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ABSTRACT
The importance of differentiating reading instruction to meet the needs of students who have
various abilities and interests has been given a lot of attention lately. Researchers have been
trying to use the readers’ workshop as an instructional approach that would differentiate reading
instruction to meet the needs of all students. Therefore, this research study aims to analyze the
effects of the implementation of the readers’ workshop on students’ reading levels and
comprehension skills in a first grade mixed-ability classroom. The instruments used in this study
are running records and reading continuums that are used at the beginning and at the end of the
academic year, teacher’s professional notebook and notes from the guided reading sessions and
teacher-student conferences. The results of the study showed that the readers’ workshop that was
used as a differentiated reading approach improved students’ reading levels and comprehension
skills. Further longitudinal studies that would determine the long-term results of the
implementation of the readers’ workshop on students’ reading achievement should be conducted

in Lebanese schools.
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CHAPTER1

Introduction

Most educators expect their students to learn how to read and become proficient and
confident readers. Research studies were conducted in different places to study the best
instructional practices that enable students to achieve the goal of becoming effective readers.
However, the findings of these studies reveal to us that, in general, attitudes towards reading and
writing become negative in both the elementary and higher classes. One of the reasons behind
these findings is that children learn to read in different ways and various levels of speed. Pettig
(2000) noted that literacy teachers are facing overwhelming concerns to meet the needs of
students who have different individual needs. Therefore, faced with the challenge to motivate a
diverse student population, good teachers need innovative instructional approaches appropriate
to different needs. Tomlinson (1999) suggested that literacy teachers need to slowly change from
the one-size-fits-all model and create a differentiated reading approach to provide quality reading
opportunities to fit different students’ needs. Therefore, to find a solution to this problem and
provide readers with appropriate and meaningful opportunities for literacy learning, Miller
{2002), Nesheim and Taylor (2001) and Taberski (2000) proposed the implementation of the

readers’ workshop in the classrooms.

The readers’ workshop is a student-centered approach fo teaching reading. [t allows
learners to be actively involved in the process of learning how to read at their own levels, The
readers’” workshop uses various teaching methods to achieve the objectives of preparing self-
disciplined readers who use various reading strategies to understand the texts. In a readers’

workshop, students learn techniques that the teacher has modeled and apply these techniques in

their own reading to achieve their reading goals. This way, students recognize that all of them are
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valued as readers in this nurturing environment of a readers’ workshop, regardless of their
reading levels. In this study, the researcher explored the effects of the implementation of the
readers’ workshop on students’ reading achievement in a first grade mixed-ability classroom in a
private school in Beirut.
Statement of the Problem

One of the most challenging questions in the field of education is how to improve the
reading performance of elementary students. The use of basal readers and other traditional
methods of teaching reading has failed to prepare proficient readers (Herron, 2008; Lause, 2004;
Taberski, 2000; Weaver, 2000). As a result, there is a need to find a new reading approach that
will enhance students’ reading levels as well as their comprehenston skills.
Research Topic and Questions

The topic of this research is the effect of the implementation of the readers’ workshop on
students’ reading achievement in a first grade mixed-ability classroom in a private school in
Beirut. The research questions that the researcher is investigating are the following:

[} How does the implementation of the readers’ workshop improve students’ reading levels
1n a first grade mixed-ability classroom?

2} How does the implementation of the readers’ workshop enhance students’ comprehension

skills in a first grade mixed-ability classroom?

Purpose of the Study

The purpose of this study is to determine the effect of the implementation of the readers’

workshop on students’ reading levels and comprehension skills in a first grade mixed-ability

classroom.
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Rationale and Significance of the Study

This research study aims at revealing to educators and principals the influence of
implementing the readers’ workshop on elementary students with various academic abilities and
readiness levels. Therefore, the results should guide educators to determine how the use of a
differentiated reading approach, which is the reader’s workshop, helps students with different
levels achieve improved reading skills at the end of the academic year.
Hypothesis

The use of the readers’ workshop in a first grade mixed-ability classroom will result in
improving students’ reading levels and comprehension skills as measured by running records and
reading continuums.
Dependent and Independent Variables

The independent variable in this study is the use of the readers’ workshop with first grade
elementary students. The dependent variables are the students’ reading Ievels and comprehension
skills.
Operational Definitions

Readers” workshop- 1s a student-centered approach for reading instruction, in which

students learn reading strategies through short minilessons and apply them in their own reading

time (Nesheim & Taylor, 2000)
Differentiated instruction- is a teaching approach that caters for the different needs of
diverse students. Taking into consideration students’ interests, readiness and learning profiles,

teachers differentiate three instructional elements: content, process and product (Tomlinson,

1999).
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Reading level- refers to a gradient of difficulty in reading that is associated with alphabet
letters (from A to Z). Books at level A are the easiest in terms of content and length of the
sentences. Every succeeding alphabet letter implies increasing difficulty. At more advanced
levels (M — Z), there 1s additional variety of genre and format (Fountas & Pinnell, 1999).

Reading strategy- is a sclection of decoding strategies that assist the reader in tackling
difficult words while reading a text and include using picture cues, chunking a word into smal}er
units, sounding out a word and noting patterns in a text (Baskwill & Whitman, 1997; Taberski,
2000).

Comprehension strategy- refers to the critical thinking strategies that readers use while
reading and include building schema, inferring, synthesizing, using mental images and predicting
(Keene & Zimmermann, 1997; Miller, 2002)

Reading continuum- is a visual interpretation of students’ literacy growth using
descriptors to show the developmental stages of readmg. It focuses on what readers can do by
positively stating the reading behaviors. It also shows that the act of reading is a complex process
that evolves with time in a developmental progression (Campbell Hill, 2001).

Running record- represents a written form of a book that is used for assessment purposes.

It allows the teacher to monitor the student’s reading performance while he/she 1s reading from a

book (Fountas & Pinnell, 1999).
Summary

The purpose of this research study was to analyze the effect of the implementation of the
readers’ workshop on students’ reading levels and comprehension skills in a first grade mixed-

ability classroom. The following chapter will report the literature related to the reading process

in general and a detailed description of the structure of the readers’ workshop.
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CHAPTER II
Literature Review

This chapter examines related literature that discusses the role of the readers’ workshop
i helping students improve their reading achievement. The first section explores the reading
process, the historical background on reading instruction and the needs for a differentiated
reading approach that would cater for the diverse needs and abilities of different students in
elementary classrooms. The second section of the chapter explores the structure and the elements
of the readers’ workshop which presents a differentiated approach in teaching reading. Finally,
the chapter ends by suggesting a list of reading and comprehension strategies and exploring the
different assessment tools that are used to measure students’ growth in their reading and
comprehension levels.
The Reading Process

Although there is not a common agreed-upon definition of reading, Rubin (1993) offered
a general definition of the process of reading that includes the reader with the text: “Reading is a
complex, dynamic process that involves the bringing of meaning to and the getting of meaning
from the printed page” (p.5). In other words, readers use their background knowledge and

experiences to decode words and make meaning from the text. According to Tankersley (2003),

the process of reading is an integrated whole that includes several skills such as phonics and
decoding, fluency, word recognition, comprehension and higher-order thinking. She explained
that “the sum of these pieces is a tapestry that good readers use on a day-to-day basis to process
text in their world” (p. 2). Baskwill & Whitman (1997} added that reading is an extremely

complex problem-solving experience. It involves students being engaged in what they read and

able to use prior knowledge and background in order to construct meaning from the text. They




Readers’ Workshop 6

are active agents who are willing to learn and assume responsibility for their own growth in
learning (Taberski, 2000).

Educational research proves that a child who does not master the reading basics at an
early age is unlikely to learn it later on and will probably not succeed in other school subjects.
Actually, the main cause of low-performing schools in general is the low reading achievement
that leads to the loss of the parents’ confidence in schools (Moats, 1999). Therefore, the most
important role of primary grades at the elementary level is to teach students how to become
proficient readers.

Historical Background on Teaching Reading

According to Weaver (2000), teaching reading has dramatically evolved during the past
15 years. It began first with the phonics approach in which students learn how to sound out and
spell the letters in the words. Although this alphabetic approach has become out of fashion, it
still has several supporters who believe it is the best sensible approach in teaching reading
(Allington & Cunningham, 1996; Rubin, 1993; Tankersley, 2003).

A second commonly used approach is the basal readers approach (Allington &
Cunningham, 1996; Fountas & Pinnell, 1999; Rubin, 1993; Weaver, 2000). These basal readers

are based on the belief that readers need to learn words first before starting to read with fluency

and comprehension (Herron, 2008). They include stories of gradually increasmg difficulty and
emphasize the role of the teacher in leading the reading instruction (Allington & Cunningham,
1996).

A third approach which has been popular in the U.S. in the late eighties 1s the language

experience/writing approach. It stresses on the belief that the best materials for teaching children

to read are their own writings and their friends’ writings. In other words, the stories that students
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write are selected as the materials needed to teach them reading (Allington & Cunningham,
1996).

Although these three approaches were successful in teaching readers how to decode
words quickly, students usually did not understand what they read (Kilgore, Griftin, Sindelar &
Webb; 2002). Keene & Zimmerman {1997) also added that several teachers used to believe that
reading instruction involved working with the visible or audible rather than the cognitive and
comprehensive aspects of reading. Unfortunately, this is prohibiting students from becoming
proficient, engaged and critical readers. Taberski (2000) compared teaching a student to rely on
visual cues only without making meaning to asking him “to read with one hand tied behind his
back” (p. 63). Fortunately, with the efforts of various educators including Vygotsky and Clay,
teachers started to perceive that the act of reading is highly complex and includes other strategies
to derive meaning from print (Weaver, 2000).

Need for Differentiation

According to Herron (2008), students start school eager to learn and excited about the
fact that they will become good readers. However, most of them struggle with reading. Since
reading is an important element to succeed in school, poor readers lose their motivation and fail

various subjects (Pettig, 2000; Shevin 2008). Herron {2008) noted that “Students who are not at

least moderately fluent in reading by third grade are unlikely to graduate from high school” (p.
77). Lause (2004) pointed out that 65% of students do not see themselves as readers and have
stopped reading for pleasure. Statistics in some research studies pointed out that 20% of
elementary students have severe reading problems nationwide from one hand and do not have

enough fluency in reading to enjoy reading independently from another hand (Moats, 1999). All

of these problems at school have made educators think about alternative methods to meet the
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needs of all learners with differences in backgrounds, personalities and interests. One of these
methods, according to Tomlinson (1999), is differentiated instruction.

As the primary researcher in this field, Tomlinson (1999) noted that differentiated
instruction was the most practical strategy to meet the diverse needs of students in a
heterogeneous classroom. Tomlinson {1999) defined the term differentiation aé “A way of
thinking about teaching and learning that advocates beginning where individuals are rather than
with a prescribed plan of action, which ignores students’ readiness, interest and learning profile”
(p. 108). She explained that educators should reevaluate their teaching practices. Students in
general have a broad range of personalities, interests, skills and educational experiences.
Therefore, instead of assuming that these diverse children must fit into the school’s agenda,
teachers have to adjust the curriculum and instruction to meet all students’ needs (Tomlinson,
1999, 2000). Moreover, Pettig (2000) stated that differentiated classrooms cater for the different
needs of students more than the one-size-fits-all classrooms in which all students learn the same
material at the same level of complexity.

In her books, Tomlinson (1999, 2000) listed the drawbacks of traditional instruction and

the benefits of differentiation. In a traditional classroom, the teacher expects that all students

have the same levels and abilities and that they will meet the instructional objectives at the same

time and with the same process. Unfortunately, this will result in a class full of puzzled
struggling students and bored advanced learners. This way, the advanced learners who are not
well challenged in classes might turn into mentally lazy people. Differentiated instruction
challenges these students’ abilities by enabling them to work at higher levels of learning.

Struggling students, who are usually neglected in traditional classrooms, benefit largely from

differentiation. These students become more motivated to achieve because they are given the
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opportunity to learn progressively new things that they used to think were too hard (Tomlinson,
2001).

One specific differentiation strategy that was proven to be extremely effective in literacy
classrooms was the readers’® workshop (Keene & Zimmermann, 1997; Lause, 2004; Miller, 2002;
Neshemm & Taylor, 2000, 2001; Taberski, 2000).

The Readers’ Workshop Approach

According to Nesheim and Taylor (2000), the readers” workshop is considered to be a
student-centered approach rather than a teacher-centered approach to teaching reading. They also
added that within the safe classroom environment in a readers’ workshop, students perceive that
all readers are valued regardless of their levels of reading. Taberski (2000) explained that the
readers’ workshop evolved as a reaction to the enormous amount of time that students spent on
reading books that were either too easy or too difficult. The readers’ workshop uses teaching
techniques that prepare self-disciplined readers who are motivated to read because of areal
interest (Lause, 2004). Nesheim and Taylor (2001) explained that a readers’ workshop presents a
structured literacy community where students are given choices and individual time to read and
opportunities to react to what they read.

The Structure of the Readers’ Workshop

The readers’ workshop is an essential element of a balanced literacy program. The daily
structure of the reader’s workshop includes four parts which are a first independent self-selected
reading time, a short whole group minilesson, a second independent reading time with guided

reading and/or reading confercnces, and a reading share (Keene & Zimmermann, 1997; Miller,

2002; Nesheim & Taylor, 2000, 2001 ; Taberski, 2000).
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First Independent Self-Selected Reading Time

The readers’ workshop begins with the first ten minutes of independent self-selected
reading time in which students are given the freedom to read books from any reading level and
from any genre (Keene & Zimmermann, 1997; Miller, 2002; Rubin, 1993; Taberski, 2000). They
can select books that are either at, above or below their independent reading levels. On one hand,
when children choose books beyond their reading levels, they just enjoy the illustrations and read
whatever they can. On the other hand, several children choose books that are below their reading
levels because these easy books would be rhyming or predictable books, poem books or even
books with capturing illustrations. It is as if they take advantage of this first independent reading
time to warm-up for the more challenging books that th;y will read during the second
independent reading time (Taberski, 2000). The reason behind this freedom of choice in
selecting books is to allow readers to browse and savor different types of books and enjoy
reading them even if they are too difficult or too easy (Miller, 2002; Taberski, 2000).

Minilessons

The second part in a readers’ workshop starts with students gathering around the teacher
for a ten minutes whole-group short minilesson (Miller, 2002; Nesheim & Taylor, 2000, 2001;

Taberski, 2000). At the beginning of the minilesson, the teacher explicitly presents the teaching

point or strategy to be learned and then models clearly what he/she wants students to do as -
strategic readers. According to Nesheim and Taylor (2000), minilessons are usually short,
specific and presented in a manner that is meaningful to readers’ needs. They give students an
opportunity to observe how readers take risks, tackle difficult words and use strategies when

needed. Atwell (1987) suggested that minilessons can be divided info three areas: procedures

(e.g. doing a small group share, learning how to read aloud for listeners), literary (e.g., learning
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about characteristics of different book genres, analyzing both characters’ traits and feelings in the
text) and strategy and skill (e.g., making inferences, predicting and tackling difficult words). At
the end, the teacher connects the minilesson to other ones from previous days and to students’
lives as developing readers. This way, he/she will make sure that some students will apply the
minilesson in their independent reading time and that it will stay in all students’ ongoing reading
repertoire (Miller, 2002).

