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In 2003, 42% of adult
Canadians lacked the literacy
skills considered necessary to
cope in modern society.

Literacy scores have
dropped for young Canadians

aged 16-25 whose parents had
little education.

Effective interventions and
better literacy outcomes mean . . .

U Improved mental health outcomes for
individuals.

Reduced maternal and infant
" mortality rates and healthier

Increased occupational
and economic opportunities. g

T Access to post-secondary education.
: y .
==/

'a"..
%E Participation in information age.




Reading is all about language on any
platform—from books to smartphones

o Absorbing language by vision . . .
language by ear and by eye.

o Reading is parasitic on speech and oral
language development.

Building a reading brain takes a long time

Years of hard work are needed before the clockwork-like
brain machinery that supports r_eadi_n?
runs so smoothly that we forget it exists.

Reading is a relatively recent invention dating back only 5000+
years. The alphabet is only 3800 years old—insufficient time for
evolution to develop specialized reading circuits in our brains.

How does the primate brain that we inherited manage to co-opt
and recycle its networks of neurons for reading?

Nothing in our evolution equips us to absorb language through
vision . . . yet brain imaging with adults shows fixed brain circuitry
‘exquisitely attuned’ to reading.

—Stanislas Dahaene, Reading in the Brain:
The science and evolution of a human invention. Viking: 2009

A Blueprint of the Skilled Reader (Perfetti, 1999)
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Hollis Scarborough (2003)




Why do so many children and youth
struggle with learning to read?

Many children come to school with brains,
environments, and/or developmental histories
that predispose them to reading acquisition problems.

Environment & Developmental Histories

Economic disadvantage plays a powerful role in language
development; and language competence is a foundation
for later school achievement.

Marked differences in language use in families of differing SES backgrounds
(Hart & Risley, 1992, 1995; Walker et al., 1995):

0 Three year olds from families on welfare had smaller vocabularies than did 3 year
olds in professional families, and they were also adding words more slowly over
time.

0 Vocabulary use at 3 years predicted language skills and reading comprehension
scores at 10 years of age.

0  We learned . . . that the problem of skill differences at school entry is bigger and
more intractable than we had thought. So much is happening to children during
their first three years at home, at a time when they are especially malleable and
uniquely dependent on the family for virtually all their experience, that by age 3, an
intervention must address not just a lack of knowledge or skill, but an entire
general approach to experience (Hart & Risley, American Educator, 2003).

The story will be complicated...

Environment: Influences

gene expression and

brain development

\ (
Brain
D

Genes: Many genes evelopment

and variable expression Brain: Prenatal (neuronal

migration and pruning) and
postnatal effects (functional
specialization, myelination)

Neurobiological signatures of skilled
readers and of struggling readers

With normal readers . . .

Normal readers develop three major functional networks
in the left hemisphere—a highly organized cortical
system—that form the neural substrates of skilled
reading.

As reading skill increases, brain activation increases in
neural subsystems that will support reading.
With disabled readers . . .

These three major networks do not develop normally.
There is an under-activation of posterior systems in the
LH, and an over-reliance on frontal systems in both LH
and RH.

Both the development of reading and the development of
reading-related brain systems are disrupted.

—(B.A. Shaywitz et al., 1998, 2002; Pugh et al., 2000, 2011)




Effective Teaching Impacts
the Brain—Education Matters!

Reading Disabilities
A Model for the Study of LDs
and Other Developmental Disorders

Prevalence: High rates.

Genetics: RDs run in families.

Biological correlates: Different patterns of brain activation.
Defining deficits: Word reading accuracy and rate.
Diagnostic profile: Inability to manipulate individual speech

sounds in words

_____Neurobiological Substrates
The Genetics of Reading Disability

0 Reading ability and reading disability are both familial
and heritable.

o Family history is one of the most important risk factors:
o Parent with RD—» 23-65% risk to the child.
o Siblings of RD individual ~ 40% risk.
o Parents of RD individual ~ 27%-49% risk.
(Pennington & Gilger, 1996; Scarborough, 1998)

Comorbidity is Very Common!

Dyslexia
15-40% also have
ADHD

About 50% also have
language impairments

ADHD
25-40% also have
dyslexia

About 50% also have
language impairments

Math Disabilities
26% also have ADHD
17% also have RD




The story will be complicated...

Environment: Influences
gene expression and
brain development \

(D

Genes: Many genes

Brain
evelopment -
and variable expression Brain: Prenatal (neuronal

migration and pruning) and
postnatal effects (functional
specialization, myelination)

But what is effective intervention
| for struggling readers?

The best approach is. ..
PREVENTION!

o~ N 1

Early intervention works!

o We can prevent at least 70% of
later-identified LDs with systematic
early intervention of at-risk children.

0 Research studies demonstrate that
70%-90% of at-risk children in
Kindergarten-Grade 2 can learn to
read at grade level with effective
early intervention.

Our Research-Based Interventions:
RD Children Remediated in Grades 1, 2, or 3

empower: ., small group intervention (1:4 ratio; 125 hours of

intervention). Random assignment to Treatment or Control.
I o Systematic linguistically-informed instruction in reading and
acEs text comprehension skills.
Eﬁuenq o Multiple component remediation: Trained phonological,
S  Comprehension strategic, semantic, comprehension, and fluency-related
T Whole Class skills necessary for reading development (Triple=PHAST
| +RAVE-O).

NICHD-funded study: Atlanta (R.D. Morris & R.A. Sevcik) Toronto (M.W. Lovett), Boston (M. Wolf)




Proportion of children achieving When reading disabilities are not remediated early...
at expected levels

within one year of intervention . .
: : Early intervention works!

Universal early screening for academic risk

. Stand.Rdg
Woodcock Reading Mastery Test Inventory Access to effective early intervention
Word Attack Word Ident. Pass Comp RQ Teacher preparation and confidence
Grade 1 77.6% 76.3% 67.1%  40.3% Regular progress monitoring
Grade 2 50.0% 52.6% 36.8%  24.3% fiocess 1o booster interventions when
Grade 3 38.3% 21.3% 34.0% 15.6%
...the gap between typical and struggling
(Lovett, Frijters, Wolf, Steinbach, Sevcik, & Morris, 2013, in preparation) readers widens with every grade

Effective Remediation Impacts
Brain and Behaviour

Good interventions can improve skill levels and
change brain function (fMRI)

Good remedial instruction can normalize the brain
activation profiles of children with reading
disabilities

Effective phonologically-based remediation can
facilitate the development of those neural systems
which underlie skilled reading.

(S.E. Shaywitz et al., Biological Psychiatry, 2005)

Principle &1

Effective intervention teaches academic skills

Training in motor, visual, neural, or cognitive
processes without academic content does not
lead to better academic outcomes for children
with learning disabilities (Fletcher et al., 2007).




Principle #2

Address the learning deficits directly.
Teach necessary skills.

Do not circumvent the problem: Children with auditory
processing/letter-sound learning problems need to learn
how to decode.

Instruction must be explicit, direct, well-organized and
allow cumulative review of previously learned content:
>75 studies reviewed by NRP (2000).

Principle #3

Give more instruction.

Increase the amount of instructional time.
Children who are struggling readers need
more—more time and more intensive
instruction to acquire missing skills.

Principle

Teach children to be strategic

Struggling readers need to . . .
Acquire effective reading strategies

Learn how to apply reading strategies
(decoding, comprehension)

Learn how to monitor and evaluate
application of multiple strategies

Principle #5

pog=) Build adaptive attributions & beliefs

=
' Struggling readers need to...

