, this
section will focus on recommendations for further research. with reference to the general
limitations of the study. First, students were removed from the class setting and the six
students tc one instructor made instruction intense. The intervention period was also
relatively prolonged: three forty minute periods per week for 21 instructional lessons.
Further research is needed on the effects of in-class instruction and of different intervention
periods. Due to the increased integration of LD students, the former would be particularly
opportune.

Second teacher differences must be considered. In this study, one instructor was
used for all students. Would results have been different had different instructors been
trained to provide strategy training under the same circumstances?

Third, while an executive strategy (Blueprints for Reading) and specific strategies
(Tools for Reading and Road Signs for Reading) were taught in this study, lesson plans
from the Reading and Thinking Strategies Kit (Ievel 5/6) were extended to teach some of
the requisite skills students were judged not to have in their repertoire. Research on what
strategies are necessary and sufficient for improved performance on specific reading tasks

is recommended.



105

Fourth, as tests used to measure comprehension were of limited length, future
research should include tests that reflect instructional practice in school settings as a more
stringent measure of comprehension.

Fifth, as this design requires repeated testing for Group 2 to serve as both the
control and experimental group, tests with forms of higher reliability are needed.

Sixth, what conditions would be necessary to generate long-term maintenance of
strategies? While students were considered to have maintained the strategies after three
weeks, no data was collected after that time. Did students maintain strategy use after
intervention despite being instructed by methods that did not focus on it? What follow-up

would be necessary and sufficient to maintain use?

Recommendations to Teachers

The Reading and Thinking Strategies Kit proved to be a valuable tool for presenting
strategy instruction. However, several recommendations can be made in working with the
material. First, the practice reading material provided in the kit is generally interesting and
chosen from different genre. However, it is important to bridge the strategies to curriculum
material quickly including content area subjects and to provide interesting follow-up
actvities for students in order to keep the focus on reading enjoyment and comprehension
rather than on metacognitive instruction. Second, not all modules from the kit should be
taught in one year. Select the ones considered by testing to be the most necessary and teach
them to mastery. Third, as recommended by Paris in the teacher's guide included in the
kit, the lessons can be extended or modified to suit the skills possessed by the target
students. Fourth, students should be able to see the results of strategy use through the
results of testing or work samples. Reading interviews of students should focus on the

process as well as content of material read to make the strategy use/performance link.
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Fourth, while this is a comprehensive instructional package, other strategies specific to
memorizing or studying also should be considered as part of a complete strategies
instructional programme. Finally, in teaching strategies, the process is as important as the
content. Attention should be paid to the components of good strategy instruction in order
that students make the appropriate attributional links. That is, strategy use leads to

improved understanding.
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APPENDIX 1: CLOZE EXERCISES
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THE DARK TENT

Mike was exclted'! Last week. he and

friends had persuaded their to let them camp

alone at Floating Stone Campground. To his

, Mike's mom and dad had him a

pup tent. boy now had his tent.

Since everything was and ready, they would

early in the morning.

Mike was getting ready for ,

he suddenly realized he'd to spend the night

alone in a dark . He would be afraid,

he certainly did not want his friends to find

. No matter what happened, would Jusnt
have to his fear.
Early next , the boys hiked to
campground. They pitched their and then went

tishing.



supper, they sat around
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campfire and tried to each other with ghost

Each boy tried to the
scarlest ghost story.

midnight, they slowly crawled
thelr sleeping bags, but Mike fall asleep. He
kept strange noises. Was something ?
He lay there petrifies. he take a look?
Mike the tent flap finally

peered  out. A deer nosing around the picnic

! How foolish Mike felt! He was glad he had been

brave encvugh to look.



THROUGH THE STORM

Mother anxiously cradled Becky in her arms. The crying
baby's face flushed and damp. As  Tom
the firewood into the cabin,
he shot a glance at his mother

baby sister. "Storm's getting

, ' he said, closing

the
"1 wish your father home now, and nol
trapping,” she answered. "He
fe-tch the doclorl”
"1t the doctor you want,
can fetch him. Ir'n HOwW 50 i can
there before dark. The will be
drifted high morning.”
"Tom, you'll freeze. It's five to town.”
"1'11 make . I'm 12 now, remember?”
What will she de? Becky might not until
morning. But if Tom immediately, he might reach
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before night came. "Get

suuwishoes, Tom,” she sighed.

Snowdrifts beginning to blanket the
o as Tom set out. He against the
fierce wind blinding SNOW. Daylight was
. Several times he felt , but a
familiar tree bend in the road
him geoing. He was cold and more tired

the minute.

Just as thought he couldn't take
step, Tom reached the crest the

hill. The snow falling. Shining faintly
Below the lights of the . He
plowed omn.  As neared the town, Tom saw
the doctor’'s sleigh was - its

pltace. Tom was relieved, ftor he knew they would get back in time.



SUPERSTITIONS
Are you superstitious? Many people are. Some
show that they are by
wearing certain objects. believe these objects
will them healthy or bring
zood luck.
A long ago, superstitious people believed
some objects could prevent
. They thought a fever be
prevented if they a dead spider. A
would often hang garlic her
child's neck. The didn't have any magic,
the smell kept people . This
included those people might have been sick.
protect themselves from evil,
also wore charms. Fortune-
chose special stones as for each month of

year. They told people wear




these stones for luck. Today we refer

such stones as  Dbirthstones

5til1] wear them for . Other <charms still worn

are the rabbit's foot,

mustard seed, and the ~leaf clover.

People's lives still affected by
superslitions. long as some people
44444 fears and do not certain about
the future, may continue to be

These people will wear favorite charms for

bhealth or good luck, even though charms do not have any proven

puwer.
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DR. NORMAN BETHUNE

Dr. Norman Bethune was a Canadian who believed in helping

people fight for their freedom. He used his skill

as surgeon to save lives on the battleflelds

Europe and China.

Norman Bethune's life-work began World Wav

I broke out in Europe. He as a stretcher-bearer
the front line. Soon , he was

badly wounded carrying a soldier away

the battlefield.

When he well again, Norman Bethune returned

to University of Toronto to finlsh medical

training.

became well known for

skill as a surgeon, this did not satisfy

He wanted something more

life.

When the Spanish Civil War started 1936,




he decided he would to Spain to help the
fight for their freedom.
there, he organized a blood transfusion service on the
. Many 1ives were saved more
blood was available.
he heard of the in
Northern China. He went to the Chinese people,
who were against the Japanese Army without
modern or medical supplies. He
a medical team and up the
stogan, "Doctors! to the wounded! Do not wait

for them to to you.
While performing cperation without rubber
gloves, Dr. Bethune his finger. The cut
infected. Two weeks later died
of blood poisoning he did not have

medical supplies.

115



APPENDIX 2: TEACHER MADE PRE- AND POSTTESTS

116



TIMED REA TION

PRETEST 1 (Grade 6)
A Cowboy's Life

Name Date

1. What do you think would be the hardest part of a cowboy's job? Why?

2. Loose pants on a cowboy are
() a. dangerous () b. expensive () c. stylish

3. Cowboys used to poke cattle with sticks to move them onto
()a.flatbeds ()b. grassy plains () c. loading ramps

4. Many cowboys today like to be called
() a.cowhands () b. cowpokes () c. cowpunchers

5. A ten gallon hat is very
()a.deep ()b.loose ()c.stylish

6. Do you think we will always have cowboys? Why

7. Today's cowboy uses some modern
() a. buildings () b. equipment () c. novels

8. Almost every cowhand today owns a
()a.gun ()b.horse (Oc.whip



TIMED READIN

PRETEST 2
Weapons of Long Ago

Name Date

1. The bow was used more than
() a. 8,000 years ago
() b. 20,000 years ago
() c. 30,000 years ago

2. Man tracked his prey when he used the shortbow because the shortbow did not
() a. bend easily
() b. shoot far
() c. weigh much

3. Name a method that might have been used to catch prey before the shortbow was
invented.

4. This article hints that
() a. bows and arrows are easy to carry
() b. early man did not use the bow
() c. some people still hunt with a shortbow

5. The shortbow has limited
()a.length () b.power ()c.use

6. The arrowheads on a longbow were made of
() a. feathers ()b.steel () c. wood

7. Why do you think a person would choose now to hunt with a bow and arrow rather than
a gun or rifle?

8. The longbow was probably discovered
() a. before the shortbow
() b. at the same time as the shortbow
() c. after the shortbow
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TIME TION

PRETEST 1 (Grade 7)

Pollution and You

1. What percent of a person's body is water?
()a.25percent ()b.50percent () c. 65 percent

2. This article suggests that polluted water
() a. always looks dirty
() b. carries many germs
() c. is not very common

3. What is a way you and your family could help to reduce water pollution?

4. Water often becomes polluted because we allow
() a. oil barges to travel our waterways
() b. people to swim and boat in clean water
() c. untreated wastes to enter our waterways

5. Water is used in making
()a.coal ()b.gold ()c.steel

6. Power plants use water for
() a. boating 9)b. cooling () c. transportation

7. What would happen if all the world's water was polluted?

8. Which of the following can help keep our water clean?
() a. stronger chemicals
() b. treatment plants
() c. wire fences
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[IMED READING QUESTIONS
PRETEST 2 (Grade 7)
A Special Indian
Name Date

1. This article hints that the white man treatcd (he Indians
() a. kindly
() b. respectfully
() c. unfairly

2. Do you think Black Hawk was a her« or a criminal? Why?

3. Black Hawk was a
() a. Fox Indian () b. Sauk Indian () c. Siou:x Indian

4. Black Hawk's fame as a warrior begar when he was
()a.10 ()b.15 ()c.20

5. We can see that at times
() a. the Indians grew tasty corn
() b. Indian tribes fought each other
() c. white settlers travelled in wagons

6. What could the white man have done to try to prevent Black Hawk from making war?

7. The Sauk Indians were mostly
() a.farmers () Db. fishermen () c. hunters

8. Black Hawk
() a. hated the 1804 treaty
() b. liked the 1804 treaty
() c. signed the 1804 treaty
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TIMED READING QUESTIONS
POSTTEST #1 (Grade 6)
DELIGHTFUL DIVING DUCKS
NAME SCHOOL

1. Where would you most likely find a diving duck's nest?
()a.inacave ()b.nearapond ()c.onland

2. Diving ducks dive to get

()a.adrink ()b.food ()c.mate

3. Diving ducks have

() a. bigeyes () b. long feathers () c. large feet

4. Name two ways that man threatens the life of ducks

5. We can see that diving ducks

) a. are easy to hunt
) b. live in groups
) C. never get wet

(
(
(
6

. Why should we make sure that we control where houses are built?

7. A diving duck sits on her eggs for about
(Ya.2weeks ()b.4weeks ()c.6weeks
8. Diving duck hens

a. protect their young

0)
() b. kill their young
() c. leave their young alone
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TIMED READING QUESTIONS
POSTTEST #2 (Grade 6)
Think Before You Throw
NAME N
SCHOOL DATE

1. What is this article mostly about?
noise polution

) a.
) b. solid waste polution
) c. water polution

(
(
(
2. Excess packaging adds to our

() a. air polution

() b. health problems

() c. solid waste problems

3. Clean waste materials that can be reused comes mostly from
() a. factories () b. hospitals () c. homes

4. Name two things you can do to help stop solid waste polution.

5. We can see that cardboard cartons are easy to
()a.burn () b.store () c.reuse

6. Getting 1id of litter is

()a.cheap ()b.easy ()c.expensive

7. More than two thirds of litter consists of old
()a.cars ()b.clothes () c. packages

8. Why do you think that manufacturers use so much packaging even though they know
that this is harmful?
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ED RE N TION

POSTTEST QUESTIONS #2 (Grade 7)

Think About It

NAME SCHOOL

1. Which of the following should not be used when trying to escape a fire?
() a.elevators () b. fire escapes () c. stairways
2. This fire tells us how

()a.toescapea fire ()b. toputouta fire
() c. to start a fire

3. From most homes you can escape a fire through the
()a.attic ()b.garage ()c.windows

4. Why is education about fire safety a good idea?

5. If you are trapped in a room during a fire, it is a good idea
() a. to lie under a bed

() b. to open a window

() c. to stand perfectly still

6. Name one way to prevent fires around the house.

7. How far from the ground is the second floor sill?
(Ja.13feet ()b.25feet ()c.32 feet
8. We can see from this article that

a. breathing smoke might be harmful

)
( ) b. rope ladders should not be used in a fire
() c. youngsters most often start fires
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TIMED READING QUESTIONS
POSTTEST #2 (Grade 7)
Castles In The Air
NAME
SCHOOL DATE

1. People during the Middle Ages were
()a.friendly ()b.poetic () c. warlike

2. Castles were built to protect people from

() a.enemies () b. wild animals () c. storms
3. The castle was also a

()a.church () b.market () c.prison

4. Why do you think moats were built on high ground?

5. This article hints that castles were mostly made of

()a.cement ()b.stone ()c.wood

6. Getaway passages were probably used when people wanted to

()a.escape ()b.fight ()c.vacation

7. The ditch filled with water that surrounded the castle was called a

()a.crevice ()b.keep ()c.moat

8. What feature of the castle do you think kept the lord and his family the safest from

enemies? Why?
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Circle the best answer to each question.

1.

Strategic Reading

What is the hardest part about

reading?

a. Sounding out the hard words.

b. When you don’t understand the
story.

c. Nothing is hard about reading.

. What would help you become a

better reader?

a. If more people would help you
when you read.

b. Reading easier books with
shorter words.

c. Checking to make sure you
understand what you read.

if you are reading a story for fun,
what would you do?

a. Look at the pictures to get the
meaning.

b. Read the story as fast as you
can.

c. Imagine the story like a movie
in your mind.

What is special about the first
sentence or two in a story?

a. They always begin with “Once
upon a time.”

b. The first sentences are the
most interesting.

c. They tell what the story will be
about.

. How are the last sentences of a

story special?

a. They are the exciting, action
sentences.

b. They tell you what happened.

¢. They are harder to read.

. If you are reading for Science or

Social Studies, what would you do
to remember the information?

a. Ask yourself questions about
the important ideas.

b. Skip the parts you don't
understand.

c. Concentrate and try hard to
remember it.

What kinds of stories are easy to
understand?

a. Stories with easy words.
b. Stories with familiar topics.
c. Stories with lots of pictures.

if you could only read some
sentences in the story because
you were in a hurry, which ones
would you read?

a. The sentences in the middie of
the story.

b. The sentences that tell you the
most about the story.

c. The interesting, exciting
sentences.

12AR



9.

10.

11.

12.

How can you tell which sentences

are the most important ones in a

story?

a. They tell the most about the
characters and what happens.

b. They're the most interesting
ones.

c. All of them are equally
important.

if you are reading for a test, which
would help you the most?

a. Read the passage as many
times as possible.

b. Talk about the passage with
somebody to make sure you
understand it.

c. Say the sentences over and
over.

When you tell other people about
your reading what do you tell
them?

a. What happened in the story.

b. The number of pages in the
book.

c. The names of the characters.

If you are reading a Iibrafy book to
write a book report, which would
help you the most?

a. Sound out words you don’t
know.

b. Take notes in your own words.

c. Skip the parts you don’t
understand.

13.

14.

15.

16.

Before you start reading, what
kinds of plans do you make to

- help you read better?

a. You don’t make any plans.
You just start reading.

b. You choose a comfortable
place.

c. You think about why you're
reading.

Why do you go back and reread
things?

a. It is good practice.
b. You didn’t understand it.
c. You forgot some words.

If you had to read very fast and
could only read some words,
which ones would you try to
read?

a. The new vocabulary words
because they are important.

b. The words that you could
pronounce.

c. The words that tell the most
about the story.

Which of the following would help
you read better?

a. Check to see if you understand
the meaning.

b. Copy the whole story.

c. Write down the words you don't
understand.
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17. What should you do if you come to 19. What should you do if you don't

a word and you don’t know what it know what a whole sentence

means? means?

a. Use the words around it to a. Skip it and read a different
figure it out. story.

b. Ask someone else. b. Sound out the words.

c. Go on to the next word. c. Think about the other

sentences in the paragraph.
L
18. Which of the following would help \

you understand a story? 20. Which of the following is the best

a. Think about what the way to remember a story?
sentences mean and how they a. Say every word over and over.
go together. b. Think about remembering it.

b. Look up ali of the words in the c. Write it down in your own
dictionary. words.

c. Read the story aloud.
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APPENDIX 4: INTERVIEW QUESTIONS AND ASSESSMENT CRITERIA



INTERVIEW QUESTIONS AND ASSESSMENT CRITERIA
QUESTION 1: What do good readers do when they read?

QUESTION 2: When you pick up something to read, what do you do?

Value 0: Lacks strategic value
-don't disturb others

-get it done as fast as they can

-skip stuff I don't know

-I don't know (not sure)

-I open the book and start reading
-get in a comfortable position
-follow with my fingers

VYalue 1; Process at the word level
-sound it out

-pronounce the words right

-read lots

-can read bigger books

-look up the words in the dictionary
-don't skip

Valye 2: Passive text level strategies
-concentrate harder

-go back over it

-read it over

-reread

-read slowly

-get help -ask a friend (or the teacher) to tell me
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Value 3: Active text level strategies (no metacognitive statements)
-paraphrase

-use imagery

-use context

-think it over

-look for the main idea

-ask questions

-predict what the story will be about

Value 4: Active text level strategies with metacognition

-make a plan for reading to help me understand (or remember better)
-ask myself questons so I can remember what I have read

-if I'm stuck on a word, I leave a blank and read around it to see if I can find a word that
will give me a clue

-if I don't understand, I will check back

-I put myself in the character's place so I can experience the story more

-I look at the title and the picture and try to predict ahead because it makes it more

interesting
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QUESTION 3: What do you do when you come to a word you don't know?
QUESTION 4: What do you do when you come to a sentence you don't know?

Value 0: Skips it.

-1 don't do anything, I just skip it.

-Leave it out.

-Skip over it.

-Forget it.

Value 1: Attempts to use a strategy (including context), but ends up skipping.

-I try to sound it out, but if I can't I just leave it out.

-I read it over, but if I can't get it I just skip it.

-I might read ahead or behind, but then I just skip it.

-I might try to break it into parts, but if it's too hard I just don't worry about it.
Value 2; Uses any strategy except context and ends up know the word.

-I ask the teacher to help (or a buddy).

-I try to sound it out, but if I can't I ask a friend if they know.

-I might look it up in the dictionary or the glossary.

-I look for a small word in it, and get help.

Value 3: Uses context as one strategy and ends up knowing the word.

-I might leave a blank and read ahead, to see if I can figure it out and then I get help.
-I read around it and then, if I still can't get it, look it up in the dictionary.

-I might read behind or ahead and look for the word again, to give me a clue what it might
be about but I still don't get it I get help.

-I think about what the word might be from the clues in the picture, and then I ask

someone.
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QUESTION 5; This list of words can be used to describe how people feel about the kind of
reader they are.
Very good
Good
Satisfactory
Fair
Poor
What one would you say you were?
Dces that describe how you understand stories or how you read the words?
Look at this list again (repeat list) and tell me how you read the words "or" understand the

stories (whichever one was not stated in the first answer).
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APPENDIX 5: MEASURES OF MAINTENANCE



nce Ti n
A Lively Lake Indeed!
Maintenance Test #1 (Grade 6)
Name School

Date

1. The first sailing ship on Lake Michigan was LaSalle's
()a. Cayuga (}b.Griffin () c. Hurd

2. Choose .i.¢ best title for this story.

a. Grear Indian Legends

)
) b. History of Lake Michigan
) ¢. Steamers on the Move

(
(
(
3

. Name two problems of still having sailing schooners on Lake Michigan.

4. The whaleback ships handled well during a

()a.drought ()b.floed ()c.storm

5. This article hints that

() a. many ships have disappeared on Lake Michigan

() b. early steamships travelled slowly

() c. Indians often attacked the whalebacks

6. The early steamships were called "teakettles on a
()a.barge ()b.raft ()c.stove

7. How many feet a day could the "Independence" be moved?
()a.three ()b.four ()c. five

8. Why do you think so many Ic zends were made up about the ships?
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Look Around You
Maintenance Test #1 (Grade 7)

Name School

Date

1. The environment is everything around you that is

()a.living () b. non-living
() c. living and non-living

2. Choose the best title for this article.
a. The Environment and You

)
() b. Pollution is Everywhere
() c. Water and Air to Clean

3. Why do you think it is important for us to worry about animals or plants that are almost

extinct?

