CHAPTER 11

 Strategies in Reading Comprehension

Reading comprehension is considered the “essence of reading” (Durkin, 1993). I
readers can read the words but do not understand what they are reading, they are not
really reading. Reading, at some level, is involved in all academic courses. Students
are expected to read a variety of texts and comprehend them in order to gain knowl-
edge. While reading comprehension in schools usually involves understanding text-
book assignments, reading comprehension skills can also influence a student’s ability to

understand written directions, homework assignments, and other literature. The need

to comprehend text is not exclusive to academic learning; it is also essential in everyday
activities and to be successful in society (Mason et al., 2012). For example, students must

acquire strong literacy skills to deal with the flood of information, especially from web-
based resources, that they encounter daily. This flood of information requires students
to be able to gather, comprehend, evaluate, and synthesize information from a variety
of media forms and sources (National Gover

[NGA] and Council of Chief State School Officers [CCSS0], 2010). In addition, it has
been estimated that today’s youth need more advanced literacy skills (i.e., comprehen-
sion of text) than previous generations to keep up with the increasing demands in the
workplace (Biancarosa & Snow, 2006). Thus, improving students’ reading comprehen-
sion can positively impact both educational outcomes and other important aspects of
their lives.

Comprehension of text requires a wide variety of skills and cognitive processes.
Students must be able to negotiate, manipulate, translate, and construct meaning from
written language (King, 1994). Proficient readers not only read fluently, they also con-
struct meaning through their interactions with text (Durkin, 1993). There is a reciprocal
interaction between the reader and the ideas or message presented in a particular text
Good readers continuously construct and reconstruct meaning while reading. They ar€¢
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backgmund knowledge _prior to r'eading (prgreading strategies), to mon-
sion while reading (durmg~rt.‘admg s.trategles), and to check for under-
postreading strategles; National Reading Panel, 2000). These
tic to good readers; however, many of these concepts seem to elude
cluding students with LD. Thus, instruction for struggling readers
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these deficits.
ext comprehension demonstrates that students with LD or ADHD

taught to use€ comprehef’nsion .strategies (Bakken, Mastropieri, & Scruggs, 1997
fort & Mariage, 1991a; Gardill & Jltendr.a, 1999; Idol, 1987; Johnson, Graham, & Har-
En 1;97_ Johnson et al, 2012; Nelson, Smith, & Dodd, 1992). 1t is important to teach
i nsion strategies in the primary grades; reading comprehension should be
emphasize d from the beginning Father thar;n waiting until students have mastered the
prerequisite skills of reading (National Regcﬁlmg Panel, 2000). Effective reading compre-
hension strategies should be taught explicitly, through direct explanation, modeling,
and guided practice. Students should be made aware that the overall goal is improved
reading comprehension, and they should understand the importance of the strategy to
achieving that goal. The strategy should be demonstrated along with the metacognitive
rocesses associated with it; students should be given ample opportunities to practice
using the strategy and directed through the process until they have mastered it.
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PROBLEMS FOR STUDENTS WITH LEARNING DISABILITIES

Students with LD have particular difficulty with many of the skills involved in com-
prehending text. By definition, students with LD experience an unexpected failure to
learn. The overwhelming majority (at least 80%) of students with LD experience serious
difficulty with learning to read (Gersten, Fuchs, Williams, & Baker, 2001). Clearly stu-
dents with LD are not a homogeneous group; however, there are some commonalities
that can be noted. Many students with LD show specific deficits in the area of phono-

logical processing (decoding——sound-symbol correlation) and fluency (decoding with
ffect their ability to comprehend text.

o read reasonably fluently but do not
ific cognitive processing difficulties
the cognitive abilities necessary
do so inefficiently or inef-

speed, accuracy, and expression). These deficits a
However, many other children with LD are able t
understand what they have read because of spec
(Williams, 2003). Thus, some students with LD possess
o effectively comprehend text; however, for some reason they
fectively (Ger
sten et al., 2001). . 3
Reading comprehension involves strategic processing . languageniz;l: tﬁ‘;?fﬁg:.
students must be able to take in information from wrxtt;n la“iu:ge’fg;;gnaation Students
S f ning from that in .
“ation in a logical manner, and BEAMp o reakdowns occur because

i e i is process, and b :
e i SR Ch R s ;};lcfczsses in a purposeful, reflective manner

they are unable to regulate their cognitive ; PSSR
(Gersten et al,, 2001).g5wanson and Alexander (1997) identlﬁedlfouiz Sa;:; :sringg(noted
Processes that pose difficulties for students with LD: @) Ph:’f;g ofi tion, and (4) working
arlier), (2) orthographic and semantic processing (3) metacog |

memory.
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Orthographic and Semantic Processing

Orthographic (spelling) and semantic (word nf“ia“(ijng)t Pr(’fessfl1g difficultieg 4
impacf students’ ability to comprehend t?xt. If stu er‘l ..s are ur.mple to negotiate Spel]
or understand the meaning of words in text, it is not likely thyy § I
will be able to comprehend the material. Or'th.ographic processing difficultieg are C(,;;
mon among students with LD. It is often difficult for these students t()'““d(’mtand ();
manipulate the conventions of written language SUC.h as correct and' Incorrect gpq,
ings (Swanson & Alexander, 1997). Semantic prOFESSlng (understandmg the Meanip,
of words) also presents difficulties for students with LD, who are often unable Create
a meaningful representation of text. It is suggested that this i5 one reason for their reag.
ing difficulties (Swanson & Alexander, 1997): T.h.ey have particular difficulty retriey; g
semantic information while reading. This inability to remember the meaning of words

dramatically influences their ability to comprehend text.

i T{x(\”

ing conventions

Metacognition

Metacognition is essential to reading comprehension. The reader’s awareness of and
ability to regulate, monitor, and adjust cognitive actions are key components of com-
prehension (Swanson & Alexander, 1997). Good readers focus their attention (eg,
“What am I reading and why am I reading it?”), realize when there is a breakdown in
comprehension, and apply fix-up strategies to gain comprehension of text (e.g, go back
and reread, look at headings/figures in a text). Poor readers, including those with LD,
often lack the awareness or ability necessary to regulate those various cognitive actions.
Often, students with LD possess a degree of metacognition but lack strategies to prop-
erly utilize that knowledge. For example, they may be aware when a breakdown in com-
prehension occurs but lack the necessary fix-up strategies to achieve comprehension
Teaching students with LD procedures or strategies to enhance their metacognition can
positively influence their text comprehension (Swanson & Alexander, 1997).