Experience success on reading tasks

Learn how to attribute success/failure
adaptively

Learn how to be flexible and persistent
Acquire sense of self-efficacy




Issues in the remediation of

academic skill deficits Teach children to be strategic

Understanding normal development of that Struggll.ng reade.rs need.to... ;
skill (accuracy, speed, automaticity and Acquire effective reading strategies
consolidation) Learn how to apply reading strategies
(decoding, comprehension)

Teaching for transfer . .
. . . Learn how to monitor and evaluate application
Teaching children to be strategic of multiple strategies

Core Learning Problems

l Speech/Language: Inability to manipulate
individual speech sounds in words

/| Finding effective remediation (“phonological awareness”):
= for children and adolescents with learning What is dog without the d? “ob”
disabilities starts with understanding the core TR ” wiyn
learning deficits..... What is tip without the t7 it
What is the first sound in wish? “s”

’ What does ‘b-r-i-ck’ say? “birk”




A child with strong language skills and a
phonological problem will struggle in learning to read

LANGUAGE COMPREHENSION

BACKGROUND KNOWLEDGE
(facts, concepts, etc.)
VOCABULARY

(breadth, precision, links,
etc.)

LANGUAGE STRUCTURES
(syntax, semantics, etc.)
VERBAL REASONING
(inference, metaphor, etc.)
LITERACY KNOWLEDGE
(print concepts, genres, etc.)

WORD RECOGNITION
PHONOLOGICAL AWARENESS
(syllables, phonemes, etc.)

DECODING (alphabetic
principle, spelling-sound
correspondences)

SIGHT RECOGNITION
(of familiar words)

SKILLED READING:
Fluent execution and
coordination of word
recognition and text
comprehension.

Hollis Scarborough (2003)

Core Learning Problems
(Speech/Language)

(]

Poor discrimination of speech sounds.
(“Did you see the Seven Wharfs?”)

o Difficulty attending to or remembering language
spoken rapidly.

Trouble finding the right word.
(“Eskimo cabin ” for igloo; “an imagination horse
for unicorn)

Problems learning correct grammatical forms.
(“A apple and a peach—you both eat them.”)

O

”

(]

A child with strong word reading but poor language
or poor strategy use will struggle with comprehension
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PHONOLOGICAL AWARENESS
(syllables, phonemes, etc.)
DECODING (alphabetic
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SIGHT RECOGNITION
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SKILLED READING:
Fluent execution and
coordination of word
recognition and text
comprehension.

Hollis Scarborough (2003)

Core Learning Problems

Ineffective strategies for new learning
Does not use what s/he does know
Does not ‘chunk’ word/problem into smaller parts
Does not have good “learning-to-learn” strategies

Failure to attribute success and failure to own
efforts




Beliefs and Attitudes:
Emotional Moderators

o Attributions about success/failure
o Beliefs about effort and achievement

o Self-efficacy beliefs affect self-regulation,
motivation, and affective state

Motivational Profiles of Students with RD
Work by Jan C. Frijters

Samples
Students Gr 6-8 with RD (N=68)
Students Gr 6-8 without RD (N=127)

Intrinsic Motivation Inventory—Reading
RD youth were less interested in reading and
saw themselves as less competent readers

Sydney Attributional Scale—Reading
0 RD youth more likely to attribute failure to
ability and success to external factors

The Hospital for Sick Children’s
LEARNING DISABILITIES RESEARCH PROGRAM

Developing methods of remediating

language learning problems in ' u B |
children and evaluating them in iE 1} 7}}?
controlled research designs. .. : Sickkid .
(>6500 children and adolescents with severe reading |CHRIOS —

disabilities seen in our laboratory classrooms . . .)

Multiple Component Programs
Produced Better Decoding Outcomes

Q Explicit strategy instruction
o Children taught to use multiple decoding strategies
o Dialogue structures taught

Q Knowledge about language structure
o Children trained explicitly to use different levels of
subsyllabic segmentation
o Children learned about spelling patterns and
morphology

o  All core deficits remediated directly
o Phonological and strategy learning deficits addressed
o Specific attributional retraining part of program




Multiple Component Programs Produced
Better Comprehension Outcomes

0 Explicit strategy instruction
o Students taught to use multiple comprehension
strategies
o Dialogue structures taught

0 Knowledge about language and text structure
o Students trained explicitly to recognize different text
structures and clues to author’s purpose
o Students learned about signal words, paragraph
structures, referential cohesion in text

o All core deficits remediated directly
o Vocabulary and comprehension deficits addressed
o Motivation for active reading, selection of texts

SickKids

LDRP Reading Programs

Roll-Out

—
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< :Comprehension
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Translation Research
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Availability

empower
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PHAST Reading Programs are the research versions of Empower™ Reading

Empower™ © The Hospital for Sick Children 2006

,ﬂ program framework to help all
children learn to read regardless
of history and disability . . .

PHAST Reading Programs (research versions)

Empower™ © The Hospital for Sick Children 2006

talk.

Apprenticeship Model

0 Modelling: Students are apprentices to an expert
reader (initially the teacher, later students take turns
as expert).

o Scaffolded instruction: framework of integrated
foundational skills and strategies taught.

0 Dialogue structure for learning: seeds for later self-

0 Explicit teaching of prerequisite skills for
successful strategy use.

o Explicit teaching of self-monitoring and
evaluation.




Empower™ Decoding Lessons —— s ,
N Empower™ Word Identification Strategies
1. Acquiring prerequisite skills: = .
. Acquisition of letter sounds o Sounding Out: strand — str + aaaa + nnn + d
o 120 Keywords. o o Rhyming: limerick — (him)(her)(kick)
o Vowel and variant vowel pronunciations i )
o Affixes \ o Peeling Off:  unrelenting — (un)(re)lent(ing)
Training on the five decoding strategies. R o VowelAlert:  head  bead break
. e . : seam?  great?  breath?
Strategy practice on difficult words using a ) _
reciprocal teaching model. o SPY: sailboat — sail + boat
-
4. Application of strategies during text reading.
Empower™ © The Hospital for Sick Children 2006
Empower™ © The Hospital for Sick Children 2006
a e i ] u
H H b he hi club
Sounding Out Strategy Dialogue B M e B
pack scream kick job glue
e @ ik dg
rag red wifc N o{(l d.;um
page see pig roke un
- y nail eed ighi fold kunk
First, I Il Know the Sounds N S
s t:ll.}( swelee:t) \;4)111 phong use From “Putting struggling readers
tel im 200 nut he PHAST k: A
Next, I II Blend the Sou nds nme t!::nm '-;z“" ;zgg i(:\r:e!greate phonot[sgical ::;gram °
. . trategy-based dial readi
(slowly without stopping) - - instructon and maximize
and her king cop outcomes” by Lovett, M.W.,
Last I’ Il Read the Word! car yor stsx;:m more  baby 53833"%273fe";fnefﬂgs'“
as y d - 5’21‘:’: ot squint com gym Disabilities, 33, 458-476. Copyright
has o jnl nose 2000 by PRO-ED, Inc. Reprinted
smash it could with permission.
mask white round
cat dive out
I I .O n ate give cow
gave glow
paw down
pay boy
T e A i
Vocabulary Development Prograrﬁ by Gaskins, Downer,“& Gaskins, 1986, Media, PA:
Benchmark School. Copyright 1986 by Benchmark School. Adapted with permission.)




The Rhyming Door

The Peeling Off Tree

her go cat kick ¢

oy,
- thermostatic




®@1 v b‘_/ o That’ s a progressive idea.

abit |
: publisher thermostat

brand hydrogen

Empower™ © The Hospital for Sick Children 2006

Vowel Alert

Single Vowels Vowel Pairs I th
at a ate bead €a  head/great e a

end e he glow ow cow bead

it i hi 700 oo look head

on o go pie ie chief great
u

up use C-Alert G-Alert

cry Y  baby/gym cat/nice go/gym

Empower™ © The Hospital for Sick Children 2006 Empower™ © The Hospital for Sick Children 2006




The raincoatis red.

speedboat catfish
thunderstruck flagship
footpall wildcat

Empower™ © The Hospital for Sick Children 2006

The Game Plan

Empower™ © The Hospital for Sick Children 2006

Sample @D@U‘!Gﬂ@
unplowed)

I’'m going to use Game Plan to read this word. | see
beginnings and endings and a double trouble twin, so I'll use
Peeling Off and Vowel Alert to figure out this word. First I'll use
Peeling Off. | Peel Off un from the beginning and ed from the
end. Now I'll use Vowel Alert on the double trouble twin ow.
First, I'll try ow as in glow and then, I'll try ow as in cow and see
what gives me a real word. First, I'll try ow as in glow. | sound

out the word and see if it makes a word | know: plllooo. Now,
I'll put the word together: unpload. It doesn’'t make a real
word, but | don’t give up. Now, I'll try ow as in cow:
plllowowow. Now I'll put the word together again: unplowed.
Yes, that's a real word! | used Peeling Off and Vowel Alert and
it worked! | was flexible, | stuck at it, and | got the word!

a a small word?
F l Try SPY.

|
19 11:5&@

o =
Magne T8N ) LSy nofd
rag) et Ty




Improvement in reading comprehension skills

Are these programs equally effective
for students of differing
SES, 1Q, and language backgrounds?