According to Taberski (2000), reading books aloud can sometimes serve as a foundation
for the reading minilesson. Teachers can choose read-aloud books to model the use of reading
and comprehension strategies that demonstrate proficient and engaged reading behaviors.
Moreover, Miller (2002) added that, besides enabling the teacher to demonstrate fluency and
reading strategies in front of students, the read-aloud also helps children to learn how to create
meaning through think-alouds. Also, Taberski (2000) explained that in addition to creating a
chance for teachers to model fluent reading behaviors, the read-aloud exposes students to
vocabulary, text structures and comprehension strategies that they can use during their second
independent reading time. Readers learn how {o observe a book’s cover and illustrations, how to
add dramatic voice effects to the reading and how to think aloud (Nesheim & Taylor, 2001). The

read-aloud is also a time when students receive instruction that helps them talk well about books

with a partner and within whole class conversations. Therefore, in addition to modeling the work

of proficient, fluent and engaged readers during the read-aloud time, the teacher also models to

children how to have accountable conversations about books (Lause, 2004; Miller, 2002).
Second Independent Reading Time with Guided Reading and/or Reading Conferences

After the minilesson, students read quietly for 30 minutes just-right books that

correspond to their reading levels while the teacher moves around the classroom, conferring with
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individuals (Keene & Zimmermenn, 1997; Miller, 2002; Taberski, 2000). Based on students’
reading readiness levels, students are given leveled books that range from A to Z and that they
can read with 96% of accuracy, fluency and comprehension (Teachers College Reading and
Writing Project). Fountas and Pinnell (1999) explained that teaching students to become
effective readers requires matching them with texts that present the exact level of support and
challenge because they will be engaged in successful processing in reading. Actually, teachers
must work hard to match students with just-right books that continually challenge them during
their independent reading time (Taberski, 2000; Tankersley, 2003). In fact, when children are not
given the right books to read, then their reading time will be less effective. During the second
independent reading time, readers are supposed to use all the reading and comprehension
strategies that they have been exposed to in previous minilessons to tackle difficult words and
comprehend the texts in their hands.

To monitor students’ improvement in reading and learn more about them as readers, the
teacher confers with readers individually and takes notes of his/her observations as part of the
ongoing assessment (Keene & Zimmermann, 1997; Miller, 2002; Taberski, 2000). Conferences
allow teachers to have a chance to meet with individuals to assess the reading progress, offer

guidance if needed, and match them with new books (Taberski, 2000). The teacher also evaluates

the strategies that the student is using when facing difficult words, evaluates his/her reading
fluency in decoding and asks comprehension strategies to assess his/her comprehension level
(Keene, 2008; Miller, 2002; Taberski, 2000). It is important for teachers to focus on the student

and the reading strategies that he/she is using rather than on the text during a reading conference.

In other words, the aim is to instruct the reader and not the reading by directing students to use
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reading and comprehension strategies that can be applied in other different texts (Taberski,
2000).

The teacher can also conduct a guided reading group during students’ second independent
reading time (Browning Schulman & Dacruz Payne; 2000; Fountas & Pinnell, 1999; Pinnell,
1999; Taberski, 2000). He/she groups three to six readers who are reading books at the same
levels of difficulty and have similar reading needs to work on one specific strategy. Usually, the
book that the teacher chooses for guided reading is at the student’s instructional reading level. In
other words, the student’s level of accuracy, fluency and comprehension when reading this book
is less than 96% (Teachers College Reading and Writing Project). At the beginning of the guided
reading lesson, the teacher introduces the book to students with a picture walk. The teacher then
sets a purpose for the session by directly teaching the specific strategy that students will use
during the lesson. When students start reading their books quietly on their own, the teacher
moves from one child to another to check fluency and error patterns and to coach them in using
different reading strategies when they encounter difficulties. The teacher also writes down
his/her anecdotal notes on each student at this time. When students finish reading their books,
they reflect as a group on their feedback concerning the difficulties that they found in the books

and review the reading strategy of the session. Usually, a guided reading lesson takes 15 to 20

minutes {Browning Schulman & Dacruz Payne, 2000; Taberski, 2000).

Reading Share

At the end of the workshop, the students gather around the meeting area again to share
for the last five minutes different ways that they used the minilesson into their reading time and

their new discoveries or questions (Keene & Zimmermann, 1997; Miller, 2002; Taberski, 2000).

The students usually reveal first what they learned about themselves as readers on that day and
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second the reading and comprehension strategies that worked well with them (Taberski, 2000).
The children answer these questions either as a whole group or in pairs. This daily reading share
almost operates as a separate and shorter minilesson. It enables students to hear what strategies
worked well with their classmates and to leam from each other (Taberski, 2000). The teacher
might also highlight a specific conference in which he/she observed a certain student performing
an effective reading work that deserves to be shared with the other students. (Nesheim & Taylor,
2000). |

The sequence of the readers’ workshop from the first independent self-selected reading to
the minilesson and/or read-aloud, to the second independent reading time with guided reading
and reading conferences to the reading share at the end offers a meaningful daily structure that
gives students time to practice reading and chances for reflection and response.
Reading and Comprehension Strategies

Reading and comprehension strategies help students become effective readers. According
to Tankersley (2003), effective readers are able to use decoding skills to quickly identify difficult
words that they find while reading, Moreover, effective readers use their background knowledge
to make logical inferences from the text and also apply both comprehension monitoring

strategies and their awareness of spelling patterns to pronounce words in their texts to increase

comprehension. In other words, effective readers analyze and think about what they read while
decoding and pronouncing the words in the text. Therefore, it is important for students to possess
a repertoire of reading and comprehension strategies to figure out unfamiliar words, understand
and construct meaning from the text (Baskwill & Whitman, 1997).

The following represents a list of reading strategies that can be taught to students to help

them in decoding difficult words that they might encounter in their reading.
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1. use picture cues to predict the story and words (Baskwill & Whitman, 1997; Miller, 2002;
Taberski, 2000).

2. sound out the word (Baskwill & Whitman, 1997; Keene & Zimmermann, 1997)

3. point and slide (Keene & Zimmermann, 1997; Miller, 2002)

4. note patterns in text (Taberski, 2000)

5. note small familiar words in a big word (Baskwill & Whitman, 1597; Miller, 2002)

6. attend to graphophonic cues, especially the nitial and end letters (Keene & Zimmermann,
1997, Taberski, 2000}

7. look through the word to the end (Taberski, 2000)

8. make connections between word families (Baskwill & Whitman, 1997)

9. look for a familiar spelling pattern (Taberski, 2000)

10. use meaning, structure and graphophonic cues in combination to see if the word makes
sense, if letters match and if it sounds like language (Browning Schulman & Dacruz
Payne, 2000; Keene & Zimmermann, 1997; Miller, 2002; Taberski, 2000).

11. chunk the word into phrases (Miller, 2002; Taberski, 2000)

12. take the ending (e.g., “ing” or “ed”) off and try the word (Taberski, 2000)

13. reread (Baskwill & Whitman, 1997; Keene & Zimmermann, 1997)

14. skip and come back (Baskwill & Whitman, 1997; Miller, 2002; Taberski, 2000)

15. monitor, cross-check and self-correct (Browning Schulman & Dacruz Payne, 2000;
Taberski, 2000; Tankersley, 2003).
According to Baskwill & Whitman (1997), decoding difficult words is only the tip of the

reading process. Actually, the deep understanding of the text is the most essential component

because it turns reading into a meaningful experience for readers. Tankersley (2003) added that
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readers should understand that reading involves not only decoding unfamiliar words but also
making meaning from these words. Therefore, teaching comprehension strategies empowers
young students with the skills needed to be proficient readers.
The following presents a list of suggested comprehension strategies that could be tanght
in the primary grades.
1. brainstorm (Baskwill & Whitman, 1997)
2. make and confirm predictions (Baskwill & Whitman, 1997; Browning Schulman &
Dacruz Payne, 2000, Tankersley, 2003; Taberski, 2000).
3. stop to think (Keene & Zimmermann, 1997; Taberski, 2000)
4. reread to clarify meaning (Keene & Zimmermann, 1997; Taberski, 2000)
5. use graphic organizers such as story maps, character maps, Venn diagrams, “What I
knew/ What I know now” and “before and after” charts (Miller, 2002; Nesheim & Taylor,
2000, 2001; Rubin, 1993; Taberski, 2000; Tankersley, 2003)
6. use relevant prior knowledge or schema to make text-to-text, text-to-self and text-to-
world connections (Cunningham & Shagoury, 2005; Keene, 2008; Keene &
Zimmermann, 1997; Miller, 2002; Tankersley, 2003)

7. create mental images during and after reading (Cunningham & Shagoury, 2005; Keene,

2008; Keene & Zimmermann, 1997; Miller, 2002; Tankersley, 2003)

8. research, take notes and make data charts (Taberski, 2000)

9. make inferences (Cunningham & Shagoury, 2005; Keene, 2008; Keene & Zimmermann,
1997; Miller, 2002; Rubin, 1993; Tankersley, 2003)

10. ask questions to clarify meaning (Cunningham & Shagoury, 2005; Keene, 2008; Keene &

Zimmermann, 1997; Miller, 2002; Rubin, 1993; Tankersley, 2003)
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11. determine importance in text (Cunningham & Shagoury, 2005; Keene, 2008; Miller,
2002)
12. synthesize information (Cunningham & Shagoury, 2005; Keene, 2008; Keene &
Zimmermann, 1997; Miller, 2002; Tankersley, 2003)
13. summarize, sequence and retell story events (Keene & Zimmermann, 1997; Tankersley,
2003)
Reading Assessmenis
With the increase heterogeneity of students” populations in today’s classrooms,
traditional assessments needed to be adjusted (Tomlinson, 1999). In other words, since students
are learning differently based on their own readiness levels and abilities, end-of-unit quizzes and
summative tests are no longer effective tools that would continuously measure students’ growth
(Pettig, 2000; Tomlinson, 1999, 2000). Therefore, differentiated reading assessments are
extremely important to be used in mixed-ability classrooms.
Running Records
One of the most successful tools to assess students’ reading levels is the running record
(Fountas & Pinnell, 1999; Taberski, 2000; Teachers College Reading and Writing Project). A

running record of a child’s reading behavior is a fundamental instrument for recording what the

child does while reading. In other words, the teacher writes down everything the child says or
does while reading a text to interpret the reading strategies that the child uses successfully and
those that he/she needs help with (Fountas & Pinnell, 1999; Taberski, 2000). According to

Campbell Hill (2001), the most important change in teabhing reading for the last five yearé is the

increase use of running records in primary classes.
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Taberski (2000) points out that there are three advantages for recording and analyzing
numerous running records of students’ reading during the year. First, a running record becomes
an instrument for teaching rather than just a tool to communicate students’ rank in class.
Actually, when running records are administered constantly, they permit teachers to understand a
student’s pattern of errors. Second, taking different samples of students’ running rccord‘s allows
the teacher to get an accurate idea of a student’s reading. Third, counting errors on a student’s
running records and judging their level of accuracy will enable teachers to find appropriate books
for students at their current levels of reading.

While reading, students need to think about what makes sense (meaning cues), whether
words are pronounced like the standard English (structural cues) and whether their sound
decoding matches the letters in the words (visual cues). By taking a close look at the errors that
students have made and the nature of cues for self-correction, teachers will understand the
student’s success or need for help in using the cucing systems while reading. This will allow
teachers to have a clear perception on how to teach the student different ways to turn into a
strategic reader (Browning Schulman & Dacruz Payne, 2000; Campbell Hill, 2001; Taberski,
2000).

Observational Notes

Another effective assessment tool that teachers use to monitor students” behaviors and
progress while reading is writing down observational notes (Browning Schulman & Dacruz
Payne, 2000; Campbell Hill, 2001; Fountas & Pinnell, 1999; Taberski, 2000). The teacher can

record on his/her notebook brief comments about students that he/she is observing either during

students” independent reading time or during reading conferences.
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Recording observational notes as a tool to assess readers’ growth has several advantages.
From one hand, it allows the teacher to examine if students stay engaged while reading and to
check if they are able to select independently just-right books that correspond to their reading
levels. From another hand, it helps the teacher to keep track of students’ meaning, structural and
visual miscues during reading conferences in order to analyze their patterns and to check if the
reader self-corrects himself/herself (Taberski, 2000). It also enables the teacher to check if the
student is using the reading and comprehension strategies that were taught in previous
minilessons effectively while reading. With time, these observational notes will present an
informative profile of each student that will help the teacher to plan the next instructional actions
accordingly (Browning Schulman & Dacruz Payne, 2000).

Reading Continuums

According to Campbell Hill (2001), a reading continuum is best defined as “a visual
representation of literacy development using descriptors to depict the developmental stages of
learning” (p. 3). It illustrates the typical process that readers go through from kindergarten to
middle school. Campbell Hill (2001) added that continuums offer a practical method to connect
standards, curriculum and daily instructional lessons based on a constructivist approach of

teaching and learning. The reading continuum includes ten developmental stages which are

preconventional, emerging, developing, beginning, expanding, bridging, fluent, proficient,
connecting and independent stages. Each of these stages has seven to 15 descriptors that assess
specifically the students’ reading behaviors.

The reading continuum represents four essential concepts. First, it stresses what students

can do by reporting the descriptors positively. Second, it emphasizes what students learn and not

what is taught, which puts the student in the center of the learning process. Third, the reading
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stages are mainly estimations because although students’ reading behaviors might fall mostly
into one stage, they can stiil be strengthening one or two skills from the previous stage and
demonstrating evidence of other skills at the following stage. Finally, the continuum obviously
reflects that reading is a complex process. Literacy skills expand with time and extend on each
other in a developmental sequence. Therefore, the reason of using a continuum is to focus on
progress and growth that will enhance further learning (Campbell Hill, 2001).
Summary

Due to the diverse abilities and backgrounds of students’ populations in today’s
classrooms, teachers are acknowledging the need to respond appropriately by differentiating their
instruction. One example that illustrates a differentiated approach in teaching reading is the
readers” workshop. The structure of the readers’ workshop that includes a first independent self-
selected reading, a minilesson, a second independent reading time with guided reading and/or
reading conferences and a reading share at the end offers two advantages. First, it allows the
teachers to model explicitly to students the use of reading and comprehension strategies while
reading that help readers in decoding words and making meaning from the text. Second, it
enables students to read books at their own independent reading levels in which they can apply

these strategies to improve their reading achievement. The next chapter explores the design of

this action research including the setting, the participants and the instruments used to collect

data. It also presents the procedures that are taken to analyze the results of the study.
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CHAPTER I
Methodology
This chapter presents the design of a qualitative action research study that analyzes the
effects of the implementation of the readers’ workshop on students’ reading levels and
comprehension skills in a first grade mixed-ability classroom. The chapter introduces the setting,
the participants, the instruments used in the study and the actions followed to guarantee the
reliability and validity of the instruments. The chapter also explores the procedures taken to
collect data about the students and a descriptive explanation of the data analysis.
Setting
The study is conducted in a private school in Beirut. This private school offers an
American curriculum for Lebanese and international children and implements various
differentiation strategies in instruction to address the needs of different learners in all grade
levels. The school includes a pre-school, elementary, middle and high school departments with
almost 900 students in all. The reason for choosing this school in particular is because the
researcher is a teacher there.
Participants

Based on the research problem, the participants in this study are the 18 students in a first

grade mixed-ability classroom. These students have different nationalities: Lebanese, Japanese,
Malaysian and British. Therefore, it was extremely necessary to differentiate the instructional
practices in all subject matters to meet the needs of these students who come from diverse

backgrounds. Two sampling methods are used in order to select a representative sample for this

study.
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The first sampling technique used in this study is the stratified sampling (Bums, 2000). In
mid September 2008, the researcher assessed every student’s reading levels and comprehension
skills using the running records of the Teachers College Reading and Writing Project
(Appendices B, D and F). Based on his/her fluency, accuracy and understanding of the text,
every student obtained a letter that represents his/her reading level at that time of the year
(Fountas & Pinnell, 1999). The running records of the 18 students were divided into three
different stratas. This division of students is based on the Teachers College Reading and Writing
Project benchmarks for independent reading levels (Appendix A) that group students according
to four criteria: (1) needs support, (2) approaches standards, (3) meets standards and (4) exceeds
standards. However, for time and convenience purposes, the researcher decided to choose a
sample from three categories only. Therefore, as a result of the reading assessment, 12 students
were in the first group (needs support), five students were in the second group (meets standards)
and one student was in the third group (exceeds standards).