4. This article hints that man

() a. can travel from one environment to another

() b. does not enjoy living on the planet Earth

() c. ignores the non-living environments around him
5. Man cannot live on the moon unless he has special
()a.friends () b.equipment () c. weapons

6. The whole environment can be changed by

() a. walking through the woods

() b. painting a country scene

() c. cutting down a forest

7. Before we change anything in an environment, we should
a. ignore any changes

)
) b. think about the changes
)

(
(
() c. kill all living things
8

. What do you think is a very important environmental problem that people in B.C. have.
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Follow That Goose
Maintenance Test #2 (Grade 6)

Name School

1. Choose the best title for this article:
() a. Alaska-The Wild Land

() b. All About the Emperor Goose
() c. A Trip to Canada

2. The Emperor Goose is a North American
() a. amphibian () b. reptile () c. waterfowl

3. We can see that the researchers have learned much about the goose's

() a. eating habits
() b. nesting habits
() c. sleeping habits

4. How might pollution affect the goose's survival?

5. What state does the Emperor Goose nest in?
()a. Alaska ()b.b.Iowa ()c.Yukon

6. As the Emperor Goose grows from a baby to an adult, it changes its
()a.colour ()b.diet ()c. personality

7. Why is it important for the survival of the young that the male and female mate for life?

8. When the female goose tries to protect her nest, she looks like a piece of
()a.dirt ()b.rock () c.driftwood
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Probing With A Purpose
Maintenance Test #2 (Grade 7)

Name School

1. Which of these would be a good title for the article?
) a. How Rockets Help Us
) b. N.A.S.A.'s Space Science Program
) c. Visitor's From Outer Space

(
(
(
2. In what year were the Voyager probes launched?
()a. 1975 () t.1976 ()c. 1977
3
(
(
(

. After the probes pass Jupiter, Saturn and Uranus, they will probably
) a. bum up

) b. keep on going

) ¢. return to Earth

4. Some people say that the space science program is too expensive and that we should
spend the money differently. What do you think?

5. Which of the following planets will the Voyagers pass?
()a.Neptune ()b.Plutec ()c. Jupiter

6. The goal of ali research is

() a. to make sure other countries don't know more than us
() b. to make things better for man

() c. to stop war before it begins

7. Name two problems that the space science program might cause.

8. In order to gain information about the planets, N.A.S5.A. uses deep-space probes and
()a.comets ()b.meteors ()c. satellites
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Everything you need comes from your environment. You get food, water and air
from it, as well as shelter, clothing and fuel. You need these things to live. But your
environment also contains things you don't need. In fact, some things in your environment
are harmful to you.

You put food, water, and air into your body every day. Together they provide the
materials and energy that you need. But food, water, and air may not always be helpful to
you. It depends on what they contain. It depends upon the environment.

UNWANTED CHEMICALS

Insects can cause a lot of damage to crops. So farmers often spray their crops with
poisonous chemicals. Some of the chemicals get into insects and kill them. Then, when
other animals eat these insects, the poisons can get into them too. Even animals that eat
animals that eat the insects can be poisoned.

Some of these poisonous chemicals get washed into rivers and lakes. There they
may get into tiny plants or animals. In time, poisons used to kill insects can get into the
food used by people.

MERCURY IN FOOD

Mercury is used in some kinds of thermometers. But do you know that chemicals
containing mercury can get into your food? Do you know that when this happens it can be
harmfui?

Factories that use mercury or chemicals that contain mercury sometimes let the
waste go into rivers or lakes. There these wastes pass into the tissues of tiny organisms in
the water and mud. These tiny organisms are eaten by larger ones. And those by even
larger ones. So the chemicals containing mercury get passed along. In this way, they may
appear in fish or in other things that people use for food.

One problem with poisonous chemicals in food is that some of them last so long.
These chemicals may pass form one organism to another, again and again. It may be years
before the chemicals are no longer harmful.

140



141

GASES IN THE AIR

Smoky, dirty air can be cleaned. It can be sent through a filter as in an air
conditioner. This may remove most of the dirt and smoke particles. But often it is not
smoke particles in the air that are harmful. It is unwanted gases. And these are not usually

removed by a filter.

When gasoline burns in a car engine, poisonous gases are given off. Where there
are a lot of cars, there may be dangerous amounts of these gases. Poisonous gases also

come from the chimneys of factories, power plants and even homes.

POISONING YOUR BODY

It is bad enough to have to eat, drink, and breathe unwanted chemicals! It is bad
enough when you cannot do enough about it. But strange as it may seem, some people put
poisons into their bodies on purpose.

People who smoke take millions of tiny particles into their lungs. Some of the
particles stay in their lungs. In time, they can cause serious damage to the lungs. And what

happens to the particles smokers breathe out?

As you can see there are many ways for poisons to get into our body.



SCIENCE TRANSFER OUESTIONS (GRADE 6)
STEM SCIENCE (RED)
NAME SCHOOL

DATE

1. Everything we need comes from

()a.energy ()b.chemicals () c.the environment

2. This article hints that

() a. chemicals pass from on part of the environment to another.

() b. we can't do anything about chemicals in our environment.

() c. we need to spray insects with chemicals so they won't eat our crops.
3. Mercury is

()a.anorganism ()b.achemical () c.athermometer

4. Name two ways bad chemicals can get into our bodies.

5. Gases in the air

() a. can be cleaned by an air filter
() b. are safer than smoke
() c. can be poisonous

6. A good title for this article is

() a. Growing Food Without Chemicals

() b. Unwanted Things in Your Environment

() c. How to Stop Pollution

7. To help protect ourselves against gases in the air we can

() a. reuse or recycle our wastes.
() b. stay inside or ride to places in a car
() c. try not to breathe too deeply
8

. What could you tell a smokers about the problems they are causing?
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Part of man's success as a competitor lies in his ability to invent things. Each year
he finds new ways to do whatever he wants to do. He has invented ways to travel above,
below, and beyond the earth's surface. He has also invented ways to explore the tiniest bits
of Earth and himself, and to repair damage to himself.

Man has put many energy sources to work to accomplish his goals. He has
invented ways to extract and use the energy stored in all kinds of fuels.

Mountains are no match for high explosives, giant cranes and bulldozers. Valleys
are_no obstacle to being filled in with concrete and water. Whenever man wants to
"develop” a part of his environment, he seems to be able to do so.

But with each of man's inventions comes an increased need for ores for metals,
chemicals for plastics, fuels for energy, stone for roads and water for washing, cooling and
waste disposal. All of these are taken from the ecosystem. In taking them, man often

messes up his environment.

Also with each new invention and the materials that supply them, comes a need to
get rid of waste metal, plastic waste, waste building materials, dirty water, and waste heat,
smoke, and gases. All these wastes must be put somewhere in the ecosystem. In getting rid
of these things, again, man often messes up his environment.

Population pressures, industrial needs and the mismanagement of resources is
affecting our environment. The quality of the air, water, soil, minerals, forests, and
wildlife is rapidly getting worse.

_ _ However, there are some signs of progress. Car makers have developed and are
installing pollution control devices. At the same time, they are experimenting with other
power sources--- steam, and electricity for example. Some cities even restrict the use of

private cars in crowded areas.

Water-testing laboratories have been set up-sometimes on boats-for testing
waterways near near certain industries. These laboratories can trace the source of
pollutants. Then action can be taken to prevent pollutants from being added to the water.

In some of the rivers, lakes and harbours near big cities, people are fishing again.
This is only possible when the neighbouring communities control their pollutants.

These are only beginning steps. In many areas, a great deal more needs to be done.
For example, people need to think about their own actions.

They need to make decisions on even little questions such as--
*soap or detergent?
*let the motor running while waiting?
*returnable or non-returnable bottles?
*plastic or paper?
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It is easy to talk about what industry or the government does or does not do about
the environment. It is harder, but it is also better, to think about what you yourself can do.
Because what you see happen in your environment is not what "they" did. It is what "you "
do! "They" are just a lot of "you"!!!



SCIENCE TRANSFER QUESTIONS (GRADE 7)

STEM SCIENCE (BLUE)

NAME SCHOOL,

DATE

1. This article says that our pollution problem must be solved by
() a. the government () b. the scientists () c. everyone

2. This article hints that

() a. people use too much from the environment

() b. people can solve all their problems

() c. people must stop building things

3. Car makers are trying to power cars with

()a.chemicals ()b.steam () c. pollutants

4. How can we make industries stop polluting the environment?

5. The main idea of this article is
() a. How man's inventions can hurt us.
() b. How recycling can solve the pollution problem.
() c. How pollution is caused and can be corrected.
6. A waste product that comes from new inventions is
(Ja.ore ()b.smoke ()c.fuel
7. When there are lots of fish in rivers
a. pollutants from factories are being controlled

()
() b. people aren't fishing there
() c. fish are not affected by pollution

8. Why does the government think that making gas expensive will help to solve the

pollution problem?
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SOCIAL STUDIES TRANSFER TEST (GRADE 6)

THE INUIT AND THE INDIANS COME TO CANADA

Long ago, there were no people living in the land now called Canada. Then,
thousands of years ago, the first people came to our country. Today these people are
known as the Inuit and Indians. They are Canada's native people.

Some people think the native people came across the Bering Strait from Asia in
small groups of hunters. The Inuit stayed in the north along the shores of the Arctic Ocean.
There they hunted seals and caught fish. Gradually the Inuit moved east, all the way across
the Arctic.

The Indians hunted musk oxen and caribou. As they followed the herds, the
Indians slowly moved south and east across the country. Some Indians lived in the forest,
and some lived on the grasslands called the prairies. Others stayed near the lakes and
rivers. Eventually the Indians settled all across Canada.

The native people were Canada's first explorers. They lived here for a long time
before anyone else came to this country.

PEOPLE FROM EUROPE CAME TO CANADA

On the other side of the Atlantic Ocean, people in Europe did not know anything
about Canada. No one from Europe had ever crossed the ocean. Long ago people looked at
the ocean much as we look at outer space today. People thought that sailors who went too
far from land would be swallowed up by monsters or that their ships would fall off the
edge of the earth.

We don't know when the first person from Europe crossed the Atlantic Ocean.
There is a legend that a monk sailed across the Atlantic 1400 years ago. The monk was
Saint Brendan. He sailed from Ireland with some other monks in a small boat made out of
leather. They were looking for some new lands. The legend says that although the sailors
thought that they found land, they just landed on the back of a whale. Recently some young
men built a leather boat and set out to see if Saint Brendan could have found America.
Although they did land on the shores of Newfoundland, we cannot be sure if the story of
Saint Brendan is true.

EXPLORERS FROM EUROPE CROSS THE ATLANTIC

About 500 years ago, the merchants in Europe began looking for a new route to
China. They wanted to get silks, spices and jewels from China to sell to the people in
Europe. For a long time the merchants had sent camels eastward across Asia to China. That
route was long and dangerous. The merchants wanted to find an easier, safer route so they
sent out ships across the Atlantic Ocean thinking they could reach China by going the other
way.
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They were going where other Europeans had not been before. They were going into
the unknown. To do this, they had to be brave and fearless.



SOCJAL STUDIES TRANSFER QUESTIONS (GRADE 6)

Name School

1. The first Inuit and Indians are Canada's native people because
() a. they hunted and fished for their own food

() b. they came from Europe

() c. they were the first settlers in the land

2. The first people who came to our land came from
(Ya.Asia () b.Ireland () c. Europe

3. The Indians moved South and East across the country because
() a. there wasn't room enough in the Arctic for them all

() b. they were searching for food

() c. they needed trees to build houses

4. How would you say that the early explorers were like today's astronauts?

5. The Indians hunted
()a.camels ()b.seals () c.caribou

6. What would be a good tile for this article?
() a. The First Canadian Settlers

() b. The Legend of Saint Brendan

() c. Searching for Gold in the New World

7. Name two problems that the Inuit people might have had when they came to our land.

8. The European explorers came across
() a. the Bering Strait () b. the Arctic Ocean
() c. the Atlantic Ocean
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JOINING CONFEDERATION

On July 19, 1871, people in the new town of Barkerville stayed up very late. At
midnight, British Columbia became one of the provinces of Canada and people wanted to
celebrate their first moment as Canadians. Exactly at midnight members of Barkerville's
volunteer fire department began to ring the fire bell and a salute of 21 guns was fired in the
air. In the morning, stores and businesses were decorated with flags and streamers. One
storekeeper had designed a special flag as a sign of his pride in joining Canada. To make
the flag, he had painted a white circle with maple leaves around it on the red background of
a British Ensign. In the circle he had drawn a beaver. The flag flew all day from a pole in

the center of Barkerville.

The biggest celebration was held in Victoria, the capital of the new province. The
Victoria newspaper, the Colonist, said that people rang bells, fired guns, burned candles,
set off firecrackers, and cheered and cheered and cheered. During the day there was a huge
picnic in Victoria. There were banners, songs and a giant hot air balloon that flew over the
city. Bands played the popular Canadian song, "The Maple Leaf Forever." There were
many speeches telling how joining Canada would change the lives of people in British
Columbia.

The main speech was made by Amor de Cosmos, the first owner and publisher of
the the Victoria Colonist newspaper. He called the holiday Confederation Day. He used the
term confederation to explain how British Columbia had become part of the Canada.
Confederation meant the joining of different provinces and territories to form one country.
When British Columbia joined five other Canadian provinces and a large region called the
Northwest Territories, Canada became a country from coast to coast.

Amor de Cosmos explained that as partners in confederationr all the people of
Canada shared the same laws and government. Like Canadians in other provinces, British
Columbians would now have the right to vote for people who would go to Ottawa, the
capital of Canada, to speak for them in the Canadian parliament. Members of parliament
from all the provinces helped make the laws for all Canadians.

To help people in British Columbia stay in touch with people in other parts of the
country, the government of Canada agreed to help pay for mail service. Because travel
across Canada was too difficult for frequent trips, mail from Eastern Canada was sent by
train across the United States to San Francisco. From there it was carried to Victoria by
steamer.

A steamer brought newspapers from Eastern Canada every two weeks. They were
full of pictures that told what was happening in other parts of Canada. The prime minister
of Canada, Sir John A. MacDonald promised to help people in all parts of Canada reach
each other more easily by having a railway built. The railway would stretch across the
country from eastern Canada to the Pacific Ocean.
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NAME SCHOOL

1. This passage tells about:

() a. the building of the railway

() b. how the government of Carada started

() c. what happened when British Columbia joined confederation

2. The only feature on today's flag that is the same as the one made for the celebration is:
() a. the maple leaf () b. the beaver () c. the white circle

3. Te help bring all provinces of Canada together, the government promised:
()a.anewspaper ()b.arailway () c.a mail service

4. Although people in this passage were happy to join Canada, name a problem that people
in B.C. might have being part of this country.

5. The capital of Canada is:
()a. Victoria ()b. Barkerville () c. Ottawa

6. When Newfoundland became part of Canada, we said it joined:
() a. parliament () b. confederation () a union

7. Why do you think it was important to the rest of Canada to have B.C. join with them?

8. Mail came from San Francisco by:
{)a.train ()b.plane ()c. steamer
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N S

INTROD N TO LESSON
1. Review purpose of testing
2. Introduce the programme

-identify the time line

-identify why students taking part and what programme will do
3. Outline what we know about good students

-use strategies (methods) to help them to read well

-read for meaning

-think about why they are reading and what they want to want to have happen at ihe end
4. Gutline objectives of programme

-going to teach those strategies to students to help them become better readers
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; N G STRATEGIES:LEVEL
M # n
BLUEPRINTS FOR READING

I. Introduce poster

-each lesson will include a poster to help remember the strategies that will be taught
-how many of you have seen blueprints?

-what are they for?
-we need a plan for building a house or a plane or a car

-we need to know what steps to follow, what materials to use and what measurements to
use

2. Make link between poster/blueprint and reading/blueprint

-we understand about how builders and architects use blueprints for constructing

buildings but our poster says Bluyeprints for Reading. What do you think that means? Poke
for connection that reading requires plans, steps and construction to build meaning.

-establish that good readers build meaning by using strategies before, during and after
reading (refer to interview questions}

3. What is my reading goal?

-establish that for a couple of lessons we are going to practice some strategies before
reading

-focus on three questions on poster blueprint

-identify that these are three questions that students should ask themselves before they
start to read (remind them of the interview question-What is the first thing you do when
you pick up a book?)

-Why is knowing what your goal is important?

-important to know that knowing a purpose wili tell them how to read a selection (reading
a newspaper ad for the time of a concert would be different from studying your science

book for a test)

-think of this question as building the foundation of a building
-make a list of types of goals on blackboard e.g. fun, solve a puzzle, get main idea,
write a report, learn new information, follow directions, etc.
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4. What kind of reading is this?
-this question like constructing the floor of your building
-why is that an important question?
-should read differently for different kinds of reading

-make a list of different types of texts on blackboard e.g. novels, science, social studies,
poetry, comics, letters, ads, recipes, etc.

5. What is my plan for reading?
make the plans before you read.

-wouldn't be a very good idea to start building a house without plans...wouldn't know
which to do first...might have to tear something down after you start...waste time and
money.

-should know what kind of reading you have so you know what you want to do with it.
-match the goal and type of test on the board and make a plan for how that should be read

-CONCLUSION: many plans for reading and must determine the type of text and why
you are reading it before you can chose your plan.

6. Modelling/Guided Practice: Fine-Feathered Dinner Guests

- I would build my foundation for reading by asking the first question "What is my
reading Goal?"

-I would build the floor by asking, "What kind of reading is this?"

-In order to construct walls I need a plan, eg. skim to pick out key words, stop to
determine if I understand it.

-I will read first verse orally and then summarize the meaning to make sure I understood
what I read.

-I will read second verse orally. (Give personal reaction and respond to question, "Why
do some think the cardinal is annoying?” Tell students why this process helps me
understand and remember what I have read.)

-Tell students that we will read third verse together so that they can have a chance to
practice what [ have done. Have them give reaction and answer "Why does the bluejay get

angry?”

-Tell the students that they will read fourth verse and summarize whole meaning of poem.
Ask "Which bird is the most welcome dinner guest?”
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9. Strategy knowledge C.eck
-What are blueprints for reading? (plans to help construct meaning)

-Why do you identify goals and type of reading before you start? (read differently/build a
good foundation.

-Why is it important to make different plans for different kinds of reading materials?
(good readers don't read the same all the time...one thing changes another.



READ LEV
Module 1 Card B Lesson 1
BLUEPRINTS FOR READING

1. Review lesson #1a
-cover up words on poster

-ask for students to remember the 3 reading strategies that we used to build meaning
while we read

-using new graphic, place sticky strip into appropriate place
-ask other students for examples

-remind students that this is the way good students read and that they are showing the
knowledge that they need to become good comprehenders

2. Introduce lesson: to develop plans for reading by looking at titles and pictures
-hand out booklets and have students look at story "Seeds as Travellers"
-ask kind of text..ask students to write it into the foundation section
-ask what goals for reading...ask students to write it into floor section

-ask plans for reading (read and remember information)...ask students to write it into the
walls section

-introduce using titles and pictures as ways of learning
3. Developing prereading strategies (titles and pictures)

-ask students where else other than the text a reader can get information that will help
build meaning

-using picture develop what ideas students get from it

-using title ask students to predict what the passage will be about

-find our what students know about subjects....inform students that if they think about
everything they know about a subject before they start reading it will help them to connect
their old knowledge with their new knowledge to help them understand better....reading
stories with familiar topics will be easier than a new one

-develop mind map about what they know about how seeds travel

-after finished, have students add ttles and pictures to plans for reading section
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inform students that they have a lot of information now and that this selection should be
easter to understand and remember

3. Guided practice

-ask students to read selection

-when finished ask students to give an additional piece of information that they learned
from the passage
4. Feedback

-ask for the three steps using the building terms

-ask how the students find these strategies are helping them understand better

-ask students if the strategies are easy or hard to do....encourage that even if they are
not easy the effort is worth it to improve their reading and their performance in school

-identify that next time we will learn some strategies that will help us while we read and
will finish building our house
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READING F X S
Module 1 B
BLUEPRINTS FOR READING

1. Review of strategies 1-3
-remind students that they have been learning and using three strategies for reading for

the past two lessons

-remind them that we had built our reading foundation from the foundation, floor to the
walis

-have them picture the three strategies in their minds
-have the students write the first three strategies on the worksheet

-collect them when finished

2. Introduce next three strategies

-today we are going to finish constructing our house by talking about plans we can make
not only before but during and after reading as well

-what kinds of plans can you follow during and after you read? (write these down on the
blackboard)

3. Strategy #4: to monitor comprehension as they read

-the next strategy that we are going to learn and practice is one that good readers do
constantly when they read....that is they make sure that everything is in the right place and
makes sense

-if we were thinking about constructing a house instead of constructing meaning we
could think of this step as putting in the windows and doors in the right place so that you
can see clearly and get out when you want

-you need to ask yourself if all the words and sentences make sense

-you need to trust yourself when you start to fecl confused and krnow that something has
gone wrong

-if you get that feeling you may have to go back and reread or look up the meaning of
some words
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4. Strategy #5: to identify the main idea (get the meaning)
-the next step is to put on the roof of the building
-every building has a roof that ties everything together
-in a story the main idea ties the story together
-who can explain what the main idea is?...the meaning or theme of the story
-the main idea is the most important thing to know about the story and passage

5.Strategy #6: 10 evaluate their reading

-the last thing that we have to do is construct the chimney of our building.....in reading
we do that by thinking back about the story or passage

-did I like it? Did I learn anything new? Was it easy or difficult? Would I like to read
more about the topic or more by the same author? Was it easy or difficult?