——PHAST

Do program benefits extend to
disadvantaged students?
To lower-1Q students?

To English language learners?

PHAB+RAVE-O

——CSS+MATH

35 hours 70 hours Follow-Up

Morris, Lovett, Wolf et al., Journal of Learning Disabilities, 2012

Did children of different SES levels Did children of different 1Q levels
make equivalent gains? make equivalent gains?
(N=211; No control group) (N=211; No control group)

WRMT-R Word ID Raw Score

=
S
{33
2}
ES
S
o~
=
=)
S
E,}
&
=
=
o~
=

35 hours 70 hours Follow-Up 35 hours 70 hours Follow-Up

Morris, Lovett, Wolf et al., Journal of Learning Disabilities, 2012 Morris, Lovett, Wolf et al., Journal of Learning Disabilities, 2012




Do children of different language
backgrounds make equivalent gains?

1
o
o=
=
Q
=
=
5t
o
=
3
@]
A
a

35 Hours

—Control

EFL

70 Hours 100 Hours

Lovett, et al., Journal of Learning Disabilities, 2008

Did the same teachers produce different
results using our research-based reading programs
(vs. special education control program)?

- —
~ 'S

—
=

Word Attack Standard Score Gains

35 hours 70 hours Posttest

NG

empower

Partnerships to

help children and adolescents
struggling to learn to read

2006-2013

Participating Schools/ School Boards

Toronto Catholic District School Board
Waterloo Region District School Board
Dufferin-Peel Catholic District School Board
Hamilton-Wentworth District School Board
Peel District School Board

Peterborough Victoria Northumberland &
Clarington Catholic District School Board
Provincial Schools Branch: Demonstration
Schools

Northeastern Catholic District School Board
Waterloo Catholic District School Board
Ottawa-Carleton District School Board
Toronto District School Board

Thunder Bay Catholic District School Board
Near North District School Board

District School Board of Niagara

Institute of Child Study, University of Toronto
Algonquin-Lakeshore Catholic District School Board
Vancouver School Board, British Columbia
Brandon School Division, Manitoba

Avon Maitland District School Board

Suzuki Charter School (Edmonton)

Kol Koreh Literacy Project

Upper Canada District School Board

Hastings and Prince Edward District School Board
Montcrest School

Olive Grove School

Thames Valley District School Board

Halton Catholic District School Board
Hamilton-Wentworth Catholic District School Board

Since 2006: >900 teachers trained in, and >8500 students received Empower™ Reading

Empower™ © The Hospital for Sick Children 2006

Independent School Board Evaluations

empower
READING

Hamilton Wentworth District School Board
Waterloo Region District School Board
Toronto Catholic District School Board
Vancouver School Board

Empower™ © The Hospital for Sick Children 2006




Empower™ Reading

Hamilton Wentworth DSB: Gains in Reading
(students in Grades 2 to 5)

Empower™ Reading

Hamilton-Wentworth DSB: Gains in Reading Skills
(students in Gr. 2) N=249

Empower™ © The Hospital for Sick Children 2006
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PrimaNr1/4(;roup Juni;r_(j{oup FUI’L(_;;‘;UP Word Word Attack Passage
(N=49) (N=21) (N=72) Identification Comprehension
Students overall had average reading skills (S5290) after Empower™ Reading Students overall had average reading skills (55290) after Empower™ Reading
Data independently collected by HWDSB; presented by SickKids with permission Data independently collected by HWDSB; presented by SickKids with permission
Empower™ © The Hospital for Sick Children 2006 Empower™ © The Hospital for Sick Children 2006
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Empower™ Reading
. . “« .
Decoding and Spelling » Studies of outcomes for students
placed in special education show flat levels
Waterloo Region District School Board: 2008-09 Results of growth and little evidence that typical
. H H . ”
Averages of Running Record Progress interventions close the achievement gap. (-
Total N = 162
30 27 Empower™ Reading Empower™ Reading
25 25 b Hamilton-Wentworth DSB: Gains in Reading Skills Hamilton Wentworth DSB: Gains in Reading :
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Grade Level Board Targets -
Gr.1:15-17; Gr. 2: 20-22; Gr. 3: 24-26; Gr. 4: 24-30 || Fletcher & Vaughn, 2009 citing the work of Bentum & Aaron, 2003; Donovan & Cross, 2002; Glass, 1983;
» Hanushek, Kain, & Rivkin, 1998; Torgesen et al., 2001; Vaughn, Levy, Coleman, & Bos, 2002
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Is it ever too late to
work on basic literacy skills?

Does it make sense to intervene
if a student still cannot read
in high school and beyond?

... and if so, how do you go about it?

MGBEF@E«) —

“Once I learn how to use Google, isn’t
that all the education I really need?”

The Common Core State Standards and High School The struggling adolescent reader

“The Standards set grade-specific standards but do not define the

intervention methods or materials necessary to support students who

are well below... grade-level expectations” (CCSS Introduction, p.6). Poor academic performance in several areas

Problems reading for information, taking notes,
report writing

Comments from one special education teacher in high school: Low self-esteem; misguided beliefs about effort and
At my high school, concerns about CCSS emanate from the reality that achievement
many of our first year students enter performing below grade level . . . . . .
With implementation of the CCSS, | believe that success in high school is Not well equipped to meet the following standard:
now especially reliant on students meeting academic benchmarks in Determine the point of view of John Adams in his
earlier grades. ‘Letter on Thomas Jefferson” and analyze how he
How can teachers address a freshman student with skill deficits? Do we distinguishes his approach from an alternative

hold them back? Pass them along and hope for a miracle?

) o approach articulated by Thomas Jefferson.
At my high school, students who lack understanding in literacy and math

become overwhelmed, flat line or drop out; transition program might help [RI.7.6: Literary Nonfiction "Letter on Thomas Jefferson” by John
prevent this. Adams (1776), listed for grades 6 to 8 (page 58)]

@COMMON CORE

PREPARING AMERICA'S STUDENTS FOR COLLEGE & CAREER




Special Considerations in
Working with Older Students

o Students need to ‘buy into’ the process

o Students should have reading goals

o Progress must be tangible and celebrated

Special Considerations in
Working with Older Students

o Form small groups of students at similar

levels of reading skill

o Reading remediation earns academic
credits

o Acquiring the skills necessary for content-
area learning

Which remedial approaches
produced the best outcomes?

o Explicit strategy instruction
o Children taught to use multiple decoding and reading comprehension
strategies
o Dialogue structures taught for strategy application and self-
monitoring
o Prerequisite skills taught to ensure strategy success

o Knowledge about language and text structure
o Children trained explicitly to use different levels of subsyllabic
segmentation in decoding words
o Children learned about spelling patterns and morphology
o Children learned about different text structures

o Core deficits remediated directly (including motivational)
o Phonological, language, and strategy learning deficits addressed
o Specific attributional retraining and motivational focus to instruction

Learning that is multidimensional
and a focus that changes over time

LANGUAGE COMPREHENSION
BACKGROUND KNOWLEDGE

(facts, concepts, etc.)