The second technique is the random sampling which is used to ensure that every student
of the 18 members in the first grade classroom had an equal opportunity to be part of this
research study (Burns, 2000). The technique used to draw the random sample consisted of

writing each student’s name on a paper and putting it in one of the three containers that represent

the three categories. The first container included 12 names, the second container included five
names and the third container included only one name. Then, one paper is selected at random
from every container. The student’s name selected from the first container was Participant A, the
second student’s name selected from the second container was Participant B and the third

student’s name selected from the fourth container was Participant C. The use of these two

sampling methods helped the researcher decrease the sampling error.
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All the 18 students in this first grade mixed-ability classroom were taught reading
through the readers’ workshop and had an equal chance to participate in the study. However,
only three participants were chosen by the researcher to represent the sample in this study.
Design of the Study

This research study is an action research following a qualitative research design. The
nature of the study is to analyze the implementation of the readers” workshop 1 a first grade
mixed-ability classroom to help students improve both their reading levels and comprehension
skills,

Qualitative Research Design

According to Burns (2000), typical qualitative studies in most social science research
topics use observations and interviews as the main tools when conducting surveys and action
research. Moreover, Wallace (1998) referred to a specific approach that can be used within
qualitative research to conduct studies related to language teaching. Wallace’s approach, the
action research, aimed at allowing teachers to improve their expertise in the field of teaching
while continuing in their profession by continuously gathering data on their daily practices and
reflecting on them to enhance their future practices.

McNiff, Lomax and Whitehead (1996) explained that action research is a type of

practitioner research used by the researchers to help them enhance their professional practices in
various workplaces. They added that the major objective of action research is to result in an
advancement of the practice that is linked with an advancement of knowledge. Wallace (1998)

also described action research as an empowering method that assists teachers in looking for

professional growth within their research.
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Burns (2000) explained that in action research, the problem is identified, remedial
measures are designed and applied and the results are examined. In the same way, Wallace
{1998) defined action research as a reflective method in which the researcher investigates the
problem, gathers data and analyzes the outcomes until he/she reaches a solution.

Reliability Issues

According to Burns (2000), rescarchers should pay special attention to the reliability and
validity of their research studies in order to enhance their professional practices. Merriam (1998)
explained that reliability in a research study assumes that a study will generate the same results
even when studied repeatedly. Fraenkel & Wallen (2006) added that qualitative researchers
“emphasize the honesty, believability, expertise, and integrity of the researcher” (p. 164).
Therefore, they back up their use of an instrument by reliable and appropriate evidence.
Moreover, Wallace (1998) suggested that in order to prove to others the reliability of his/her
research, an action researcher has to be open about the data collected and the results and
publicize his/her findings.

In this study, the researcher ensured to gather reliable data by using notes from the
teacher-student conferences and guided reading sessions, keeping a professional notebook to

examine the students’ reading achicvement and looking at students’ running records as an

evidence of their reading growth. Moreover, the researcher will be extremely open about the
study results and make it public to other teachers at school in order to maximize the reliability of
the study.

Validity Issues

In traditional research, validity can be guaranteed when researchers make sure to describe

and analyze the results of the studies objectively (McNiff, et al., 1996). However, this
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assumption is ineffective in action research because of the significance of the researcher’s
interpretation of the findings. McNiff et al. (1996) explained that an individual experience could
be a reliable source for determining validity in an action research when it is significantly shared
by others. This can happen when researchers talk about their work with other critical colleagues
or friends.

The following measures were taken to guarantee the internal validity of this research
study:

1. Triangulation- according to Burns (2000), triangulation is defined as collecting data about
an instructional question from three different sources. Triangulation allows the researcher
to use these three sources as a support to confirm the results of the study (McNiff et al.;
1996). Therefore, in this study, various sources were used to confirm the results,
including notes from classroom’s observations, data collected from the guided reading
and teacher-student conferences’ notes and results of the running records and reading
continuums of the participants at the beginning and at the end of the academic year.

2. Using a professional notebook- the teacher-researcher reflected in this notebook on her
instructional practices and expericnces when implementing the readers’ workshop in the

classroom. Also, the teacher-researcher used this notebook to record her observations of

her students while reading independently and during the guided reading and conferences
sessions. In other words, this professional notebook represented a description of the

factual data the teacher-researcher coliected during the readers’ workshop sessions

throughout the academic year.
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Procedures

At the beginning of the school year in September 2008, the researcher formally assessed
all first grade students’ reading levels and comprehension skills by using the running records of
the Teachers College Reading and Writing Project assessment kit (see Appendices B, E and H),
which have been considered as an official assessment tool by the elementary department of the
school. This type of assessment helps the researcher in determining students’ reading readiness
levels and evaluating their weaknesses in reading. Each student obtained a letter that describes
his/her reading ability at that time of the year. Moreover, reading continuums (see Appendices D,
G and I) were also used in September 2008 as another tool to formally assess all students’
reading behaviors at the beginning of the year. In June 2009, new running records (Appendices
C, F and I) were administered again with the same group of students to assess their growth in
reading. Also, the reading continuums (Appendices D, G énd 1) were used again in June 2009 as
a tool to demonstrate students’ improved reading skills.

In October 2008, the readers’ workshop began to be implemented for 60 minutes in the
daily literacy schedule in the first grade classroom. During the readers’ workshop block, the
researcher observed students while reading during their first and second independent reading

time. In addition, the guided reading sessions, which are an important part of the readers’

workshop, allowed the researcher to respond to each student’s reading problems and find
individual strategies to tackle these problems. Moreover, during the conferring time, the
researcher was able to respond to every student’s needs in reading and recorded her observations
of the student’s usage of the different reading and comprehension strategies and his/her areas of

growth. All students in this first grade classroom had the chance to benefit from the independent

reading times, minilessons, teacher-student conferences and guided reading sessions. However,
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only the results of the three participants representing the sample of this study will be reported
and analyzed at the end of the study.

In summary, the notes of the teacher-student conferences and the guided reading sessions
as well as the classroom’s observational notes on the researcher’s professional notebook were
used as an evidence of students’ reading progress and will be discussed in the results of the study
in a narrative form.

Data Sources

The researcher collected data from various sources. In order to monitor students’
achievement in reading levels and comprehension skills in a first grade mixed-ability classroom,
the researcher used data from the professional notebook’s remarks, the guided reading notes and
the teacher-student conference notes. Furthermore, data about students’ reading levels and
comprehension skills were gathered from the running records of the Teachers College Reading
and Writing Project {Appendices B, C, E, F, H and I) and the reading continuums (Appendices
D, G and I), which provided the researcher with evidence of the improvement of students’
reading abilities.
Data Analysis

A detailed data analysis described the procedures that were followed in a first grade

mixed-ability classroom to study the results of the implementation of the readers” workshop to

differentiate reading instruction and meet the different levels and abilities of students.
Qualitative data, which were reported narrativelly rather than numerativelly, were

analyzed and then the results of the study were reported. These qualitative data were gathered

from the researcher’s professional notebook, classroom’s observational notes and students’

running records and reading continuums.
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The researcher used running records with every participant in the study twice during the
year (in September 2008 and June 2009) to monitor his/her improvement in reading based on
Fountas and Pinnell reading levels ranging from A to Z. The student’s progression from a lower
to a higher level will represent an evidence of growth in reading that supports the need of
differentiating reading instruction in classrooms. In addition, the researcher also used the reading
continuums twice during the year (in September 2008 and June 2009) to assess each participant’s
growth in reading comprehension.

At the end, the data collected from the various sources were compared together to reach
the final results. The new reading levels of students on their running records and their abilities to
progress to a higher stage on the reading continuums were analyzed in parallel with the
researcher’s observations of students during independent reading times, the teacher-student
conferences notes and the guided reading sessions’ feedback.

Ethical Considerations

According to Fraenkel and Wallen (2006), the most important ethical consideration when
conducting a research study is the confidentiality of the information that will be gathered on the
participants in the study. Therefore, the researcher will make sure to keep the participants’ names

confidential by replacing their real names with Participants A, B and C.

Summary

This qualitative study represents an action research that investigated the effects of
implementing the readers’ workshop on students’ reading levels and comprehension skills in a
first grade mixed-ability classroom in a private school in Beirut. Three participants with different

academic readiness levels were selected in this study based on stratified and random sampling

methods. Students’ reading levels and comprehension skills were measured twice during the year
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through the use of running records and reading continuums. Data for the study were collected
from various sources including the researcher’s professional notebook, classroom observations
and teacher-student conferences observations. The following chapter represents a narrative

analysis of the results of the study after the collection of the data.
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major concerns: (1) How does the implementation of the readers’ workshop improve students’
reading levels? and (2) How does the implementation of the readers’ workshop enhance
students’ comprehension skills?

The first phase of the study that targeted implementing the readers” workshop was
administering a reading assessment during the month of September. In order to find out students’
reading levels at that time, the researcher met with every student separately, gave him/her
different leveled books ranging from A to Z and recorded his/her reading level on the running
record that is considered an official assessment fool in the elementary department. The researcher
also asked each student various comprehension questions to measure his’her comprehension
level in general. This initial assessment drew the researcher’s attention to the different reading
readiness levels of students in reading.

The second phase in conducting this study was reading about the elements of the readers’
workshop and how it is usually implemented in classrooms. This allowed the researcher to
discover that the structure of the readers’ workshop supports the concept of differentiating
reading instruction. Moreover, the whole-group minilessons as well as the individual teacher-
student conferences and the guided reading sessions catered to meet the different readiness levels

of students and build on them. Other important factors that the researcher realized through her

investigations involved (1) Giving students the chance to read about topics that interest them; (2)
Ensuring that students read everyday for a certain amount of time; (3) Allowing students to share
their successful reading experiences with peers; and (4) Exposing students to different genres of

books.

In order to start implementing the readers’ workshop in the best way to help students

improve both their reading levels and comprehension skills, the researcher still had to set the
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reading time blocks within the daily English hours. Therefore, the readers’ workshop was
scheduled for a 60 minutes block everyday of the week. On one hand, this procedure helped
students to know at what times the readers’ workshop block was assigned everyday. On the other
hand, it allowed students to get used to the fixed and predictable structure of the readers’
workshop for the rest of the year.

On October 6, 2008, the researcher officially started implementing the readers’ workshop
in her first grade classroom. She introduced students to the structure and components of the
readers’ workshop and the role of cach one. She also explained to students how they are
expected to work within the setting of the readers’ workshop.

Minilessons taught during the month of October focused on two major goals. The first
two weeks consisted of minilessons that covered the first goal which is the routines of the
readers’ workshop in details. It was extremely important for students to get familiar with the
structured schedule of the readers’ workshop and understand the expectations that conie along
with it. Therefore, the minilessons focused mainly on teaching students how to (1) listen quietly
to the short ten minutes minilesson; (2) select independently any books and read them quietly
during the ten minutes of the first independent self-selected reading time; (3) find a comfortable

individual reading space; (4) use whispering voices during reading time; and (5) what to do in

case a student needed help in reading while the teacher is busy conferring with other students or
leading a guided reading session.

Minilessons during the last week of October covered the second major goal which is
teaching students the whole system of reading leveled books. Therefore, minilessons discussed

the following topics: (1) what does reading leveled books mean; (2) what are just-right books;

(3) how would I know if this is a just-right book for me to read; and (4) how do I start getting
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higher leveled books. The researcher felt that it was beneficial to teach the above procedural
minilessons during the month of October because it allowed students to smoothly get used to the
readers’ workshop routines to become independent learners and more proficient readers
throughout the year. Moreover, instructing students about just-right leveled books helped them to
become wiser when selecting their own books and decreased their comparisons to each other.
The beginning of the month of November witnessed the start of the instruction of the
reading and comprehension strategies’ units. The title of the first unit was “Students build
reading habits by using before, during and after reading strategies”. The main goal of the
researcher in this unit was to assist students in becoming effective participants in the process of
reading by activating their imagination. Therefore, it was important to find a six years old child-
friendly expression that would describe how readers predict the story events before reading,
cross-check their predictions while reading and make conclusions at the end. Thus, the
researcher’s minilessons highlighted mainly the fact that readers have strong reading muscles
that allow them to start making movies in their heads after looking at the title and cover page of a
book. They predict the stories before reading, monitor if their predictions were right and keep
running movies in their heads. Students also learned during this month how to stop and think

about what they read on one hand and reread to better understand on the other hand.

December’s reading unit was entitled “Readers try harder when they tackle difficult or
tricky words”, Most of the minilessons focused on training students to become active problem-
solvers who have a variety of decoding strategies that will allow them to figure out how 1o read
some difficult words that they might encounter in their texts. Again, it was important for the

researcher to find a child-friendly way to explain to students what they are expected to do when

they come across tricky and unfamiliar words. Therefore, the researcher compared her students
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to characters in stories who might face unexpected problems. Instead of giving up, these
characters try various ways to solve the problem and reach a solution at the end. Readers were
expected, as these characters, to spring into action and use different reading strategies to tackle
difficult words. Some of the reading minilessons taught in December included using picture
cues, sounding out the words, looking through the word till the end and chunking.

January’s reading unit was about “Studying what characters in books do and make
connections with them”. Although this unit’s focus was mainly to introduce students as much as
possible to various characters in the book, it also held with it a collection of compreheﬂsion
strategics that were extremely important in analyzing characters’ traits and feelings. The
minilessons of this month trained students on how to retell story events in sequence to sec how
the characters change, how to make text-to-text and text-to-self connections, how to stop and
think about the story elements and how to make inferences at the end of the text. Moreover, the
researcher introduced students to the different graphic organizers that were used to enhance their
comprehension skills. Students worked on story maps, character maps and made comparisons of
different characters using Venn Diagrams.

During the month of February, most of the minilessons taught students how good readers

use meaning, structural and visual cues to figure out words while reading, especially that most

students were starting to read books at higher levels. At that time of the year, it was necessary to
teach some strategies that will help them balance their reading efforts between decoding words
and understanding the stories. Therefore, the researcher stressed on instructing her students on
how to confirm whether what they read made sense (meaning), sounds right in English

(structural) and looks visually correct (visual). They were also taught how to stop while reading

to self-monitor for meaning, cross-check different strategies and self-correct if needed. As a
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result, students learned that making meaning while reading assists them in tackling difficult
words.