6. Summary

-you have now learned how to construct meaning when you read just like a builder
constructs a building

-you have your blueprint for reading starting before, continuing during your reading and
even continuing after you have read

-let’s practice the steps together before we start to read today
7. Guided reading
-today you are going to work your way through a passage using your blueprint for reading

-you will put in the steps just like you did this morning and then describe below what you
did

-you may look at this prompt sheet if you forget what the step is

_ -first work on the steps for before reading, stop while you are reading the passage to fill
in the step for during reading and then fill in the steps after you have finished

8. Review

-discuss the answers for each section emphasizing that answers may vary
9. Conclusion

-review steps 1-6

-are these steps easy or hard to follow
-now have these steps helped you read
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READING AND THINKING STRATEGIES: LEVEL 5\6
Modul B

BLUEPRINTS FOR READING
Review: Modelling/Guided practice

-inform students that when it is important to remember things that 1 usually recite them
because practice helps to make a stronger image in my mind

-demonstrate for students by reciting the six strategies

-ask students to recite the three pre-reading strategies together (reinforcing the analogy of
"constructing a house.")

-recite the strategy for during reading
-recite the two strategies for after reading

-inform students that for many people, writing things down is the best way to learn and
that is the way for me so the nest step to help me remember will be to do that

-write strategies on board and point out problem solving strategies of what to do if |
forget (emphasize that I want to get the meaning down and that if some words are not
exactly the same, it doesn't matter)

-have students write the strategies on the worksheet

-check individually for accuracy and meaning (particularly using title and pictures for
activating background information)

2. Assignment: Modelling
-introduce the assignment (to identify the main idea of a passage)
-inform students of importance of knowing main idea

-read short paragraph and, using the "main idea" plan on the worksheet, demonstrate
how I go about deciding what the main idea will be

3. Assignment: Guided practice
-inform the students that they will now do this independently
-fill pre-reading information on strategy worksheet

-read story and fill in the "main idea"” worksheet (using text)
-work independently on assignreent

-check for accuracy on strategy use worksheet and main idea assignment
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4. Feedback

-share information on main idea word, supporting information and main idea statement
5. Conclusion

-ask why it is important to know what the goal for reading is

-ask what factors influence the plan for reading

-ask students when they could use these strategies in their classroom (transfer)

-tell students that for the next lesson they are to have one example of when they used the
strategy
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AD AND :LEVEL S
M 1 B nd
BLUEPRINTS FOR READING-Test
1. Review
-review the 6 steps for constructing reading

-what were the two areas that we worked on that gave us infermation to start building the
meaning in our passage? (title and picture)

2. Independent practice-test
-today you are going to practice using those six strategies on your own

-you are going to write down the strategies that we practiced on your building blueprint
that you saw last day

-then you are going to write down how you used the strategy, what you did in your head
at each step

-then you are going to read the story

-your assignment today will be to answer the questions on the worksheets as carefully as
you can

-if you use the strategies well you should see that it is easier to understand the story and
to answer the questions

-are their any questions?
3. Interviews
-when students are finished interview as many as possible (see interview sheet)
4. Conclusion
-we have worked independently with the first three strategies today that you use before

reading and next time we will work on those to finish building our house....those that will
help us build even more meaning into our reading



N TE : LEVEL

)| i r in
1. Review

-draw students’ attention to graphs and indicate progress and relationship to using
strategies

-indicate that today's lesson will continue the emphasis on what students could do
"during" reading to construct meaning

-direct students’ attention to last lesson and review the strategies that came up (reread,
context, imagery, paraphrase)

2. Guided Practice

-tell students that today's assignment will be to read a story independently and to write
down two strategies after reading that they used to help them understand the story better

-tell students that they will have to state exactly where they used this strategy by referring
to the paragraph #

-tell students that we will discuss what they did after as a group
-have students identify their goal for reading

-have students identify the kind of reading and elaborate on how this is different from
non-fiction (structure, content, plot)

-have students identify how they are going to read this including using title and picture as
clues

-have students make prediction about story
3. Independent practice
-have students read story and write out strategies on answer sheet

-when finished, go through story and identify the strategies and how they helped to make
the story more memorable and understandable

4. Conclusion

-ask students their opinion of the picture (did it help in making a prediction about the
story. Does it matter if you are wrong.)
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ADING AND THINKING STRAT ; LEVEL
M 1 L
Blugprints for in
1. Review

-indicate that today's lesson will continue the emphasis on what students could do
"during"” reading to construct meaning

-direct students’ attention to last lesson and review the strategies that came up (reread,
context, imagery, paraphrase)

2. Guided Practice

-tell students that today's assignment will be to read a story independently and to write
down two strategies after reading that they used to help them understand the story better

-tell students that they will have to state exactly where they used this strategy by referring
to the paragraph #

-tell students that we will discuss what they did after as a group
-have students identify their goal for reading

-have students identify the kind of reading and elaborate on how this is different from
non-fiction (structure, content, plot)

-have students identify how they are going to read this including using title and picture as
clues

-have students make prediction about story
3. Independent practice
-have students read story and write out strategies on answer sheet

-when finished, go through story and identify the strategies and how they helped 1o make
the story more memorable and understandable

4. Conclusion

-ask students their opinion of the picture (did it help in making a prediction about the
story. Does it matter if you are wrong.)
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1. Review

-remind students of the last three strategies that they learned and practiced for during and
after reading

-have students verbally repeat all the strategies
-have students fill in blank worksheet with all strategies

-remind students that they have their prompt card and that they may use this if they cannot
remember (record usage)

2. Independent activity-test
-advise students that they are going to work independently on their reading today
-advise students that their assignment will be to fill in the strategies worksheet
-advise them that there will be questions to answer at the end

-before reading develop prereading skills by discussing predictions for the story
(vocabulary and plot) using the title and the picture

-have students complete assignments
3. Interview

-while students are reading interview students as to their prereading and during reading
strategies (see outline)

4. Conclusion

-have students retell the strategies and one in-class assignment to which they will apply
the strategies
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READING AND THINKIN ; LS

Module 1 Card B Lesson 8

BLUEPRINTS FOR READING

1. Review
-review the 6 strategies for reading that the students have constructed
-ask students why they are important

-instruct students that they will not write them out today but that they will be asked to
verbally recite them to me during ihe lesson

-inform students that we will be concentrating on after reading strategies today
2. Modelling

-inform students that they have a right to an opinion about stories-that they will not like
all stories, that they will not like ali parts of a story, and that not all students will agree on
whether a story is enjoyable

-read a short paragraph and demonstrate for students my reaction to it (refer to parts of
the story-plot, characters, language, topic, etc.)

-encourage students to give opinions that they back up with examples especially those
that disagree with mine or that have different reasons for their opinion

-inform students that by have personal reactions to stories, they will enjoy reading more
and will remember what they have read beiter

2. Independent activity

-instruct students to prepare for reading with the prereading strategies and then io read the
story provided at their level

-instruct (and write on board) that the assignment will be to write an assessment of the
story ie. language, topic, characters, plot, etc.

-indicate to students that these are areas that you can consider when assessing "how you
feel”

3. Interview

- while students are completing questions complete interview on what strategies they
used, how it helped them at the three reading intervals

4. Conclusion

-identify to students that this will be the last lesson on this module and that next session
will focus on some specific strategies to be used while reading



NGA! ! TRA IES: LEVEL

Module 3 Card A Lesson 1
TOOLS FOR READING

}. Introduction

-we learned over the last couple of weeks that we can construct meaning as we read just
fike a builder constructs a house by doing things before, during and after we read

-today we are going to start to learn to use more tools to help us construct the meaning in
our stories

-can any of you name some tools that a builder uses? a cook?

-we need lots of tools to complete a job but we must also know which ones to use to get
the job done

-you would not use a hammer to cut a piece of wood and you would not use a knife to
stir soup

-good readers know lots of different tools to use when they read, they chose the right
ones and they use them all the time even when they are frustrated

- who can name some of the tools you already have been using

-today's lesson is about a tool that can help you understand words or sentences that you
can't understand

2. Using context
-many of you have told me that you already use this strategy for understanding
-it is important though to learn more about it and when 10 use it

-when we have difficulty figuring out what a word or sentence means we should use
context to help us figure it out

-you should use the words or sentences around it to help you get the meaning

-how many of you think you use context now?

-for those of you that don't here is an example that might help you understand what I
mean

-{on board) "i couldn’t ride my bike becauase the sprocket was broken” What do you
think a sprocket is? How did you get that ides?
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-even sometimes if you don’t know exactly what something is you can get a good enough
idea to help you understand the meaning

-who might understand that sentence better than us (a bike racer, a repair man)

3. Guided practice
-today we will start practicing using context by working together on a story

-identify that both titles and pictures are good context because they give us lots of clues
about the story

-have students read the title and make guesses as to what the story might be about
-have students look at the picture and try to guess the plot
-discuss the story using the underlined words and phrases as problems

-have students underline with a coloured pencil the context that helps to clarify the
meaning of the identified problem areas

-at the end of the story identify that we will use our after reading strategies to complete
constructing the meaning

-have students give the main idea of the story and their opinions of it

4. Conclusion
-what tool did we work with today?
-when would you use this tool?
-do you think this tool would be hard or easy to use
-why do you think it would be worih the trouble
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READING AND THINKING STRATEGIES: LEVEL 5\%

Modu A
T FOR READING: USIN NTEXT

I. Introduction
-direct students to poster
-ask students to identify why tools are useful when doing jobs
-ask students for some examples of occupations and the tools they use
-ask students what tools we have found useful for reading
-ask students why these tools have been useful
-ask students what tool we worked with last time

-ask students why it was useful for us to use this tool

I

. Review
-ask students how we used context while reading last lesson

-remind students that this strategy required work but that it was worth it to be able to
understand stories better and to be able to read independently

-remind students that the exact meaning of each word was not always possible but that if
the overall meaning was clear then it was not necessary to consult a dictionary or teacher

3. Guided practice

-introduce students to the cloze method for using context by illustrating that often we can
use context to give us the word even if the word is not there

-state that we use our knowledge of the subject matter and our knowledge of how our
language works to fill in the word

-give example: The elephant raised his trunk and his ........ swayed back and forth.

~-remind students that to use all the context in the sentence, they should always read to the
end of the sentence substituting a grunt or nonsense sound for the word and then reread
the sentence and put in the word
-explain how we can picture what is happening and we fill in the blank from our
knowledge about elephants
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-ask students what kind of stories or passages would be easiest to do this with (casy
words, easy sentences, familiar topics)

-tell students that they often also get clues from the letters in the word as well as from
what they know about the subject

-give example: The elephant raised his trunk and his h(ead), t(ail), e(ars) swayed back
and forth.

-tell students that they are going to do a cloze exercise today taken from a story that they
had previously read

-tell students that they can work in pairs or threes to determine the words until #25 and
then they should practice on their own

- inform the students that I will be available for consultation as well
-ask for questions about the assignment

4. Independent practice
-at #25 redirect the students to their seats to work independently

-circulate and question students as to how they are doing the exercise and ask if they find
it easy or hard

_encourage them to continue as this is the secret to success
5. Conclusion
-ask students what the purpose of the exercise was

-ask students to think about using this method for at least one reading exercise in class
today and to come prepared to report on how they found it to use and how they think it
helped them
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READING AND THINKING STRATEGIES: LEVEL 3\

Module 3 Card A Lesson 3
TOOLS FOR READING: ASSESSMENT

1. Introduction
-ask students what strategy they have been studying
-ask students when they would use this strategy
-ask students why they think this strategy would be useful

-reinforce students use of this strategy by informing them of the good results of the cloze
exercise

2. Independent practice

-inform students that today they will be using what they have been leaming to read a
passage and answer questions

-inform students that reading and understanding questions is just as important as reading
and understanding the passages

-suggest to students that many mistakes are being made not because the passages are not
understood but because students are rushing through the questions and not stopping to
make sure that they know what the question is asking

-suggest to students that they use the same strategies for the questions as for the passages

-inform students that they will be interviewed about what they did before, during and
after reading

-inform students that the passages and questions are like the ones they have done before
with multiple choice and written answers

-ask for questions about directions

3. Interview

-when students are finished reading and are working on their questions, interview each to
determine strategy knowledge and use

4. Conclusion

-before students leave have them estimate whether they thought that they are using the
stategies al! the time, much of the time, a little, not very much, not at all
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READING AND THINKIN ATE LEV

-

M B n 4
TOOLS FOR READING: IMAGERY

1. Introduction

-reinforce good rerits on tests by showing the graphs and emphasizing that those who
told me they used the strategies the most got the best resuits

-inform students that while they should continue to use the title and picture context before
reading and the words and phrases in the story to help them better understand the story that
we are going to add another tool to our reading kit

-inform students that many students had told me that they liked to read fiction stories
because they were the easiest

-tell students that the reason some people gave was that it was easy to follow

-inform students that they are going to learn or practice to use the strategy of imagery to
help them to remember a story plot

-tell them what they are going to do is to try to imagine a story like a movic in their minds
to help them remember it at the end

-inform students that to starnt practicing that I am going to read a story to them and that 1o
do this the best way is to close their eyes and make a movie screen out of the black

2. Guided practice
-inform students that we are going to use our blueprint for reading like we always do

-establish goal: to listen to a story and make a movie out of it so that they can tell it back
to me in order

-text: fiction best because of the action

-plan: close eyes and project like a movie

-read story (BONES AND STONES #4)

-after story have students recount the main idea of the story

-have students recall the story plot and write points on the board
3. Independent practice

-tell students that they will now practice this on their own, read a story and do a story
board after they are finished
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-have students verbalize their blueprints for reading

-establish goal: to read and make story board

-text: fiction

-plan: to read and stop at an important point and picture what they could draw about
-allow 20 minutes for acivivity

-students who are finished first can retell the story to me or a friend

4. Conclusion:
-ask students how many had some or no trouble doing this
-inform students that practice will perfect the technique
-ask students where this strategy would be used best

-encourage students to use 1t with something in their class



READING AND THINKING STRATEGIES: LEVELS%
Modul A n

ROAD SIGNS FOR READING: PARAPHRASING

1. Review
-ask students to recall the first two strategies that we learned and practiced

-ask when these strategies would be most useful and why it would be worth the trouble
10 use them

-remind students that good readers spend the time doing this while they read but that they
use them for specific purposes

2. Introduction
-refer to the poster and introduce students to the new strategy: paraphrasing
-ask students if they know what this strategy is and when it should be used

-confirm that this is telling what a paragraph or story is about in your own words and that
it is used to check for your understanding of the selection

-tell students that it can be used as a check periodically throughout the story just like we
did 1o make a movie of the story and that it can be used at the end of the story to reinforce
recall of the whole story and to check for understanding

-inform students that the difference is between paraphrasing and just telling about the plot
is that you combine quite a bit of information and that a two page story can quite often be
told in about 4-5 sentences

3. Guided practice

-tell students that to practice we are going to read a story together paragraph by paragraph
and paraphrase after each and at the end

-read "Paper, Paper Everywhere"” from NEW PRACTICE READER (F)

-at the end of every paragraph ask for a one sentence paraphrase of it and write these on
the board

-discuss the merits\problems of each emphasizing that all the information must be present
but that the words must be the students’ own

-at the end of the passage, solicit a couple of complete paraphrases

-end with a reaffirmation of the value of this activity to aid racall and 1o check for
understanding
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4. Independent practice

-tell students that they will now do a passage on their own, pararphrasing paragraph by
paraghraph on a worksheet

-tell students that they should also be paraphrase at the end of the story and be able to tell
1t to me

-allow about 15 minutes for the exercise

-check the work and assist where necessary

5. Conclusion

-ask students to recall what paraphrasing is, Low it is used and when it should be used

-ask students what they are telling themselves if they cannot paraphrase the selection and
what strategy(s) should be used to solve the problem (reread and practice paraphrasing

more often)

175



176

READING AND THINKING STRATEGIES:; LEVEL 5\6

Module 3 Card B Lesson 6
TOOLS FOR READING: PARAPHRASING

1. Introduction
-ask students what strategy they had worked on last
-ask students what kind of reading was this strategy best suited for
-ask students why you would use this strategy (good review of material to help to
remember, good test of understanding)
2. Independent practice
-instruct students that they will be using the strategies on their own today

-instruct students to remember to use their pre-reading strategies to get them off to a good
start to start building their understanding of the story

-instruct students that there is a phrase in the beginning paragraph that is hard to
understand without some background knowledge "Jeckyll and Hyde" Explain

-instruct students that today they are going to read an article from the newspaper that
appeared abou: two days ago and that the sections that are appropriate for paraphrasing are
checked off at the side

-instruct students to use the sheet provided to do their paraphrasing

-instruct students to be prepared to paraphrase the story at the end verbally

-circulate and help individual students with difficult sections and encourage them to usc
context to «id in understanding of difficult words
3. Conclusion

-have students paraphrase story and to give a critical assessment of it

-ask students if the sirategy is easy or hard to use and why it would be worthwhile to
persist in using it



NG AND THINKIN ATEGIES: LEVEL

Moduie 3 Card A Lesson7
TOOLS FOR THINKING: TEST

1. Introduction
-inform students that today is testing day
-ask what strategies the students might want to use today before, during and after reading
-ask students what we discussed was important to do when doing the questions

-inform students that they can consult their prompt cards if they are not sure about what
strategy they should use

2. Independent reading
- have students read the stories at their level and do questions

-circulate and question students about specific sections of the story to check if they are
reading for meaning, are unaware of their lack of comprehension or are skipping sections

that they don’t understand

3. Interview

-as students are doing their questions interview to determine if they are using context,
developing imagery or paraphrasing
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ADING AND IES: L

Modul A n
TOOLS FOR READING: KIT LE N 3A

1. Introduction

-refer students to results from last test and inform students that those who hiave been
using the strategies continue to make gains in reading comprehension

-tell students that we now have about 4 more weeks of lessons and will be working on
learning several more useful strategies, practicing with ones we have learned and will be
using different kinds of materials to show that these strategies are useful in all
circumstances

-tell students that today we are going to read a story together and practice using the
strategies we have been practicing
2. Guided practice

-refer students to the story in their books

-ask what we do first (discus purpose, type and plan)

-ask how we can get a jump start on the story (title and picture)

-discuss prediction and how it helps understanding and remembering (right or wrong)

-instruct students that we are going to take turns reading the story not so that I can judge
how well they know the words but to see how we all think our way through the story and

how people do different things to help their understanding

-tell students that we are going to keep a tally of the number of times that we use the tools
for reading (on board)

W R’
(1) imagery to visualize the scene and who Hodja is
(2) context for "stove lengths”
paraphrasing for the story up to now

(3) context for "who is Sirajed-Din Bey"
(4)—-

(5) imagery for the woodcutter cutting, the boss grunting and the Hodja watching

178



(6) -
(7) ----
(8) paraphrase to clarify what the paradox (joke) is
(9) summarize to check for story sequence and understanding
(10) context to define "nimble wit" vs "sober wisdom"
imagery of the two woodsmen moving hands as fast as tongues
(11) context for "gurush”
(12) paraphrase to ciarify arguement
(13) ----
(14) prediction of what the Hodja will do to solve the problem
(15) imagery of the Hodja waiting for the arguement to stop
(16) context to determine "beckoned”
(17) —--
(18) summarize from the part where the scene changes to the town

(19) ----

(21) imagery for "greedily aglitter”
(22) Paraphrase the clanking of the coins
prediction for what will happen
{23) prediction throughout the paragraph
paraphrase "sound of money....sound of working”
summarnizing from when the tray was brought to the Hodja
-ask for opinions of the story, what made it a good story, what could have made it better

-ask students if they felt that using all the tools for reading helped them enjoy the story
better, gave them a better feeling for what was going on and allowed them to join into the

story better
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READING AND THINKING STRATEGIES
Modul A son 9

TOOLS FOR READING: KIT

1. Introduction
-reraind students that we are going to finish the story that we started last lesson
-have students paraphrase what the arguement was between the woodcutter and the helper

-ask students if they have any different predictions about what will happen to the money
than what they dia last time

-remind students that as the goal and text are the same as last time that we will have the
same plan
2. Guided practice

-refer students to paragraph #12

-continue with oral reading using the plan in lesson #3ah

-at end of story discuss the strategies used, ask how they helped the students understand
the story better and ask for opinions about the story (refer to Guy de Maupassant as also
having twists in his stories)
3. Conclusion

-remind students that we read the story as good readers would read and remind thein "hat

good readers are always aware of having the story make sense and not just getting the
words out
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READING AND THIN A IES: L
Modul d B Lesson 1
T FOR READING: TEST

1. Introduction

-tell students that today they will get a chance to test out how well the strategies are
working for them

-emphasize that those students who have used the strategies in the past have done very
well on the tests

-tell students that they should read the story using the before, during and after reading
strategies we have been practicing keeping in mind that understanding and remembering
what they read will be important as they will have questions after the reading selection
2. Test

-assign passages for the appropriate grade level

3. Interview

-when students are answering questions, interview them one at a time
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O A ;: LEVEL