VOCABULARY . SKILLED READING:
(breadth, precision, links, I e Fluent execution and
etc.) ¢ . .4’ coordination of word
LANGUAGE STRUCTURES a recognition and text

(syntax, semantics, etc.) comprehension.

VERBAL REASONING
(inference, metaphor, etc.)
LITERACY KNOWLEDGE
(print concepts, genres, etc.)

WORD RECOGNITION
PHONOLOGICAL AWARENESS
(syllables, phonemes, etc.)
DECODING (alphabetic
principle, spelling-sound
correspondences)

SIGHT RECOGNITION
(of familiar words)

Hollis Scarborough (2003)




empower

Empower™ Reading High School
A Secondary School Literacy Program

+

Designed to specifically address
literacy learning problems in adolescents

To date, more than 3000 students have
been seen in high schools across Ontario
Learning Disabilities Research Program, The Hospital for Sick Children

PHAST PACES iis the research version of Empower™ Reading High School
Empower™ © The Hospital for Sick Children 2006

PHAST PACES/Empower™ High School

An intervention for struggling readers
in high school

(Lovett, Lacerenza, De Palma, & Frijters, JLD, 2012)

Empower™ © The Hospital for Sick Children 2006

Apprenticeship Model

o Modelling: Students are apprentices to an expert reader
(initially the teacher, later students take turns as expert)

0 Scaffolded instruction: framework of integrated
foundational skills and strategies taught

o Dialogue structure for learning: seeds for later self-talk

o Explicit teaching of prerequisite skills for successful
strategy use

0 Explicit teaching of self-monitoring and evaluation

The Peeling Off Tree

Empower™ © The Hospital for Sick Children 2006




Vowel Alert

 Single Vowels |
at a ate bead €a  head/great
end e he glow ow cow
it i hi zoo 00 look
on o go pie ie chief
woo
cry Y  baby/gym cat/nice go/gym

Sample Dialogue
L (unplowed)

I’m going to use Game Plan to read this word. I see beginnings
and endings and a double trouble twin, so I’ll use Peeling Off and

|

‘I

‘I

| ) |‘ Vowel Alert to figure out this word. First I’ll use Peeling Off. 1

‘| I\ Peel Off un from the beginning and ed from the end. Now I’ll use
| — ‘ Vowel Alert on the double trouble twin ow. First, I’ll try ow as in
‘I be ad | glow and then, I’ll try ow as in cow and see what gives me a real

| |‘ word. First, I’ll try ow as in glow. I sound out the word and see if
‘| head I\ it makes a word I know: plllooo. Now, I’ll put the word together:
\I g reat | unpload. Tt doesn’t make a real word, but I don’t give up. Now,

| I I’ll try ow as in cow: plllowowow. Now I’1l put the word together
‘| I‘ again: umnplowed. Yes, that’s a real word! I used Peeling Off and

- — — — — — — — — e — — — — — — = ] Vowel Alert and it worked! I was flexible, I stuck at it, and I got

the word!

Empower™ © The Hospital for Sick Children 2006 Empower™ © The Hospital for Sick Children 2006




The Game Plan

Empower™ © The Hospital for Sick Children 2006

Build adaptive attributions
and motivation for reading

Struggling readers need to . . .

Experience success on reading tasks

Learn how to attribute success/failure
adaptively

Learn how to be flexible and persistent
Acquire sense of self-efficacy

(Lovett, Morris, Sevcik, & Frijters, 2006-2011)

0 Random assignment of small instructional
groups to:
0 PHAST Comprehension or PHAST Fluency or
0 Special Education Control Condition

0 Participants from Grades 6-8

0 All confirmed to meet criteria for RD

0 All received 125 hours of small group
remediation

Middle School Intervention Study

Are the PHAST interventions effective
at increasing reading skills in middle school?

SPHAST
¥ Control
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Challenge Words Word Word Attack Passage
Identification Comprehension

Lovett, Morris, Sevcik, & Frijters, in progress




What about students’
beliefs and attitudes about learning?

Do program benefits extend
beyond reading growth to affect
the motivational profiles
of struggling readers?

Change in attributions from learned helplessness
to mastery orientation with PHAST interventions

@
£
=

k=]
=

2

£
>

<«
=

&

=

7

=

=
=
-
£
@
<
)
@
&

PHAST Fluency PHAST Comprehension Control

Frijters, Dodsworth, Lovett, Sevcik, & Morris, 2009; Frijters et al, in preparation
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Improved comprehension depended on
adaptive changes in attributional profile
(PHAST Middle School)

Pretest Post 125 hours

Frijters, Dodsworth, Lovett, Sevcik, & Morris, 2009; Frijters et al, in preparation

PHAST PACES/Empower™ High School

An intervention for struggling readers
in high school

80 Hours of Instruction
(60 Minute Lessons)

-

Decoding Track Text Knowledge Track Compreh(a_r::l:;(n Strategy

(30 Minutes) (15 Minutes) (15 Minutes)

(Lovett, Lacerenza, De Palma, & Frijters, JLD, 2012)

Empower™ © The Hospital for Sick Children 2006




Challenge Words

Ecosystems

investigations researchers
microecosystem photosynthesis
autotroph metabolism
ecological niche thermodynamics

Challenge Words

radiator
cylinder
torque steer

hydraulic valve

Automotive

accelerator
ignition
methanol

fulcrum

N (59) |
empOWer - )
PACES —~ |

Comprehension Strategies

Predlchng What do I predict this story is about?

What do I predict I will learn?

ACﬁVGﬁng What do I already know?

If I am confused, I go back and reread

Clcrifying the sentence(s).

Evaluating Through Questioning

Fiction: 4W, 3W, TH Non-Fiction: 3W2+

|
|
i
®
»
1
A
L]
.\
h
8
~

L} Tell the important events of the story using:

| summdrizing Fiction: 4W +3W + 1H

| Nonfiction: 3W2+
r

ey v

l\lmﬁ sam &

Empowsi 44 The Hospita for Sick Chidren 2006
W L WSV W

N

PHAST PACES/ Empower™ High School
Text Knowledge Track

Text Fluency
Coherence m Unity m Completeness
/

Text Structure (Macro)

o m Narrative M Expository 2

> Idea mapping N

% Organizational structures N
\ Elements of a paragraph

¢ A
Yo Elements of plot @

®
7% /
"/7, Text Structure /&

X Q
o (Micro) o

EA S|gna_1|||ng Ad
Y devices &
% Anaphora s

Ellipses
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PHAST PACES/Empower™ High School
Comprehension Strategy Track

FLEXIBLE = SELF-GUIDED m MULTI-STRATEGIC

m Elaborations (Application, interpretation)
m Texttoself m Texttotext m Textto world

Summarizing

% ) / \‘f
©) . - ©
o Evaluation through Questioning &
\/A‘ v
A //\Q'

\C . )

° Clarifying &

7, ~
A /A
(/ . ] . o™
7 Activating Prior A
o Knowledge 0

o
& AJ
A g

>\ Predicting /<

Empower™ © The Hospital for Sick Children 2006

Active Readers Interact with Text

Actively use comprehension strategies
Make connections to what they know
Explore word meanings

Identify important ideas or events in a text
Stop and clarify when confused

Monitor and evaluate their comprehension
Read for information and/or enjoyment

0O 0O 0 0O 0 O O

Léa Lacerenza, Learning Disabilities Research Program, The Hospital for Sick Children 2012

Preskills for Comprehension
Strategy Use
Text Signals—titles, capitals, bolding,
underlining, punctuation

Parts of speech (nouns, adjectives,
pronouns, verbs, adverbs)

Vocabulary—Multiple Meaning Words
Sentences, Paragraphs
Fiction/ Non-fiction

PHAST PACES/Empower™ High School
Text Structure & Comprehension Strategy Tracks

Titles, subtitles, and chapter headings.
Topic sentences or concluding
statements.

Important words.