In March, students were introduced to a new genre in reading to broaden their general
knowledge of books. The title of the unit was “Reading non-fiction books to become experts™.
Students were eager about the idea that they would read books that talk about their favorite
topics. The list of subjects that students read about varied from animals and insects, to Earth and
other planets, to countries and places. One minilesson focused specifically on how expert readers
brainsiorm all their ideas about a certain topic before starting to read the book. Another
minilesson taught students how to use the KWL and the before/after charts on which they would
write down all the new information that they have learned after reading the book. Other
miniltessons taught students how to research a non-fiction book and take notes by jotting down
the new information on post-its and using these post-its at the end to synthesize the main ideas
about that topic. This unit empowered all students, regardless of their reading levels, with some
sophisticated comprehension strategies that they can keep using when reading any non-fiction
book throughout their lives.

In April, the focus of the reading instruction was again on using various word-solving

strategies to increase fluency while reading. The unit was entitled “Brave and resourceful readers

find various ways to tackle difficult words”. The main objective of this unit’s minilessons was to
assist students in breaking big words into smaller words, finding similar spelling patterns and
making connections between word families. Therefore, the minilessons of this month focused on
teaching students how to work with word parts. Other minilessons introduced students to

compound words and how they can divide them into two words. Also, students learned in one of

the minilessons how to reread to make sure that the unfamiliar word sounds right and makes
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sense. At the end of the month, students learned that in order to become brave and resourceful
readers, they should not ignore difficult words or give up. Rather, they should use their repertoire
of strategies to attack the tricky words.

In May, the researcher revised all the previous reading and comprehension minilessons to
evaluate how the students grew as readers at that time of the year. Therefore, the minilessons
reviewed some of the basic decoding strategies, as well as more sophisticated comprehension
strategies. Most of the students were successful in using many of these strategies when reading
independently their leveled books during their reading time. These minilessons presented the
basis upon which other strategies will build on during the coming years.

During the first week of June, new running records were administered to all students in
the classroom, including participants A, B and C to evaluate whether they showed improved
reading skills, In addition to the running records, the reading continuums were also used in June
to assess students’ growth in reading according to the students’ new stages on the continuums.
Both the running records and the reading continuums were considered by the elementary division
of the school as the official tools to measure students’ achievement in reading at the end of the
academic year, instead of using letter grades or scores.

Analysis of Participants’ Running Records and Reading Continuums

Students’ reading achievement has been assessed using the running records and the
reading continuums. The results of the students’ running records were compared to the Teachers
College Reading and Writing Project benchmarks for independent reading levels which clearly
state the levels at which all students in first grade should be reading at that time of the year. The

section that will follow discusses the assessment results of participants A, B and C to show how

they improved their reading abilities by participating in the readers’ workshop.
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Participant A

Participant A was a boy who was considered to be below the first grade level standards in
reading because the results of his running record in September showed that he was only able to
read level A (Appendix B). When compared to the Teachers College Reading and Writing
Project benchmarks for independent reading levels, participant A’s low level in reading
confirmed that he needed support. The analysis of his error patterns on the running record
showed his inability to use meaning, graphophonic and structure cues to decode unfamiliar
words on one hand and to self-correct when the words do not make sense on the other hand. In
fact, participant A lacked the simple reading strategies for emergent readers such as using
pictures cues and sounding out the words. He also answered the comprehension questions very
briefly. In September, participant A was considered to be in the emerging stage of the reading
continuum {Appendix D). He knew all letters’ names and sounds, was capable of reading a text
from top to bottom and left to right, and identified some words in the book.

In June, the results of participant A’s running record showed his improvement in his
reading and comprehension skills, He was able to read independently level K (Appendix C),
which means that he was then considered to be meeting the first grade standards of reading

according to the Teachers College Reading and Writing Project benchmarks for independent

reading levels. Participant A was also capable of using more advanced reading strategies such as
noting patterns in text, looking through the word till the end, chunking the word, skipping and
coming back and self-correcting. Additionally, participant A started using some simple
comprehension strategies to better understand the text éuch as making and confirming

predictions, making text-to-text and text-to-self connections and stopping to think. Participant A

reached the beginning stage of the reading continuum in June (Appendix D). He was capable of
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reading early-reader books for a period of ten to 15 minutes, recognizing basic reading genres,
identifying high frequency words and summarizing story events in sequence.
Participant B

Participant B was a girl who was meeting the first grade level standards in reading as
indicated by the Teachers College Reading and Writing Project benchmarks for independent
reading levels, The results of her running record in September showed that she was able to read
level D independently and answer the comprehension questions (Appendix E). She also applied
different reading strategies such as using picture cues, sounding out the word and chunking to
decode difficult words. However, participant B’s main weakness was her inability to read with
expression and fluency. Actually, the way she was reading the text in hands was extremely slow
and monotonous. In September, participant B was considered to be in the developing stage of the
reading continuum (Appendix G). She was capable of reading simple books for a short period,
recognizing simple words, making predictions and answering simple comprehension questions.

By June, participant B showed an enormous improvement in her reading level. The
results of her running records showed that she was able to read chapter books from level N
(Appendix F), which is considered to be a grade three level of reading. Moreover, both the

teacher-student conference notes and the classroom observational notes showed that participant

B was also highly capable of using advanced reading strategies such as making connections
between word families, using meaning, structure and graphophonic cues, monitoring, cross-
checking and self-correcting. Also, her comprehension skills have highly improved since the
beginning of the year. In fact, she was able to use different graphic organizers, make text-to-text

and text-to-self connections, take notes to answer research questions and summarize a text. She

also demonstrated a great improvement in overcoming her monotonous and slow way of reading
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a text. In fact, the researcher noted her success in reading with fluency and expression while
administering the end of year running record. Participant B reached the expanding stage of the
reading continuum in June (Appendix G). She was capable of reading easy chapter books for a
period of 15 to 30 minutes, comparing characters and events in stories, “reading between the
lines”, and using the dictionary to figure out the meaning of difficult words.
FParticipant C

Participant C was a girl who was highly exceeding the first grade level standards in
reading since she was already able to read level Q in September (Appendix H). Her decoding
skills were extremely advanced compared to her age and she was proficient in reading the text
with fluency. However, her answers to the questions of the running record showed that her
comprehension skills were not well developed compared to the level of the book that she was
reading. She was not able to retell the story events in details and answered only two out of four
comprehension questions. In September 2008, participant C was considered to be in the
expanding stage of the reading continuum (Appendix J). She was capable of reading easy chapter
books within 15 to 30 minutes, self-correcting, and using advanced, reading strategies to decode
tricky words.

By June, participant C showed a major growth in both her reading and comprehension

skills. She was able to read challenging chapter books from level U (Appendix I}, which is
considered to be a grade seven level of reading. Moreover, her comprehension skills have highly
improved since the beginning of the year. In fact, her responses on the running record showed
her ability to summarize the story in sequence and answer both the literal and inferential

questions. Moreover, both the teacher-student conference notes and the classroom observational

notes confirmed her ability to use sophisticated comprehension skills while reading such as
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making and confirming predictions, making text-to-text and text-to-self connections, creating
mental images and making inferences. Participant C reached the fluent stage of the reading
continuum in June (Appendix J). She was capable of selecting and reading different genres of
books for 30 to 40 minutes, using the dictionary to figure out the meaning of new words,
discussing the story elements including the characters, setting and plot and “reading between the
lines” to better understand the text,

In general, after implementing the readers’ workshop into the daily schedule of the
literacy curriculum in a first grade classroom, various benefits resulted. The readers’ workshop
was an efficient instructional reading approach because it provided the following principles: (1)
A differentiated reading environment; (2) A secure reading setting that encouraged students to
take risks while reading; (3} Meaningful reading experiences; (4) Individualized instruction that
directed students’ success in reading; and (5) Direct teaching of strategies used by proficient
readers in minilessons.

Students in first grade gained several learning experiences from the implementation of
the readers’ workshop in the classroom. Everyday, all students were excited about the idea that
they had the chance to select any book of their own interests during the self-selected reading

time. They were also greatly motivated about the opportunity to read their leveled books from

different genres and grow as proficient readers. They gained more self-esteem and turned into
passionate readers every time they had the chance to share some reading information with their
classmates. Moreover, the implementation of the readers’ workshop helped in increasing

students’ self-confidence because they had the chances to witness their growth as readers due to

their improvement in reading levels.
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Being an individualized and differentiated approach, the readers” workshop helped all
students to develop their reading abilities, regardless of their academic readiness. Students ended
up loving to read because they indirectly knew that all their efforts were being recognized and
reinforced.

Within the supportive climate of the classroom, all the students felt secure when reading,
which allowed them to enjoy their individual progress. They also knew that no matter what
levels they were reading, their improvement in the use of reading and comprehension strategies
was always complimented and praised.

Students were also motivated to take risks in reading and share various information about
them as readers because of the risk-free and helpful setting of the classroom. Students were
always given confidence when reading even if they made some reading mistakes. They realized
that after all, the main priority was to learn reading and comprehension strategies that are needed
to become engaged and proficient readers. Therefore, both the researcher and the students
worked hand in hand to create many opportunities to celebrate their reading success. Most
importantly, the teacher-student conferences have helped in strengthening the communication
between both of them. On one hand, it allowed the teacher-researcher to learn more about the

thinking of the students as strategic readers and reinforce their trials. On the other hand, the

students were not intimidated to share their reading experiences with the teacher because they
knew that they would not be assigned letter grades or scores. This is what fostered the positive
and enthusiastic attitude of students to the reading process.

In order for students to observe the behaviors and strategies of a proficient and strategic

reader, the teacher had to model these reading elements in front of the class. It was through the

minilessons that the teacher-researcher demonstrated to students the quality of effective reading,
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hoping that they would use the techniques and strategies during their own reading time. During
the teacher-student conferences, the teacher-researcher observed them reading, re-explained
some strategies and gave them direct feedback to strengthen their use of the acquired strategy.
This way, students did not feel threatened and showed a positive attitude towards learning how to
read.

Students also needed to read topics that interest them as readers, instead of being told
what to read. Through guiding students towards the baskets of books that correspond to their
reading levels and giving them the freedom to choose from among them, the researcher turned
the reading process into a meaningful and interesting experience.

Another important element to monitor students’ involvement in reading was conducting a
teacher-student conference. During the reading conferences, the teacher-researcher met with
every student to informally assess his/her reading level, check the strategies that he/she was
using to decode tricky words and understand the text. It was also a time for the teacher to re-
teach the student a certain strategy that was not well applied, model to him/her how to apply it
and then set it as a goal for the student to practice during the independent reading time. Thus,
setting a clear objective during every conference gave the teacher and the student a base to

monitor reading growth during the next conference and increased the chances that the techniques

shared during that conference will improve the student’s reading ability in general.
Concerning reading assessments, both the running records and the reading continuums

provided the researcher with an evidence of students’ reading abilities and reflected on their

reading growth throughout the year. The improvement of the reading levels, in addition to the

progression to a new reading stage on the continuum, showed how each student improved his/her

reading skills, regardless of their academic readiness levels. Also, the reading continuum by
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itself served as a detailed description of every student’s achievement in reading with very
specific reading behaviors. Using the continuum was a more favorable alternative to giving
students scores on their reading achievement. In summary, both the running records and the
reading continuums were considered as official assessment tools that measured students” reading
achievement and presented evidence of students’ improvement in their reading skills.
Summary of Participants’ Reading Achievement

The results of the participants’ running records and reading continuums reflected a great
improvement in their reading levels and comprehension skills after implementing the readers’
workshop in the classroom. When compared to September’s assessment results, the three
participants, who were at different reading readiness levels, demonstrated a positive growth in
their reading achievement in June. They were able to independently select just-right books that
correspond to their reading levels without asking for help. They were also exposed to various
genres of books such as fiction and non-fiction and were able to identify the characteristics of
each. They also learned how to set reading goals for themselves when conferring with the
teacher, which enabled them to know what they needed to work on and turned them into engaged
and motivated readers. Additionally, all three participants succeeded in learning a variety of

reading and comprehension strategies taught during the minilessons and the guided reading

sessions. By possessing this repertoire of simple and more advanced strategies, the participants
were able at the end of the academic year to increase their reading levels and enhance their
comprehension skills.

In general, the implementation of the readers’ workshop in the classroom allowed the

three participants to be more self-confident as readers. Moreover, they all learned that, regardless
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of the varying reading levels that they were reading, each one of them was progressing
differently but certainly into a proficient reader.
Summary

This chapter described the way the researcher implemented the readers” workshop in a
first grade mixed-ability classroom to assist her students in improving their reading abilities.

The chapter investigated the basic elements of the readers’ workshop that are vital in
order to consider the workshop as a valuable instructional approach in the classroom. Also, the
chapter displayed the yearly calendar of the reading curriculum and presented the reading and
comprehension strategies that were taught during the year. It also analyzed the assessment data
that were gathered from the researcher’s observational notes, running records, reading
continuums and notes from conference and guided reading sessions. This helped the researcher
in gvaluating fairly and objectively students’ reading achievement. At the end, the chapter
illustrated how participants A, B and C were able to show improvement and growth in their

reading levels and comprehension skills due to their participation in the readers” workshop.




Readers” Workshop 45

CHAPTER V
Discussions and Recommendations
Summary of the Study

This research study analyzed how the readers’ workshop was implemented in a first
grade mixed-ability classroom in order to improve the reading levels and comprehension skills of
students who have different needs and academic abilities. The readers’ workshop was described
constantly in the literature as an effective instructional approach that supports the differentiation
of reading instruction.

Thus, in order to measure students’ reading achievement, the teacher-researcher used the
reading continuums and the Teachers College Reading and Writing Project’s running records,
which are considered as the official assessment tools in the elementary division.

The study took place in a first grade classroom in a private school in Beirut. By using
stratified then random sampling, three out of 18 students were selected as the main participants
in the study. Also, the teacher-researcher participated in the study by being a teacher and an
action researcher at the same time.

In order to investigate the effect of the implementation of the readers’ workshop on

students’ reading achievement, the study followed the design of an action research. The

following instruments were used throughout the study to gather qualitative data: (a) teacher’s
observational notes during the self-selected reading time, independent reading time, guided
reading and reading conferences; (b) teacher’s professional notebook; (¢) running records; and
(d) reading continuums.

A narrative description analyzed the data collected from the four instruments. The

narrative summaries included an illustration of the reading and comprehension strategies and
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minilessons that were taught throughout the year as well as a detailed interpretation of the
effectiveness of the readers’ workshop.

The following section addresses both research questions of the study that analyzed the
effect of the implementation of the readers’ workshop, considered as a differentiated
instructional approach, to improve students’ reading levels and comprehension skills. It also
presents a synthesis of the major elements that took place within the readers’ workshop setting
and compares them to the literature discussed before.

Analysis of the Research Questions

The research questions in this study investigated the effect of implementing the readers’
workshop on the reading levels and comprehension skills of students, knowing that they reflected
different levels of reading readiness. After administering in September the running records of the
Teachers College Reading and Writing Project that revealed differing students’ reading and
comprehension levels, the researcher was convinced that she needed to differentiate reading
instructioﬂ in her classroom to meet the needs, interests and learning profiles of all students, as
proposed by Tomlinson (1999, 2001). Therefore, students were divided at the beginning of the
year into three different categories based on the Teachers College Reading and Writing Project’s

benchmarks for independent reading levels: (a) needs support; (b) meets standards; and (c)

exceeds standards. This division of students into three groups with differing reading readiness
allowed the researcher to cater for the needs of each group differently.