Working Memory

Working memory is the portion of memory used to process information (Swanson
1996b). Working memory is essential to text comprehension; while reading, it is neces-
sary to briefly store incoming information while other information is being added or
manipulated. This is how text begins to evolve into meaningful information (Swar-
son & Alexander, 1997). However, working memory is a processing resource of limited
capacity. It is able to hold only a limited number of “chunks” of information at a timé;
and then f)nly for a matter of seconds. We are consciously aware of the information in
?nu:)tvlvxz;kvlvr(\)%d?e;?ory; how?ver, if we do not process the information, it will be‘l"jt:

» as soon as information is not being used, it disappears. To effective!y

com i
e prehend text, one must be able to hold a small amount of information in working
mory for a short time while simu (Swanson

& Alexander, 1997). ltaneously processing that information
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PREREQUISITE SKILLS

ety © gkills is necessary m‘ S.UCCGSSfu”)f comprehend written material. The
A \-‘:n‘,l'Rcadil"g panel, tl}c .Partnershlp for Reading, the National Institute for Literacy,
('ational [nstitute of Chl['d. Hea.lth and Human Development, and the US. De art—l
e N ¢ Education have identified five essential components to effectiye literac insfr
men.‘ (‘;) phonemic awareness, (2) phonological processing, (3) fluency, (4) vo}éabul;c-
;:;.(5) t Comprehenﬁon. Th‘ese com‘poﬁnents are not independent of each other. ,{‘
udent’s ability to manlpulate .soun'd.s in spoken language (phonemic awareness) is a
itical component, affecting the ‘ablllty to understand that there is 4 predictable rela-
tionship between spoken and written sounds (phonics). Students must regulate those
cognitive processes in order to read fluently and accurately (fluency). A student’s ability
1o read fluently and to understand the meaning of novel words (vocabulary) directly
Jffects his or her ability to comprehend text (text comprehension).

Effective instruction in each of these areas is crucial. Explicit, systematic instruc-
tion in early literacy skills has proven to be the most effective method for teaching
these essential skills (National Reading Panel, 2000). Each skill builds on the next with
the end goal of reading comprehension. Phonemic awareness is the ability to discern,
reflect on, and manipulate the individual sounds in spoken words. Prior to learning to
read print, children need to become aware of how the sounds in words work. Children
who cannot discern and manipulate the phonemes of spoken words will have a difficult
time learning how to relate these phonemes to graphemes (letters representing sounds)
when they see them in written words (National Reading Panel, 2000). The ability to
relate phonemes to written words is part of phonological processing. Phonological pro-
cessing involves learning the alphabetic system; children must learn the letter-sound
correspondences and spelling patterns, as well as be able to apply this knowledge to
their reading. Phonological processing is consistently implicated in the ability of stu-
dents with LD to successfully comprehend text. This is one of the most overt processes
that presents difficulties for students’ success with reading comprehension (Swanson &
Alexander, 1997).

Reading fluency is also highly correlated with reading COfnPfehe“S.ion' Fluent
readers are able to decode text with speed, accuracy, and expression. Reading fluently

* dependent upon word recognition skill. Students who are not fluent readers of.ten
text (National Reading Panel, 2000). Meaning

have difficulty gleaning the meaning of : . :
is often COmpZorgnised b%/ lack of ﬂuer%cy, resulting in unrewfar‘dmg reai;ngtf;ifli?tc;sé
and reading is then avoided or done merely as a task to get finished, wi g
involvement (Cunningham & Stanovich, 1998).
Vocabulary is a prerequisite of reading comp
what most of the words mean before they can und
lary ang reading comprehension are both related to tl:i.
linked to the specific meaning of words, whereas readl

Units of meaning (i.e., themes or concepts). ;l'ocal\):;lczrb
fel-en . Y 3 bular s Spea lng
t categories: listening vocabulary Panel, 2000). Each

Writing vocabulary (National Reading

rehension because readers must know
erstand what is being read. Vocab1.1~
e meaning of print. Vocabulary is
hension covers larger
oken down into dif-
ing vocabulary, and
a different

ng compre
y can be br

ulary, read ;
of these requires
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level of knowledge. Reading Vocabuléry reguires)t}:atA stl:d;n:; :ecggll'wim and y, der.
stand various words or word parts in wntte? tf,x . hb ubt']'ts a 1~1ty to FeCO8Niz,
and understand words in text directly affects hlsdor erda t, ldy 'O Comprehen4 thay
text (National Reading Panel, 2000). Strugglmg rel'<a ercsl an s) u e.nttls wnth LDt

bring less vocabulary knowledge to a reading task, and consequently their COMpre,
sion suffers.

PREREADING STRATEGIES

Students with LD often possess a limited understanding of various text structureg (the
way ideas in text are organized) and often have limited kr.lowledge of subject Matter
(Garner, 1987). They have difficulties specifically with the difference between narra

tive
(story structure) and expository text structures (textbook or formal WIItINg structyye

),
Narrative Text Structure

Narrative text structure is usually the first structure to which children are exposed and,
not surprisingly, they are often more familiar with it than with other structures, Nay.
ratives generally involve a sequence of events that includes characters, actions, goals,
and emotions. Skilled readers typically understand this series of events and expect the
story to unfold in a certain way. This basic knowledge leads them to ask relevant ques-
tions about the story they are reading while they are reading it (Gersten et al., 2001)

Less skilled readers often lack mastery of this schema and must be taught how text is
structured and what relevant questions would be.