Module 3 Card B Lesson 2
TOOLS FOR READING: KIT LESSON 3B

1. Introduction

-tell students that for they are going to learn one new strategy today and then piactice all
there strategies independently on a reading assignment

-encourage students to continue to use the strategies like they did in the last assignment as
it is really helping those who are using them to understand what they are reading better

-ask students what most often is the goal for reading in school (answering questions,
remembering what you read for a test)

-tell students that there are several important questions that teachers ask that students can
ask themselves before they come to a test situation

-ask if anyone knows any important types of questions that often come up on a test (who,
what, where, when, why, how)

-relate these questions to the type of information that a writer must think of when they are
writing and that as a result these questions reveal a lot of important information that a reader

should know

-review the wording that could be used for a question eg. in what country (where) name
the characters (who) what caused the explosion (why) what is the main idea (what)

-review with some of the information from the last story "The Woodcutter's Helper"

-when finished tell the students that they should use this strategy along with the others
they used to help them understand the stories better

2. Review

-tell students that we are going to draft an outline of all the strategies that they can use in a
story so that they will have a guide when doing today's assignment

-write out a building understanding guide on the board using the before, during and after
reading strategies we have learned

3. Independent practice
-have students turn to the story "Crossing the Atlantic”

-tell students that today's assignment will require them to stop at the tool boxes in the
margins and list a tool that they have used up to that point
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-tell them that they can refer to the board but that I will be coming around to talk with
each student to see how they have used the strategy

-remind students that there are many options when using strategies and that each students
may be different...strategies are to be used when needed and should suit the need

-ask for questions
4. Conclusions
-if time permits compare tools for the first two or three
-ask students which tools they find the most useful to them and why
-ask students how asking questions can help them understand

-praise students for using the strategies and for increasing their understanding of the
stories
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ROAD SIGNS FOR READING

Review:

-praise students for excellent results on test and reinforce that everyone was able to show
me that they had used the strategies

Introduction

-tell students that we have talked about what we do before, during and after reading and
that we have learned many tools to help us build our undersianding about what we read

-indicate to students that the major problem left seems to be that some students do not
know when to use the strategies and that we are going to practice a technique for becoming
more aware of problems as we work our way through a story

-(refer to poster) when I saw this poster I was reminded that road signs help me to drive

-for example stop signs regulate traffic at intersections so that there will be not collisions,
speed limits help me to be aware of the road conditions, curve ahead warns me of danger

-wouldn't it be nice if there would be little road signs in books that helped you plan your
reading trip and warn you of danger

-unfortunately there are no road signs in books that tell us like road signs do, what is
ahead, when to slow down, or when to stop

-good readers must put in there own road signs to help them to read better and I am going
to help you do the same thing

-let’s look at the road signs on the poster and see if they are like any of the mental signs
we can use when we read (select the stop sign and ask...what does it mean in traffic? What
do you think it might mean in reading? (end of sentence, paragraph, story)

-can anyone else select another sign that can provide a direction for reading?
Directed reading

-today we are going to read through a story and discuss the road sign and what direction
you should follow for you to improve your coniprehension

-direct students to their books and the new story "Why the Bear is Stumpy Tailed"

Where does this sign occur? Where would you expect to find this sign
on the road (hospital) What direction do you think it could give a reader? ( get ready to
read) How would you do that? {look at title, pictures, think about what I know about the
subject, predict what the story will be about, look at some of the hard vocabulary). If I
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were about to read this story I might think that 1 know animals have different features
because of evolution and that would make this a scientific story but I have also heard of
stories that sound like this title and they are usually fables---stories like an Indian tale that
has a moral at the end---something somebody learns.

-OK we have done all our prereading strategies and we can start our reading with a good
jump start

-CURVE AHEAD This sign means to think about what will happen next ---to predict.
When do you think you could use that? (when the action gets exciting, when you can feel
the author is setting you up for something). What do you think is going to happen next?
(that the fox is going to trick the bear). What gives you that idea? (sly)

-SLOW This sign means to pause and think about what you have read. Remember how
you were critical of the author at the end of a story? Well you can also be critical of the
character's actions in a story and decide for yourself whether you would have given that
advice, done that thing, etc. From what we know already what do we think of the advice
the bear gave the fox?

-STOP This sign means to say it in your own words. Where have we heard that idea
before (paraphrase). When have most of us decided to do that? (at the end of each
paragraph, at the end of a particularly hard sentence, etc.) Who can paraphrase the last
paragraph for me?

-SPEED [IMIT This sign means to adjust your rate of reading. When would you know
to do that? (when there are many hard words, many ideas in one sentence, etc) Why might
we slow down here?

-YIELD This sign means to get help for the words you can't understand. What will you
already do before you do this? (use context) Can someone think of a road sign we could
make up for using context? (railway sign...stop, look, and listen) What word or idea might
be difficult here? (fast) Can anyone figure it out form context? (stayed) OK I will tell you
....you must yield to me. It is a figure of speech that means was stuck hard.

-STOP We have met this sign before. What did it mean? (paraphrase) Why is this an
appropriate place? Why would you use it? (to check for understanding, to increase your
memory) You should be able to tell what happened to the bear in your own words to make
sure you know what the story was about.

Summary

-What were some of the road signs for reading?

-Why is it important to use these signs? (so that you can plan your trip through the story
and make sure you make it to your reading destination safely....so you can understand

what you read.

-CURVE AHEAD Who can remember what this sign means? {think about whai will
happen next) What de you think we will do next time? (review, practice on our own)
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READING A : LEVEL

Module 6 Card B Lesson 1
ROAD SIGNS FOR READING
MATERIAL: LAVENDER
Review:
-discuss the signs introduced in previous lessons and practice them orally

-have students complete the individual puzzle and when they feel ready have them
complete the worksheet on sign meanings

Introduction:

-tell students that they have shown a good knowledge of strategies and have shown that
they use them in their reading

-indicate to students that they will have an opportunity to use the strategies with some
help from the book as guidance

-direct students to read the story they find in their booklets and fill in the reading strategy
indicated by the sign

-tell students that as they read I will come around and discuss with them how they use the
strategy and whether they felt it was necessary for them or if they would have chosen
another one or an additional one

Independent practice:

-circulate and determine if students are indicating the correct strategy and how they used it
and how they think it helped them at that point

-have them indicate any additional ones in the margin

Summary:

-have students as they finish indicate where they should use strategies and what benefit
they have been to them

-ask students what strategies they would use most when reading and why
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READING AND THINKIN: RA ;LEV

Module 6 1

ROAD SIGNS FOR READING
MATERIAL: GRADE 6\7 PRESCRIBED TEXT
Introduction:

-tell students that they have shown a good grasp of the signs for reading that if used will
help to make a safe trip through their reading journey

-inform students that good readers are good because they use these signs when they are
needed for all their reading

-tell students that they will have an opportunity to use some classroom material to practice
the signs and strategies they have used

Review:

-tell students that before they do that they will have an opportunity to review the signs
before they start and that they will also have a prompt card to help them if they get stuck
while they are reading

-distribute the "road signs response sheets” and have students fill in the meaning of the
signs

-mark and clarify any errors
Independent practice

-distribute the reading selections and tell students that the goal today is to read the material
and note in the margins any of the tools they used to help them understand the story

-inform them that they can use the prompt card to help them remember the sign if they get
stuck

-tell the students that I will circulate to ask them how they used the sign and how it helped
them understand what they read

Summary:

-ask students what sign they thought helped them the most to understand the story and
ask them to compose a what and why question that they would ask if they were the teacher
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APPENDIX 8: PRE- AND POSTTEST INTERVIEWS




PRETEST INTERVIEW
STUDENT: 1161

1. Uhm....I don't know. They read fast so they can
et the questions dona. They might have to read
the story again if they forget some of the guestions.

AT A = S

2 Iloak atthe ba:_: of the bock oy the title.
Uhm....I try to think about if T nugn tlike it

3. I ask my teachar or I look it up in the distionary.

e
i

just skip it or azk iy teachey if she 15 heva

i

Oh . fair. How T understand the story. Satisiac-
tory.
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POSTTEST INTERVIEW

1. Uhm.... they, uhm.. . look at the title and look at
the picture if thera is..._and try to make a story in
their mind.....what's it going 10 be about, thinking
ahead. Well, when they're stuck thay use context. It
tlmv can'treally gatit they use “yield” and after

bably they'll say the story in their own words.
W eu_, uhm....comeftines they'il think ahead in the
story, what's geing to happen or ulun.... slow their
“spaed limit” because when they come to a harder
part or a more interasting part when you wantta
gatinio the story.

2. Tlook at the title first and think that, uhm ... T'1l
read at the back of the story if it's going to be an
interesting one. Well, I'll look at the picture and it
it's an interesting PIC"L & or Interasting title, I i

read it Iy to getinio the stovy. Tl ey to use all
the sty eg" 25.....and the read signs. If 1 1 don

-3

them ubin. .. you reaily want to read

:
L

~
j=
ay
it

3. 1lock around in the se meme to look for any
othier clues for the word. And ¥ Tstdl can’tget 1,

)—-1.r'
Pt e
b
o]
O

ask the teachey.

4. T read the whole paragraph and try o use
context...and if 1 still den't understand the whole
sentence, I'll go to the teacher.

3. Good. How I understand the story. Satisfactory.

6. I learned how to use the strategies when I need
them.....and that'il help me read betier. I didn’t
use the strategies and didn’t know when I got stuck
and now I know what to do when I'm stuck. I just
kept on reading.



PRETEST INTERVIEW

STUDENT: 1162

1. They read te words over and over again so if
they have questions they can answer them.

2. Iread the title. I think about what the story’s
going to be about.

fad

. I sound it out or ask my mom or ask my teacher.
I fvy writing it down to see if T can understand it
batter.

=t <l my mom what it means. I tiy
fo figure it out and look in the dictionary for words
Idon't understand.

5. Good. How I understand the story. I don’treally
undestand you Ch. Fair,
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POSTTEST INTERVIEW

1. Well, they read the story over and over again so
thay really understand it, so they'll remamber
it.....s0 thay'll remember the story and if they're
studying for a test they'll really remember it. They
might paraphrase, swuunmarize, ask questions
during the middle of the stovy.

2. Ilook at the title and picture and think about
what it's geing to be abput If there's any hard
words in there, if you hear it in the title, you might
know it. The title givas you some of tha information
and helps vou tigure out tha story. Then I para-
phrase at the end of a paragraph to make it make
sense and ii T hava guestions at the end I might
figure out some guestions. Or I might make a
movie in my mind so0 I can renrember it easier.
After, I might vy to tell myself the story again ox
{ind another took like ittoread i I like it.

3. Isound it out or I ask the teacher. I think about
it first.

4. Ask the teacher. First I think about it though.
Maybe paraphrasing or summarize and try to
figura it out.

3. Fair. How Tunderstand it. Uhm._ I used to be
poor but now I'm fair.

6. That when you retead it for a test you'l under-
stand it more. That when you read the title and
ook at the picture you'H be able to figure 1t
cut....what the story will be about When you
surnmarize and stuff, then it'll help you go through
the siory better. And I ask myself quastions now.

L
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PRETEST INTERVIEW
STUDENT: 1163

1. Zome good readers follow along with their
fingers to help them kesp thair place and some-
times if they ve stuck they I just iind it out ar just
keep on going.

2. First I'll look over the story and then T'1l read
ry and ih.-:*n Hoaflgatsiuckona
word... I'll go ask the teacher. I look in the index
first.... for the stoxy I'm reading.

ihe sio

3. Tl sk....I'll cover the word T can’t gat

proparly....thatIcan’tdo...and then I'll do the
rest I can do and then I'll go and see if I can say
that word out syilable by syliabie. Then I'll go ask
the teacher,

4 Sometimes I'll {eave it out and then I'll go and
ask the teacher

5. UHM. poor. D don'i like reading so Tdon't
really read So I guess that will be with the words.
Uhnt.. fair.

—
O
e

POSTTEST INTERVIEW

1. They, uhm.....they, ubhm..... thev stop at the
paragraphs and they look and they think about it
and thay pisture it a5 a story and mey follow along
with their fingers. They look at the pictures first,
and the title, to se2 what the story’s going to be
about from the picture and the title. It gives them
anidea =baui what the story’ s going o be
about.. .so you can understand it 2 lot bettey.

2. I lock at the pictures and then I begin to
read....and I look at the title too. I think the story
conld be boring or be good. Then I paraphrase at
the enad of the I_’d graphs so that I knew what tha
stovy is about or I imagery. Then I have the story
like a movia

3.1 ask my mom or I use the syllables that Miss X
tells me. I zo ask Miss X or my mom.

4, Sometimes I leave itout or Il igure it owt o
I'll go ask my mom what it meeans. I sometimess
read ahead and if I figuve it cut, I go ahead.
Usually I don'tJeave it anymore.

5. Fair. How I understand the story a litide bit.
Trhm.. satisfactory.
6. That I could stop at graph znd read of
stop at every parag m;sh .md dnnk and Just goup
and df}f fur help i you need it.....not just sit there
and wa




PRETEST INTERVIEW
STUDENT: 1164

1. They, uhm....they can read very well They're
perfect at yeading. If thay want to read a really
hard book in the library and they're good atit,
they can....with hard words. They can getgood at it
with easy words. Thay study the words if they're
having a test.

I lcck ai the book, go through the words. If it's
ard, I putitback to get another one. I'd lip

} cugh itand ifit's too hard, I'd "#t another cna
and flip through it and if it's easy, I"d read it.

"‘[]

3. Sounditoutorif I know so
my fingerc in between it

me of the words, I put

4. Try my beast to sound it out or go on and <kip it.

2]

3. Uhm.. . good How Iread the words, Vary

o
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PCSTTEST INTERVIEW

1 17t Taaf. : anle o4 141 <4
1. Uhm. before they read they look atthe title if

the story has a title and they think what the story
will be about and they g0 on and read the story. If
they're stuck on a word, whm..._they read the para-
gra ph zhead, I mean, ;:rﬂad the sentence they're
stuck cn and read the paragraph ahead "causa
then they can understand the story. Ifit's 3 true
stoxy, they 1} stop and paraphrase and think about
the story. If it's not a real story and they under-
stand it, they won't stop and paraphrasa. They'l]
just keep on reading. If... they finish reading.....
you don’t._.. 1 would stop and ask yourself ques—
tions.

2 Uhm.. swell, uh T firet look at the title and the
picture to sez if I can get what the story will be
about And then I think that if it will be a hard
story, I might go bark and revead it toseeif T can
nndarstand it batter the next fimea. Sometimes I say
thea story 10 myself at the end......sometimes at the
end of 2 paragraph too. But I have my plan and 1,
uhi... might read fast oy slow if it's a hard story. But
after T will think about if I understood itand i1
have to go back and reread some parts.....if I don't
understand it. And I think if I want ic read another
story the same. . i Tlikad it

3 I Ican'tgetit, Igo back and reread the sen-
tence, skip the word, read more and go back to that
word and @y and get it I'll get halp i T ean’tgetit

4. Go to the end of the sentence, read the next
sentence on and go back and read it because if
thera's a sentence that means a little bit the same it
will help you.

3. Uhm. .. satisfactory. Uhm ... how I understand
the story. Uhm .. very slow. Fair.

6. Ulhun.....that I...when you go away I wiil not
quit doing these uh.....stuff when you're gone. Like
imagery, paraphrase, reread, summariza..._.all that
stuff.



PRETEST INTERVIEW

STUDENT: 1171

1. Uhm, they remember what they read and they
concentrate. I'm not sure. They read it over.

2 Raad tha title . You think whaxt the story’s going
to e about.

3 Look it up or &y 1o sound it out or ack a teacher.

u can ack a teacher or read the sentence and

" 1-

4 Yo
try to think about it

u

T ety Ty~ e -] 7 ey
Fair. Understand. Very good.
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POSTTEST INTERVIEW

1. Remember the story. Ask themselves questions
and go back and paraphrase what they ve read.
Context. Like if thay get stuck on a word they read
the word or sentence around it to get an idea of
what that word means.

2. Liks when I pick up a bock? Iread the title or
n'dobe if you're reading a book.....at the back
there's a thxng teiling you whai it's about And1l
think of the title and think about what it might be
about. I think of... ook at the pcture, look at the
'hm 2t Yhﬂ hack nnd prndm Il you guess and
Fou's : t t7 remamber the
stOTY. ._\.3 I use irnagery to ramembel, Or para-
pl‘“._ to sea 1! undarstand sometimes at the end
araph. And Ivead slowly if its
hard ox ma',r‘we {astif I know about it and Hs easy.
Atthe end I ask questions but notif I'm reading
for fun.

o

3. I read arcund it._._and read the words and the
sentences around it. Yield. Uhm, to get help by a
teacher.

4 Then I read it slowly or read other sentences
vnd itand then if that dessn"twork, Task a

3. Good. Understand. Satisfactory.

6. Uhm, well, I learnad what the signs meant and
how 2 use them. If I never learned them, when I
get stuck, I wouldn't know wnat to do. I'm fastex
and I can undarstand them bettey. The signs and
the words. The list of the words, the things wa
Irarned before we did the signs. {like) Why I'm
reading it and stutf? What kind of reading is it?
W hat's may plan for reading? Tools for reading.

NMa didn'treally learn tools like a list of words. We

J“_,t loarnad stuff to uca

Thi 2alis G LS



PRETEST INTERVIEW

STUDENT: 1172

1. Fronounce the words that they can’t spell fast.

t's about,

3. Look it up in the dicticnary or glossary at the

1ol Ak thajearhor
BACH, AcH la leadner.

4. Eead the paragraph around it because 1t gives
rou more the meaning.

5. Fair. How [ read the words. Satisfactory.
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POSTTEST INTERVIEW

1. Uhm....they paraphrase and ask themselves
guestions as they go along so they understand.
They think about what thay're reading before
hand and why thay're reading it, what kind of
Book it 1s and how they're going to read it and
make their plan at first. Sometimes they summarize
at the end =0 they get it all right.

2. Iread the title and read the back. I think about
what the story’s going to be about Then I para-
phrase at the end of each paragraph 10 make sura I
understand it or help makea the intoymation small.
And I imsagine the story in my own way. And if I
gat stuck or can’t remember, I will revead it or just
some parte. And at the end, I summariza or maybe
make up some questions like for a test....if we're
having a test. But it I have lots of background
knowledge I mighi naot have to because I already
kunow most of it

3. Uhm.. yvead the sentence arcund it and if I still
dcn tgetit and I read the sentencss in front or
back of it and I still don’t zetit, I'll ask the teacher.

4. I read the paragraph around it and then if you
don't get the whole paragraph, I mean the sen-
tence, in betweern, then you ask the teacher.

5. Zatifactory. Both

5. TThm.. . .to stop and look at the story Instead of
reading it vight through and leaving it. Eecause
now if I don't understand it, I'll reread it or ask
myself guestions 1o make sure I understand it



PRETEST INTERVIEW
STUDENT: 1173

1. They concentrate on what they've reading and
thay try 1o understand what the reader is reading
dbuut.

2. hon.. read the title. I think about what tha
Stury might be about.
3 1"} Yook it up in the dictionary or I'l} ask some-
ne else.

I'il raad the centence before it and after it and
tnen maybe I'll understand it. I get help.

s o

3. Satisfactiory. How I undarstand stories. Falr.
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POSTTEST INTERVIEW

1. Well, they think about what they read and they
explain to themeselves what the reader’s (author”s?)
trying to tell them. They reread, they paraphrase,
and if they can’t get it, they get help. They do it
before re arhn'r, durmn reading and after. Like, one
paragraph they might paraphrase and then after
the story they might paraphrase again.....or reread
some paris....so they can remenibay. & .m_l if the
teacher is asking questions they can remember.

2. T'll look at the title and the picture and then I'll
look at the back and put my ideas together about
what the bocok’s going to be about. I think about
why I'm reading, lika for fun or for a test, and put
in my plan...maybe reread, or paraphrase it T
have to 1emembc1, or imagery so I have a good
picture in my mind.. like you said, "a movia.” Or
cometimes I "go slow™ if Tdon't have background

kenniedoe av thava’s hard wovds. And A“mv Tthink

fedga
about questions._...or semetimes I think about
guestions other times. But I think about if T hked 1t
and then I might get more books.

3. Iread around the sentence and if I still can’t get
it T get heip.

4. I read the paragraph that the sentence is in and
if I still can’t getit, I got help.

Fair. Understand. Fair.

6. That you should read more and you should
paraphrase and reread if you have to.....if you
don't understand the story. You don'tjust read
right through. You have 1o stop at certain spots if
you get stuck.