Another important factor that was established in the classroom, as suggested by
Tomlinson (1999, 2001), was creating a safe and friendly environment, where all students felt

respected and cared for, regardless of their academic abilities. Thus, through participating in the

readers’ workshop, students gained a significant reading instruction that catered for their
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individual reading needs. All students in this first grade classroom were empowered with
learning experiences that turned them into confident and effective readers.

The fact that the readers’ workshop structure and time were predictable and took place on
a daily basis allowed the studcnts to work better within the workshop’s setting. All students had
the opportunity to practice reading books with different topics and genres every single day,
which reinforced their interests in the process of reading. As Lause (2004) indicated, the readers’
workshop approach assisted in turning first grade students into self-disciplined and proficient
readers who are motivated to read because of a real interest.

During the first self-selected reading time, students were allowed to sclect books to read
from any reading level and genre, as pointed out by Keene and Zimmermann (1997) and
Taberski (2000). They were given the freedom to choose books above their reading levels, which
motivated them to be exposed to higher levels of reading. This exposure to higher reading levels
with more advanced text structures and vocabulary words challenged the students to use more
sophisticated reading and comprehension strategies in their attempt to decode difficult words and
understand the text.

Reading and comprehension strategies were formally taught to students during the whole

group minilessons, Everyday, the students gathered in the meeting area of the classroom to leamn

a new skill that will enable them to tackle unfamiliar words and make meaning of the text. As
indicated by Nesheim and Taylor (2000), the reading minilessons were short and specific and
delivered in a manner that was meaningful to the readers’ needs. The collection of these reading
and comprehension strategies taught during minilessons empowered students with an advanced

reading repertoire that they could use while reading to reach higher reading levels. Students were

also frequently exposed to different types of read-aloud during the reading block. As Miller
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(2002) indicated, the read-aloud served as a model for the teacher to show students how to use
the reading and comprehension strategies to demonstrate proficient and engaged reading
behaviors.

During the second independent reading time, students were matched to their just-right
books that corresponded to their accurate reading levels, as pointed by Fountas & Pinnell (1999).
Students read their just-right books with accuracy and fluency that enabled them to be engaged
in successful processing in reading. They were encouraged to use all the reading strategies that

“they knew to tackle independently the difficult words. Therefore, the reading levels improved
from one letter to another when they were able to do that independently.

During the second independent reading time, the teacher held reading conferences with
students, as suggested by Keene and Zimmerman (1997), Miller (2002) and Taberski (2000).
These reading conferences were greatly beneficial for two reasons. On one hand, they allowed
the researcher to informally assess her students by observing their reading behaviors and taking
notes of their usage of different reading and comprehension strategies. This enabled the
researcher to discover students’” weaknesses in reading and work individually with each one of
them on fulfilling their needs. On the other hand, the teacher-student conference was the time in

which the teacher would decide to move a student to a higher reading level when she would feel

that he/she read with accuracy, fluency and comprehension, as suggested by Fountas and Pinnell
(1999). Thus, the conference time was at the heart of the readers” workshop because it enabled
the teacher-researcher to assess every student’s reading improvement throughout the year.

The guided reading time also played an important role in improving students’ reading

levels and comprehension skills. As proposed by Browning Schulman and Dacruz Payne (2000},

Fountas and Pinnell (1999) and Taberski (2000), the teacher frequently met with a homogeneous
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group of students who had similar reading levels to teach them a certain reading or
comprehension strategy that would enhance their understanding of a text and their abilities to
decode difficult words. The teacher played the role of a coach who assisted the students in
learning new skills that would support them in reaching higher reading and comprehension
levels. The guided reading time also represented an opportunity for the teacher to check students’
fluency and error patterns and correct any misconception that students might had when reading.
Additionally, the observational notes that the teacher took on each student during the guided
reading time were extremely helpful in assessing students’ improvement in reading levels and
comprehension skills.

The reading share at the end of the readers’ workshop was also useful in summing up the
work of the day. All students had the chance in the last five minutes to share with their friends
the reading and comprehension strategies that worked well with them. As Taberski (2000}
indicated, the reading share operated as another short minilesson, in which students learned from
each other’s experiences in reading to become proficient readers. This share enhanced their
reading and comprehension skiils which in return improved their reading and comprehension
levels.

The readers’ workshop approach offered first grade students the opportunity to expand

their reading experiences throughout the year and empowered them with a sophisticated
repertoire of reading and comprehension strategies that in return enhanced their reading levels
and comprehension skills. Being a differentiated instructional approach, the readers’ workshop
ehabled students to improve at different paces based on their academic abilities. Additionally,

another advantage that resulted from the readers’ workshop was greatly demonstrated in the high

levels of students’ enjoyment for reading. Students were greatly motivated to read about their
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favorite topics and share with each other their successful experiences in applying reading and
comprehension strategies while reading. The readers’ workshop also provided students with a
safe and friendly environment in which they learned to take risks in reading to become proficient
readers.

Limitations

There are two limitations for this action research. The first limitation is that the study was
limited only to one section in first grade because the teacher-researcher taught that section only.
As a result, the sample that was selected for the study does not represent all students in the first
grade level. Therefore, generalizations of the results of this research study cannot be made on
other grade levels at the school.

A second limitatien of the study is related to the number of participants. Because the
researcher chose only three students who had three different reading abilities to participate in the
study, generalizations of the improvement in reading skills cannot be made on all the 18 students
in first grade.

Recommendations
As a result of this study, various recommendations are proposed to elementary teachers,

school principals and for further research studies.

This action research strongly recommends elementary teachers to implement the readers’
workshop approach in their mixed-ability classrooms because it enables them to differentiate the
reading instruction with students who have different reading readiness levels and needs. The
structured components of the readers’ workshop, including students’ independent reading times

in addition to guided reading and teacher-student conferences, enhance the individualized

reading instruction and allow students to develop at their own paces. Thus, it is extremely
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important for teachers to set a daily amount of time for students to practice reading in order for
them to learn how to read with accuracy, fluency and comprehension. This will also allow
students to love the process of reading. Moreover, teachers must try to establish a joyful and safe
reading environment in their classrooms where all students will feel respected and motivated to
take risks in reading.

Teachers are also recommended to give students the freedom of choosing their leveled
books according to what interests them instead of assigning them what to read. Therefore,
teachers are encouraged to expose students to the different genres of books (fiction, non-fiction,
poetry...) and keep them available in the classroom library for students to be able to check them
when it is independent reading time.

Additionally, this study strongly recommends using running records and reading
continuums to report students’ progress in reading as an alternative to assigning letter grades.
Both the running records and the reading continuums are considered as reliable assessment tools
that demonstrate students’ improvement in reading levels and comprehension skills. They also
offer the teachers an idea of the students’ error patterns, suggest an analysis of these errors and
also highlight students’ development in reading from one stage to another. Using these |

assessment tools will make it casier for the teachers to inform parents about their children’s

progress in reading during parent-teacher conferences.
School principals are also highly recommended to offer continuous support and training
to teachers who are starting to learn more about the implementation of the readers’ workshop in

their classrooms. Thus, it is suggested that school principals hire a reading mentor who will

assist teachers and train them on the best practices of teaching reading. The reading mentor will




Readers” Workshop 52

model to teachers the techniques of the readers” workshop, provide feedback on their
applications and plan reading lessons with them.

Another recommendation for school principals is to inform parents about the readers’
workshop approach and how it is structured in order to involve them in the process of teaching
their children how to read. Parents can play an effective role in supporting their children and
instructing them to use the same reading and comprehension strategies at home if they were well
involved in the way reading is being taught at school.

The last recommendation is addressed to researchers who would like to conduct further
studies regarding the implementation of the readers’ workshop in mixed-ability classrooms. One
suggestion is to conduct various studies on a larger sample that might include more than one
school or students from several grade levels but in the same school. Additionally, researchers are
encouraged to conduct longitudinal studies that will determine the long-term results of the
implementation of the readers’ workshop on students’ reading achievement.

Conclusion

The findings of this action rescarch study reveal that the implementation of the readers’

workshop improves students’ reading levels and comprehension skills in mixed-ability

classrooms. Through differentiating the reading instruction, students, who have different learning

needs and reading readiness levels, enhance both their reading levels and comprehension skills at
different paces. The learning experience in such a differentiated reading classroom creates
various opportunities for students to grow as proficient and strategic readers who are able to

apply several strategies to decode difficult words and understand the texts in their hands.

Additionally, the readers’ workshop provides students with a safe and risk-free environment in
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which all students are respected regardless of their academic abilities. In return, this type of

learning environment allows students to feel more confident and motivated to learn.
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TCRWP Benchmarks for Independent Reading Levels (2008-2009)

September 20, 2008
September November March June
Kindergarten Kindergarten Kindergarten Kindergarten
| Emergent Story Books Emergent Story Books 1= Pre-Emergent 1= Early Emergent

Shared Reading Shared Reading 2= Early Emergent 2=A with book intro

3=A/B/C with book intro 3=B/C/D with book intra

4=D or above 4=E or above
Grade 1: Grade 1: Grade 1: Grade 1:
1=Aor below 1=B or below 1=D or below 1=F or below
2=B with book intro 2=C/D 2=E/F 2=GfH
3=C/D/E 3=E/F/G 3=G/H/1 3=1/1/K
4=F or above 4=H or above 4=] or ahove 4=L or above
Grade 2; Grade 2: Grade 2: Grade 2:
1=F or below 1=G or below 1=H or below 1=| or below
2=G/H 2=H/] 2=1/) 2=J/K
3=1/1/K 3=)/KfL 3=K/L/M 3=L/M/N
4=L or above 4=pM or above 4=N or above 4=0 or ahove
Grade 3: Grade 3: Grade 3: Grade 3:
1=| or below 1=J or below 1=K or below 1=L or below
2=lK 2=K/L 2=L/M 2=M/N
3=t/M/N 3= M/N/O 3= N/O/P 3=0/P/Q
4=0 or above 4=P or above 4=Q or above 4=R or above
Grade 4: Grade 4: Grade 4: Grade 4;
1=L or below 1=M or below 1=N or below 1=0 or below
2=M/N 2=N/O 2=0/P 2=P/Q
3=0/P/Q 3=P/Q/R 3=Q/R/S 3=R/S/T
4=R or above 4=5 or above 4=T or above 4=U or above
Grade 5: Grade 5: Grade 5: Grade 5:
1=0 or below 1=P or below 1=P or below 1=Q or below
2=P/Q 2=0/R 2=Q/R 2=R/S
3=R/S/T 3=5/T/U 3=5/T/U 3=T/UNV
4=l or above 4=V or above 4=V or above 4= W or above
Grade 6: Grade 6: Grade 6: Grade 6:
1=Q or below 1=R or below 1=R ar below 1=5 or below
2=R{S 2=8/T 2=S/T 2=THU
3=T/U/NV 3=U/NV/W 3=V VW 3I=VIW/X
4= W or above 4=X or above 4=X or above 4=Y or above
Grade 7: Grade 7: Grade 7: Grade 7:
1=S or below 1= S or below 1=T or helow 1=T or below
2=T/U 2=T/U 2=U/v 2=U/v
3=V/W/X 3=V/W/X I=W/X/Y 3=W/X/Y
4=Y or above 4=Y or above 4= Z or above 4=7 or above
Grade 8: Grade 8: Grade 8: Grade 8:

1=V or below 1=U or below 1=V or below 1=W or below

2=V/W 2=V/w 2=W/X 2=X/Y
3=X/Y 3=XfY 3=Y/2 3=Z
4=Z or ahove 4=Z or ahove” 4=Adult Literature 4=Adult Literature

4 = exceeds standards, 3 = meets standards, 2 = approaches standards, 1 = needs support.

These benchmarks correlate to indicators of probable reading success in that and following grades, as well as probable achievement on state
reading tests, although there are many factors other than reading level that may contribute to test scares, including writing skills, higher level
comprehension skills, stamina, and reading rate. Schools may incarporate the benchmark level above as part of the chiid’s assessment for a
marking periad, although they will probably also want to take into account reading habits, including volume of reading. These benchmarks will
be revised as the TCRWP schools gather and share more data, and will be available to Project schools on our website at

hitpHfrwnrolast tn.columbla.adu, with the TCRWP reading assessments.  Levels A&B only are instructional fevels, because the child will hear

the pattern first from their teacher in order to read these books.  DRAFT




APPENDIX B ' - Readers” Workshop 59

Teacher Copy: Assessment for Independent Reading Levels
Set 1 Levels A-K (Fiction/Narrative) Level A

Reader’s Name %TJF.\(\'\ D(m\k A Grade ( )\©  Date iﬁ Pt, DY | Independent Level: \Yes) No

Excerpt from What Do'\You See At the Pond?, by Anastasia Sue
Level Al 15 Words Accuracy Rate:

Book Intreduction: (Show the cover of the book to the student and say this to the reader before he or she begins reading.}
*The title of this book is What Do You See At the Pond?. This is a story about q little boy and his mother. Let’s read this
book to find out what they see ai the pond. I'll read the first two pages. Then you vead the rest.” (Read pages 1 and 2 aloud
to the child, pointing under each word.)

E SC
E|ISCITM|S| |V M| S|V

Level A/B Reading Running Record: Record the reader’s

Behaviors: miscues (or errors) above the words as he or
she reads. Later, analyze and code miscues

O (Can the reader with MSV.

match spoken words to o

printed words? Pg 2: (Teacher reads.)I scca frog.

(On page J the text says, *'T
see a bug, " and the child

reads, ‘Tseeafy,” . e
matching words correctiy. Pg 3: (Teacher reads.)I s¢ca Iﬁt

She has met the criteria at
this level, The mismatch of
letter-sound will be

addressed in C and D e buck

books),___ Pg. 4: 1 see a duck. l Vv
Yes @Jj

0 Can the reader 7 |

move from left toright | p g. 5- lI/Sé ;b% I AV

hen reading?

O <Can the reader use
illustrations as a source
of information? Yes

Pg. 6: 1 see a fish.

S e e
0 Canthereader | Pg. 7: I see a turtle.
carry the pattern from
age to page?
Yesj No. o e M
' Pg. 8:1see rﬁ%ﬂf \ S
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Readers’ Workshop

Teacher Copy: Assessment for Independent Reading Levels
Set 1 Levels A-K (Fiction/Narrative) Level A

Literal and Inferential Retelling

Say, “Please retell the big important parts of what you just read.” Write notes regarding the student’s retell on the back of this page. If the
student has trouble getting started, prompt him/er (o look at the text. Say, “What happened first?™ Make a note that you prompted the
student. Same students will retell the story sequentially in response to this prompt, while others will retell the gist of the story. Either

response 1s acceptable here. I See W\QV\\X Q“\MO\\S lv‘\ —t\/\e Eb($
P

Use the Retelling Rubric and Sample Student Responses to-determine if the child’s retell and response to the comprehension questions are
acceptable. If a student is not able to retell but is able to answer the comprehension questions, note that this student will need extra work
1 on how to retell a story.

60

Comprehension Questions Section: Analyze the student’s retelling o see if it contains information that answers each question below. If
a question was not answered in the retelling, ask it and record the student’s response.