The Story Grammar Strategy

Short and Ryan (1984) taught students to use the Story Grammar strategy (see Figure

4.5, p. 64), which provides a strategic plan for selecting important aspects of the story

information for further study. These students were taught to vocalize questions dealing
with important story information

, hote questions in the margins, and underline story
information that answered the Story Grammar questions. The Story Grammar strategy
includes five questions:

p—

. Who is the main character?

- Where and when did the story take place?
- What did the main character do?
- How did the story end?

How did the main character feel?

2
3
4
&

smple-
8Y can be structured, as well as a sample iMP

V)
When students were initially taught to use the Story Grammar stra!®
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written text on which they could mark. This is not a |
uxury that is

, we

hey ¥ classroom teachers; thus the sample i

; i |
P plementation plan does not

foded 10 T ith Short and Ryan’
2 ow 2lon8 ity with Short and Ryans {1364} stady,
folle

jven

>

xpository Text structure

45 childre? progress th;ough sgfhool, the demands change, with an increasi
s on mprehension © expository text. Typically, children are “learni asing empha-
ird grade. By fourth grade there tends to be a shift fr fnmg .to read” up
to learn.” Ir}struction for children in the primar rOTCI; lear'rung to read”
reading stories for readmg instruction. However, in fourth g}r,a%leas tesdrehes hee}vily on
ingly expected t0 work with expository text. Students with LD fu ents are increas-
jime gaining knowledge from expository text. often have a difficult
Often, difficulties are due to the fact that students with LD have limi
of expository text structure. Unlike narrative text structures chilc‘llre imited knowledge
exposed to expository text structures outside of the school, enviroin are not regularly
sructures provide useful information. Some are physical features s I}rl‘e“t- Several text
rint, italics, tables, and figures. We discuss strategies that use t e:tc p = head_ers, bold
ter 13, whicl? focuses on study skills. Anderson and Armbruster (1922;“,;‘35 lr_lfiChaP_
major expository text structures (Table 11.1): (1) description, (2) tempor. i entified six
events, (3) explanation, (4) definition—example, )] (:Ompare_'C Ontrastpans Zequence of
solution—effect. Good readers are aware of text structures and are et fn) Er(;ble-m_
connections and create their own schema (representation) while reading tex? e logical
Resea.rch on expository text comprehension suggests that (1) awarene'ss of text
structure is acquired developmentally, (2) some text structures are more apparent and

(o “reading

TABLE 11.1. Examples of Expository Text Structures

Text structures Explanation

Text that illustrates a topi
representation, or explana

c; a written account,

Description
tion of something.

The time order in which things are arranged, actions are

carried out, or events happen:
s for something or details of

Temporal sequence of events

A statement giving reason

Explanation
something.

ething clearly and

stating som 5
llustration that

Describing or ] '
unambiguously, as well as providing an1
supports Or provides more information.

Definition—example

ion, or matter and how it is resolvgd, a_nd
o ’ t of the situation

P roblem. i ‘ i i
~sol - i
ution-effect A difficutte urred as a direct resul

, how the change 0¢¢

7 Note See Anderson and Armbruster (1984) for more details.
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: iscriminating text structure and 4 . .
(}i’)) ::igiaéfd;g;sitory text (Gersten. et al, 200])ﬁ}2%;f
ntral for comprteiatee and strategically process e%posm:r)'z text, it wiy .

i knowledge from it. T.eac.h}ng sltuéentios‘tza:;g;fs ff)rf Negotia.

i g ository text can significantly lirrlp by tl.:»sr Orman,
ing anddcomﬁiz};fr::l?fts;i leads students to ask themselves constructive
knowledge 0

. questiong
ading and to build the cognitive connections necessary (.
re re
about the text they a .
comprehension (Gersten et al., 2001)
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5 and
easier for readers to grasps

appear to be ce .
dents are ill-equipped to nego

The SCROL Strategy igned to improve student reading and learning fro,
The SCROL strategy wasl 92;5)1%?; ini)e nded for students in middle and upper.grades.
content-area texts (Grant,F. o p. 56) includes five steps: (1) Survey the headings; )
The SCROL strategy (see d]g;lrom.tlrle heading that might provide Cjonnectzons })etween
e iaagnatter e vtv;)roliin for words and phrases that express important inform,.
them; (3) Read thefx ?(4) Ogu tline the text using indentations t(? reflect text stfucturg;
tion about the hea ltlllgst,ext and check the accuracy of the major ideas and details. Thig
sl L'o O{C badeatd t:)e help students read and understand a variety f)f texts. The strat-
strategy is inten te E tc?use text headings to aid their comprehenéllon anf:l help th‘em
e_g}c’iencgl;zngeez;:r important information. Chapter 4 provides additional information
:::d :rr: example of an implementation plan for the SCROL strategy.

DURING-READING STRATEGIES

While reading new, unfamiliar text, students with LD often lack stra’fegl?s to as::tl
them when their comprehension is disrupted. Monitoring cor.nprehensmn is essen :
to the reading process and requires that students be actively m.volved ata metacggfn;
tive level. Unfortunately, as we mentioned earlier, students with LI? are not actively
involved at metacognitive level. However, through strategy instruction, stud.ents gari
be taught to be more actively involved with the reading material and to monitor thei

comprehension of the text.