Pictures, graphs, illustrations, maps. o
Signal words and text structures. o\“
» &
4% /Q_V‘

uhRw N

® Activating “
2 Prior Knowledge/ NS
< Goal Setting <
A A
oX /.0
OA— V'()
v A

v, Predicting /.
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PHAST PACES/Empower™ High School
Text Structure & Comprehension Strategy Tracks

D. Vocabulary with Multiple Meanings
1. Puns and homonyms.
2. Idioms, similes, and metaphors.

C. Difficult or Unfamiliar Vocabulary
1. Proper names and foreign words.
acronyms.

2. Jargon, abbreviations, an

B. Incomplete/missing information
1. Personal pronouns.
2. Demonstrative pronouns.

A. Unclear Referents
Sources of Confusion

Clarifying

Activating Prior
Knowledge

Predicting

Empower™ © The Hospital for Sick Children 2006

Clarifying

Active Readers STOP and CLARIFY when understanding
has broken down. They go back and reread the sentence(s).

Sources of Confusion

o Unclear referents (pronouns)
(s/he, it, those . . .)

o Incomplete or missing information
(One sprinter beat his personal time
while others did not.)

o Difficult or unfamiliar vocabulary
(minutia, alloys, terraqueous)

o Words with multiple meanings,
spellings
(scale, bluff; way/weigh/whey)

Clarifying
Words with Multiple Meanings

1. Christine stole the spotlight.

2. The dead leaves are varnished with colour like blood.

3. We had a long song and dance about the rules.

Active Readers MONITOR and EVALUATE their
understanding of text by asking themselves questions.

Understand the author’s plan
by knowing how texts are structured

Narrative Text Structures Expository Text Structures

HYSICAL
GEOGSRIC\:P Y

AL GLOMAL INVIRONMINT
vt e

COLLINS

Conadion Animals




PHAST PACES/Empower™ High School
Text Structure & Comprehension Strategy Tracks

Fiction
A. BEGINNING - 4W A
1. Who is the main character? *
2. When? Where? (Setting)

3. What is the conflict?

MIDDLE - 2W
1. Who else?
2. What next?

END - 2H
1. How was the problem
Ived?

solved?
© 2. How have the
characters changed?

Non-Fiction

2wW2

1. What is the topic?

2. What is the main idea?

Tell 2 supporting facts

Questions

Knowledge

Evaluating through

Activating Prior

EVALUATING THROUGH QUESTIONS

Narrative Texts—The Plot Graph

PROBLEM \

Beginning

4w

Who is the main
character(s)?
When? Where?
(setting)

What is the conflict/
problem?

Loumax |

Middle
3w

What are the main
events in the rising
action?

What is the climax?
What are the main

events in the falling
action?

o

2H
How is the conflict/
problem resolved?

How has the main
character changed?

Empower™ © The Hospital for Sick Children 2006

Narrative Summary = 4W+3W+2H

Middle 3W End 2H

‘Who is the main character(s)? ‘What are the main events in the How is the conflict/ problem
rising action? resolved?
What is the climax? How has the main character

changed? _
‘What are the main events in the

falling action?

EVALUATING THROUGH QUESTIONS
Expository Texts

Beginning 4W

When? Where? (setting)

‘What is the conflict/problem?

0 Text Structures & Signal Words

Title: 0 Main Idea & Supporting Statements
0 Ask yourself: 3W2+

0 What is the topic? What is the main idea?
o What information supports the main idea? Tell 2 or more.




EVALUATING THROUGH QUESTIONS

Expository Texts
EVALUATING THROUGH QUESTIONS
Expository Texts

Signal Words Map for Statement/Explanation
o for example

o for instance

to illustrate

in other words

thus

in addition/also
embedded questions

o Statement & Explanation/Problem & Solution
o Sequence (Chronological, Spatial, Order of Importance)

o Description

o Compare & Contrast

o Cause & Effect

0 o0oo0oood

PHAST PACES/Empower™ High School
Comprehension Strategy Track

FLEXIBLE SELF-GUIDED MULTI-STRATEGIC

EVALUATING THROUGH QUESTIONS
Expository Texts

Interpretation . Text to World
Applications .« Text to Text
Elaborations . Text to Self

Expert

Summarizing

o Usually first sentence in paragraph Evaluating through

Questions

o Sometimes last sentence —
Clarifying

o Sometimes in the middle Activating Prior

Knowledge
o If none, must be inferred

Empower™ © The Hospital for Sick Children 2006




Preliminary Efficacy Study

268 PHAST PACES and 83 Control Students

Quasi-Experimental Design

60-70 Hours of PHAST PACES Instruction

Control

On Waiting List for PHAST PACES Instruction

Performance for 268 PHAST PACES
and 83 Control Participants

(WRMT-R Word Attack and Passage Comprehension standard scores)

‘WA Control

~ WA Intervention

Standard Scores

PC Control

— PC Intervention

Midpoint Post

Model-derived means for two subtests (Word Attack (WA), Passage Comprehension (PC)) of the
Woodcock Reading Mastery T across the intervention period for Control and Intervention Participants.
Lovett, Lacerenza, De Palma, & Frijters, Journal of Learning Disabilities, 2012.

Intervention and Follow-Up
for 197 PHAST PACES Participants

(WRMT-R Word Attack and Passage Comprehension standard scores)

Word Attack

~— Word
Identification

@
2
S
9
@
=
=]
-]
£
s
B
@

—Passage Comp.

Midpoint Followup

Model-derived means for two subtests (Word Attack (WA), Passage Comprehension (PC)) of the
Woodcock Reading Mastery Te cross the i rention period for Control and Intervention Participants.
Lovett, Lacerenza, De Palma, & Frijters, Journal of Learning Disabilities, 2012.

Findings from PHAST PACES Study

Significant gains on standardized word attack, word
reading, and passage comprehension tests following
PHAST PACES

Significant gains in letter-sound knowledge and
multisyllabic word identification

Average effect size of .68 across outcomes

At one year follow-up, passage comprehension showed
continued growth.

More variable outcomes in high school participants.




COOPER

[Looking at individual stories

rather than group results . ..

With 125 Hours of Intervention in Grade 1

(change on standardized tests)

What do outcomes look like Woodcock (s5) et sk @soms o
for children or adolescents Basic Skills Composite 79 125 128 125
c . . Word Attack 73 122 128 127
. recelVIHg ntervention Word Identification 62 123 129 123
at different stages of development? TOWRE Word Rdg Efficiency 45 19 133 132
SRI Reading Quotient - 118 124 133
WIAT Listening Comprehension 74 -- -- 107

COOPER COOPER

With 125 Hours of Intervention in Grade 1 In Adolescence
(change on standardized tests)

135 7

1259 Currently in Grade 9 in French Immersion. A
LS ~—Basic Skills straight A student and athletic. Has not required
£ 05 Average range —Word Attack any special education support. An avid reader;
T 95 prefers fantasy; devours books, says mother. Only
5 ==Word ID . . .. .
ER weakness is with writing. Self-motivated; has the
F 75 TTOWREWRE attitude that he can achieve anything he puts his

65 1 “TSRIRQ mind to; applies to school work and sports.

55 1

45
Pretest End Grl End Gr2 F-Up Gr3




JULIA JULIA

Two Semesters of Intervention Two Semesters of Intervention
(120-130 Hours) (120-130 Hours)

110

105

100 A Average range
Standardized: Pretest Posttest 1 Posttest II  Follow-Up —Word ID
Word Identification 58 68 69 71 £ N
Word Attack 74 79 86 71 . oo
Passage Comprehension 83 91 86 96 3 g " Passage Comp.
Word Reading Efficiency g 75 ==TOWRE WRE

(TOWRE) 67 67 72 72 70 - -

SRI Reading Quotient 55 64 67 - 65 - Q

60

55

Pretest Posttest I Posttest II Follow-UP

JULIA

Three Years Later

Grade 10: Julia completed Grade 10 Applied English.
Passed Grade 10 Literacy Tests (OSSLT); GPA of 77%.