1. Literal Question: Name three things the little boy sees with his mom.
Q\j, Fighh , Lurlle
2. Literal Question: What animal does he see first?

i}oﬂ

3. Inferential Question: On the last page how is what he sees in the pond different than the other things he saw?
Tt becouse he cannol <ee animalg
awﬂwwﬂe'

4. Inferential Question: How do the boy and his mother feel about their day in the park?

hafgj

Final Score

o s . .
Yes (Na/ The reader tises Level A reading belaviors.
e No The reader answered at least three comprehension questions correctly.
Yes (NO) Did the retell express the important parts in the text?

"ves™ unswers in is Final Scote box, the student is reading strongly ut this fevel. However, it is possibie that the siudent may ulso read

strongly af s higher level. Keep moving 1o higher passages unill you can ne Janger answer “yes™ 1o il 3 questions. The highest level that showed strong

veailing s the ndependens reading fevel. Fur example, vou might find that vou answered "yes™ to all 3 questions in the Final Score box fov level C, thena

*ves® 1o ali 3 questions for level D, but only 2 "yes” answers for level E. Level D) is the highest passage on which you were able o answer "yes" 1o ali 3

a3 in the Final Score box. Level I is the current independent reading level for the student.
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Readers’ Workshop 61

Teacher Copy: Assessment for Independent Reading Levels
Levels A-K (Fiction/Narrative)

Set 1

Level K

Reader’s Name Ql( t‘\ Q Pa. V\t A Grade O ne

Excerpt from My Steps, by Sally Derby

Levelt K1 104 words

pate June ON

Independent Level: @ No
<
Accuracy Rate: % > / o

Book Introduction: (Show the cover of the book to the student and say this to the reader before he or she begins reading.)

“The title of this book is My Steps. In this story you will read a story about a little girl and her friend Essie. Let's read this
story io find out what happens on the steps.”

Miscues reader did not
self correct:

a lower level text if the reader does not meet this level of accuracy.

E SC
SC| M S v M S v
Check the reading Running Record: For the first 104 words, record
behaviors you notice the | the reader’s miscues (or ervors) above the word as
child using. These notes | he or she reads. Later, analyze and code miscues
may not determine the with (MSV). \/
reader’s independent Thas -
reading level, but will Pg. 5: These are my steps.
inform pour teaching: o
form & | siestimen
(: Rereads and seff- . e
corrects regularly. Otie, Two, Thiee, Four, Five,
’ [ e . [
o Monitors for all Tcan. hep p | from One to Five
sources of information: ; ‘ o .
checks to make sure what aiid down from Five t5 O
has been read makes e
sense, sounds right, and on just one foot.
fooks nght. P i .
8 Pg. 6: Whenever it's a prefty day
@){eads with some e T e e
wency: automatic I play on my steps
processing of print, L e ) D \
phrasing, and appropriate While cafsand buses Q
intenation and S sh o ol
expression. swoosh down the stréet ({
@Jses an increasingly and people walk by on the sidewalk.
more challenging
repertoire of Sometimes I knowfﬂé peopie,
aphophonic/visual o o
ftTraIzegies to problem dnd then 1 say, “Moming, Mrs. Johnson,”
solve through text. o Plethel |~
: “Afternoon, Preacher Jones.” M
/ / — —
But my mom always says,
/
“Don’t you go talking to strangers,”
e gy
sol doﬂ I'look awﬁr
. I
Pg. 9: At {fie top of mﬁtéﬁs is th';stoLo/p
wére I play {100 words) with my friend, Essie.
Total miscues including Accuracy Rate: Circle the number of miscues the reader did not self correct. /—‘Q\
self corrected: 100% 99% 98% 97% 96%
104 words 0 miscues 1 miscue 2 miscues 3 miscues 4 miscues
Self corrections: \ 96%-100% accuracy is necessary to determine the reader’s independent reading~eyel. T
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Readers’ Workshop 62

Teacher Copy: Assessment for Independént Reading Levels
Set 1 Levels A-K (Fiction/Narrative) Level K

Literal and Inferential Retelling
Say, “Please retell the big important patts of what you just read.” Write notes regarding the student’s retell on the back of this page. If the
student has trouble getting started, prompt him/her to look at the text. Say, “What happened first?” Make a note that you prompted the
student. Some students will retell the story sequentiaily in response to ﬂ’llS prompt, while oﬂlers will retell the glst of the story Either

response is acceptable here” [{ne (j;fk N es; \& -5 P \
\‘EV\ - QV\ O V"/\QJ‘

e
Use the Retelling Rubric and Sampi; Stdent Responsés to clcten‘nmc 1f the child’s r res e to%e comprehension questions are
acceptable. If a student is not able fo retell but is able to answer the comprehension questmns, note that this student will need extra work
on how to retell a story.

Comprehension Questions Section: Analyze the student’s retelling/summary to see if it contains information that answers each question
below. If a question was not answered in the retelling, ask it and record the student’s response.

\. Literal Question: What are three things the girl in this story does on her steps?

=he. can \f\o L«k(\ Ow\c\. clcmom O;ﬂck p,\gf \E)(L wttt/\ CQFS\,

- -
2. Literal Question: What are some thmgs she and Essie bring to the steps to help them plag‘ e i l < W?lf&, N

”T\?vax:b b{own as and cals ound dells
0

3. Inferential
than cold.”

S 3 Bett@f \DQC,OJJ&«Q :\/\E’ Coan ©wn QLS \fua(“ hme w(tb

4. fnferential Question: Why does she like her steps so much? @—j‘ %l € Wy

She likes hew becouse <heo Counr PLOL% o e

 Oral Reading Fluency Scale — Circle the Appropriate Level

’stion: Consider what this Fook is really about, and tell why the girl says, “Summer is better than fall, and hot is better

5 - Level | Reads primarily in larger, meaningful phrase groups. Although some regressions, repetitions, and deviations from text
; 4 may be present, these do not appear to detract from the overall structure of the text. Preservation of the author’s synfax
= is consistent. Most of the text is read with expressive interpretation.
& I Level Y Reads primarily in three or four-word phrase groups. Some small groupings may be present. However, the majority of
3 phrasing seems appropriate and preserves the syntax of the author. Some expressive interpretation is present; this may
be inconsistent across the reading of the text.
. Level | Reads primarily in two-word phrases with some three or four-word groupings. Some word-by-word reading may be
:,'5 2 present. Word groupings may seem awkward and unrelated to larger context of sentence or passage. Beginning a little
] ’ expressive interpretation, frequently first seen when reading dialogue.
g
z ! Level ; Reads primarily word-by-word. Occasional two-word or three-word phrases may occur—but these are infrequent
1 and/or they do not preserve meaningful syntax. No expressive interpretation.

Adapied from: U.S. Depaﬂment of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of Educational

Pruﬁress !EAEP!i 2002 Oral Readmg Study.

e.f;' Ne Was the reader’s accuracy rate at least 96%7
(@ No Did the veader read with some fluency?
No  Did the reader answer af least three comprehension questions carrvectly?

@ No Did the retelling/summary express the important things that happened in the text?

Final Score

. If vou did o all 4 questions in this Einal Score Lox, [ty an easier text, Keep moving 1o easier texts until vou find the level at which
vou ure able o answer "ves" to ali questions in the Final Score box.

»  Wyowcirched 4 Pyes” answers in this Fiaal Score box, the student is reading strongly at this level. However, it i3 possible that the student way aise
read strongly at a higher level. Keep moving fo higher passuges until you can no longer answer “ves™ 10 all foar questions. The highest levei thar
showed strong reading is fhe independent reading level. For exawple, vou might find that you answered ®yes” 1o all four questions in the Finat Seore

box for level K, then a "yes” 1o all fowr questions for level L, but only three "yes" answers for fevel M. Level L is the highest passage on which you

ROTGHE

were able 1o answer "ves" o all four guestions in the Finad Scere box. Level L is the current independens reading leved for i
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Readers’ Workshop 63

7 APPENDIX D

READING CONTINUUM

Preconventional

_ A. : Ages 3-5

Emerging
Ages 4-6

- Developing
Ages 5-?

- Beginning
Ages 6-8.

Expanding

"Ages 7-9 | N

\h Begtns to choose readmg materials {e.g.. books rnagazmes 0O Memonzes patiern books, poems, and familiar books. | (J Reads hooks w:th srmple patlems ’ | 3 Reads simple early-reader books, D Reads easy chapter books _V
- " and chaits) and has favories. o | O Begins to read signs, labels, and logos {enwronmental a Begins to read own wrifing. : [ Reads harder early-reader books. - 0 Chooses, reads, and finishes a vanetyof matenals at
{3 Shows interest in reading signs, lebels, Eﬂd |0905 pring). 03 Begins to read |ndependently forshort penods (5 10 mmutes) | 3 Reads and follows s:mple written d:reetrons wnth appropriate level with guidance.

| (environmental prnt). - » - gut Demonstrates eagemess to read n} Discusses favorite reading matenal with others : guidance: {3 8egins to read aloud with fluency. _

_ D Recagnizes own name in print O F‘retends to read. - 1| O Relies aniliustrations and péint. D Identifies basic genres (e g ﬁct[on nonﬁctton and O Reads silendly for increasingly longer pefiods (15:30 mmutes}.
O Holds book and tums pages oorreotly {7 Uses |||ustranons to teli stgnes e - 1 07 Uses ﬂnger pnnt voice matchmg 7 1. poetry) - . : {7 Uses reading. strategtes appropnately. dependlng on the text
l:l Shows beglnnlnglend of book or story, {7 Reads top io mnom |eﬁto nght and frgnt fo back vnth 107 Knows most leiter sounds and letter ciusters a Uses basic punctuatron when reao“ ng oralty _ .and purpose. ~
0 Knows somé letier names L . - guidance: ' : a Reoogmzes srmple words. - - _ [T Reads independently {10—15mmute;} 1 CF Uses word structure cues {eg roo{words ‘prefixes, suftixes
O} Listens and responds toliterature, 3 Knows most leffier names and some letier sounds o 07 Uses growing awareness of sour d s gments (e g phonemes - Chooses reading materials mdependently word chunks) when encountering unknown words.

+ (3 Comments on illustrations in books. ] Recognizes some names and words in context. “syllables, thyries) fo read words, ' [J Leams and shares anformatron from reading. {3 increases vocabulary by using meaning cues (context)

D Partrolpates in group readzng {books rhyrnes poems and (3 Makes meaningful predictions with gurdance : [j Begins to make meaningful predlctlon's‘ o | [J Uses meaning cues {context). 0 Self-corects for meaning.
50“95) : ‘03 "Rhymes and plays with words. .. 3. 1dentifies titles and authors in literature (text features): O Uses sentence cues {grammar).. {J Follows writen directions. ==
S (3 Participates in reading of famltrarbooks and poems.- T -Retells main evém orideain literature R ) Uses letter/sound cues and patterns (phgmcs) d {dentifies chapter lltles and table of contents {text orgamzers). -
-3 Connects books read aloud to own expenences with (3 Paticipates in guided Hferature dascussons BRI 1.0 Recognizes word endings, common contracuons and O summarizes and retells story events in sequential arder.
gmdanoe ’ \ : ' (7 Sees self as reader, . . _many high frequency words. . ' T Responds to and makes personal connections with facts,”
L-_| Explains why literature is Ilkedldlsllked dunng class dtscussrons g Begins to seffcomrect. ' _, Characters, and siluallons in terature.
wath gutdance _ £ Retells beginning, mrddle, and: end wrth gurdanoe_ = 0 Compares and contrasts characlers and story | events
(3 Disclisses characters and story everits with guidance: [ *Reads between the fines” with guidance,
o l._'_l [d‘ent;ﬁes own read:ng behavrors wrth gmdanee El Idontlfes own readlng strategles and sets goals with gurdanoe
Brrdgrng Fluent Proficient - Connectmg -lndependent
Ages 8-10 " Ages 9-11 " Ages 10-13" Ages 11-14 " R

y \E’ - Reads rnedrurn level chapter books
1 O Chooses readlng matenals at appropnate !eyel

D Expands knowledge of different genres g, realistic fiction; .
.. historical fiction, and fantasy) .

B 0 Reads aloud with expression. * = -
D Uses resources {e.4., encyclopedras CD-ROMSs; and i
e nont’ ction texts] to locate and sort information w1th gmdance

glossary, and mdex (text orgamzers) W|th gutdanoe :

Cl Gathers and uses information from graphs charts tab!es and
- maps with guidance, |

B D Increases vocabulary by using context cues, other readlng
- strategies, and resources {e.g., dictionary and thesaurus] y.nth
" guidance,

‘3 Demonstrates understandlng of the drtference between fact
~and opinion,

"3 Follows multi-step written directions tndependently

- elements) with guidance.

El Responds toissues and ideas in literature as well as facts or
- story events. .

' D Makes connections to other authors books and perspeotlves
{3 Participates in small group literature dlsoussmns with
. guidance,
{0 Uses reasons and examples o 5uppon tdeas and opinions
" with guidance.

: VCI Discusses setting, plot, characters, and paint of view (llterary

N O Reads challengmg children's fierafure.

3 Selects, reads, and fi nlshes awide vanety of genres.
- with guidance.

' Cl Begins fo develop strategles and cntena for selecting
reading materials.”

[ Reads aloud with flzency, expression, and confidence.
-0 Reads sﬂent[y for extended penods (3040 min. )

O Reads complex children's !llerature -
' Reads and understands mformatronal texts (e d., want ads

brochures schedules, catalogs, manuals) with gutdance o

3 Develops stfateg;es and. cntena for selectmg readmg matenals .

independently. .

(3 Uses resources (e.g., enoyclopedlas artrcles lnternet and
nonfiction texts) to locate information mdependenlly ’

-3 Gathers and analyzes informatton from qraohs oharts labtes

D Reads complex chlidren 5 Ilterature and young adult
literature.

(3 Selects, reads, and fi nrshes a wide yanety of genres
independently. -

D Begins fo choose challengrng readrng matenals and
projects.

[ Integrates nonfiction information to develop deeper

" understanding of a topic independently.

| 1 Reads young adult and-adut lterature.

'{J Reads challenging material for pleasure independently.

l:l Chooses and comprehends awrde varjety of sophlsttcated
- materials with ease {8.g., newspapers magazines, manuals,
novels, and poetry)

{7 Reads and understands informationat texts (eq, manuals
consumer reports, appiications, and forms)

(7 Reads chaflenging matena[iounionnattoaandtosolue% -

lnternet, and nonf chon texts) to Iocate mformatlon

3 Gathers information using the table of contents
captions, glossary, and mdex {text orgamzers]
independently,

d Begins to use resources (e.g.; dictionary and

- ‘thesaurus) to i increase vacabulary i in different subject
areas,

() Begins to d:souSs literature with reference fo setting,
plot, characters, and theme (llterary eternenls) and
authar’s craft.

7 (3 Generates thoughtfut orai and writien responses in

- -smali group literature discussions with guidance. .
[ Begins to use new vocabulary in different subjects and
in oral and wiitten respense to literature.
1 Begins to gain deepar meaning by readrng between
the lines."
{7 Begins to set goals and identifies slrategles to improve
reading.’

and maps with quidance.

| - Integrates information from muitiple 7 nonﬁctton sources to

" deepen understanding of a topic with quidance.

O Uses resources (e.g., dictionary and thesaurus} {oincrease
vocabulary independently. :

O identifies fiterary devices (e.g., siniles, metaphors
personification, and foreshadow:ng)

(3 Discusses literature with referench to theme author's purpose
and style {literary elements), and authors ceaft..

[ Begins io generate in-depth. responses in small group !|terature
discussions.