Question Generation-Question Answering

The most common measure of a student’s r
tions at the end of a text (Graham & Wong
encourages students to focus on the importa

next section). By generating think-type q
involved with the text. Question generati

. increases students’ ability to monitor comprehension.

eading comprehension is answering ol
» 1993). Answering questions after readllfgé1
nt concepts in text; however, students Wi

. A 1 See
m to generate their own think-type questions \(;elv
uestions, students become more Cogmtt1 an:i
On promotes active engagement with tex

A T ———
> S

)
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e esﬁon-seneranon Strategy
i - VicBride (198.6) ta‘ught upper elementary students how to generat

pavey & o those linking information across sentences and those relat de two types
| o o information (Table 11.2). First, students were taught the val e tfo the most
iﬂ?P"rta.on while reading. Generating questions while reading promotes l::c?t‘0 e

genet vith text, cues the readex.f to focus on important concepts, and prompt;"ti;nrvol;e-
] g;ihmk beyond what is provxc.ied in the text.. Second, students were taught to deié;feert
te between locate- and thmk—typ(.e questions. Locate-type questions merely pose
| question that an be EnSwer ed by directly restating information from the text (eg
“iyhat year Was t.he first I\{obel. Pe.ace Prize awarded?”). Think-type questions requir;
ad gitional cognitive and linguistic demands. Students are required to think beyond
what is i the text and to state those thoughts in the form of a question. Good think-
type questions help Stud_ents remember key information, know if they need to reread,
- ndanticipate test questions (e.g., “Why did the author use a graphic artist to describe
, atios?”). Third, students were taught how to generate question stems for relating infor-
from one part of the passage to information in another part (i.e.,, How did the

entid

mation
| uthor relate to ? Why did the author use to
| describe ?). Then students were taught important signal words to use in
{ question stems (what, why, and how) and what an appropriate response would look like.

TABLE 11.2. Steps in Teaching Students a Question-Generation Strategy

Step 1. Provide rationale
] + Explain why generation of think-type questions helps reading comprehension.

1 Step 2. Question type
» Explain the difference between locate- and think-type questions.
d directly from the text—for example, “What is

} o Locate-type questions can be answere
the capital of Nebraska?” = .
o Think-type questions require thinking beyond the text—for example, “Why did the

author use a tunnel to describe her life?”

Step 3. Linking information

* Explain what a question stem is.

* Explain signal words for question stems: What, Why, How. ke

* Provide examples of question stems and what appropnate responses 22" 3
Q: “What did the author say about 11 the previous passage-
A: “The author said P :
Q: “Why did the author use toexplain
passage?” .
A: “The author used that as an example becausé —————=
Q: “How does relate f0 oo’

5/ B

in the previous

”

A" i-rpelatesto . —

Step 4, Self-monitoring their performance of the question-generation

* Teach students how to self-monitor
__Strategy by using a checklist (Figure 1.1 |

t M Based on Davey.and McBride (1986).
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: bout ______ in the previoys pass
“What did the author say a : Passage)
F(: exa::ple, “;tht ” Finally, students were taught how to self-monjg, theiy
authorsaid _ 'y
T:;ee of the question-generation strategy (Figure 11.1). S.tudentb also were presen.ted with
u estions asking how well they felt they had done using the question-generatiop, Strat,
ques

egy.

Graphic/Semantic Organizers

Graphic organizers, originally called structure oz.)e-rviews,. provide readers M'/ith New
approaches to reading that are different from traditional, .lme_ar.text preser'ltahon (Hor-
ton, Lovitt, & Bergerud, 1990). In this approach, a graphic aid is L_lSéd to illustrate the
structure of the text and the interrelations among cor?cepts, providing readers with ,
clearer, more substantial understanding of what is b?lng read (Chang, Sur?g, & Chen
2002). Graphic organizers vary in structure and detail. E‘ven tk}ou-gh graphic represen.
tations of different texts will look different, the underlying pr.mc1ples ax.1d methods of
application are very similar. They all convert linear 1nf0rmat10n (tex.t) into nonlinear
graphic representations. Graphic organizers can be used with narrative or expository
text.

How well did | identify important information?
5 = Excellent 4 = Good 3 = Satisfactory 2 = Somewhat 1 = Not at all

How well did | link information together?
5 = Excellent 4 = Good 3 = Satisfactory 2 = Somewhat 1 = Not at all

How well could | answer my question?
5 = Excellent 4 = Good 3 = Satisfactory 2 = Somewhat 1 = Not at all

Did my “think” question use different language from the text?

Did | use good signal words?
O Yes

0O No

FIGURE 11.1. Question-generation strategy checklist.

1 .
g
]
E
-
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A <oty Map strategy
m raphic organizer called the Story Map to improve students” read-
as based on a schema-theory view of reading

used 2 5 '
4 n. This technique W

his view emphasizes the developm
comp e reader’s prior knowledge structures (schemas) and written text, and it
betwet‘:‘udents offectively apply story schemas to create a graphic representation. The
esentation of parts of a story and how they are

Jips S . L
th: Map (Figure 11.2) is a graphic repr
Gtor “This framework draws the student’s attention to elements common among

imerrelated

’ raﬁ\’e prose.

= gtudents are taught to read the story and note,

the Story Map" (1) the setting, including characters, time, and place; (2) the problem; (3)

the action; and (5) the outcome. As mentioned earlier, this is an unstruc-
or structure to follow needs to be determined

the exact procedure
provide an example of how this could be done in Chapter 4 (see

198 :
idol ( rehensio
ent of an improved association

in some manner, the elements in

the goal; (4)
yred strategy
by the teacher. We

op. 50-69)

Poraphrasing/Note-Taking Strategies

hension of text is to para
plicitly teach students to m
nding after a paragraph
(e.g., orally or by taking notes
dents who struggle to learn from text

phrase while reading and/or to
onitor understanding while
or section), identify impor-
) have been effective at
(e.g., students

One way to increase compre
take notes. Strategies that ex
reading (e, check for understa
tant information, and paraphrase
increasing the comprehension of stu

with LD or ADHD).