Grade 11: Made the Honour Roll and won silver medal
in school History Fair; no special resource support
needed.

Grade 12: Made Honour Roll again; enjoys reading.
Applying to college for ECE program; wants “to help
young children become good readers.” Younger sister
currently in program.

How do you build a good comprehender?




Recommendations for teaching s
reading comprehension Improvirig AdBIESEent Literacy S

Effective Classyopm &
. :
JnterventioniPractices_i

o Provide direct and explicit comprehension
strategy instruction.

o Teach the skills and knowledge needed to
use the strategies effectively.

o Provide explicit vocabulary instruction.

o Provide opportunities for extended
discussion of text meaning and
interpretation.

o Ask good questions that facilitate deeper
processing of text meaning.

o Increase student motivation and
engagement in literacy learning.

IES PRACTICE GUIDE WHAT WORKS CLEARINGHOUSE

Improving Reading Comprehension
in Kindergarten Through 3rd Grade

CENTERON
INSTRUCTION

ACADEMIC LITERACY INSTRUCTION
FOR ADOLESCENTS

A Guidance Document from the Center on Instruction

EDUCATION EVALUATION
NCEE 2010-4038 40 REGIONAL ASSISTANCE
U.S. DEPARTMENT OF EDUCATION i

ies.ed.gov/ncee/wwc/pdf/practice...




A Reportto Carnegie Corporation of New York

http://www.all4ed.org/publication_material/reports/writing 1

Reading comprehension software using text-to-speech technology

textuep

e, About UDL Editions by CAST Universal Design for Learning
_‘ UDL Editions take advantage of the flexibility of digital media to reach and engage CAST is a non-profit research and
all learners. Leveled supports and the Texthelp Toolbar balance challenge and development organization dedicated to
support for each learner, ages 10 and up. Select your book to get started! Universal Design for Leamning (UDL). UDL
research demonstrates that the challenge of
diversity can and must be met by making
curriculum flexible and responsive to learner
' How Coyote Stole "I About Coyotes Call of the Wild differences.
Fire b

! The Tell-Tale Heart The Gettysburg
ﬂ Address

A1 The Life of Lazarillo
de Tormes and of His
Fortunes and
Adversities

» About UDL

B - > UDL Feature Highlights

» For More Information
Sonnet XVIII

The CAST UDL Editions website is
dedicated to our programmer, Erik Ray, a
wonderful, creative, and hardworking
friend and co-worker whose kindness and
quirky style will be truly missed.

Coyotes and their Families € Pagel >

When most people think of coyotes, they often associate them with dogs 3
or wolves. In fact, coyotes, dogs and wolves are all part of the same

family. Each type of animal has special traits that make them unique.
Coyotes have many fascinating characteristics that make them fun to

study. (&)

d

Coyotes are fairly small animals, weighing
between 20 and 50 pounds. They are about
the size of a Collie dog. Their fur is tan or
gray-colored, and some coyotes have white
bellies. Coyotes that live in cold climates
grow thick fur coats in the winter to protect
- them from the cold.

i | A/ R
4
Coyotes usually live in sheltered areas.

They live in dens only when a female is
giving birth or when there is bad weather.

T P [ SR S B I SR P

Coyotes and their Families

Coyotes usually live in sheltered areas.
They live in dens only when a female is
giving birth or when there is bad weather.
The dens can be made out of old badger or
fox holes, or hollows in the side of rocky
ledges.
Coyotes live in packs that usually have
3 between 3 and 8 members. The pack
# travels together and shares food. When a
female coyote gives birth to her pups, she
will go into a den alone. A litter is usually
between 6 and 8 pups. Females birth a litter

" almost every year!

2

d
Coyotes are opportunistic animals. This means that they
take advantage of any food they can find. A normal
coyote's diet includes rabbits, mice, birds, and most
other wild animals. Although they live in packs, coyotes
like to hunt alone. When hunting, they can run up to 40
miles per hour. Coyotes are omnivores, so they will also
eat all kinds of fruit and vegetables. However, when their
food supply is low, coyotes will wander into urban areas to look for food.
A starving coyote will eat garbage, garden vegetables, and even small
pets.
Go to page:[ |of 53 % Page 1




> =~ Native American folklore is filled with tales ~ ©

of the "trickster" coyote, like "How Coyote

~ Stole Fire." Coyote earned a reputation for
being a sly, sneaky predator. Stories of his
adventures have been retold for hundreds
of years. As a result, it is sometimes hard to
tell the difference between "coyote fact" and
"coyote fiction." Here are some common
myths about coyotes - and some facts to

~ help you decide whether or not they are

-

true.

One coyote myth is that coyotes sometimes hunt human beings. This is

fiction! Coyotes do not hunt human beings. In fact, coyotes are likely to
be more scared of us than we are of them. They are naturally shy
animals. Coyotes will only attack when they feel frightened. If you run
into a coyote that comes too close, the best thing to do is stand as tall
as possible, wave your arms, and make a lot of noise. Usually the
coyote will run away.

Another myth about coyotes is that they always steal and eat livestock.
Farmers are often anxious about coyotes attacking their animals, so
they set traps and put up fences to keep them away. Many times,
coyotes are blamed for damage done by dogs. In fact, coyotes rarely eat
livestock unless they are injured or starving, and lacking other food to
eat. Coyotes that live close to humans may struggle to find enough food

in the wild. If they come across a food source such as livestock. they will v
Gotanage:l]ofs-v @©Page4

L1123
Question Reading Strategy
Choose a question that is about something
important to know and remember about this
passage:

O What do | know about coyotes, and how
did | come to know this?

O Why are there many myths about coyotes?

O Why is it hard to tell the difference between
‘coyote fact' and ‘coyote fiction'?

Click "Show" to see the clues that helped the
coaches create good questions.
Show |

Click on the Coaches for help.

<% 39
\

= .“. Native American folklore is filled with tales
“. . Of the "trickster" coyote, like "How Coyote
~ Stole Fire." Coyote earned a reputation for
being a sly, sneaky predator. Stories of his
adventures have been retold for hundreds
of years. As a result, it is sometimes hard to
" tell the difference between "coyote fact" and
"coyote fiction." Here are some common

- myths about coyotes - and some facts to

~ help you decide whether or not they are
true.

One coyote myth is that coyotes sometimes hunt human beings. This is
fiction! Coyotes do not hunt human beings. In fact, coyotes are likely to
be more scared of us than we are of them. They are naturally shy
animals. Coyotes will only attack when they feel frightened. If you run
into a coyote that comes too close, the best thing to do is stand as tall
as possible, wave your arms, and make a lot of noise. Usually the
coyote will run away.

Another myth about coyotes is that they always steal and eat livestock.
Farmers are often anxious about coyotes attacking their animals, so
they set traps and put up fences to keep them away. Many times,

livestock unless they are injured or starving, and lacking other food to
eat. Coyotes that live close to humans may struggle to find enough food
in the wild. If thev come across a food source such as livestock. thev will

Fact or Fiction? (¢lPaged )

coyotes are blamed for damage done by dogs. In fact, coyotes rarely eat

Gompage:Dofs-v @ Page 4 ®

that surround coyoles.
Therefore, | should ask
Question a question that helps

=

w

Monty’s Thoughts
This passage talks about

7%
fg“ Listen
Monty’s Response
The author says that coyotes eamed their
reputation through folklore. When | ask myself
how coyotes got their reputation, | will remember
that stories about coyotes were passed down and
could be therefore be myths.

T ;=

To develop and test a universally designed (Rose & Meyer, 2002) strategic digital
reading approach (Dalton & Proctor, 2007) to improving reading achievement
of 5% grade students, including bilingual students and struggling readers.

1/31/08  Greatjob on questions - you really focus on what's important

12/13/07 Wow! You are making excellent progress on your strategies

Select Book

(@\\g

Hungry Spider and  Spider Sense: Facts
Turtle About Spiders

O O

Why the Sun Travels All About the Sun
Slowly Across the Sky

O O

Dalton, Proctor, & Snow (2008)

]
jow Coyote Stale Fire  All About Coyotes.