PRETEST INTERVIEW
STUDENT: 1261

1. Well they.... first of all they look to see at the title,
what it's about, and then even H they didn't really
like it they might get interested in it. “And they'd,
uhm .. they'd read it quite fast and whan they
didn’t understand, uhm.... thay'd keep on going
until they um.lelstc»ud it. And if they finally
couldn’t understand it, they'd probably ack
somechnel

= Well fivst of all Ilock at the cove
hook. a-\nr_L well that telis ma w

p R 81 =ii, 1Liel

uhm. T justlock through the pa

nc;ftly read the sentence through a
timeas and
most], § rying to get the w
out the word.

then I ask someons. Wall I'm
o

[9%]
et
)
.
1]
Y-
=
A bt
A

rde around it to figure

4. Weall, uhm.... I just read all the other zemences
around it, just like if T conie to a word I don't
undersiand.

3 Frobably satisfactory. Probably, mostly how 1
undsarstand. Probably the same ona.
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POSTTEST INTERVIEW

1. Ubhm..well, first of all, before they read? OE.
Eefore they ;nd first of 911 they look at the title
and if there isu't a title, I just read the first sentence
and tock that as a title and theught about it. And
then plan how you're "u‘ng to read it fast, slow,
and uhm..... wheu you'ra going to have a "home
free.” And then when you'r2 reading you use your
plan that you made.....you think about what
you've read in your plan. Uhm....well, yah, and
shen aftar you've reading, you criticize it, oy, if you
don’tgetit, you might want 1o skim through it. I
like using oo 1":‘"1 and.__well, justlike, the two I
iks bact are "you look ar d the word you'ra,
}ike, having trouble with' and * you stop and think
graph’. I'd read a paragraph and
1} £n I J ]ucl stop and I'd look up somewhere and
say it to 'nyfeh’ and i I don'tknow, I'd just fry it
out, try and 13 and then 1leck down atit

E ) TT ot = ) PRy -
2. Uhm...well, first of dH I loock at 1‘!‘, Hx
ha t

titl, they mostly do at the ml and
think about how I'm gumﬂ to lea d lt I mostly
would para graph by pay amc'.ph. Like after each
paragraph I would take a "home free”. justa
braak, a litile breale I have aliiile
break 5o, then after I hava that, T just kesp on
reading and I think abot what two strategies I'm,
aoing to use the best. I want to use the most. And
t}, g, like, judging from the titls, if you have back-
ground knowledge, like you know that
you're....what you're mosily going to use because
you know what they're for. But if you don’thave
bhackground knowledge or whatever you have en

it, you just know what tools you're going to use. I'd
probably use imagery if I had background knowl-
edge 'cause you could do that easily. And
uhm...for background knowledge, I'd use im-
agery. And, uhni....I'd use context mostly....well
you would really use context the most because you
would really }fnow what it was. Imagery, the most,
and....Idon'tknow about the second one....1tUs just
whatever might pop up.....I might use.....but mostly
imagery and something I know.

« +
jaas
joul
i
n
o
f:l
a:-

3. Just uce context.... look around the words that I
do. It I can’t get the whole sentence cause of that
word, just look around the. . first of all look around
the sentence, specially hard....I mean just around
the word.....and then look around the
sentence.....and, well, I don't really go into anothar
paragraph,....you shouldn't do that really because,
like, "footwear”, one would be on hiking and one
would be on running and you wouldn't really
want to go up to your hiking one when you're
doing your running one. 3o I'd probably gat help.
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POSTTEST CONT'D: STUDENT 1261

4. Look around the sentencest And if I couldn’t do
that, get help.

5. Well probably betwesn satisfactory and good.
How do you mean? Well, uhm....probably how I
uudastax‘. ?hmm unless it's someihing I'vegot

somet 1’1' 18 I chn t1eaﬂ§ hke cmd 1 don thave
anything on i, zctory and fair.

5. Well how = or less. How toread it
Like it's itk dumg a test. ¥ ou could be smant but

)

ou might not know how 1o do it Well, 1t's sort of

18 sam beacause I really never knew how to rsad

, ¥ou know. I was just reading it before and now
‘m using all the things fo help me.

- b
=

=1
o]



PRETEST INTERVIEW
STUDENT: 1262

1. Uhm.....well, I don't know. Read it word for
word. I don’tknow . They understand what most of
the words mean in the book or whataver they're
reading. Thay might havea tricks to understad the
werd if they don't understand it at fivst. Maybe if
they don’t understand a word they read the begin-
ning of the santence, then skip over thai word and
read it and that would give them a clua 10 what the
werd ts. That's what I do.

2. See if it's interesting. I look at the cover. Maostly if
the cover locks interesting, I will enjoy the book.
The picture expresses what the book will ba about.
I I zee a cover I think is kind of dumb, kind of
boring, then I don'tread it bacause I think it
would e dumb and boring. Like with flying
lephants on it it would be dumb and boring,
_; :

bacauss it would be for the younger grad

3. I alieady said whiat I would 4o, I'd skip it out
and then raad it agsin to see if T could get it

4 I'4 skip it or ask somebody. . It's usually, when
Ivead a sentence....I have a bit of dyslexia so I mix
them around so I read them over and over and
over again. So sometimes I read it backwards to see
if I've done it properly and then I ask somebody.

5. Uhm.... probably fzir. How...Igu
both. . reading them. . proncuning th y
really biggest problem with reading. Like I go
across and I rcad something and I come to some-
thing I ecan’tread and I try to sound it out but it
just won't sound right. _so I just forgetit

) T
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POSTTEST INTERVIEW

1. Uhm ... they like.....plan their reading and think,
"Have I ever read this story before? And, sert of
like.....they, like, think about..... l(_-uk at the pictures,
the titles, to think about what it might be about
and... that's about it. No, well it's hard to explain.
Maybe if they don't undarstand a word they use
context to, uhm . lock at the words around it 1o see
if thay can iigure it cut. And they,
ubhm.....could i they didn’t understand some-
thing thay “nl 3 1 it...or. . .and...zayitwasa
long story with lots of paragraphs in it, they.....if
they wantad to remember it .. they could para-
phrasa it and at the end summarize it. And if one
sentence didn’t have a pictura, it would be like
really....itreally didn’t make sense....they could
use imagery 10 kind of help them along with the
sentence. And a ter, they could think, "Howdo I
¥ and itw vas budl 5 wriften.
And 'nn ..... they.....I guess that's aboutit, I guess.

2 Ilock at the title and pictures and see i I'm
famillar with the tc'pic and to kind of dig a bit
deeper to see what it 's about and, uhm.. . then I'd
find a quiet place to read because I'm kind of. .1
kind of find it hard to read when someone’s
talking. And, uhni..so then whatI'd do..T°d
think to myself, uhm....."This is a good book to
read. Do you think it would be for my leval?” And
t“uﬁ*l whatI'd dois I'd take a normal page, right?

and I'd read it right? and if there was Jwords §
L.oul‘_‘n tread it would be too hard.

3 Now I use context. Like I.... if I come to the
word, I'd kind of like say “blank” or something
and read to the sentencea and usually I could get
the word if I read to the end of the sentence. I 1
couldn’t getit stil], I'd sound it out... like if it was
like "baleony”, I'd use maybe long A, short &, all
kinds of A's and stuff and if I still couldn’t getit,
I'd ask somebody.

4. Probably reread it. Then I'd say to myself, "It
wasn't yvouy fault It might be poorly written.” And
then I'd ask somebody if, uhm.....it made sense to
them and if it didn't, then it's obviously poorly
written.

5. Now? I'm probably good at it Uhm... Ireally
don’t understand that. But I think I'm a good
raader bacause I can understand them. FProbably
good.

6. How to, like, be a better reader and to get over
words you can’'t understand and stuff like that and
to kind of get an overhead on what you are read-
ing. Oh.....I can read harder books and I can read
them a bit {faster than I used to,.



PRETEST INTERVIEW
STUDENT: 1263

1 Uhm..well I don't know. Maybe they read the
story fast and then answar some guestions oy
maybe, uhm.....they could write a story to finish the
hook. Sometimes, mayba they might read the back
of the book, vh . like whera they t=il about it and
sea if they like it but uenally, uh... aven if they
didn't think they would like it they probably
would hava to read 1t anyway. 3o they 'uouu read
it but maybe skip parte if they didn't like it too

va razd it twice if, uhoitwas interest-

musch or mna
ing.

H T uh....read the back of ths book. Bui fivst

I u»ould los Wk at *he picture on the front and

raad the ﬁm‘lif x'ir:i I
\

.‘t may he I 'mgut
ohard Eatif I had to
1-,1

words were {
but I'd read

3 Well, uh....I'd so

und it out if I could but usually
word was too long , well if ithad
bt take off the ending first but

usuail; just might look it up in the diczmnc..ry or
uh vell, maybe cometimes I'd skip it out

il

.

ma dzk
out oy j ust read it an lt 1811 thuu{ dbc-ut 1t out 1f I

still conldn't get1t I'd probably, uh.....well, just
skip it out

5. Fair. Oh yes, well, probsbly how I read the
words. Oh, you mean understand the story too.
Well, yas, maybe, poor sometimes because I have
to answer quesiions and most tmes I get Jots wrong
and my teacher, ul....well, sometimas she says I
don’treally um).errtan it
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POSTTEST INTERVIEW

1. Uhm....well, they.. first they skim over it and
then, uhm..... they read, well, "Go back a bit” First
1ey look at the

they lock at the title and lhdl th
irtare and get a pretty good av
then they 1_1obah) skim over i, re
story.....if....even if thay're a pretty good veader
they could have a couple of preblems and go back
to the place and reread the stoxy.....and ubm.._well
if they had really bad trouble, I'd take. _they'd
probably H}.e 'h rtima going over it and azk

t
erage idea and

mayhe a litile bit ﬂf guestions and after tha end
[ sk} if 1k 3 undearstand it. Uhm. they nu_g,n nsa
he1 stra h}k-— 5 up"
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Imm "‘hc ¥ mlght et 1t in their own w urc{s Vit L_u(
it down. After reading they might ask themselves
guestions

2. Same things 35 I told you..._astually one thing I
don't deis stop at periods. I read the first thrae
lines or if I get the first page, T just go (0 (he next
rage and see if its pretty easy because i it's too
hard what's the sense of reading it because if you
don't know. . mayba words that are too long or
rou don't want something that's really big.....you
d n't know.... . because eyou nead words you've saen
bafore and Fo 7u' ve stuck with it {them?) for a
while.... When you get into grade seven you might
sea the word again and you wili know it.

3. Use context....."] feel like I'm on the news.”
Context is.....you g0 back to either the beginning of
the sentence and you yread it and whean you come 10
the word you put in a blank or somathing, read the
next word, and when you come to the end of the
paragraph, you think of the person’s name, the
person that was doing (the action). You think, "In
this particular position, what weuld they do?" If T
couldn’t getit, then I'd ask. If you haven't anyone
to ask I'd.... maybe a dictionary might help you or
an encyclopedia

4. Oh, like a whole sentence fom beginning 1o
period. Maybe do the same as contest. Go to the
beginning of the first sentence, read that, stop,
think, "What's going to happen next?”, and then
you go to the paragraph after, {(or) beiore itand
you think, read it, and you think if it’s a person
doing sametlung. You think, "OK". You say the
words. I you don't know what it means, then
you'll probably get a good idea of whatitis. You
might not get exact words they have on paper but
you'd get areally good idea. Then I'd aska

teacher.
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POSTTEST CONT ' D: STUDENT 1263

3. Tdon'tknow. Right now? Wall I got &/8 thiea
times. I'd say very good How I understand. I'd
say maybe good.

6. I've leammed that if you really have trouble with
a word, you ¢an really pronounce it out with the
strategies and stuff like that.__and if you don’t
understand you can use the context. I always use
the strategies tread. I could naver read Stuart
Litle. Txouldn’tgat past chapier one, and now I'm
on chapter four already. Before, w shen I'd read for
I'dgetsiuckon i\’oxcls Everyone'd laugh

BE-7 == and now noone laughs. I
never get stuck on any words. The only time I got
stuck was when I was reading a poem by Jack
Felusky but even the teacher said it was really hard
words., Every time I really get stuck on a word, I
use context and. .. [smiles and gestures that
everything's GEJL




PRETEST INTERVIEW
STUDENT: 1271

1. They read over and ... .they sort of just read over
and words they don't understand, lock up in the
i Uona;} or a:k_ Tne‘,- sort of .. lika getin their

g nu:ruonz-: -h
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2 EFead the back o figurs out what its about. Iread
fhe hirst couple of pages to sae if Llike it and mayba
nto the middla.

3. I either ask or lock it up in the dictionary. T
sound it sut.

dWallI'm

3. Fair. Understand them and e
pretty good at understanding what Lread "cause I
have i read out loud to hear myself.

{re-ask question) Fair. Fead the words. Good

[N

POSTTEST INTERVIEW

1. They think about what they read and they read
slow. Well, they spead up and they go back over
what they don't understand. They use strategies I

gusss. They go back and read. They reread. They

ligure out why they are reading. They pause aftex
sentences and think about what they've read.
Afier, they think about what they ve read and

hI-

2. T use tha strategias you taught me now and I
usually go into a quiet place to read. I think about
whv I hava 1o raad, what's my goal, whatI'm
reading. And swhile I'm reading I use the other

i1 }ce yvield and stuff, and paraphrase. After, I
and summarize to get the main
think about how I liked the book.

nn

. Ivead the werds avcund it and if I sull don™t
understana it I go and get help.

4. Ireread it and rei
sentences around it an d then I go and ge
because I don'tundearsta m_l 1t

5. Zatisfactory. Understand them. Fair.

6. Ways to help me read and....uhm.... I read faster
and I understand more bezause now I m using the
strategies and stuff and I know what I'm reading
for and what I'm locking for in the sentences. Like
i I'm in a hury, I lock for the key word '

i
4
=
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PRETEST INTERVIEW
STUDENT: 1272

1. They go over things. They go down the page and
malke pictures in thair mind of what they're
reading. Foor readers just read through really fast.
They don’tcara. They don't memonize it or
anything. They just raad it fast and it's over with
and if they have a test on it they don't know what
it's about.

I rpad the headline, like the title, and 1ead the

forget it
4. Uhnt.....same thing.

3. Fair. Gh, how I understand them. Foor.

n
o
L)

POSTTEST INTERVIEW

i. They look at the picture, lock at the title and
think what's the story about. Uhm. ... they lock at
the first sentence bacause it's the most important
sentenca It tells you what the story's about. They
sometimes stop and remember things, paraphrase.
They stop afiar each paragraph and remembey
what happened. They might skim it. When they re
finished. And most pa oph_ g0 over tha
story.....skim, fast.

2. Just look at the title, pictures, and think what the
zbout.

.

.
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read all the
to '{e fomezhmz out of it. Say
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& words. Satisiactory.

6. Uhra.... things to do when you're reading.
Froofread and look at the pictures and stuff. Now I
lock at the pictures and stuff and sometimes I stop
and lock over the story. Before I'd just go through
it and didn't know what it means,



PRETEST INTERVIEW
STUDENT: 1273

1. Let’s see. They read the story and then
they....most people write a paragraph or
something.....seeing what the book was like and if
they liked it and it was very good. A good reader
can read bigger books and novels than other
peaple can.

2. I turn to the back 1o see if thera's anyithing
what's the book’s like. Well T justlock at the
begmnmg of the book and the middle and tha end
to see i it's any good.

f’d"’i-'.l and after I
write the meaning

u—«' };.' o

0K it uj in the d
{ AN I my word b:n:zk.

4 T go and ask somebody who knows. Thust iy to
figure out what it means. 1 read it over and over a

couple of times.

5. Fair. How I read the words. Fair.
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POSTTEST INTERVIEW

1. They use different skills to read and it helps
them batter and they pronounce out their words
and they get helyp it they nead help. And, like, they
use context, imagery, uhm.._“yield”, "<top , and
lots more. Before and after..... they nught para-
phrace it and bei-"re they might think about what
they're doing. And in between.. .the words in the
middle....the,} know what thay mean or they reread
it or use eontext to figure out what it means. The
raad befora and aftar it to figure it out.

2. Ilook at the title and think abeutit and then I
open tha Book and start reading and then stop in
the middle and paraphrase what I've justread to
help me remember if 1 have questions. Sometimes
Igo back and reread i I don't understand.

3. I read back in tha sentence before and maybe in
the sentence after to see it 1 can figure it out. I use
the context. Then I get help with it

4 ITgethelpwith it T can’t figure it
read arcund it to figure it out TI an
to help me read it and then find o

i Idon'timow what it means.

tout Fipst I
I get someon
twhat it means

7]

3. Fair How I understand. Fair.

5. Lots of different stuff and maore stuff to help m
laarn diffarent thinge Well, I learnt new stuif
to help me do tests like paraphrasing and
context...10 help me read better. I can pronounce
the words easter and I learnt rereading and
imagery to help me understand. Befora [ just
skipped over stuff ‘cause it was boring and too
hard sometimes. Now I tigure it out. You can
probably get a better mark if you use them prop-
erly.

e

(’L

i
i
Fo s,



PRETEST INTERVIEW

STUDENT: 1361

1. T don’tknow, Uhm...with expressicn.

Z Ul sign it out. Rezd the title and check ik

table of contents. For the chaptars 2 -
it

find out what's the book’s about

T
L SES 43 4.3 WRUUR- L3

4. Ask someone else....my yeading partener in my
clagsyoom. If he didan’t understand it, I'd ask tha

5. Fair. How I read the words. Uhra. . izir.
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POSTTEST INTERVIEW

1. They. uhm ... use context. They get ready to read
and if they have problams with a word, they ask
someohe. Sometimes thay paraphiase.

Uhm. .. they g2t in a comfortable position and
somatimes the;’ paraphrade the story afier they've
read.

2. Iread tha title and think what it will be about
and if Iden’t like it, I'Il put it back and if T like it,
I'll sign it out and start reading it. Uhm....if there's
guestions, I'll answer those

4 Uhm....I... uhm....it's hard Iread around it, the
saniences around it. And then I'll come back to it
nd think abeout it again or read the santence
again, or the paragraph again. Then I'll ask a
friend or the teacher.

,u

3 Uhm....Iwould say good now. Uhm. ... it"s both.

6. I've learned how 1o read battar, read {aster,
understand the story more, use context, use.
mean, well, Imean like, uh. . understand the story
more and kiow what it's about I'd use contextin a
hard spot, thinking about i1, rereading it maybe,
skimming. I don't know.. . justreread it or
something.




205

PRETEST INTERVIEW POSTTEST INTERVIEW

STUDENT: 1362

1. Uhm....use their strategies. Most good readers
can.....wvell, not necessarily read fast but sometimes
read fast and know..._understand what they're
o e reading. They use "Yield, Quist Zone,
= Stop™. . Uhun....if thay're stuck they use "Yield.”

it's hard...."Stop”.._.it they re having
frouble "o back and see what you've read”
You go....if you're reading in a paragraph, you go
to the first paragraph.... the beginning of the para-

graph and reread....if you get stuck. Uhm.... they
know what they 're reading.....they understand.
The‘- re«d arefully. If they re stuck, thay read slow
asgy, they read a bit faster and if they have
] he_jy' go and ask a teacher or go and get
And they just usewhat strategies. They
- at's happening.

1. They suswer ail tha quesiions and usually get
them all right. Thay remambear what thay read.

o4 ey and rehiarw

3. I ory and sound it cut and I look after the word io
see...and it gives me some clues. Iskip it

think sbout what

and then I see if

some c:h_ =g and usually

at first I kit aLuut gcm;;f siow and if there's
somethmg I kno v abouiit’s usuaxly easiar for me
to undarsiand =0 1 go a lifile faster. And 1f it's really
hard and it doesn’t really click in to mae, X reread
the paragraph. I think aboutwhat I've read at the
end. T ask myself questons like. . for instance... the
story we've just read.....I'd malke up some ques-
tiens liks. toseaif T could get them and if I
couldn’t, I'ad reread.

3. Yield. If it's a test and noone can help me, Ilock
at the sentence and thea words before the word and
after the word and usually I can get it

4. Kead the whole paragraph again and if I don't
getit, T do it again and then I "Yield"” if I still don’t
zetit I you getit, it kind of clicks in, the words,
what they meaan.

5. Good. Eoth,

6. I've learned strategies and I read better, I think,
now. Last time when you tested me, I picked
satisfactory and I think I was satisfactory or a little
below that and now I think I'm quite goed. Now I
think I understand the words and my reading
pace....I can go a little bit faster now. Before, I'd
just pick up a piece of paper and read it Now it
means a lot more to me. Before I'd pick up a piece
of paper and read it because I had to. Butnow I
like reading now. I went in there and read two
short books.....and it was fun.



PRETEST INTERVIEW

STUDENT: 1363

1. Uhm ... :. d it over again maybe. Because
maybe the 3, on’t get through it the first time and
they read it again and understand it more better.

2. T don’t start readinng it at mst I ink at the

-7 " o - - S =1}
picturss. They might ba neat pictwres and they =1l

Pic
me what the story’s about and that.

3. First Isaou

nd it out I just ..don'tread it
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POSTTEST INTERVIEW

1. They lock at the title and figure cut what it
means and they might paraphrase after they read
ar something like tat and they look back on the
story. If they don't know a word. they might sound
it out or use the signs or stuff. They think what the
stary's about.