RAP

Several researchers have explored the effects of teaching students to paraphrase text
using the paraphrasing strategy (Schumaker, Denton, & Deschler, 1984). The strategy,
sometimes called the RAP strategy, has been successfully taught to students with and
without disabilities across grade levels (see Graves, 1986; Graves & Levin, 1989; Haga-
man & Reid, 2008; Hagaman et al,, 2012). The three-step strategy helps students find
and remember the main idea of the text they have read:

1. Read a paragraph. ‘
he main idea of that paragraph? What are important

2. Ask myself, “What was t

details about that main idea?” ;
3. Paraphrase or put the main idea and details into my own words.
into their own words, students are actively

rmation
hood that they will remem-

By self-questioning and putting info Wi

Processing information in the text, which increases the likeli
ber what they have read.

There are commercially available Jesson pla

it should be noted that the

®8Y (see Mason et al., 2012). However,

ns for teaching the paraphrasing strat-
se lessons have added
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The setting

Who is in the story? When did the St%

Where did the story happen?

The problem, goal, or action

O S

What did the main character do? What happened next; |

FIGURE 17.2. Story Grammay sheet
o )

€nemann, and Jessica 1, H he Guilford Pre:
. . - Hlagaman (201 (iopy igh y 1
gure is oy " : ee
granted o purchasers of thisg boik for pre‘rsotnl;l ; 1 f( COPS;
% A use only (s
0ad a [ay V» TSion of this figure from www.guiifo);d.com/reid-
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key factor in successfully comprehending
d to answer them is
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on

a step to the three-ysttip.RA.P strategy, Specificany, Prior to read =

A reading (e.g, “What is my pyy
Y 2 What might I already know about this topic?”), Wf?en I:;:Se“for reading this
o the RAP strateg: o .auonyn? becomes TRAP. Adding the ﬁe think step” is addeq
% important for mc;easmg reading comprehension because it ; S';( step to create TRAP
prior kn.owledge an a}?proach reading more strategically by dets S students to access
for reading (-8~ 35 zfsalgnment, for fun). This change in the ermining the purpose
ing and selling the strategy because teachers can tallf :S:)eugtyt; Iso helps when
€ strategy help-

introducing < inif i
ing to TRAP important in ormation from a Ppassage or chapter (Mason et a]
n et al, 2012),

WA

TWA is comprised of nine strategies in three ’
eading, and a frer reading (Masor, 2004). Inpglals?isr:tf Fr)(lelaa(i;ngl:r—}l;'{efore reading, while
sudents are asked to identify text structure and develop St‘;tem ink before reading,”
already know and questions identifying what they want to learn srx;ibOut vi,hat”they
dents are taught to monitor their reading speed, check their undt.erstan:f reading,” stu-
if necessary), and make connections (e.g., relate new information to inlfr:)g (e.g., i
might already know). In the “After reading” phase, students are taught térir;atlc:‘r; they
main ideas and summarize important information from the text. Several stu? l };\the
found positive effects when teaching the TWA strategy to students with and 1;’vs'ﬂ’laVe
LD or ADHD (see Hedin, Mason, & Gaffney, 2011; Johnson et al.,, 2012; Mason, };ic E:t
Snyder, Sukhram, & Kedem, 2006). In addition, prepared lesson plans fc;r teachi,ng TWZ,

are available to teachers (see Mason et al., 2012).

POSTREADING STRATEGIES

linking Comprehension Questions fo Text
at the end of text is important; however, the ability to

information within a text to find the correct answer

fﬁ Of. equal importance (Raphael & McKinney, 1983). As noted earlier, question answer-
Ing is one of the primary means by which we assess a student’s ability to comprehend

text. This makes a student’s ability to access appropriate information within a text a
text. Knowledge of the relationship between

a critical comprehension
lationship can improve

The ability to answer questions
successfully search for appropriate

comprehension questions and the text use
skill (Raphael & McKinney, 1983). Explicit inst
comprehension skills and dramatically affect rea

ruction on this re
ding comprehension.

The Question-Answer Relationship Strategy

i lationship between
ents to recognize the re g
er sources; th er relation

(1) “right there
plici

Raphael and Wonnacott (1985) taught stud
“Omprehension questions and the text answ
ships (QARs) were divided into three types t/ = Gy
and search” (text implicit), and (3) “on my OWI! (scrip

” (text explicity .
t). A “right there” QAR is
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. with an answer stated explicitly in the tEXt_ Withi.n " Singl",‘“"““mcc. “th

a question Y’VI R is a question that requires the reader t(? integrate mf"rmatj(,n a in}
and search” QA 1sa ;\]S An “on my own'” QAR is a question that requires thy, rcad( f‘»s«,
sentences or parag; fov;m background knowledge to answer the question, - f‘)u(,r o
Erocess f modeling and fading stuents were augh o dentify te type o Ay
pmcess-()f i mgons Students were led through examples and Provided ryy; Seq
by pa;tmular qjl;eRs 1 ]nciepen dent practice was increased once students had 4
for different Q ASI.{ trategy. Students were given passages and comprehens;gy, e
mastery of the Q . Sb'l'tg to identify the different QARs (Figure 11.3). For (‘xa:; £4.
tions to assess their ability Rl e en s on 3 B ple,
students would read a passage about early Y e e 7 On sy,
as “For cowboys, what particular dangers were associated with a cattle driye;

The Sty-
dent would determine what type of QAR the question represented, locate the answer i
the text, and answer the question on the appropriate line.
Summarizing
Text summarization requires the reader to generate a representation of the gist of a
passage (Pressley & Harris, 1990). This strategy prompts students to identify the maj,
L ey
What made Albert Einstein a great scientist?
RIGHT THERE
THINK AND SEARCH
ON MY OWN

What is he best known for?
RIGHT THERE

THINK AND SEARCH
ON MY OWN

i

What type of disability did he haye
RIGHT THERE

THINK AND SEARCH
ON MY OWN \\\‘\—

.~ 10T personal yse only (see copy-

e from www.guilford.com/reid-
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of the passage: dalete ariy unnecessary details, and run through the main poj
idf’: s ways students build their own schemas of the concepts and ideas per ptm;ts'
. . g p se i
ln‘t nereby increasing tht?lr understanding and memory of what was read (N r;\e 5
e 1}992)‘ Text summarization also prompts students to utilize metacogniti Satit e
al - and control of the reading process) and cues them to att gmtlve processes
P : § en
lan;eaq within text and to how ideas relate to each other (Rinehart, St tglthe str'ucture
of roving students” metacognitive contro] e bl v St & Erickson,
1986). ImP ’ : nables them to better evaluate thej
o and increases their awareness of the proces -
reading S necessary to comprehend text.