Select Level

>CAST folktales

Level 1 coaches =3

provide text-specific
models and think
alouds. As skill
increases, students
select strategies and
coaches provide
generic think-alouds.

-~ Pat's Thoughts

| know that folktales often explain
how something came to be. | think
this folktale will explain how birds
like bird Cu changed a long time
ago.

@ Pat's Response

| predict bird Cu will find a way to

. make her feathers bright and
Dalton, Proctor, & ow (2008) brilliant.

A i
4

@CAST folktales

lossary strategy help

-~ Pat's Thoughts

Sé que los cuentos folkléricos
generalmente explican el por qué
de algo. Creo que este cuento
folklérico explicara cémo, hace
mucho tiempo, cambiaron los
péjaros como el pajaro Cucl.

@ Pat's Response

Predigo que el pajaro Cuctl hara
algo para que sus plumas sean
coloridas y brillantes.




home ) ( glossary ) ( strategy help ) ( resources ) (worklog [ﬂ

wade in

( home (glossary) (strategy help) (resources) (worklog) iﬂ i “ AAr (activities )

wade in

Wade In to each power word to explore
its meaning. Read it, view it, hear it,
connect it to make this word your own,
and then learn more about the word
with a Language Alert. Click on any I lak Wade In to each ppwerword to explore
word to begin! el its meaning. Read it, view it, hear it,
connect it to make this word your own,
and then learn more about the word
> with a Language Alert. Click on any
brilliant disobedience word to begin!

en espafiol

Brilliant makes me think of
watching the fireworks because
the sky is full of brilliant en espafiol

colors.
disobedience

furious

furious

A record |

Dalton, Proctor, & Snow (2008) Dalton, Proctor, & Snow (2008)

QCAST folktales BIRD GU
home ) (glossary) ( strategy help ) (resources) (worklog) ﬂ ddft [ (home ) (glossary ) ( strategyhelp ) (resources ) (‘worklog

o DNGavtion=it

weh-it

dive in~

dive in~

Dive in deeper to learn more about the d Dive in deeper to learn more about the
meaning of each power word. Use meaning of each power word. Use
Web It to stretch your word knowledge Web It to stretch your word knowledge
and then have fun showing your word and then have fun showing your word
flexibility with Caption It. flexibility with Caption It.

en espafiol en espafiol

brilliant disobedience ©bright brilliant disobedience
O Homer Simpson o
low furious O Albert Einstein flow furious

v vain

: I vonder how much the

brilliant brilliant e B, SR
Veny colorful or bright. Very colorful or bright.

Example sentence: 4 Example sentence:

{L\I\ the Ilggﬂths ws‘emltzndaétf:‘e Sftime wrorstp: | | All the lights went on at the same
ime, and they looked brillian time, and they looked brilliant

La palabra en espanol es: brilliant L A .
a palabra en espafriol es:
brillantes BEEEON h ma,—v—« : &£ record | _next

Dalton, Proctor, & Snow (2008) Dalton, Proctor, P, & Snow (2008)




Has Reading Changed?

ThHe Evolution of Redding

GoneReading™

A generational culture shift?
Or a more fundamental change in how we think and learn?

http://www.nytimes.com/2008/07/27/books/27reading.html

Reading in print and
reading on the internet are different

0o On paper, text has a predetermined beginning, middle, and
end, and readers focus for a time on one author’s vision.

o On the internet, readers move through sites at will and
eszentially compose their own beginnings, middles, and
ends.

o Does this change the system of skills children need to
learn to become literate?

2 How should we think about teaching children to

read in a digital age?

o Have the definitions of reading development and

literacy changed in the new millennium?

o Are we any further ahead in understanding what

struggling readers need to become better readers?

o Can we use the contributions of the digital age to

better remediate or even prevent reading
problems?




Reading is all about language on any
platform—from books to smartphones

o Absorbing language by vision . . .
language by ear and by eye.

o Reading is parasitic on speech and oral
language development.

Traditional uses of technology
in supporting struggling learners

Assistive technology as accommodation
(Supplying what the struggling learner cannot)

Decoding/reading: Text-to-speech (Kurzweil, dictionaries,
e-summaries)
Writing: Speech-to-text (Dragon, Inspiration)

Writing composition: Writing aids (graphic organizers, e-summaries,
word prediction)

Lower-level writing: Editorial aids (spell checks, grammar checks)

The potential role for new
technologies to provide
instruction

o Beyond accommodation to individualized
instruction and practice within a group
setting.

o Training for fluency—a difficult
benchmark.

o Facilitating engagement with language
and print and ideas.

o Providing vocabulary support.
o Teaching background knowledge.

The most valuable use of new technologies may be

in building better comprehenders!




Newer Applications

Intelligent tutoring systems have the potential to:
Provide individualized tutoring tailored to the reader’s needs.

Free teacher to work more intensely with individuals and small
groups, while rest of class is moving forward.

Provide detailed progress data on every student.

For struggling readers—two major potential roles:
Teach students to be deep comprehenders.
Narrow the gap in reading experience for struggling readers.

AutoTutor (Graesser, Lu, Jackson et al., 1994) ’
iSTART (McNamara, Levinstein, & Boonthum, 2004)

How should we think about teaching
children to read in a digital age?

]

Have the definitions of reading development and literacy
changed in the new millennium?

Not really. Reading is still all about language, but added digital literacy
skills are demanded of skilled readers.

Are we any further ahead in understanding what struggling
readers need to become better readers?

Yes, better understanding of requirements for reading success, of risk
factors, of effective remediation for struggling readers of any age.

Can we use the contributions of the digital age to better
remediate or even prevent reading problems?

Yes, with principled design and focused use, web-based ITS can be
developed to enhance reading instruction and remediation and to
provide much needed extra practice in reading.

Putting things in context

o Technology as an adjunct to and
support for effective teaching
... nothing replaces the
relationship between teacher
and student, the mentorship and
alliance formed.

o Teacher needs to direct technology use.
0 Digital learning to promote specific reading goals.

o Evaluation and controlled research needed to
measure the efficacy of different applications and
specify for whom it is most useful.

A final thought

With good partnerships and
hard work, we can harness
the potential of new
technologies to better meet
the needs of struggling
readers of all ages.

We can use technology and
tap into the interests of
digital-savvy students to
inspire motivation, interest,
and lifetime engagement with
text in any form and with the
world of ideas.
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A. Website Resources

About Kids Health
http://www.aboutkidshealth.ca
American Academy of Child and Adolescent Psychiatry
http://www.aacap.org
AACAP Resource Centers empower consumers through patient education. Each AACAP
Resource Center contains consumer-friendly definitions, answers to frequently asked
questions, clinical resources, expert videos, and abstracts from the JAACAP, Scientific
Proceedings and Facts for Families relevant to each disorder
American Academy of Pediatrics
http://www.aap.org
Great Schools
http://www.greatschools.org
International Dyslexia Association
www.interdys.org
Learning Disabilities Association of Ontario
www.ldao.ca
National Reading Panel
www.nationalreadingpanel.org
Put Reading First: Helping Your Child Learn to Read
http://www.nifl.gov.nifl/partnershipfor reading/publications/PFRbrochure.pdf
Put Reading First: The Research Building Blocks for Teaching Children to Read
http://www.nifl.gov/nifl/partnershipforreading/publications/PFRbooklet.pdf
Taking the First Step: A Guide for Parents of Students with Learning Disabilities
http://aboutld.org/LD English.pdf

For ADHD For LD/teaching Strategies

www.addvance.com www.ldonline.org/ld indepth/teaching techniques
www.add.org www.fcrr.org (science of reading)
www.chadd.org www.quickreads.org (engineered texts
www.additudemag.com/additude.asp www.jumptutoring.org (math strategies)
*www.nichq.org/resources/toolkit www.ku-crl.org (teaching strategies)
www.sdginfo.com http://nationalreadingpanel.org/

http://coe.jmu.edu/learningtoolbox

A number of strategies for different academic problems by the authors of Academic success strategies
for adolescents with learning disabilities and ADHD (Minskoff,E. & Allsopp, D., 2003)
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B. Bibliography
I. Excellent books for parents and teachers:

Hall, S.L., & Moats, L.C. (2002). Parenting a Struggling Reader: A Guide to Diagnosing and
Finding Help for Your Child's Reading Difficulties. New York, NY: Broadway Books
(Random House).