2. Lock at the title and think what its going to be
E}:out and if its |y own "pav-e tirne and the title
ca:n “tzound -'u.ud methimes I don'tlike to
t, I look at the pictures and
the title and think wh: i‘xs..L utandifIgetioa
; wn and sometines I use
. That means I slow down
y Or para-
r. Butifl

“ql.& 4;-"_,

S TRe:)
part I can
same book.

get And il hkt. nI W go look for a

Fodoans

3. First I cound it out and sea ii I can get it and
thenI'llread around ittosee if I can
friend.

I'

Y -1
et it or asH

tu

5. Satisfactory. How I understand. Good.

. Uhum.....all the things that can help ma how to
understand, the signs an how to read faster and
uhm....some strategies I can use when Iread. I
understand more about the storybecause I
wouldn't think about it and I wouldn't understand
it



PRETEST INTERVIEW

STUDENT : 1371

1. Uhm.... I don’t know. They read faster. They
understand the words better.....proncunce the

words. They read a lot.

"1

2. Iread the indey, the summary and # 1 ke it, I'il
raad it

3. Sometimes I'll ack somecne to help ma or I'll
look in front of it to see if T can get it

4 I'd read it again. I'l skip it

3. Falr. Undesstand. Probably poor {words).
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POSTTEST INTERVIEW

1. They read slowly and after a paragraph they
paraphrase and if there's questions they might ask
themselves questions. When its difficult or when
they have guestions they do different things. BEefore
thy can predict what's going to happen and plan

how they re going 1o read and after they can
paraphivase to get the imporiant points and maybea

his
+
i

think ii they liked it. Then they'd gat anather book.

2. I'look at the title and see if its interesting and
iook at the back of the book to read

the ...someathing o see if its interesting. If it sounds
interesting or of it's got a good picture con 1t T'11
read it. Then I predict what's going to happen in
the story and pradict in the story as I go along. And
paraphrase or reread if I don't understand.

1 leok around the senfenca o see
if the other v connect fo the other word you
want 10 find what it is. I see if it matches the other
ogne. Maybe T lock in the dictionary or ask the
teacher or someoiie 1o sea what 1t is.

4. Reread it or paraphrase it 10 see if I can get the
picture of it. Then I just skip it and go on and then
copte back ad ty and get it

5. Satistactory. Understand stories. Faiy.
6. Trying to learn how to use context or paraphrase.

Leaming how to slow down or go fast or stop. T was
just reading without stopping or paraphrasing.



e

PRETEST INTERVIEW
STUDENT: 1372

1. They read a lot so they could learn a lot more.
Well they like to read a lot so.....they kind of lika
do. They think it over to figure out what the story’s
about or write summariss if it's a novel. They'd do
it {or the teacher but not on their own. Thay'd just
read it.

would lock it up in the dictionaiy to

sea what the meaning of itis. I'd read on.

et just skip it and read on

ir. How I vread the words and
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POSTTEST INTERVIEW

1. They read their book and think about it and if
they re in class and they had to do guesticns,
they'd probably be able to answer the questions
beattar than other readers. They probably para-
phrase or use context if they didn’t understand
what they read and if they used context for a word,
they didn’t use.... know about..._they'd probably
ba zble to find out from the other words arcund it.
They probably get comfortable just before they
start reading the stovy and look at the paragraph
and probably get a.....get a_prediction about
it....think what it might be about. They look at the
title and think about it and think what it might be
about. And they might have to answer guestions
when they finich so they think about questions.

2. 1I'd probably use my strategies that I'd be using
in my reading program. I lock at tha title and
think about the title and predict about it and get
comforiable and read through it. I'd nse my
context for words I didi't know. I'd probatly use
imaginary for paragraphs I couldn’t understand
and I'd picture them up in my mind... probably
understand it and summearize it at the end of the
StOTY.

3. I'd use context or look 1t up in the dictionary or
go to my teacher. Look in the sentence, look
around the sentence to see if there's any word
closer to it

4. I"d look at it, read it and read it and probahkly
understand what it might mean. Go to my teacher.

3. Frobably satisfactory. How I understand stories
and read the words.

6. Ileamed how to be a faster reader, how to use
context and how te paraphrase and stuff like that.
And how to do questions after....Xread a story and
answer them really good.



PRETEST INTERVIEW
STUDENT: 2461

1. They...usu .. they probably . usually sit back
and relax and take it easily. They don'tread fast
r:m-J. take their time reading and they don't... thay

¥ A
usually do about = paragrs;

oh avary 15-20 minutes
it 1o read :v-.—x;".hmb aver

u tht—:‘) were at home and they have o do
nd, thay would probably haves
cread it so they wouldn't miss anything o if
you just started fmm where you ended off you
might start back from where rou were bafore

A 3 Fay
X

or, ulin... I usually t
read the paragraph I xc,h an
might fitin.

4. I m.g i S:{i__rl Uy Ul ., WiEKL,
I rer but it didn't zo through my
rl I'd think it aver for a

falh) {then I'd usually read the
sentenc bwLue and then the seatence after. T

kl’l

ually don'tskip it out. Then 1" d just go to the
nexi senience.

3. Satisfactory. Between satisfactory and fair.
Satisfactory for how I understand and good for the
words.
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POSTTEST INTERVIEW

1. Well, uhm.....they usually.....they don’t
really.....they don't g0 really fast. They ucually 1ake
their time unlass it's for a test ov something it
they're in university. And, uh...my mom does this
a lot After she reads it, after a paragraph or
semething she’ll usually, she'll tell someaone alsa
what if's about Then che'll tell someone else and
sormeone else has a pretty good point what it's
about. Before, they do the "before ” strategies but it
dcesn’t taka them very Ionb like 3 seconds... like
"think,” "plan,” and "do.” Thay plan how they're
going to rPad like what kind of bagok it is. Certainly
;: ou're nt going to think it's going to
v about someone walking up the side
of aroad canrying a pizza. Whan they read, they'll
reread it After, like I szaid, they'l tell it to someone
glsa. I've evan seen someona do book reports.

iy
Uhm....well that's. T can'treally think of mors.

2 Tusual y..... 1look at tha front cover to sse who
the author is. I like most authors. Then I'll read
either the inside where it tells about the story or the
back cover dnrl then I'Yl make a prediction at the
beginning and that at the end of a page or two
I'd...when I'm thinking about pzc}ung that book,
if it's not good, I'd just put it back and get another
book, But .lsu.:_«lly iworks out that I like it
Uhm...well, if I just picked itup... foradayorsol
haver'tread it .. I look back about 3 pages and
then I'd start reading. I'd give myself questions.
But I usually know the answers to them: because
I'm thinking of the questions, Thera's a book that
I'm reading now and I'm not even using imagery
bacause it's not even....I'm not aven going to say.
Zometimes I centainly slow up, uhm....if Igetinto a
gocd part of the story which I usually do. In the
middle of the chapter I'll slow down and at the
beginning I'll speed up again Usually, after, I'll
tell somaone abeut the book and they read it and
thern a few weeks later, I'll be writing a book report
usually with my dad. M I finish it, I'} write down
the author so I can find more books.

3. I use context a lot. Well I usually go looking for
it bafore that and I'll go about two sentences back
and I'l go skinuming through if to find the mean-
ing and then I go after and then I'll ask
someone.....or look in my doctionary.

4. I'll ask someone becausa usually if a sentence
is....thara's just usually the one before it and the
one after it that would help me with it. Usually it
doesn’t help me much with it. But usually I'll
reread the sentence 3 or 4 times and then I'll

tinally come toit. Butit Idon"tI'll ask.



210

POSTTEST CONT "D: STUDENT 2461

3. Good. Uhm... yah, understand stories. Ahh,
good, bacause there’s always one or two words I
always get stuck on.

6. Uhm ... most of tha stuff, using evarything else
like. uh, the....context. Like I always used to go for
help. I never knew, like, to use context. I just used
to pick up the book and start reading and when 1
was finished, I'd put it back on the shalf and get
another. Now I use strategies. It helps me for tests,
not for French.



PRETEST INTERVIEW
STUDENT: 2462

1. Uhm...I'm not sure. Weil, they, uh...maybe a
bad reader has their book right in front of their
faces and are reading magazines and good ones
are reading novels. They're probably picturing the
story.

2. 1 first ook af tha froni cover and see if ifs interssi-
ing. Waell, Iliks & u‘entm-e. Lika 1t the beginning it

might <a3 . uhm...."in a dark cave.” I start with one
r znd if the first chapter's sxciting I might go

out

-

3. Lookin the dictionasy. No, I tiy o0 sound i
and then 1 look in the dmmnﬂg. I might ack
somebody else if thay know

sentence and maybe Htitin wu'i_ mc vthe\ one.
Fell, I read the beginning so I mig
the sentence means. I'd keep read ng on or behind.

3. Uhin....good. How I understand them because
I'm very adventurous. Good.
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POSTTEST INTERVIEW

1.Uhm.....they might use the strategies at the
baginning or find out what the story was about by
reading the cover. Thay "gat ready toread”

They maybe gatinto 3 guist place and make sure
there's no interrupiions. You might use the picture
o the title (o refer to »omethmg he's read before ox
Hu :emetmng that's maybe happened to him. He
may ask a irlend 0 ask him guestions at the end. If
they re stuck on a word, they go to the dictonary or
gzt help. Or at the end of soma paragraphs, if thay
don’t get the picture they can reread it. If they get
stuck, they might use mher clues to the sentence to
what the word might be. They migld read other
stories that arve simailar to it and maybe get a big
p"‘ture in his mind what theze siories are about,
Well, if thay might not get a picture after, they
might skam over the siory of ask somone o ask
them guestions if that pers on's read that story. Op
if thay get a picture thay may stop attheend of a
paragraph to gm tha picture like putting the piece
of a puzzle in. He might tell someone else what the
story was about.

2. L...uh .. read the couple of first sentences of the
title if it has one and picture to see what the story
might ba about and I read the fivet paragraph to
see if I might understand the rest of the story. In the
fivst paragraph there might ba havd words or 1
might go to the back to see what the story will be

ahout Tmabkaogyva Tundeystand itand T put ths

picture in some words and halp reading along. T
ight keep reading or read back or if is a hard
word look the word up in the dictionary orif I
know any words similar to it. After I stop reading
and look back on the picture T have foymead and I
sea what the story was about. Part by part I put the
puzzle togather and I go over it 10 see if I could
remember it. I'd prov ably read it stowly if T had
questions at the end or when an exgiting part
comes, I tell myszelf at the beginning to read it
slowly because I have questions at the end.

3. Llook for any words around it that describe the
words and if there aren’t any I maybe ask a friend
who knows it and if nobody does Ilook in the
dictionary.

4. Read the paragraph over and see if it pieces
together. I read ahead or I try to figure out what
they mean by the beginning and end of that
paragraph to piece togethier that santenca. ThenI'd
probably ask someone what the sentences means.

5. Probably satisfactory. How I understand. Froba-
bly good.
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Posttest Interview cont"d: Student 2462

6. A 1ot Well, I never thoughtreading had such
value in it. Before I came 0 here Iwas... Iskipped
over the words. If the sentence didn't make sense, I
just closad the hook and put it back but now 1 kesp
reading 1o see what a sentence or word 1s. Frobably
it helps most in my report because I have te do a
lot of reading and this is rezlly helping mea and in
my math 1o solve guestions. I'm reading them
better. And In grammay. Say if there's a word left
out, I piece together the sentence to make the
sentence make sense.
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PRETEST INTERVIEW POSTTEST INTE VIEW

STUBENT: 2471

1. Usa their finger. A poor reader goes too quick 1. They look at the title and think about what the

and you miss some important words and doesn’t story's going to be about. And they, uhm.... I

understand the story. A pocr reader doesn’tread. forgot....reading the back of the book to see if it's
interesting or not. Uhm....they stop and summa-

2 I:2ad the back of the book 10 see what the story's rize it.... like the paragraph. They.....i they read a

about. Iread the plot. L read the 'Dc»ok. word and they don't understand it they look in the
story and they find what it means. If they don't

3. Isound the word out. Ask someone, I might find what it means in the story, they look in the die-

kip the word over. Maybe it might be in another ticnary. In case they read and they don’t under-
P E‘z‘ac, sph and you might getit then. stand it, they read it over. Well, thay don’tread too

fast. Maybe i it’s a little book thev might read fast.

4. Imight skip it and fo It's not so long right? So they can read it over

SOMSons, because it doesn't take too long. Thay use
imagery.....picture the story in theiy mind....what's
8. Goed. How I read the words. Satisfactory. happening. Ubhm. . maybe after they test them-

selves what the story’s about..... fummarizing what

#laa rtmurr’s alnmavd Tars th cse s als L
WiC 3y 3 acGul tast inemisaves. Gatscmacna o

ask what the story’s about.

2 Usually, well, I read the back of tha book and
lock at the title and think what it's about and,
uhm... sometimes I use summarizing a bit. Some-
times I read parts of the story and I don’tunder-
stand it. I go back and skim through it. I don't read
too fast. Sometimes we get questions and I just
remember it I tell mysalf what the story’s about. I
dou'tmean to but I just tell mysell what it's about.

3. Well, I kinda tiy to sound it out and thei look in
the dictionary.

4. T, uh....kinda read it over and over again until it
makes sense. I, uhm... rvead some of the sentences
and take some of the words out of it that aren’t
important.....to make it shorter. Sometimes it has
difficult words so I take them ocut and it makes
more sense. Well, I would just go on. Well, if I go
on 1o a couple more sentences it might make it
easier and I'd go back

3, Satistactory. Both. Sort of.

6. Uhm .. how to._.well, I've learned how to
cummarize .when to do it And I learned to
adjust miy "speed limit"” What to do before read-

ng. Like read the title and learn 10 use imagery
and usa the signs. Well, before, I'd come to a word
and justleave it. Why I go back to the word and
use the sentence 1o find cut what it's about.




PRETEST INTERVIEW

STUDENT: 2472

1. They read it so they can find how interasting the

By

ct."“ v is. (Bad razaders] have to practice more....they

have to read more tmes to understand and get the
words.

. I look at the back to seea what it's about and I
taka 1t I start reading it

I

te
n.l

3. 1 try to sound it out. Probably ask scmeone. I
skip it

4 Ireaditover. Azk zomeacones.

. matisiactory. Uhm.. how I rsad the words.

voeatisfactory.
3

SR
.

o

1

s

ol

)
o
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POSTTEST INTERVIEW

1. They read slowly or fast....when they have
guestions after or when they're reading for fun.
They might look at the title and get what it's going
to be about. They have a plan. They decide how
they're going to read and..._if the story is old {if
they ve already read it), and if it's new, thay might
read slowly and carefully. They might reread some
paragraphs if they didn't understand a paragraph
or a word. They might skim over a story to see if
they missed anything out or para.....sumimnarize, do
a summary if they ave guestions at the and.

2 Ilock inside the cover and see what the stouy's
about.. i it's interecting I...vead...look at the title
and pizture 1o sea2 what it's going to be about. I
Iook over some paragraphs. 1 v.cnul look back in
the story if I've fm otten something in the
nmary of itin my mind.

3. 17&.. 100W oeinie and aller i 1o fe6 whnal it
would be. If you don't get what 1t means, I loak
befora tha starting of the sentence or aftex it. I'm
trying 0 find the meaning of the word. Ack
somedcne.

41 may} read over it a couple of times and I read
& sentence and ifl still don"tgetit, I'H ack

5. Satisfactory. How I understand stories. Fair.
6. I've learned more things about reading thatI
didn't know before and more strategies that can
Lelp me ‘dcrﬂund Eefore I used to have troubla
admg ..... understanding. Now I can understand
ising tha strategies. T would just start reading it
nd that's it and I would reread it sometimes. Now
I m getting better using the strategies and undey-
standing the stories.

et

o »—

w



PRETEST INTERVIEW
STUDENT: 2473
1. Well, they just get interested into the back and

sperience it. Or they use their imagination. Well,
if it was a bad readar and he was stuck on a werd

he would just skip it and never find ont what it was.

A good readar might lock at a word if he was stuck
on it and try to find out what it was.

.7;‘ Well, at fivst I read the back to ses if its intayest-
ing and i I don't think its mteremnﬂ I just gr:-t 2
different book and if that one's interesting 14 vead
it I like unicormns so I ucﬂ.’d a whele collection of
“Zzervet of tha Unicorns”. Wall, I just go ahead and

~

O

start to read.

g "\ ell, I read the wihole pavagraph over again
and fry and uge my Imagination.

3. Good. Undearstand and read the words.
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PCSTTEST INTERVIEW

1. Well they first choose a book and they read the
back and if it sounds interesting they read the first
two pages and then if they find it's interesting they
read more. Maybe they'd use lots of imagary.
Well, you can really get into the story. You're
really in the story so you could imagine it Well,
they could predict what the story will be... maybe
&t the beginning or in the nudule Maybe il the,) ¥e
stuck on a sweord thay could get help or use context.
Uhm.... just maybe with thea picture on the front
the'd predict. Well, after reading they can.....some
stories you might need 10 criticize the stories

pecaiiia il might nead a little mora action or
something . If they e getting a test or something
they might take notes and ask themeselves ques-
ticns.

2 1 100k at the tust page or 1 100k at the back. Well,
I'm reading The Eabysitters Club and the first
thing I did was read the back, then I looked at the
front and it was something about a2 bad luck
mysiery and everything in the pieture fit well
bapausa it had zo many things so I thought "Well
this has got to be a good book.” So once I starfed I
used imagery and I predicted what would come
after. I T had a test I'd read raally slowly and
earefully. I' 3 uze contert. After, I'd pmbabl v read
it over again or if I was stuck on a paragraph.....it
the sentenca didn’t make sence. The first time I
raad a story T usually don’t understand 1t but the
segond time, I usually understand it.

3. T use context. Well, if there's a word Im stuck on
that I den't knew, I'd leck ahead or look
behind....maybe I'd go a couple of sentences, I'd
probably look the word up or get someone to help
me.

4. I'd probably try to put it in my own words and
make it make sense. I'd probably read the whole
paragraph over. I'd probably get help.

3. Good. How I read the words. Very good



PRETEST INTERVIEW
STUDENT: 2361
1. I don’tknow. They read their hest. Well, they
know what they're reading. They practice reading

O
alot.

Z Ivead the back of it fivet 10 see what the story i
about I then go and sign it out {from the library oy,

if it's at a booksiore, I go and buy it. Then Iread it

First it’s kind of borving and then you put it down
and you foree yourseif to read it and it gets better.
The more you go along, the more youget used to

¥o
what tha authar's r*ring 1o 5ay.

3. T uy to sound it out or when I'm finished, after
that Lhdptcr 'l azk my mom.

41 }uft read it and ty to undestand it but i I
can’'tunderstand it I'll go on with the rest of the
story. Then I might come back after I'im {inished.

i n
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POSTTEST INTERVIEW

1. Well, they first.....first they would think about
how they re going to read it If they know why
they're reading it.....like for a test or tor fun, and
then they think about the kind of book it is so they
can Jaiow if they can use imagery or not or if they
have to stop and tell themselves what the stories’
about.... like paraphrass at the end of the story or
maybe before that if there are paragraphs. Eut
when they're reading they might change their plan
because the story might be different than they
thought. Or if they didn’t know much about it
they know they have to read slow it it's hard. But if
they don’t understand, they might reread it or usa
context or think about ‘_‘.:hcll was in the othar
santences. Or sometimes, if they can’t understand
at all, they might have to cheosa an easier book or
Zet help. And then at the end they might think if
thay liked the characters :o maybe they could

ch oose a book from tha same author or ancther one
vith characters the sam 1. Ii they're s -nuymg fora
test they might ask questions. Yah, I think that's
all

,-..v

2 Ilook atthe picture and ihe title and, uh.....think
what the book might be about and if I might like it
or if I've read anything like it before. Butif it's for
a fest then I think about asking questions or maybe
paraphrasing or even underlining i itson a
worksheet co I don’t getin troubla. Eut sometimes
Imightdoe Vexylhlng. Eut I like imagery because
you ¢an make a movie in your mind and it's more
exciting. But sometimes if it's for fun I might skip
to the good parts or maybe the end to find st
what's happening. And then if T understand it
then I finish. But sometimes I might go back and
re read the parts that were hard <o I can answar the
guestions. U'hln ..... maest of all though 1 iike to use
imagery to makae it exciting.

3. Use context. Well, uh.....well, sometimes I putin
a blank or I reread the sentence or maybe go back
and try to think what that sentence was about and

sometimes go on to the next sentance and come
back IfTcan’t getit, I'll ask somebody or get my
dictionary. But mostly T ask

4. Sort of the same. Like go back and maybe to the
start of the paragraph. Or think about the subject
but sometimes I only get a litile idea but that
might be encugh. Or I get help....maybe from my
friend or the teacher.

5. Now? Very good. Understanding. Well, maybe
very good too because I can usually guess the
words now.



POSTTEST CONT I STUDENT 2361

1. Oh..well, bafora T just vead the words and I
didn’t use much imagery so I didn’t have many
good piciwres in my mind and it was hard to
remember. And I'd skip parts bacause I was bored
oi it. But now I can see it mostly and then somsa-
times I'd tiy 1o put it in my own words, like big
chunks o it was easy to remember and I den't skip
parts anymoie. And I reread studf now to under-
stand it batter.