The Summary Skills Strategy
The summary skills strategy developed by Nelson and colleagues (1992) can be used t
side students’ summarization of expository text. The strategy consists of three maiz
steps: (1) identify and organize the main idea and important information (2) identif
important points the writer made about the main idea, and (3) clarify anld revise thz
summary. These steps are broken down further into nine self-directional prompts
(Table 11.3). Students are prompted through the series of steps to identify and organize
the main idea and important information in the text and put them all into a summary
form. Students are further prompted to clarify and revise their summaries.

TABLE 11.3. Summary Writing Guide
Step 1. Ask yourself—"“What is the main idea?” Write it down.

Step 2. Ask yourself—"What important things did the writer say about the
main idea?” Write down three important things the writer said.

Step 3. Check to make sure you understood what the main idea was and that
you found three important things about it.

Step 4. Ask yourself—“What is the topic that I am going to write about?” Write
a topic sentence for your summary.

“How should I order my i
next to the idea yo

deas?” Put a “1” next to the idea

Step 5. Ask yourself— u want to be second, and so on.

you want to be first, put a “2”
“Did 1 leave our any important information? Is there

Step 6. Ask yourself— P
vindeh s that I can take out?

unimportant information
you read.

Step 7. Write a summary about what
“ ?” If not,
Step 8. Read your summary. Ask yourself— Is the summary clear?” lf no

rewrite your summary. oty o
s clear. Rewrite yo

if it i
Step 9. Ask a friend to read the summary and tell you if1
summary (if necessary)-

Note. Based on Nelson, Smith, and Dodd (1992)-
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hown in Table 11.3 are aimed at generation (f :
sho

i directed toward clarification (?f the text Summary, The Tary
material, while the ninth s directe e the main idea and important informatioy,
eration” steps identify and Org:,mlzﬂwhat is the main idea?” and write j dowp T
first step students ask themse.l\.es,“l in ideas. Students must be taught how o idemiixts
vary in the explicitness of th:lr “;m idea is the central theme; all the other ideas ¢ 3’ a
main idea and its purpose. dr:x;ts are prompted to ask themselves “Whgt imporhp-
port this main one. N?xt, stzt the main idea?” and to write down the importan poi‘n ftlt
things did t.he wntsre S;i’uad :nts are thereby taught to identify supporting ideas, Whic}i
that the wr;:er ;:vel(; the main idea. The importance of information is determineg by
o i ert its exclision would weaken the statement of the main idea.
whet;\lir oriEOS t; 3, students are prompted to go back and check to make syre t
understeoll;d whaft}{e main idea was and the importar'lt poi‘n.ts that the wr‘iteT m
step is to ensure that students check over what they ld?“tlﬁed as the main idea and e
supporting details. Through checking, students e § fmc.i that they did not have clear
notion of what the main idea was, or that the supporting ideas do not SUpport what they
thought was the main idea. At this point they may need tf) go back fand restate the majp
idea. Step 4 prompts students to ask themselves “What is the topic that I am going to
write about?” and to write a topic sentence for their summary. Students are instrycteg
on how to create a topic sentence. Topic sentence main
idea in the form of a complete sentence. In Ste I sup-
porting ideas by asking themselves and by putting 5
I next to the idea they want to be fi 0 be second, ang

Eight of the nine steps

hat they
ade, This

s are merely a restatement of the
p 5 students are taught to rank thei
“How should I group my ideas?”

unnecessary ideas.
In Step 6, students are

summary and ask themselves, “Ig clear?” and rewrite the summary (if
hecessary). Students need to determs ir summary is an accurate
fepresentation of the text, and wh it hi
the final step,

them if there is anything that is n

ot clear. This peer review
to ensure the clarit

Process is an additional step
y of the students’ summaries.

IMPLEMENTATION PLANS

In this section we provide

examples from various stages of im
the reading comprehensio

: ; Plementation plans for
N strategies previously mentioned,
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Question Generation: Developing and Activating

:f:cgkagrOund Knowledge

h (eaching the strategy, it is necessary to evaluate students’ background know]
21 . AceEQ g .
Pri Formal Of informal assessments can be used to determine what skills students
4 what skills may be lacking; doing a task breakdown will provide the infor-

sess an ;
)5 fying the skills necessary to successfully complete the strategy (Table

mation for identl

114).

stage 2 for Graphic/Semantic Organizers: Discussing the Strategy

This is the first stage in initiating strategy instruction when it is important to stress its
relevance. During an initial conference the teacher discusses students’ current perfor-
mance. In order for students to be successful and able to self-regulate the strategy, they
need to make a commitment to use the strategy; they need to “buy into” the value of the

strategy. Thus it is important for the teacher to stress this value. Brainstorm situations

TABLE 11.4. Sample Task Breakdown for Question-Generation Strategy

Strategy Skills Assessment
Basic skills Ability to read at the ~ Students are given an assessment to
level of text presented  determine appropriate independent
reading levels.

Ability to write Given an informal assessment,
students are asked to produce
complete sentences.

Self-monitoring
“How well did I identify ~ Ability to pick out Provide students with a written
important information?”  important information  text, require them to pick out the

Ability to critique important information, and check to

o i see how well they thought they did.
own work
“"How well did I link Knowledge of linking Administer an informal assessment

information together?”