[ Begins to generate |ndepth wrrtten responses 0 hterature

" [J Uses increasingly complex vocabulary in different sub]eots and -

in oral and written response to liferature.
{0 Uses reasons and exam ples to support ideas and conctusmns

[ Probes for deeper meaning by readlng between the lines™ in
-response {o [Herafure. .

[ Begins to gather, analyze, and use information from

grapns, charls, tables and maps.

3 Generates |n-depth respanses and sustains smalt group
. literature discussions.

Cl Generates in-depth written responses to literature.

) _D Begins {o evaluate, interpret, and. anatyze reading

: contant critically. 7
[ Begins {o develop criteria for evaluating literature.

(3 Seeks recommendations and opinions about literature
- from athers.

7 sets reading challenges and goals tndependently.

| £ Analyzes iterary devices (eg metaphars, imagery, irany, and

- prabiems independendly,
{3 Perseveres through complex reading tasks.

J Gathers, analyzes, and uses information from graphs, charts,
- tables, and maps independently.

satire).

3 Contributes unique :nsughts and supports oplnlons in complex
literature discussions.

3 Adds depth to responses to literature by makmg insightul
connections to other reading and experiences.

O Evaluates, interprets, and analyzes reading content orrtlcally
O Develops and articulates criteria for evaluating literature.
£ Pursues awidening community of readers tndependently.
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Readers’ Workshop 64

Teacher Copy: Assessment for Indépendént Reading Levels
Levels A-K (Fiction/Narrative)

Set

Level D

S

Level D1 31 words

Reader’s Name %(J( (i D{N\'k R Grade (e Dat
Excerpt from\I Play Soccer, by Mary Cappellini

Sept0y

Independent Level: No
Accuracy Rate: %—_} o[ &

Book Introduction: (Show the cover of the book to the student and say this to the reader before he or she begins reading. )
“The title of this book is | Play Soccer. fi's about a soccer team and it tells all the things they do when they play a game of
socecer. Let’s read to find out what happens.” ]

SC

SC| M

E
S

VIMjS |V

Check the reading
hehaviors you notice
the child using, These
riofes may not
determine the reader’s
independent reading
level, bur will inform
Your teaching:

Uses some of the
H—Jter(s) of a word
(including some of the
final letters) along with
meaning. The child
first attends to
beginning letter(s) and
then progresses to
using final letter(s).

Q Reads known
words in text
automatically.

O Begins to integrate
sources of information:
making sure it makes
sense, sounds right and
looks right. .

N [ 'emeﬂ Str')fnc
ey ey

Running Record: Record the reader’s

miscues (or errors) above the words as he or
she reads. Later, analyze and code miscues

with MSV.

A
Pg. 2: T wait for the ball

" e
Pg.3: 1 rum after the ball.

Pg. 4: 1 kick the ball.
Pg. S:LI/paLs/s the bgl/l.

Pg. 6: I call for the ball.

[FE%)
I

Pg. 7:1 burnp the ball.

appropriates stress on
words.

Pg. 8: I score é/gc?éﬂ

Total miscues including
self corrected:

Seif corrections: _ ()

Miscues reader did not
self correct: |

Accuracy Rate: Circle the number6f fitsgues the reader did not self correct. .

100%
0 miscues

\

97%
1 miscue

94%
2 miscues

" 3 miscues

90%

96%-100% accuracy is necessary to-detefmine the reader’s independent reading Jevel.
Try a lower [evel text if the reader made 2 or more miscues.
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Readers” Workshop 65

Teacher Copy: Assessment for Independent Reading Levels
Set | Levels A-K (Fiction/Narrative) Level D

Literal and Inferential Retelling

Say, “Please retell the big important parts of what you just read.” Write notes regarding the student’s retell on the back of this page. If the
student has trouble getting started, prompt him/her to look at the text. Say, “What happened first?” Make a note that you prompted the
student. Some students will retell the story sequentlaily in response to this prompt, while others will retell the gist of the story. Either
response is acceptable here. T\;\Q, Aol i Ck\.oDLLt (F\ who i Pl(:u.&\n

R T N P D on quest
Use the Retelling Rubric and Samp e [t} Response 1 defermiiie if the child’s retell a ponse fo the comprehension questions are

acceptable. If a student is not able to retell but is able to answer the comprehension questions, note that this student will need extra work
on how to retell a story.

. I3 P 3 . . - N - — 1
Comprehension Questions Section: Analyze the student’s retelling/summary to see if it contains information that answers
each question below. If a question was not answered in the retelling, ask if and record the student’s responsc.

1. Literal Question: What does the girl in the story play with her friends?

he s P\%M% soccelf  wiliv her Hlewnds .

2. Literal Question: Name three things she does as she plays.
%KX\L fuwns kf(‘_ks o ‘\acﬂ\ BAAch %L&Q__
SColes o qoal
3. Inferential Question: How did the girl and her team feel at the end of the story? Why?

4. Inferential Question: How does the blue team feel?

"’ﬂ,@& it =ad lecouse m&di&vt win

Final Score

Yes : Na Was the reader’s accuracy rate at least 96%

O ET
. I you cireled 2 s answers in this Final Seere bex, the student i reading strongly at this level, However, it i possible that e student sy also

read stropgly at a higher level. Keep moving (o higher passages uniéil you can ne longer answer “ves” to all 3 questions, The highest level that showed
21y z ¥ £ gher PAssagy ¥ £ 3 1 g

slrong reading is the independent reading level, For example, vou might find that you answered "ves™ 1o all 3 questions in the Final Score Lox for

ievel E, then a "ves" o all 3 questions for fevel E. but only I “yee” answers for level o Level X is the highest passage on which vou were able to

answer “ves” to all 3 guestions in the Final Score box, Level E is the current independent reading level for the student.
=
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Set1 Teacher Copy: Assessment for Independent Reading Levels

APPENDIX F

Level N
Levels L-Z (Fiction/Narrative)

ReadersName%\ b(tb{lmt % Gradef }3[ A .Date ‘TUAQ_ O%

Independent Level: @:5 No

Excerpt from Sifver, by Gloria Whelan, pp. 49-51

Accuracy Rate: &f ) [

Level N 284 words

Book Introduction: Say this to the reader before he or she begins the student copy of the text: “In this passage, a girl named
Rachel is outside in a snowstorm trying to carry her puppy, Silver, back home to safety. The story takes place in Alaska,
where the winters are very cold, dark, and snowy. Please read aloud the first section. (Point fo the line on the student copy to
show the child where the first section ends.) After this part, you may read the rest silently. If you need to, you can reread the
first part. When you are finished reading, T will ask you to retell the important things that happened in the story.”

During & after the
running record, you
raay make these
observations & notes to
inform instruction:

O  Selfcorrects

.,
@ Pauses while
reading to think
~
Uses more than one
strategy to figure out
unfamiliar words

—~
'<E‘ J Miscues make

Sense

O Miscues fit the
syntax or structure of
the sentence

@ Miscues look

simifar fo words in the
fext

0 Figures out the
meaning of unfamiliar

Running Record: For the first 100 words, record the reader's miscues (or errors) above the
waords as he or she reads. Later, you may or may not code them, using miscue analysis { MSY).
Stop when the child has made five miscues and go back fo the previous level,

(—// /L/\./ [ /;_/L/biclﬁ./‘// —
T hoped I was running toward our house. The sun had beguin to sét and the
darkness seefmed fo be coming ¥ nieet me. Mom and Dad and I had often walked

- G\
[ a// = /|// [ Iy WL P o e
here in summer, but now everything that was familiar was covered with snow. [

/ L T L El___,fo‘“ [
wasn’t sure where [ was. Silver was growing heavy, but | he'I/on to hitm and tricd

e o
not to think What would happen to us if I got lost.

The wifid started up, covermg rﬁ)/f tracks as soon as I made them so there

was no way I cou tell 1f I was gomg (I 00 words) i 1n a clrcle

words—If the ¢hild
mispronounces a word
during the running
record, ask the child if
they know the mearing
of the word when they
Jfinish veading the
excerpt

*kxER (Reader may continue silently from this point on} *¥****

You heard stories about this happening to people who wandered into the Alaskan
winter. They were never heard from again.

The wind stung my face and the snow crept into my boots and mittens. [
had to wriggle my toes and fingers to keep them from growing numb.

Suddenly the ground beneath the snow felt spongy. It sucked at my boots

and I smelled something dark and musty. I had wandered into the cedar swamp

TCRWP - DRAFT
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Readers’ Workshop 67

Set1 Teacher Copy: Assessment for Independent Reading Levels Level N

Levels L-Z (Fiction/Narrative)

that runs along our land. My dad had warned me to keep out of the swamp because of the deep water-
filled holes. (200 words) Now every step I took scared me. Overhead [ saw a large black shadow start up
from one of the trees. It was a raven. It spread its dark wings over me and flew off. Even the raven
didn’t want to be there.

When I finally found my way out of the swamp, I was so tired I didn’t think I could take another

step. I was about ready to just sink down into the snow and give up when Silver began to whine. (284

words) -

Total miscues including Acenracy Rate: Circle the number of miscues the reader did not self corpeet_

self corrected: | | 100% 99% 98% 97% 96% \
~ {) miscues | miscue 2 miscues 3 miscues 4 miscues;

Self corrections: C/ 96%-100% accuracy is necessary fo determine the reader’s 1ndcpendentMmgd€vel

Try a lower level text if the reader made § or more miscues.
Miscues reader did not
self correct: L{ ¥ If the child makes the same miscue repeatedly, count it as one miscue.

Literal and Inferential Retelling or Summary
Say, “Please retell the big or imporiant parts of what you just read.” Write notes regarding the student’s retelling or summary on the back
of this page. If the student has trouble getiing started, prompt him/her to look at the text. Say, “What happened first?* Make a note that you
prompted the student. Some students will retell the story sequentially in response to this prompt, while others will summarize the gist of the
story, Either response is acceptable here,
Use the Retelling Rubric and Sample Student Responses to determine if the child’s retell and response to the comprehension questions are

acceptable. If a student is not able to retell but is able to answer the comprehension questions, rote that this student will need exira work
on how fo retell a story.

%r( was losl withe Wer do Siluer tw tle
m\d&\e_ of Mo =wow . Fuer qu low WKed

QA\QQ@@,& bo e, DL\Q LUoon u& ;@J QQ{ QV\OL
she wacg ﬂo%«i o f:‘&rug_ wp Lﬁ
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Set1 Teacher Copy: Assessment for Independent Reading Levels Level N
Levels L-Z (Fiction/Narrative)

Comprehension Questions Section: Analyze the student’s retelling/summary to see if it contains information that answers each
question below. If a question was not answered in the retelling, ask it and record the student’s response.

1. Literal Question: Why doesn’t Rachel recognize her surroundings?

bocouge Hue Snow coveled ewver mw&‘

4

2. Literal Question: Describe what you know about the swamp that Rachel has wandered into.

THr’s cold and & 6_6_2_1\&3

3. Inferential Question: Why do you think Silver is whining?

(S‘\\\)QV\ UQQ/\/\’(S = \mg[() RQQVQ\ = tt/kog}c il/\Q_ d@@g

N (3‘: Vel S
4. Inferential Question: Using what you know from the passage, what do you think Rachel is feeling in this story?

She 1g (oo ( «'wﬁ =coled. Ouuu@{ Hr eol

Oral Reading Flueney Scale — Circle the Appropriate Level

N eia i i opom o e s AR e, i g e g e . e
=
Level |) Reads primarily in larger, meaningful phrase groups. Although some regressions, repetitions, and deviaiions from text may
4 be present, these do not appear to detract from the overall structure of the text. Preservation of the author’s syntax is
= consistent. Most of the text is read with expressive interpretation.
&
=}
k=~ i Level | Reads primarily in three or four-word phrase groups. Some small groupings may be present. However, the majority of
3 phrasing seems appropriate and preserves the syntax of the anthor. Some expressive interpretation is present; this may be
inconsistent across the reading of the text.
Level | Reads primarily in two-word phrases with some three or four-word groupings. Some word-by-word reading may be present.
E 2 Word groupings may seem awkward and unrelated to larger context of sentence or passage. Beginning a little expressive
= interpretation, frequently first seen when reading dialogue.
z Level | Reads primarily word-by-word. Occasional two-word or three-word phrases may occur—but these ars infrequent andfor
1 they do not preserve meaningful syntax. No expressive interpretation.

Adapted from: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of

Educational Progress (NAEP), 2002 Oral Reading Study.

Final Score
Yes) No Was the reader’s accuracy rate at least 96%?7
Fes) No Did the reader read with fluency? (a score of 3 or 4 on the Oral Reading Fluency Scale)
es) No Did the reader correctly answer at least 3 questions in the Comprehension Questions Section?
@ No Did the refelling/summary express the important things that happened in the text?

Is this the student’s independent reading level?

. If yoﬁ did NOT answer "yes” (o all four questions in this Final Score box, try an easier fext. Keep moving to easier texis unti] you find the level at which you are
able to angwer "yes" to all four questions in the Final Score box.

+  If voucircled 4 "ves" answers in this Final Score box, the student is reading strongly at this level. However, it 15 possible that the student may also read strongly
at a higher fevel. Keep moving to higher passages until you can no longer answer “yes” to all four questions. The highest level that showed strong reading is the
independent reading level.. For example, you might find that you answered "yes" to all four questions in the Final Scere box for level P, then a "yes” to all four
questicns for level (, but only three "yes" answers for level R. Level Q is the highest passage on which you were able to answer "yes" to all four questions in the

Final Score box. Level Q is the current independent reading level for the student.
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S LLV\Q_ 200 8 APPENDIX G ! o o o :
Preconventional Emerging | Developmg | - Beginning Expanding
y : Ages 3——5 Ages 46 Ages 5—7 Ages 6-8. ‘Ages 7-9
\tTBegms to choose readmg materials (e.g., books magazmes a Memorizes pattern books, poems, and familiar books. '. D Reads books wrttt srmpte pattems ) Reads simple early—reader boo[-rs' 3 Reeds easy chepterbootcs : ’
. and charts) and has favorites. 1 [ Begins toread signs, tabes, and logos (envrronmental a Beglns to read.own writing. {7 Reads harder earty-reader books. . CJ Chooses, reads, and firishes a variety of materrats at
prnt). - -1 Reads and follows srmpte wiiften drrechons with . appropriate levet with guidancs. -

‘0 Shows interest in reading signs, labels, and logos o
(envrronmental pring). - o

D Recognizes OWN name in pnnl
| 03 Holds book and tums pages correct!y
1 Shows begrnnrng!end ‘of book or story
m} Knows samé letter names.
{3 Listens and responds to literature.
- [ Comments on illustrations in books."

=} Partrcrpates in group readrng (books rhymes poems and
songs] ; .

* | O Demonstrates eagerness to read
(7 Pretendstoread. . - -

| Uses rllustratlons to telt stones

© guidance.
3 Knows most Ietter names and some Ietter sounds
[ Recognizes some names and words in context '
O Makes meaningful predrctrons wrth gurdance o
(3 ‘Rhymes and plays with words. .-
O Participates in reading of familiar books ‘and poems. -

-3 Connects books read aioud to own expenences wrth

gurdance

| -3 Begins to read independently forsshort penods (5-10 mmotes}

O Discusses favorite reading matenal with. others

| O Refies on fligstiations and piint..