PRETEST INTERVIEW

STUDENT: 2362

1. Well they read really well and they don’t miss
any words and they read really closely and they
look at the words. Then they do the questions or if
they have to write a report, they might just copy
ocut some of the words.

2 At books, ITread at the back to see if it's a good
story and if it's a good stoxy, I justr i

slowly. Well, that's it.

31 t;}' to sound it out or ask iy teacher. W e.ll
a friend maybe.
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POSTTEST INTERVIEW

1. Well, they look at the picture first to get the idea
And maybe the title if there is one so thay will
know what the story might be about. But if thera's
not, then they just would probably read it all. BEut
maybe they might stop if it was for a tesi to sea if
they understocd it so they could remember it and
mayhbe ask questions after if Léy conld think of
any. BEut mostly they'd probably use imagery to
gata good picture of it. That's it

2 What good readers do. Like before, 1.1 look at
the title and se2 what it's aboutand lnnk at tha
picture and use im:-;;{er“ ..... to see what the story's
about I use "quiet zone”, get ready to read. Iread
the firet semence or p-nagz?ph 13 sea what the
book’s about. When Iread I usually just use
imagery. Well iflg CX o pans, st ask A
teacher or uza the dictienary.....but T usually ty to
get the word first. I read it over. T reread it to iy ta
tigura out what the word o ntancs means. Aftar,
like, I paraphrase it. ﬂn: time I summarize
1t

t?‘

o

l:'J o)
"“‘ !
""' u |

JI'duytosounditoutbutiiIcan't F'd aska
teacher. if they can’t do it or if they tell me, I'd
look in a dictonary. Maybe I'd use the sentence in
it.... like I'd use the word in the sentence to seaif it
make sense or.....

4 Same thing. I reread it several times. Then, ask a
her. Then lock in the dictionary.

3. Frobably. Tdon'tlmow.it's probably between
thase tw »...pxebably good. . probably satisfactory
for how I understand stories. How I read the
words.....probably good. No, very good.

6. Like how you read before.....lika before you
read....how you understand it lke how to get
help....and liks in the middle of the story, how to
understand it. And at the end of reading, you just
sea if thera's anything else you need ta.....anything
else you need to know and reread it. Well, like
before, Iread, I didn't do anything. Put now Iusa
imagery and rereading and bafore I didn't do
anything.



PRETEST INTERVIEW
STUDENT: 2563

1. O h, well, I think they just start to read and read
fast and then they can do the guestions. Everybody
in my class reads fast because they want to gat
finishad because then we can go 1o the games aréa
But sometimes they might have to lock back for
the answers.....so maybe they might have to vead

some parts over

2. Ch, Tean'tread fast but I ry bacause everybody
gats finished fivst. S0 sometimes T skip over parts 50
1 can keep up.....or else everybody's finished. M I'm

o
if they re easy because then I can read {aster.

it.....te read over the othey

(=

3. Oh, poor. Well, how I read the words because
' slow. Well, maybe good.
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POSTTEST INTERVIEW

1. Well, they figure out what they.....they stop
before they start. Then thay think about "Why am
Ireading this?” And they lock at the title and the
picture if there is one and then they start reading.
They try to find out what the story’s sbout and if
you know what the stovy’s about then you have a
1ot of background knowledge and it would proba-
bly be a lot easier....to read. Well, they zay to
themselves, “Why am I doing this.___why am I
reading this?” Liks the vrezzon iz, "Is it for & tast or
15 it for fun?” Thay Jdo this to {ind out why....well
say it's {or a test, they ....you'd probably ba
rezding a lot more cauticusly. Oy i it's for fun, you
“d be reading it just anyway you want. or have
different plans. When you're reading, you stop at
avery paragraph and you think what was the story
about so {ar, if you rememberad anyithing, and it
you haven't, you should go back and read It from
where you forget. Well they also might usa
rereading and imagery and context and things ke
that to halp you read better.....well, like you might
read mora fluently, and you're aware of yourself
when you're reading and stwdf. 3015 a lot easier.
Aftaer, you'd think probably, "Have Imet..._do Y
understand what I've read and, uvhm..._do T know
what I'm saying makeas sense or something?” And
if it doesn’t, you' d probably just have to go back
and read.

2 Well, T usually ask why do I have to read this
because I really don't like to read.... I don’treally
like reading and stuff but like if it’s for fun, I Like to
read cometimes. if I have nothing elsetodo. I'm
not really a good reader compared to someacne 2lse
so I don’'tlike it. T usually just think about stuft
when I'm reading but if we’re reading in class, Mr.
X would give us time to read but I never ererhave
timnie to finish because the other kids are finishad
and I'm only half way finished....because Iread a
lotslower toco. I I try to go faster, then I have to go
back because I'm missing words and stuif and I
have to go back and it slows me down. I think if I
had the tima, I'd undearstand the siory as well as
everybody else, probably a lot better. WhenI'm
reading I still use rereading and imagery. And I
usually..... in a lot of make-believe stories that
might be true or something. It's just a lot easierif I
keep on using imagery because it gives me a basic
idea about the story. It's a lot easier. After, I
read.... I usually.. I just put it dowm. I I feel I've
read it wall enough, I just put itdown butifIdon't
I just start rereading parts I Jon’t understand.
Usually after the second or third time I'd probably
have it down ... like, I' d know what it is.
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OSTTEST CONT D STUDENT 2563

3. Wall, comistimas I skip it and somztines I keep
going over it and over itand over it Well if I'm
trying to read fast and keep up with the group, I'd
probably skip it. But if T have lots of time, I'd just
reread it...well not just the word... 1.‘b“U tha
sentence. Like if I could catch onto the ward, I'd

just read the sentence over. Then if I couldn’t get it
and I had ume, I'd stop and write it down 3 few
tirnes and work it out like that Maybe then I'd just

stop and agk a teacher

4. Uhm....well, I usually just start to reread and
reread and read the sentencas around it, 5o
uhm ..... most of the time there aren’t (oo many hard
_____ c2g in the books I read because I pick pretty
2asy r_vc- rswhen I L T usually just try to go on.
mh d the stovy and I had the time, T

a back to it

3. Uhm....1I'd probably say about fair. OK, how I
read the words. It'd probably ba satisfactony.

6 Wall _hike _imagsery.. 15
but I really didn’t know aboul pavaphrasing oy
surumary or context, like that. I kpew about reread-
ing and zll that but Ineve r knew paraphrasing or

context or summarizing. Usually h} enIread a
story, sometimes 1.1 now. . wehave toread a
lot harder bocksin slassso Bt w ubld probably help
me. Well, it was that.__like I was skipping san-
tences before I didn’t know, and skipping words I
didn’t know that are pretty hard to understand.
Now, like, I'm reading sore pretty hard books
now and I'm catching on. 5o it’s easier.

I've alwazs usad that
i



PRETEST INTERVIEW
STUDENT: 2364

1. Idon'tknow. I don'tknow. (A bad reader} is
someone who doesn’t know how to read. Mo one
can understand what they're saying because they
don't kmow what the words mean. [A good reader)
knows what the words mean. Thay can stop at the
end of the sentence. Uhm.....I don’t know.

2. Ilook at the back.....to {ind out what's the story
about. ButI don’treally like it. Isignitout I'd
open the bock and start.

A Uhm.. I sound it put. Tell the teachear I
ouldn't read at homea.

4. Skip it. I'd <kip it and get another bock,

3. Saustactory. Eoth.
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POSTTEST INTERVIEW

1. I don't know. They probably use the strategies.
They lock at the title .;nd the picture and they
think about what the story will be about
and..._ther....Idon't know...they use context and
stuff..and imagary. mmg-—n all the time and
context when they can’t get a word. They
paraphrase. . after a paragraph ..o they could
remember it. During reading they use context and
imagery and they might try to read it hard. . _going
over the words really carefully.....or they might just
read iticr fun and skip over a few words. Aftar,
they might paraphrasa, summarize the main
paints....so the can temembey it

2. Tlook at the back and see ifit's good. Like if 2t
was long, I'd read a bit. Butif itwas a :»hon story,
I’c{ read it If T didn't understand a word, T'd skip
it if it was somathing for me. But if it was for the
cacher, I'd read it more better. 1'd hava to read it
‘;5 llhr_‘ Hdl'..l Ul'ltf It Illl\ldht‘) _L dll d.ll‘_l
niembering it E v paraphrasing and summariz-
the main points.....and getting help somatimes
can't get a word.

mg the
when I ¢
3. 1 use context and it that doesn’t help, I spell it ot
and if that doesn’t help, I ook in the glossary and
if that doesn't help, I ask the teacher. I go on to the
nextiword and the rest of the sentence to see,
ulm.....to see like .10 see i the word makes sense
in that sentence.....sommething I know. Then I'd go
back and sound it out.

4. Tha whole sentence? Well, if I'm reading, just
book, I read the next sentence and if I don't know
that, I think it's a hard bock and it's above my
1-’-?'81 I will get the teacher io read 1t for me. First,
I'd read it over to sae if I left out any words.

3. Satisfactory. Eoth.

6. A lot Like. . uhm . like before.....reading, I
know how 1o sound out the words but I didn™t
know the context thing. I know some of the strate-
gies but I never done them before... 1 didn't knowe
them but I was usingthem. Like....Ididn'tknow it
was callad context or imagery but I was using
them. I faal like....see if I'mn reading for a test I can
read better now.



PRETEST INTERVIEW
STUDENT: 2361
1. Idon’t know. They read their best. Well, they
know what they'ra reading. They practice reading

alot.

Z Iread the back of it first to see what the story is

about. I then go and sign it out from the libraxy or,
if it's at a bookstore, I go and buy it. Then I read it.

First it's kind of boring and then you putit down
and you foree yourself to read it and it gets batter.
The more you 2o along, the niore you get used to
what the author's rying 1o say.

4. Yjustread it and try to understand it but it I
can't understand 1t I'll go on with the rest of the
story. Then I might come back aftar I'm finishad

[ e » T
S5 Findota a ZG0Q reader. oW L

Fair
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POSTTEST INTERVIEW

1. Well, they first.... first they would think about
how they 're going to read it. If they know why
thay're reading it.....lika for a test ox for fun, and
then they think about the kind of book it is so they
can know if they can use iimagery or not or if they
have to stop and tell themselves what the stories’
about..._like paraphrase at the end of the story or
maybe before that if there are paragraphs. But
when they're reading they might change their plan
bacause the story might be different than they
thought Or if they didn’t know much about it,
they know they have to read slow if it's hard. Butit
they don't uuderstanﬂ they might reread it or usa
context or think about \\xhat was in the other
sentences. Or cometimes, i they can’t understanad
at all, they might have to choose an easier book or
get help. And then at the end they might think if
they liked the characters s:o maybe they could
choose a boak irom the same author or another one
with chiaracters the samne. If gh&'\?""r_" S'ﬁj(_{? 'TuT‘ icra
tect they nng"t sk questions. Ydh I think that's
all.

2. I'look at the picture and the title and, uh ..... think
what the bock might be about and H I might like it
or i I've read anything like it before. Butif it’s for
a test then I think about asking questions or maybe
paraphrasing or even underlining if it'son &

worksheet so I don't get in trouble But sometimes
Imight do everything Eut I like imagery because
you can make a movie in your mind and it’s more
exciting. But sometimes if it's for fun I might skip
to the good parts or maybe the end to tind out
what's happening. And then it I understand it
then I finish. But sometimes I might go back and
te tead the parts that were hard 50 1 can answer the
guestions. Uhm....most of all though I like to use
imagery to make it exciting.

3. Use context. Wall, uh.....well, sometimes I putin
a blank or I reread the sentence or maybe go back
and try to think what that sentenca was about and
sometimes go on to the next sentence and come
back. If I can’tgetit, I'Ul ask somebody or getmy
dictionary. But mostly I ask.

4. Sort of the same. Like go back and maybe to the
start of the paragraph. Or think about the subject
but sometimes T only get a litile 1dea but that
might be enough. Or I get help.... maybe from my
friend or the teacher.

5. Now? Very good. Understanding. Well, maybe
very good too because I can usually guess the
words now.



PRETEST INTERVIEW
STUDENT:

1. Well they read really well and they don't miss
any words and thay read really closely and they
look at the words. Then they dc the questions or i

D e —pek 2l o

they nave 10 wiite a Feport, They mignt _;u*-r SOpY

out some of thé words,

2 At books, 1read at e bac
story and if it's a good siovy,
slowly. Well, that's it.

3. I ry to sound it cut or ask my teacher. Well, ask
a friend mayha.

I Tiustzayskinit That'cit,
3. Frobably satisfactory. Frobably beth
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POSTTEST INTERVIEW

1. Well, they look at the picture first to get the idea.
And maybe the title if there is one so they will
know what the story might be about. But if thera's
not, then they just would probably read i all But
maybe they might stop if it was for a test 10 see if
thay understood it so they could remember it and
maybe ack quesiions after if they could think of
any. But mostly thay'd probably use imagery to
get a good picture of it. That's it

2. What good readers do. Like belfore, L....I look at
tha title and sea what it's about and look at the
picture and usa ima;:ery ..... to see what the story’s
about Tuse "quist zona”, gt yeady to read. Iread
tha tirst sentence or paragraph to see what the
book’s about When I yead I usually just use
imagery. Well, if I got stuck on parts, I justask a
teacher or use the dictionary.... but I usually try to
get the word first. T read it over. ITreread it to try to
tigure out what the word or sentence means. Aftar,
Like, I paraphrase it. Most of the timea I summarize
it

JI'dtrytoscunditoutbutitIcan't, I'd ask a
teacher. If they can't do it or if they tell me, I'd
lock in a dictonary. Maybe I'd use the sentence in
it... like I'd use the word in the sentence to seaif It

PR Jep

IiaKe Yeilse OF.....

4. Same thing. I reread it several times. Then, ask a
teacher. Then look in the dictionary.

3. Probably. Tdon'tknow. .it's probably between
thase two...probably o cvod ..... probably satisfactory
for how I understand stories. How I read the
words.....proebably good. No, very good

6. Like how you read befove..._like betare you
read....how you understand it like how 10 get
help.....and like in the middle of the story, how fo
understand it. And at the end of reading, you just
see if there’s anything else you need to.....anything
else you naed to know and reread it. Wall, like
belore, Ixead, I didn't do anything. Fut now I use
imagery and rereading and before I didn"tdo
anything.



PRETEST INTERVIEW
STUDENT: 23563

1. O b, well, I think they just start to read and read
fast and then they can do the Guestions. Everybody
in my class reads fast bacause they want to get
finished because then we can go to the games area.
Eut sometimes they might have to look back for
the answers..._so maybe they might have to read

s0me pay s over

Z.0h, I can’tread fast but I try because everybody
Jets finished first. So cometinies I skip over parts 50
I can keep up....or else everybody's finished. If I‘m
Looking for a book, I laook at the back of the haok 1o
see 1 1t easy. Most times I lock at the words 1o see

i

if they re easy bacause then I can read faszter.

skip it well..sometimes I wy to

sound it out ox 1ake off the ending to see it T know
Y tif I can'tgetit, I skip it

& Well, ubh, mostly I don CIt]

times it's bacausa I was 1o

because I was losing it... .10 rea1 over the uther

sentencas again. But i T can'tgset i, I skip it

ry

3. Th, poor. Well, how I yead the words because
I'm slow. W all, ma"hﬂ good.
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POSTTEST INTERVIEW

1. Well, they figure out what they._...thay stop
befora they start. Then they think about "Why am
Ireading this?" And they look at the title and the
picture if there is one and then they start reading.
They try to find cut what the story’s about and if
you know what the story’s about then you have a
lot of background knowledge and it would proba-
bly be a lot easier.... to read. Well, they say to
themeselves, "Why am I doing this.... why am I
reading this?” Lika the reason is.. "Is it for a test ox
is it for fun?” They do this to find out why.....well
say it's for a test, they __you'd probably ba
I't:d.(.{éll}_\ 2 lot more cauticusly. Or if it's for fun, you
d be reading it just anyway you want. or have
different plans. When you're r2ading, you stop at
every paragraph and you think what was the story
about so far, if you remembered anything, and if

you ha?en‘t you should go back and raad it from

where you fo;gct. Weil they also might use
rereading and imagery and context and things liks
that to help you read better.._well, like you might
read more fluently, and you'ye aware of yourself
when you're reading and stuff. So it's a lot easier.
Aftar, you'd think probably, "Have Imeat..do 1
understand what I've read and, uhm.....do I know
what I'm saying makes sense or something?” And
if it doesn’'t, you'd probably just have to go back
and read.

2. Well, T usuaily ack why do I have to read this
because I really don't like to vread....I don'tyeally
like reading and stuff but like if it's for fun, Ilike to
read somatimes.._if I have nothing elce todo. I'm
notreally a good reader compared to comeone elce
so I don’tlike it. I usually ]ust think about stuff
u. w—"l I'm reading but if wea're reading in class, Mr.
{ would give us time to read but I never #rerhave
u.me to finish bacause the other kids are finished
and I'm only half way finished....because Itead a
Iot slower too. If I try to go faster, then T have togo
back because I'm missing words and stutf and 1
have to go back and it slows ma down. I thinkifI
had the time, I d understand the story as well as
averybody else, probably a lot better. When I'm
reading I still use rereading and imagery. And I
usually..... in a lot of make-beliave stories that
might be true or something. It's just a lot easierif I
keep on using imagery because it gives me a basic
idea about the story. It's a lot easier. After, I
read...I usually....Ijust putit down. If I feel I've
read it well enough, I just put it down butifIdon’t
I just start rereading parts I don’t understand.
Usually after the second or third time I'd probably
have it down.....like, I'd know what itis.
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3. Well, sometimes I skip it and sometimes 1 keep
going over it and over it and over it. Well i I'm
trying to read fast and keep up with the group, I'd
probably skip it. But if T have lots of time, 1'd just
reread it _well not just the word.... probably the
sentence. Like if I could catch onto the word, I'd
just read the sentence over. Then if I couldn’t get it
and I had time, I'd stop and write it down a few
timas and work it gut like that. Maybe then I'd just
stop and ask a teacher.

4. Uhm...well, T usually just start to reread and
reread and read the sentences around it, so
ulun.....maost of the time there aren't 0o many hard
sentences in the books I read because I pick pretty
aasy boolks when I read I usually just ry to go on.
Well, if I fniished the story and I had the tine, I
might come back to it

5 Whm T4 probably say abouttain OF howd

read the words. It'd probably be satist:

6. Well.. like. .imagery.. I ve always used that
but I really didn’ t know about paraphrasing or
summary or context, like that I knew about reraad-
ing and all that but I never knew paraphrasing or
contexrt or summarizing Usually when Iread a
story, sometimes LI now._ . we have to read a
lot harder books in class so it would probably help
ma. Well, it was that....like I was ckipping cen-
tences before I didn't know, and skipping words I
didn't know that are pretty hard to understand.
Now, like, I'm reading sowme pretiy hard books
now and I'm catching on. Soit's easier.



PRETEST INTERVIEW
STUDENT: 2571

1. Uhm..._think, they lock at the title fivst to see if
they understand the story....and they read through
the story and if they don't find out what the mean-
ing 1s they, thay... . I'm not sure. ... Uhm... they
write down in their own words how they think the
story will go

2. Ubm....Ilook at the title and if there's any
pictures, I look at the picture to see if I know what
the story’s about and when T get stuck on a word I
try to figure it out. Say the title.. the title.... . well the
title’s mastly about the story. Then if I know what
itwould be about I'd check, vhin I don't know i
you really loockad at the tiile if you knew what it
svould be about. )

3 Ilockaroundittosee it cculd read

and then I would pick up the word Tusua Iy ook
around and then I usually pxck up the word. I'd

look at the starting of the word and then ths
anding. That'sitreally. I'd lock it up in the

dictionary.

4. Uhm.....I usually lock around the sentence, Lika
mainly.... I usually read it through once or twice
znd then I read the sentence beafore it and after it.

5 Uhm... . fzir. How I read the words.
Uhm....gocd.

POSTTEST INTERVIEW

1.%Well, uhm.....they check their understanding
u han they're finishad and thay ask thamselves
stions in the bebluﬂlﬁg Uhin.... before they ¥
\fcu\ to vead they ask themselvas questions like,
Yhat kind of story is this? What's my plan? and,
uh ..... What's my goal?™ And uh...when they're
reading they ask.....they use context, and
vh._imagery and a bunch of other things. And at
tha nnd they ask, "How do thay feel? and What's
this story about?” And they ask themselvas ques-
leisian zfiing better,

tions 10 understand ths mea
2. Uhm....I lock at the picture and the title and ask
mysalf if T have any background kncwledge of the
topie I I do 1'd read on and see how the stoxy is. I
ask mj 'fclf quest mns ‘\Uhet is my goal... iox‘

) 2 hen H ye«:‘. I mk niyselt quesuo'ﬂs aud
I use tmagery, context... uhni.. if I'm stuck on &
word, Lok around the word, in the sentence o
the paragraph to see 1f I can find the meaning of
that word. Uhm..._at the end I generally ask myself
qgquestions. Uhra._if I'm not sure of myself, 1
reread. I paraphrase after each paragraph. Pui not
if it's easy; I just go on. Well a ﬁtl’, I ask mysal
gquestions.._and how I fesl about the story and
should I go on.....should Iyead some more of the
author’s books.