“How well could I
answer my question?”

“Did my ‘think’
Question use different
language from the text?”

words and how to use
them

Knowledge of how
to answer a question
completely

Knowledge of “think”
questions

“Did I use good signal ~ Knowledge of signal
%?” words

on linking words and usage.

Administer an informal assessment
on answering sentences completely.

Students are asked to define “think”
questions and to provide an example.

s are asked to list signal

t
ket o explain their purpose.

words and t
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: iven task acc is i

herein using this strategy or completing g etk - ﬁately. '* Mportap For
" Lre1 the following might be appropriate brainstorming ideas in Tesponge ¢, b
exa“:? X “When would it be important for you to read and understand text?": ;
question

e For a test

¢ For an assignment .

¢ To make an informed decision '

¢ To learn more about something of interest
* To assemble something

¢ To operate equipment

As a last resort the teacher can use a behavioral contract, whereby the stuqg
the strategy and receives reinforcement for his or her effort.
A sample script for “selling” the strategy follows.

ent trieg

“This year we are doing a lot of reading! Sometimes it is a little difficult to keep
everything straight. When we take our comprehension test, sometimes your men.
ory of what was read is not too clear. Let’s take a look at some of tests that we took
this quarter. You really did a nice job [point out the positives]. However, if I look at
the questions, there are some that aren’t answered completely, and some that you
just didn't seem to be too sure about. Earlier we mentioned that it is important to e
able to read and comprehend text for assignments or for learning more about some-
thing. It appears that we could improve on this. Part of the reason you are having
trouble is that no one ever taught you the tricks of how to r

ead and comprehend
text. The good news is that I have a trick to teach you that can really help you with

Stgdents need to “buy into” the value of using a strategy before you can move on. In
this stage we also introduce the strategy steps and any prompts that will be given (see
Table 11.2).

Stage 3 for Summarization: Modeling the Strategy

Here is an example of 4 think-aloud for 4 summarization strategy.

' ; Use my Summary Writing
Guide to help me P me remember what I've
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ok st goes! First, | n;:u@ft thinlf fo mysc'lf, ‘What is the main idea?” OK,
red .w at pecause the whole »utmq was about invertebrates in the sea, and the
(kno% . ds. But what was the main idea? T think the main idea was that there
diffef?;;ions of different kinds of animals in the sea, and that they can be divided
v ’T}:rec groups: (1) plan.ktnn, (2) bvn'thos, a.nd (3) nekton. OK; on to Step 2. I need
ink to myself, ‘What important things did the writer say about the main idea?’
o thi e down the important things the writer said.
and YO K 1 already identified what I think is the main idea, and now I need to
Wn some of the important things that the writer said about invertebrates
a. 1 know that [ need to fif\d the important ideas in the reading so I can
sup port my main idea, .ar\d that wm.holp me remember better. Well, let’s see . . .
the author divided thcj invertebrates into three categories: plankton, benthos, and
qekton. That's pretty 11T1p()rtant because e'verything else follows those three cat-
egories. If 1 didn't me.ntmn them, l wouldn. t be able put the rest of the information
into the right categories, and that’s pretty important. OK, what else? Plankton live
near the surface of the water, benthos live deep down on the seabed, and nektons
gwim between the top and bottom layers. Let’s see, there are two kinds of plank-
ton that live in the sea: (1) phytoplankton—plants, and (2) zooplankton—animals.
Wow, some jellyfish are nearly 80 inches wide! That’s cool, I'm going to write that

write do
in the s€

down.

“Whew, this is going pretty well! I remember most everything that I read and
own! This should really help me answer questions tomor-
row, and when it comes to the test 1 will be able to look at my summary to help
me study! OK, what else? Let’s see, I've talked about plankton, hmm . ... OK, now
nekton. That's what's mentioned next in the text. I'm just going though the text and
picking out the important details, and I don't want to miss any, so I will just start at
the beginning and stop at the end. OK, nekton; what about nekton? Most of them
are vertebrates, but not all—squid and octopus are nektons, but they are inverte-
brates. Last category, benthos; what about benthos? I already know that the:'y live
at the bottom of the sea. What else? OK, some benthos are animals that stay in one
place (like coral), and some walk or crawl on the sea floor. Wow, I'm all done, that

wasn't difficult at all!
i o Step 3? Oh, yeah, I go back and check to

“Let's see, that was Step 2, what is : '
make sure I understood what the main idea was and the Jr.nportant thmgs the
writer said about this topic. OK, I do understand the m‘ain 1dea, and the lmfotr'-
tant things. Good! What's next? Step 4: OK, I need to write a tO[?lC sentence. :dz
see, we talked about topic sentences in class. 1 k'now that a topic sent:ex:;ztn; >
to express the main idea, and all the jmportant 1d'eas needl to S‘ipg::te e lire
sentence. Hmm, how can I say that? Well, I could just say, In‘l’ert e A
in the sea can be classified in three different categones..t Ti\::‘ Z u;: :;dd th; pedes
my important details support that? Kind of, but not qu;‘h&at i e g
S eategorias of plankton, et AR lassified in three different
topic sentence. “Invertebrates that live in the sea can be Cs as B ouping my ddses
categories: plankton, benthos, and nekton.” Great! Ngw tep 5 &

OK, I'm going to rank them 1,2,3... that looks good.

everything that I wrote d
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o important information to see if | Jeft anythin
orifl neeq to ta ‘r.t(ion but do I have anything that is unnece§sary? Yeah, | thiny
important mtorrl:laUt th,e jellyfish is unnecessary; it’s cool, but it doesn’t really fur.
S statementha ) ain idea. OK, good. Step 7—'Write a summary aboyt what you
g ?evel?r]; tt ivr:s easy; I just rewrote my topic sentence and put my imP(>r£ant
:it::llls ir;to cimplete sentences. Step 8,. [ read my Sumlm‘a‘r}’ and it sour'1ds Prett
‘d [ don't think I need to rewrite it. Step 9, ask a C assmate' to read it; 1) have
GRs sod it. She knows a lot about science. Wow, Maci thought it was goog; Thatg
gﬁz;lt'rel-"?n cli;me, and I remember all the important parts of the reading, Tj,