This is a comprehensive, informative guide for parents of children with reading difficulties. This
book describes how parents can identify the problem and advocate for assessment and treatment
for their child. Tests commonly used to assess and diagnosis reading disabilities are explained
and parents learn how they can prepare for and participate in school meetings where goals are
selected to help their child overcome his/her reading difficulty. The balance between the use of
accommodations to support academic progress in the older struggling reader and intensive
systematic instruction to remediate their reading difficulties is discussed.

An earlier book by the same authors: Hall, S.L., & Moats, L.C. (1999). Straight Talk About
Reading: How Parents Can Make a Difference During the Early Years. Chicago, IL:
Contemporary Books.

McCardle, P., Chhabra, V., & Kapinus, B. (2008) Reading Research in Action: A Teacher’s
Guide for Student Success. Baltimore MD: Paul H. Brookes.

Inspired by questions from real teachers, the authors of this book give K—8 educators clear and
useful answers about reading research and what it says about the elements of effective
instruction: What does research say about teaching each component of reading—vocabulary,
alphabetics, fluency, comprehension, spelling, and writing? Why is Response to Intervention so
important? How can I get students engaged and motivated to read? Answers to these critical
questions are provided with simple, straightforward explanations of research findings and brief
vignettes that demonstrate how to work research-based practices into classroom reading
instruction. A user-friendly guide, this book will help teachers see the benefits of instruction
based on research—and use it skillfully to make all their students better readers. It can also be a
very useful resource to parents interested in learning more about what effective evidence-based
instruction looks like.

Moats, L.C. & Dakin, K.E. (2007). Basic Facts About Dyslexia and Other Reading
Problems. Baltimore, MD: The International Dyslexia Association.

This is a practical and very readable book for parents and teachers of children with reading
problems. From the Basic Facts Series published by the International Dyslexia Association, this
book begins by answering the question “What is dyslexia?” and what are its signs at various
stages of development. The book includes information on the emotional consequences of
reading difficulties, essential elements of effective reading instruction, and treatment options for
individuals with severe forms of dyslexia and other reading problems. A list of valuable website
resources are included at the end of the book.
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Shaywitz, S.E. (2003). Overcoming Dyslexia. New York, NY: Alfred A. Knopf.

Written by a pediatrician and well-known expert on dyslexia, this is a comprehensive book to
help parents and professionals understand the reading problems experienced by millions of
children, adolescents, and adults. Drawing on scientific evidence—including findings from her
own research—Sally Shaywitz offers hope that children with reading problems can be helped.
She describes how magnetic resonance imaging has helped researchers discover a weakness in
the language system at the phonological level in individuals with dyslexia, and she explains that
through use of effective training programs, this weakness can be overcome and dyslexic children
can learn to read. The author walks parents through ways to help children develop phonemic
awareness, become fluent readers, and exercise the area of the brain essential for reading
success. Early diagnosis and effective intervention are of critical importance, but even older
struggling readers can learn to read skillfully with proper intervention. Parents will find advice
on what approaches and techniques will help their children develop the skills to be successful
readers.

II. Additional Resources for Teachers:

Beck, I. L., & McKeown, M. G. (2006). Improving Comprehension with Questioning the Author:
A Fresh and Expanded View of a Powerful Approach. New York, NY: Scholastic Inc.

Beck, L.L., McKeown, M.G., & Kucan, L. (2002). Bringing Words to Life: Robust Vocabulary
Instruction. New York, NY: The Guilford Press.

Graham, S. & Harris, K.R. (2005) Writing Better: Effective Strategies for Teaching Students
With Learning Difficulties. Cambridge, MA: Brookes.

Harris, K.R., Graham, S., Mason, L.H., & Friedlander, B. (2007) Powerful Writing Strategies for
All Students. Cambridge, MA: Brookes.

Minskoff E, Allsop A (2003). Academic success strategies for adolescents with learning
disabilities and ADHD. Baltimore, Maryland: Paul Brookes Pub.

Moats, L. C. (2010). Speech to Print: Language Essentials for Teachers. Baltimore, MD: Paul
H. Brookes Publishing.

Moats, LC. (2011). Speech to Print Workbook: Language Exercises for Teachers. Baltimore,
MD: Paul H. Brookes Publishing.

Roditi, B. N., Steinberg, J. L., Bidale, K. R., Taber, S. E., Caron, K. B., & Meltzer, L. J. (2006).
Strategies for Success: Classroom Teaching Techniques for Students With Learning Differences
(2 ed.). Austin, TX: Pro-Ed, Inc.
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I11. Excellent books for those interested in a more detailed look at reading and reading
disorders:

Dehaene, S. (2009) Reading in the Brain: The Science and Evolution of a Human Invention.
New York, NY: Viking.

The act of reading is so easily taken for granted that we forget what an astounding feat it is. In
this well written book, cognitive neuroscientist Stanislas Dehaene explores every aspect of this
human invention, from its origins to its neural underpinnings. An authority on the subject,
Dehaene reveals the hidden logic of spelling, describes pioneering research on how we process
language, and takes us into a new appreciation of the brain and its wondrous capacity to adapt.
Drawing on brain-imaging studies, case histories of stroke victims and cognitive psychology
experiments, Dehaene diagrams the neural machinery that translates marks on paper into
language, sound, and meaning. He proposes that reading is an example of neuronal recycling—
the recruitment of previously evolved neural circuits to accomplish cultural innovations—and he
uses this idea to explore how ancient scribes shaped writing systems around the brain's potential
and limitations. Relevant to intervention issues, the author attacks modern whole language
reading instruction as an unnatural imposition on a brain attuned to learning by phonics.

Fletcher, J. M., Lyon, G. R, Fuchs, L. S., & Barnes, M. A. (2007). Learning disabilities:
From Identification to Intervention. New York, NY: The Guilford Press.

This book provides an excellent synthesis of what is known from research on the major types of
learning disorders. Evidence-based and comprehensive, the book offers a new approach to
understanding and intervening with students with learning disabilities. The authors are leading
experts in neuropsychology and special education, and they present a unique model of learning
disabilities that integrates the cognitive, neural, genetic, and contextual factors associated with
these disorders. The book addresses classification, assessment, and intervention for the range of
learning disabilities affecting reading, mathematics, and written language expression. Because
the book focuses on analyzing and evaluating the evolving evidence base in the field, as well as
articulating effective educational practices, it is a very useful resource for school

psychologists, neuropsychologists, special educators, and others who work with struggling
learners. The final chapter offers ten recommendations that serve as an agenda for future
research and practice.

Wolf, M. (2007) Proust and the Squid: The Story and Science of the Reading Brain. New
York, NY: HarperCollins.

Maryanne Wolf, a professor at Tufts University and a well known scholar, integrates psychology
and archaeology, linguistics and education, history and neuroscience in this unique and readable
book. She explores the development of the reading brain-a complicated phenomenon that Wolf
seeks to chronicle from both the early history of humanity and the early stages of an individual's
development ("unlike its component parts such as vision and speech... reading has no direct
genetic program passing it on to future generations"). Along the way, Wolf introduces concepts
like "word poverty," the situation in which disadvantaged children, by age five, have heard 32
million less words than their counterparts (with chilling long-term effects), and she makes time
for amusing anecdotes. The third section of the book covers dyslexia, explaining clearly and
expertly "what happens when the brain can't learn to read." This book synthesizes cutting edge,
interdisciplinary research and describes it in an inviting and readable tone.
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