3. I look around the sentance....uhm....using
econtext. I look around tha sentence to find cut the
meaning of the word. I go to the dictionary and
then the teachaer if T still don’t understand.

4. I look around the sentence. I look around each
paragraph to see....uhm....if I can find out the
meaning of the word and I use background
)maulédge Ilook at the sentence around

..... bafore it and after it..._and then read itall

to gethex- to see if it made sense. I couldn’tgo to the
dictionary so I'd just go to the teacher.

5. Uhm....good. How I read the words.
Uhm.....satisfactory.

6. I leamed what we mainly did before, during,
and afier, and using my plans better, and

uhm... how to....if I was stuck on a word....how to
deal with that word and the same with a sentence.
Uhm .. before, I didn’t think of anything. Before, I
just looked at the title and read it and wenton. I
didn’t think about anything. I just read word for
word.



PRETEST INTERVIEW
STUDENT: 2372

1. Ubhm... . they keep their mind off making sounds
that disturb averyone elsa from reading. And they
just keep their minds on reading. They find an
interesting book by going to the library and ask the

Librarvian.

2 Ifind a subject that I want to read about and I
g0 looking through the card satalogue 1o sea if
they' ve got that book. I just read the back of it to
find out what tha bock is about and then if I
thought it was interesting, I'd read it.

3. L..sometiines I quisty lock it up in the diction-
ary or ask someone else.

4, Iveaditover a tew times to see if I understand it
after & few times over. Then I might understand ii

butf Idon't ;ugt skz‘} it.

3. Satisfactory. How @ understand the story. Proba-
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POSTTEST INTERVIEW

1. They read the back cover and if tey come to a
word they den’t understand, they might use
context. Well, they 'l just find cut how the word
means. They'il just raad tha rest of the sentence to
help them figure it out They kaep their mind on
it.....on reading the book. They've not doing
anyihing fo disturb them. Before reading they use
the other strategies like, "What kind of reading
they 're doing.” And uhm ..... the plan they have for
reading and why thay re reading. If they choose to
read it, they concentrate on it and won't let any-
thing disturb them. Eut if they're just going to resd
it quickly, then they might bot get the idea. They
raight paraphrate ov summaarize after every few
paragraphs to ramember tha story. And after thay
finich, they swuramarize to see if they getitall. If
thay don’t getit, they might reread it over.

2. 1 might read the back of the cover first. Uhm.....
might figure out what the title mear t and geta

rlan for reading....usuaily I choosa ad n
Laratuuv T wouldn'trun right h;‘m
cver with now. I read it a litile slowerso I can p :k
up the words. When I look at the title, I try to gat
mterested in the story by pradicting. It may take a
little longer but it will keep my interast.

f).-

3. I use contaxt in the rest of the sentence.
Uhm.....next I would look it up in the dictionay.
And then T stll wouldn’t skip it I'd reread it a few
timas.

4. A sentence I don't know? Well, first T usually

reread it and then.....then T'lL....the whole
paragraph.... trylng to understand what that

se nience means. It's pm further context. Then

..... I don't know... sometimes if you keep re-

reading it enough times, you'll understand it

Then I'll use the rest of the story to try and get

it....not the whole stovy.... lika a puzzle... just figure

out where the piece goes.

el
a1 L

5. Good. Understand the story. Still the good one.

6. I learned more about how to understand the
story. Well .. before T didn't Most of the story, I
didn't understand it, I'd just skip it. I wouldn't
spend my time on it to figure out what it meant.
Well, I know how to remember the story now.
Before, I' 4 just forget most of it. I paraphrase ox
summarize. Then if I don't remember i, I just
reread it. I didn't know I was supposed to do it
before.



PRETEST INTERVIEW
STUDENT: 2573

1. Uhm.....they read twice over it to ba sure. Wall
sha veads one parvagraph and che makes sure she
knows what it i and goes on to the next She goes
over it twice.

2. Uhm... . .Iread it and then I read over it to make
sure I know whatitis. I putmy name on it and
date first

3 Taither look tup i
out Well itit'sar
my dictionary.

3 Fa T_ him

..... well, actually how I understand the
..... vary good.

ey
3
=]
&2
=
«-4
l-—i
=4
=
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POSTTEST INTERVIEW

1. They read what the story’s about and they pick
out the most important part of the story. They read
the title to see if thay can guess what the story's
about. They might stop and reread tha first sen-
tence or two in case they got a word wrong or
something. Well, while you read the sentence you
might have got a word wrong so the sentence
doesn’t sound as geod. They might stop and para-
rhrase after each sentence oy when they're in
trouble. They ve tiying to find out what the story’s
about. After they read, they might reread the
whaole story again.

2 Iread the title and try to guess what tha story's
about. I sort of read it slowly to understand it
better. After reading I might just reread it over
again.

3. I just start from the beginning of the sentence
and tiy 12 find out what the meaning of the word is.
Uhm.... T just ask the teacher.

4. Just ask the teacher what it mseans,

5. Satisfactory. Mosly how I understand the words.
It deseribes how I understand the story. Satisfae-
tory.

6. Ilearnad practically svaryihing. It's a lot batter
now. Finding out what the meaning is. If I'm stuck
when I'm reading in class, I can tind out what the
meaning of the word is. I just used to read through
it. If I came to a word I didn'tknow, I'd just read
through it



PRETEST INTERVIEW

STULDENT: 2661

1. Uhm.... probably read slowly and read for fun.
TUhm. ..probably get fun books, funny books to

reéad

2. 1lock tor authors that read funny.....or make
funny books. Well, usually they hava things on tha
pack that tell...I found a book called Elubber by
Judy Elume.... I read the back and it usually tells
whether it's funny or not. T would, uhm....I

make . .whatI'd dois I'd make a book marker
and make a funny little thing on iy, like....and
something. . and I'd read how many chapters thera
are and then I'd read 1t

4. Asentence [ don'tknow? Uhm.....probably just
skip it _or read it Try to sound cut the words. Cr

reread it until T understand it Then I'd skip
it....and cometimes come back to it at the end of
the chapter or parag 1

what the joke was, 1'd go back and reread it

3 Frobably about satisfactory. How I understand
the story. Uhm.. T would pick good.
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POSTTEST INTERVIEW

1. Well, first they look at the sentence to see what
they think it's about and then if there's a picture

they look at the picture.....try.....they recoghize it in
thair background information or whatever. Thay

think about what it's going to be about if they
know a lot about it and when they fin.....then they
start to read....and at the end of the paragraph they
start to paraphrase so they know what that first
section’s about and then they'll do 1t all the
way.....and at the end they'll summearize all the
varagraphs together. Oh yxh! They imagine the
thing like a movie going off in their mind. Liks
thay're in the action. Like, "I swwung acrass the
vina.” They d imagine themsalves swinging across
the vine. Like say when there's parts... comething's
going to happen like in the stovy that we read
whera we had to think ahead about what'sgoing o
happen. Like something like, "Ha started to
laugh ™ Like we have to think about what's going
1o happen while he's laughing. Well a good reader
doesi't always go thiough 1t without mistzkes. Liks
everybody malkes mistakes . _so he'd probably
revead. O like if he dosm’t understand the story
hike a weird word in there, he'd probably....he'd
reread or if he couldn’t get it, use context or if he
couldn'tgetit, "Yield". . _get the teacher to halp.
Adter depends what's going to happen. If there's a
test, they'd know a lot shout it "cause they were
sumiarizing or paraphrasing, so they'd probably
get 8/5 on a test. And a story should always be in
your mind. So you read a perfectly good story... it
shouldn’t be like, after you read it, it was so good,
you just ramember it, but you just think Uve got
batter things to remember 50 you throw it away.
That's lika 3 waste of a story.

2. Well first I look at the back....I look for an intex-
asting title, something like, "Can Monkey's Fly
From Buildings?”.....something like that. I'll say,
"That's kind of a strange thing.” So I'll look at the
back to see if there's any interesting chapters like,
“Omn the Trail™.. ke in the book I'm reading right
now, Forbie Goes Wild. Uhm.... first I
would.always there's a pictura on the cover so
I'll look at that and see what's happening and sea
if it shows a monkey hanging from a branch
chewing his foot and so I'd think, "He's a weird
monkey. Hmmm....maybe it's funny because he
might do stupid things.” And so Ilook at that and
then I look at the paragraph, the first chapter,
sentence....."The monkey flew from the
building”.... like that. And then so I'd starttoread
it and if thera's something I don't understand, I
would....uhm....reread it. Say there’s an interesting
word and you've nevear heard of it before and you
getitand it tells what it's about, you can learn a
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new word but if you just skap it and forget.....some
people Iearn that new word and some paople won't
getit. So they could be saying this word that the
person won' t understand because he didn'tread it
I'd use context Say the beginning words I know,
but the last part I don’t Then it'd be pretty easy
because I know the first word and I'd just have to
think and I'd practically know the last part if I
knew the first part. Sound out the first part, know
the last part, gat the whole word. If it's a very long
story I'd sutmumarize at the end of each chapter and
sometimes I summearize each second chapter.
YWhern it's boring and dull, I won't summarize
bacause it's teo dull. Then it might get more
interesting so I'Ml cummarize them both togethar.
Ubni...maost of the tme I'll read the end of the
back fivst to see i 1t's a good ending or a dull
ending. Well if the teacher has assigned it, I
practically don't like any stories in the school
except for Ons Fotato, Two Potatg. The other one's
in Owl's in the Family, I usually like them. If it
were a noymal story with 10 questions, I'd vead it,
summarize it, and then do the questions. Butif you
have to do a report, we'd get a facts sheet of 20
iacts. We write down what we're going to write
zbhout, wrile down 20 {acts, cut it up, put them in
groups, and writa a stovy about them. After I
finished ifitwas a very good book I'd recom-
mend it to my friends to see if they thoughtitwas a
vary good book like I did.

3. Ulim.....context, I'd use context. And reread it
betore 1'd use context and if I still counldn’t gatit,
I'd get halp. Say the word’s in the middle of the
thing and there’t another word right a sentenca
before like “thrilling”, and thea other werd’s like
"actien”, and I couldn’tgst "action”. I'd think
“act..” and “thrilling” and I'd probably get
“action™. Then I'3 get help, "Yield".

4. A sentence I don't understand? Like, "Tom did
the dishes and, before he did the dishes, he washed
his hair and played ball.” I wouldn't quite
understand that but, so Ithink...T'd 4ty to put
them in order. Well I'd ask my friend if he under-
stood it or ask the teacher.

5. About good. Hew I read the words and how I
understand.

6. Uhm....I learned how to read stories bettar than
1 did before and how to understand them more
and a lot more ways to help you when you have
mistakes. Well, before, I never know about using
context. I used to sound out and if I scunded it out
I'd think it was right. But now I'd use context to
understand the word. And I never used to ask the
teacher for help or anything. I'd just skip it. Now
I'd just keep it because if it wason atestand I'd
skip, T wouldn't get it



PRETEST INTERVIEW

STUDENT: 2662

1. Well I think they have fun when thay read
because thay don’t have to sound out ail the words
they can’thear _read.. den’tknow And they can
just whiz through and they e done with that book
When they're reading they can ctop and chat
because thay're 50 {ast they can gat it over with
guickly.

2 Well usaally I talk for a couple of seconds or 2
mmute and I go and read the bock and then if 1ts
baring I put it down and pick up another book. I
can usually =1l in the {irst two or thxce p ges orifl
just skim the back *i i

tell him *hexum; nmts
what happened and then
that's funny and my ‘”uu
they can take the book sut.

3. Tusually either try to sound it out or read tha
whole sentence or ask someone . I'm wying to fit it
in. It's a purrle _that's whatitis . _and you're
rying (o get the whols pistwre.

4. Tusually azk s:omeons or read the ‘mregra;h
around it and if it seems like a sentence I can't get
but I still know the meaning of the paragraph ,
then I just leaveit.

3. Good or fair. Fair {understand). Fair [words).
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POSTTEST INTERVIEW

1. They look at the title and in thir mind they
think, "This is the title . What could this story ba
abowt? Then they give a pradiction and then thay
paraphrase and at the end of the story they just
think of the story again. They might just look back
and see tha story again and they might saw {zic) a
mistake that didn’t make sense but they found,
Then they could reread that part or that page or
correct the mistake by looking atit Gh yah.  after
he’s done, he asks himself how he feels and he
"rnb:-hlv says I !:l’s this book. They'd stop in the

middle 2 aybe they'd chat They 2an stop
bagzuse tl zn remembay it battey than others or
thay eou uickly skim through it and pick it

2 WallIlook at the title or if I've already read i1 1
just skim through it to remember what I've already
fead and . stuff like that I'm Z one bock ad
its The Flant That Ate Dirty Socks and T only read
for 1/Z an hour a night and when I pick it up I just
paraphrase in my mind and try and make itinto
my life because I have a humongous plant in my
roont. I'm using imagery. I'm looking at the title
and when the chapter has atitle I justgoon
reading or I make my goal and my plan and stuf
lika that and then I just go onreading. Uhm.... 1
usa context sometinies. Sometimes there’s words I
don’t understand and they've half one word and
half another word. 2o I think of my background.
Have I ever heard of this word? And if I think of it
and think of it, I'll read ahead or maybe behind
again and if I still can’tgetit I'U ask my mom or
somathing or if I'm reading at night, I'll just leave
tha book off there. After, I sitback, after I'm
ready to go to sleep, I'll put my book down and I'll
just think of the book or the paragraph or the paga
and when I'm done thinking I'll go to sleep. But
I'H think about how I {zs] about the paragraph or
think about a couple of changes. I I was writing a
test I'd skim through and ask myself some ques-
tions and I might write it down and keep on
reading through. 1f I was writing a test and I didn’t
know what the questions would be and I've never
had a test like this before, I'd probably write down
some of the dark words and tind tha definition of
tham.

3. First I use context and then if I can'tgetitI y to
sound it cut and if I still can’tI ask my mom. I
yield I'll look at the word and then I'll lock at the
paragragh and if I see some other word like that
I'll read that sentence.
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Posttest Interview cont'd: Student 2662

4. I'll skip it and I'll read ahead and think of it
and if I can'tget it I'U read from the beginning of
the paragraph and if T ean’t get 1t I'll take it and
put it in orderand I'll do anything I can to get that
sentenca. I'll use background knowladge or
context or imagery and I'll paraphrase and maybe
that'l help. Then I' Il yisld.

I'd say good. Uhu....well how I understand.
atis!acmr ; L_ca.us-e some words I'm not too good

iy LN

NMall, T know I va learned a lot bacause bafore I
ced to Just sound cut the words and lf I souldn't
the word I'd skip it and now if T can'tget the
1 I'll paraphrasze or use context or

A age:xy ..... 1ots of things. Before I used to justzoom
and I wouldn't think of looking at the title or

anything or looking and seeing what I've leamed
ot of tha hoak ov cn}“«.:thrno Td:s :1_,5 raad the
book and say I've done a.n:l now before Tread I
think of miy plan and I look at the title and think
aboutit and then I gt reading and I paraphrase,
use cantext or imagery, summarize , and do lots of
things after that. You could autually make up arap
song out of that.



PRETEST INTERVIEW
STUDENT: 2663

i. What do goed readers do when they read? They
study hard. They read books about what they're
studying like Social Studies or if they ‘re studying
for a test they 'l read a book about it. They weuld
putit up in their brain or just sort of ramember it
and when they ecame to the guestions they’d say
"iJn I remeniber that”

Z. Iread it and look at the pictures and find out
it's about and if it's a good bock T’ take
sleep with the book on my face and 1
) ut what it's going to.. like Alice in
Wonderland...Ip vetend It Alice.

M
=
3
o
m

N d
Y
ol

P
3]

3 Sound it oul. Asck somebody "Can you tell ma
what this word 1?7 Oh, its "don’t'1” Just leave it out
or skip it

3. Very good because you know when I'm reading
T'1l bring it to life. When other readers are reading
thay'll just say the words like "This is a list of
words.” I'll say " Thisis a list of words” How I
understand the stories. Satisfactory because I do
bad bacause I have somie errors.
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POSTTEST INTERVIEW

1. Weil, they plan their reading because if they
don’t plan then they won't know what to do if they
have trouble. And they figure out why they're
reading. Because it wouldn't be good to just skip
over a part if you have to answer questions. 5o you
do those things and sometimes you'd imagine, use
imagery, so you could see what's going on or put
yourself in the picture like I do sometimes when
I'm acleep. But somefimes you should say the story
15 yourcelf lika at the end of the paragraph so you
can know if you know ihe story. Cr you could ask
guestions if ou can think of them..__if you don’t
have frouble. Or use the words around a hard word
to figuya it out. Or read ahead to Lelp you figure it
out like I 4o But at the end you should think if
you liked that book because if you didn't, or
maybe if you did, you could gat another book the
same beecausea it wouldn't have 100 many hard
werds.

2 Well Iiock af the pictare and the title to ses
what I think the story’s going to be about....if it has
a title. Futif it doesn’t I read the firet sentencas to
zae }f there are hard words and what it will be
about. Well first T have a plan. If there is going 1o
bea gqusastions, maybe you will think you should
stop and look ahaad or paraphrase. 5o you can
follow your plan. But sometimes I just use imagery
because I Like to make me part of the story or my
friends and then you can be ke sortof in a
maovie.._ butin your mind. And sometimes I'H say
to read slow or fastif it's a part that L know....if 1
Lanow a let about this part. So when I get finished,
I'l ask some guestions like, "Who are the charac-
ters?” and "Where will they go?” and like maybe
“What will happen next?” So then I might put the
story back or if I can’t think about the answers 1’11
read it over again like fast or find a partI can’t
remember,

3. VWell first I read the sentance twice and then, if I
still can’tgetit, I'll read the other sentence behind
but maybe I'll just leave it until the end 10 see if
there is another place 1o figure it out. Then I'll ask
somebody like my friend or the teacher.

4. Iread all the paragraph 1o put it all together like
a puzzle or maybe ask somebody if they're reading
the same story.

3. Yes, very good. Understand. Well good now.

6. I know how to read now not just sound out the
words and I think about the story and I can use a
strategy if I am in trouble. I used to skip it out
bacause I didn’t know strategies to use to help me.



PRETEST INTERVIEW
STUDENT: 2671

1. They take their time reading. They can undex-
stand it a lot better. Foor readers can't undarstand
it guita as wall and they read through it fast
bacause they can’t undearstznd it

2. I readitand then if I don't understand itorl
get frusirated with it, I just start ali over again.

AR

a5k someons &lse or iy to figure it out by sound-

3. Uhm. _try it either ask the teacher for help oy

4. I skip it and sometimes I come back to it T just
think 1o myself that I'll go back.

5. Foor. How I understand. Faix,
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POSTTEST INTERVIEW

1. They go back and check it over when they're
done. They use context if they don'tunderstand a
word and they never skip it and they ask a teachear
if they re stuck. Before they read they get ready.
They get the reading book and they go over the
stories. You think about what it's going to ba about
from the title and ihe pieture. Thay stop after each
paragraph and look back to see if they understand
it. They go over the paragraph again and para-
phrasze it and try to get it as short as you can. It
helps them to get all the important details instead
of the whole thing and it's shorter for them to
remember. They check back. They look back to see
if they can get the story as shoxt as they can.

2. Igetready. Ilook at the pictures and the iiile
and see if it's fiction or non-fiction....hike that I see
if it's an easy book or a hard book and then....a
hard baoal would ba mavs difficult to undsrctand. 1
Would Uy 10 fead it I wowldi 1 just 5y 1o put it
back. I just iake the fixst page and I'd summarize
it. T€ it was easy, I'd just read through. I stop after
each paragraph and lock back 10 see i T under-
stand the story and if I don't understand it, I get
help from the teacher

3. I use the words in the front of it or in back of it to
find out what it means or ask the teacher. Andifl
didn'tundeerstand it I'd leave it and come back to
it.

4. I'd keep on rereading it and if you don’t get it
leave it and then after you read some maore you
coma back to it and if you still don't understand i,
ask the teacher.

5. Like what kind of reader I am? Good. How 1
undearstand the story and the way tha story....
Good. How can I say each word? Fronounce them
out? Satisfactory.

6. What have Ilearned? Oh. Oh. I learned don't
skip the words or sentences because it might be on
the test and if you skip them you might need them
to answer the questions and fo understand what the
story was about. I learned how to pronounce them
out better, read them better, from the “road signs.”
I'm pronouncing the words better....and I can
understand it better. Like I can understand the
words better. I can read a story without stopping
after a word. I just get better atit and like, I can
read the words faster because I undarstand them
bettar.
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