€ sum.
marization strategy really helped!”
Stage 4 for SCROL: Memorizing the Strategy
Memorizing the strategy is extremely important! As a student once said, “f you cant

remember it, you can’t use it” (Harris, personal communication, 2005). 'We .want the sty.
dents to focus on the task and not on the steps of the'st'r(:ategy. Memorization alsg frees
up working memory. The specific memorization activities themselve§ ailr_e npt Critical.
There are many appropriate activities. The important aspects of the activities i whether
or not they facilitate memorization. You will need to plan and prepare the memoriza-
tion activities and monitor their effectiveness. Many strategies use acronyms that can
help students memorize the strategy (e.g,, SCROL); however, students must be able to
do more than simply name the steps. They must know and understand what must be
done at each step of the strategy. For example, to memorize SCROL, students might pair

up. Then one student can give the letter (e.g., S) and the other state the step and what
must be done.

Stage 5 for Question-Answer Relationship:
Supporting the Strategy

Scaffolding is important in this stage. With scaffolding it is possible to gradually trans-

fer strategy performance from teacher to student. Students need to be given adequate
time and support to master the strategy.

Content Scaffolding

ple passage to read. The teacher and students then go over
the passage and the comprehension

: questions at the end of the passage. Together they
determine \'Nhat type of QAR each comprehension question represents and answer
those questions on the appropriate line. The teacher directs the process, and the stu-
dents'prowde ANSwers to teacher-directed questions (i.e,, “What type of QAR does this
question represent? [ the information foung directly in one sentence of the text? Do

you need to look m more than one sentence or paragraph to find the answer? Is this 2
question that requires you to think on your own?”),
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o ScaffOIding

a :

: taught on¢ question-answer relationship at a tim
“lc g

tsa ,
Sf“det? 1 text to answer “right there” questions, i
i 2 ‘(,‘

lﬂ t t(\xt “) a [\A‘M”_\r thlnk al d 5€a ('h" qu(‘-.ti”n ) ’:in |” I ni X 5 t(: l”(. t” o "
S 5. « y, student: are t;
{ dughl h“W t()

mm:e‘ ¢ information in text to answer “on my own” questions

e puring collaborative PmCt.icc, the teacher prompts stud:::t: to use thej

eg0rie® . an'swcr Comhprt h:‘j;’"““ ql"‘t“(“’nh‘. The teacher demonstrates t;:.fr Q‘:\R ot
AR categories though BIRQECs & In \"'Ubquuvnt lessons the teacher asks th i
o fill in the Q{\R categories i‘nd dL"Scrlbo how they knew which ('(110,;;,;‘ th(: btlldc,m"’
rl’P“’semed' Finally, student’s are given comprehension questions and thzj Q,:]? U.,(’Stl()n
cies and expected to determine the category and to answer the questions corrm«t(';tcg()-

- First, they are taught to

Material Scaffolding

Students are given a QAR prompt card (Figure 114) to use with the comprehensi
questions at the end of each reading passage given. Initially, this prompt Erf ff‘slon
uide to remind students of the question-answer relationships and h()Fv,v ;}.1 vcs a.? a
ionships can help them answer comprehension questions. Students are given ‘r’::l:c ;:-
opportunities to practice using their QAR strategy until they are able to do so inde lfn?
dently and to successfully answer comprehension questions. ‘ p

QAR Helper

What type of question is this?

RIGHT THERE

Can the information be found in one sentence of the text?

THINK AND SEARCH
Can the information be
sentences or paragraphs in the
to put the information together?

found in two or morée of the
text? Does it require me

ON MY OWN .
Does this question require me t0 use

knowledge of the subject?

scaffolding example.

my background

FIGURE 11.4. QAR
tby The Guilford Press.

Copyrigh
o gsonal use only (see cOpy~

From Robert Rei : ' ¥ A d Jessica L ;
t Reid, Torri Ortiz Lienemant an s ook for pers c :
e purct:s:er:;:::fsthis figure from wwwguilford.com/reid

Permission to . :
rigd photocopy this figure 15 8

t page for details). Purchasers can download a 118
forms, : ‘
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Stage 6 for Summarization: Independent Performance

At this stage the student is ready to use the strategy 1rll(dependently. The te?fcher’s maiy
task is to monitor the student’s performance ar.1d Ch'ecd (})]n tprOper afld COnS‘xst‘ent lse
the strategy. However, it is important to keep in m;\n ht at our In;m goal is mproye,
academic performance. Teachers must evaluate w 'et er or not the s'trat.egy is being
used and whether or not academic performance'has 1mpro'ved. Generahz'atlon may ¢,
be a concern. Students will not always generalize strategies to aPPrt?pflfite Sifuationsl.
they will need to be prompted and encouraged to do so. Note that actl.vmes 0 promgy,
generalization should occur very early in the process. for example, in the discusgjqy,
stage (Stage 2) teachers and students typically list situations where a Strategy coyjg or
should be used.

To promote generalization, students should be en
in other content areas when they are required to read.
informed about the use of the strategy, the language, the p
at each step. All team teachers should be given a wall cha
a reminder for students to use the Summary Writing Guj

Students should be assessed regularly using the co

couraged to use the Strate
All team teachers should pe

rompts, and what ig requireq

rt to hang up in theijr room ag

de strategy when appropriate,
mprehension questions a¢ the

reached the independent performange
stage, they should be monitored to ensure proper use of the strategy. If students deviate
from the given Summarization strategy, perfo

rmance should be evaluated, but action
should be taken only if performance is no longer improving,

FINAL THOUGHTS