S | 03 ‘Uses firiger-print:voice matching.
lj Reads top to bottom, ieft fo nght and front to back with

[x¥ Recognizes srmpte words:
Cl Uses growmg awareness of sound segrnents (e g phonemes
yllab!es thymies) to read words. . .

_- D Begins to make meaningful predictrons

£3. identifies illes andautbors in {iterature (léxt features)

. ,Cl ‘Retells main event orideain lrterature
: J Partrcrpates in gutded trterature drscussons

(3 Seos self as reatfer,

D Explains why literature is !lkedfdlslrked dunng ctass drscusszons
wrih gurdanoe ;

"guidance.

'O dentifies basic genres (eg f ctaon nont' ction, and

. poetry). -

Lo Kmsmostleﬁersoundsandteﬁerclustors SR R Usesbasrcptmctuatronwhen readrngora!ly

[ Reads rndependently {10-15 mmutes)

(I Chooses reading materials rndependentty

"3 Leams and shares information from- read’ ing.

{3 Uses meaning cues {context).

' J Uses sentence cues (grammar)

1 O Uses letter/sound cues and pattems (phonrcs]

1.CJ Recognizes word endlngs commen contractlons and

_many high frequency words

-3 Begins to seif-correct. -

a Retells beginning, middle, and end wrth gurdance '

im} Drscusses characters and story events with’ gurdance

| 3 identfies own reading behaviors with guidance. -

3 Begins to read aloud with fivency.
3 Reads silently for increasingly longer pesiods (15-30 minutes).

3 Uses reading strategies appropnately, depencﬁng on fhe text.
. and purpese.

-1 3 Uses word structure cues (eg roct words prefixes, sutﬁxes

ward chunks) when encountering unknown words.
O increases vocabulary by using meaning cues (context).

-3 Self-comects for meaning

(3 Follows written directions. =
{7 identifies chapter fites and table of contents {text organrzers]
(7 Summarizes and retefls story events in sequential ordex.

7 Responds to and makes personal conections with facs,

. characters, and situations in literature.

o Comparosandoontrastschamotemandstoryevenls.
| O-*Reads between the lines” with guidance.

D Ident:fiesown read‘ng strategres andsetsgoets wilh gurdanoe

Brldglng
Ages 8-10 -

Fluent
Ages 911"~

Proficient.
Ages 10 13

- Connecting .
Ages'-11—,,14__ o

In—depend_ent

\ID Reads medrum tevel chapter books.
5 Cl Chooses readrng materrats at appropnaie Ievel

: D Expands knowiedge of different genres (e.g., realrstrc fiction; .
. historical fiction, and fantasy).- . . .

- L—l Reads alourt with expression, -

(7. Uses resources (6.9, -enicyclopedias, CD- ROMs; and - .
""" nonfiction texts) to locate and sort information with guidance.

[ Reads challenging children's lteratire.
[ Selects, reads, and fi nlshes awrde variety of genres

- with quidance.

D Begins to develop strategres and cntena for se!ectmg
- reading materiats,” - .

3 Reads aloud with fluency, expressmn and cont' dence.

- {3 Reads srlentty for extendeid periods (30-40 min.).

0 Reads complex children's lrterarure

(] Reads and understands informalional texts (4. want ads
brochures, schedules, catalogs, manaals) with gurdance L

' Cl Develops strategies and cntena for setectmg reao” ng matenals HE

|ndependently

3 Uses resources {e.g., encyclopOdras artrcles Internet and
nonfiction texts) to Jocate inforimation 1ndependentty _

1 l:l Gathers information by using the table of contents, captions,
. glossary, and index (text organizers) with guidance.
lj Gathers and uses information from graphs charts tables, and
- maps with guidance.

EJ Increases vocabulary by using context cues, other readrng
. sirategies, and resources {e g drctronary and hesaurs) wrth
guidance.

a: Demonstrates understandrng of the difference between fact
|1  -andopinion. -

- (J Foliows multr-step written drrectrons :ndependently

[j Discusses seffing, plot, characters, and polnt of view (literary
* glements) with guidance.

story events.
{3 Makes.connections to other authors books and perspectwes
(J ‘Parlicipates in small group literature drscussrons with
" guidance.
.} 0 Uses reasons and examgles {o support ideas and opinions
: with guidance.

D Respends to issues and |deas in Irterature as wetl as facts or

| l:l Begins 10 use resources (e.g.; encyclopedias, arficles,

Internet, and nonficfion texts) to locate information.

[ Gathers information using the table of contents,
captions, glassary, and index (text orgamzers)
indépendenily. :

{3 Begins fo use resources {e.g., dictionary and

thesaurus} to i increase vocabulary in drtferent subject .

. argas.

_D ‘Begins to discuss Irterature W|th reference 1o setling,

plot, characters, and.theme (Ilterary elements), and
author's craft, C

‘.-_'! Generates thoughtful oral and wntten responses in
~small group literature discussions with guidance.

(J Begins to use new vocabuiary in. diffecent subjects and
in oral and weitten response to hiterature. -

3 Begins to gain deeper meanrng by readlng between

~ thelines.!

3 Begins to set goals and identifies strategies to improve
teading. ’

-gcswmmmmmmmw chars, labls,

' l:l Reads complex chrtdren s hterature and young adult

literature. )
3 Selects, reads, and f nishes 3 wide vanety of genres
independently.
a Begins fo choose challengrng readmg matenals and
projects.
(3 Integrates nonfiction information 1o develop deeper
) uncierstanding of a fopic independently. ;

{ad Reads young aculf and adult Ilteratore

L_J Chooses and comprehends a wide vadely of sophrstlcated
- materials with ease (eg. newspapers magazrnes manuals,
~ navels, and poetry}. o
O Reads and understands informational texts (eg. manuals
consumer repoits, applrcattons and forms} :

'3 Reads challenging material for pleasure mdependenﬂy

{3 Reads challenging material for information and to salve:

and maps-with guidance.
{3 Integrates information from multigle nonfi ctron saurces ta
" deepen understandrng of a {opic with gurdanoe
O Uses ressurces {e.g., dictionary and thesaurus) toincrease
vocabulary independently.
(3 Igentifies fiterary devices (e.g., sitiles, metaphors
personifi ication, and foreshadowrng)

'D Discusses fiterature with referenck to theme, autnor’s purpose

and style (fiterary elemenis}, and author's craft.

(7 Begins fo generate rn—depth responses in smalt group literature
discussions, :

7 Begins to generate |n~depth writlen responses to Irterature

"3 Uses increasingly complex vocabulary in drﬁerent subjeots and

in oral and written response to literature.
(3 tses reasons and examples to support ideas and conclusrons

{1 Probes for deeper meaning by ‘reading between the imes in
response to literature.

3 Begins to gather, analyze, and use information trorn
graphs, charis, tables and maps.

'[J Generates in-depth responses and sustaing small group
_literature discussions.

[} Generates in-depth written responses to literature.

=R Begins to evaluate, interpret, and analyze reading

content critically.-
D Begins to develop criteria for evaluatrng literature.

(7 Seeks recommendations and apinions about fiterature
from others.

"7 Sets reading challenges and gaals independently.

problems independently.
a Perseveres through complex reading tasks.

O Gathers, analyzes, and uses information from graphs, charts
- {ables, and maps independently.

{3 Analyzes lilerary devices {e.g., metaphors, imagery, irany, and
satire).

O Contributes unique insights and supports opinions in complex
literature discussions.

{3 Adds depth 1o respanses ta literatire by makrng rnsrghtful
conneciions to other reading and experiences.

a Evaluates, interprets, and analyzes reading content critically.
(J Develops and arliculates criteria for evaluating literature.
3 Pursues a widening community of readers independently.




Set 1

Teacher Copy: Assessment for Independent Reading Levels

APPENDIX H Readers Workshop -70 :

Level Q
Levels L-Z (Fiction/Narrative)

Reader’s Name POJ\ k—l C‘,‘QD{}\\,’* (ﬁGrade OV\Q Dateg‘({f)'b O 2

Independent Level;\Yes) No

Excerpt from The &uckoo Child, by Dick King-Smith, pp. 25-26

SR >/
Accuracy Rate: (; 36 @

Level Q 292 words

Book Intreduction: Say this to the reader before he or she begins the student copy of the text: “Jack loves all kinds of birds.
In this scene, Jack and his class are at the zoo, watching the ranger feed the ostriches, which are very large birds..Please read
aloud the first section. (Point {o the line on the student copy to show the child where the first section ends.) After this part,
you may read the rest silently. If you need to, you can reread the first part. When you are finished reading, I will ask you to
retell the important things that happened in the story.”

During & after the
running record, you
may make these
observaiions & notes to
inform instriection:

0O Selfcorrects

-
@/) Pauses while
reading to think

@ Uses more than one
strategy to figure out
unfamiliar words

0 Solves polysyliabic
words

Running Record: For the first 100 words, record the reader’s miscues (or errors) above the
words as he or she reads. Later, you may or may nof code them, using miscue analysis (MSV}.
Stop when the child has made five miscues and go back to the previous level,

/ e Pl T bgﬂ\ﬂ T
When he had gone some way away, the raflger began to throw the T fiwit and

vegetabfe?over the fence. Then leaving the birds busily feeding, he hurrled back,

g Wheﬁfbow e
unlocked fhe gate and pushmg in the wheslbarrow, reloaded it with the more

outlyﬁlﬁ)f the ostrich eggs.

T e w7 " o
Jack watched all this with mounting excitement. It mlght take a blrd o

they know the meaning
of the word when they
finish reading the
excerpt

0O  Miscues make hatch eggs but a boy could hatch a plan' He unzxpped the canvas backpack slung
sense L e
O Miscues fit the over his shoulder.
syntax or structure of o e T
the sentence The ranger came out again and relocked the gate
@ Miscues look o —wheelloc w e
similar to words in the In the wheelbarrow were nine eggs.
lex{ " P
- , He picked one up.
] Figures aut ine h b
meaning of unfamiliar I S N W e e e e
words—if the child “Now,” he said, “where’s (100 words) the young man who asked that
mispronounces a word -
during the running L g
record, ask the child if question’

wh*** (Reader may continue silently from this point on) ****

And when Jack raised his hand, the ranger said, “Here, you can go first,” and
handed him an ostrich egg. -
Then, one after another, the ranger took the other spare eggs out of the

wheelbarrow and gave them to various children to hold and examine.
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Set1 Teacher Copy: Assessment for Independent Reading Levels Level Q
Levels L-Z (Fiction/Narrative)

“Let me!” “Let me!” “Give it here!l” “Let me go first!” cried the boys and girls as they competed
to hold an egg, and in the hubbub and confusion nobody noticed what Jack was doing or heard him zip
his backpack shut.

“Now, now, children, that’s enough!” said (200 words) the teacher. “Put all the eggs back in the
wheelbarrow now.” She turmed to the ranger and said, “What will you do with these?”’

“Often we send some to other safari parks or zoos,” said the ranger, “but actually these will be
fed to our big snakes, the pythons and the boa constrictors. Now then, have you all put your eggs back?”

“Yes!” chorused the children. Jack said nothing.

“Thank you for your trouble,” said the teacher.

“Bye-bye then,” said the ranger, and off he went. In the wheelbarrow were eight eggs. (292

words)
Total miscues inchuding Accuracy Rate: Circle the number of miscues the reader did not self corpect=,
self corrected: J ; 100% 99% 98% 97% ( 96% >
0 miscues 1 miscue 2 miscues 3 miscues 4 miscug
Self corrections: _[ ) 96%-100% accuracy is necessary to determine the reader’s independent reading level.

Try a lower level text if the reader made 5 or more miscues.
Miscues reader did not

self correct: [ i ¥ [fthe child makes the same miscue repeatedly, count it as one miscue.

Literal and Inferential Retelling or Summary

Say, “Please retell the big or important parts of what vou just read. " Write notes regarding the student s retelling or summary on the back
of this page. If the student has trouble getting started, prompt him/her to look at the text. Say, “What happened first? ” Make a note that you
prompted the student. Some students will retell the story sequentially in response to this prompt, while others will summarize the gist of the
story. Either response is acceptable here.

Use the Retelling Rubric and Sample Student Responses to determine If the child's retell and response to the comprehension questions are
acceptable. If a student is not able to retel! but is able 1o answer the comprehension questions, note that this student will need extra work
on how fo retell a story.

Tf; r\ﬂi’\nPr (Ajﬂxﬂ < l/:fl:.r],'.,. "/"{ ‘f gl

HAE- 3 w4 e \/V\uqrua,( L\/\ﬁ <
6&& he OL OLV”I /L FC’U.j C’L%t@bk hefb’\ HKOL (_L /]_(;LC tii
ook ene .
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Level Q
Set1 Teacher Copy: Assessment for Independent Reading Levels

Levels L-Z {Fiction/Narrative)

Comprehension Questions Section: Analyvze the student’s retelling/summary to see if it contains information that answers each
question below. If a question was not answered in the retelling, ask it and record the student's response.

1. Literal Question: What does the ranger say he will do with the spare eggs?

cowldn '€ amswoer

2. Literal Question: Did anybody notice that one of the eggs is missing at the end of the passage? How can you tell?

M \ap (Mgp JCL&Q, { “afvxria { L&waf OWLQ( 0{{0{ ¥ ! t‘ -3(13
l\/
3. Inferential Question: {%ne story says, “It might take a bird to hatch eggs, but a boy could hatch a plan!” What does this mean?

CCOLL An T ams u)ef\

4. Inferential Question: What do you think Jack did with one of the eggs?

He L(e,fst Ny 7%?& hivsel £,

Oral Reading Fluency Scale — Circle the Appropriate Level

Level | Reads primarily in larger, meaningful phrase groups. Although some regressions, repetitions, and deviations from text may
4 be present, these do not appear to detract from the overall structure of the text. Preservation of the author's syntax is
consistent. Most of the text is read with expressive interpretatiorn.

Fluent
y.

Level {\Reads primarily in three or four-word phrase groups. Some small groupings may be present. However, the majority of
3 phrasing seems appropriate and preserves the syntax of the author. Some expressive interprefation is preseni; this may be
inconsistent across the reading of the text.

Level ; Reads primarily in two-word phrases with some three or four-word groupings. Some word-by-word reading may be present.
2 Word groupings may seem awkward and unrelated to larger context of sentence or passage. Beginning a little expressive
interpretation, frequently first seen when reading dialogue.

Non fluent

Level ! Reads primarily word-by-word. Occasional two-word or three-word phrases may occur—but these are infrequent and/or
1 they do not preserve meaningful syntax. No expressive interpretation.

Kﬁépted from: U.S. Department of Education, Ihstitute of Educanon Sciéﬁéeg, Nat;onalCeﬂter for Education Statistics, National Assessment of
Educational Progress (NAEP), 2002 Oral Reading Study.

_ Final Score
Yes j No Was the reader’s accuracy rate at least 96%?
No Did the reader read with fluency? (a score of 3 or 4 on the Oral Readmg Fluency Scale)
Yes (No) Did the reader correctly answer at least 3 questions in the Comprehension Questions Section?
Yes Did the retelling/summary express the important things that happened in the text?

f= this the student’s Independend glevel?

- i vou did NOT answer "ves” (o all four questions in this Final Score box, ey an easier text. Keep moviny to easier 1exds ung! you find the level a which you ate
abie o mswer "yes” o all four questions in the Final Seore box.
. if you circled 4 “yes" answers in this Final Score box, the saudent £ reading strongly at this level. However, 1t is possibie that the student may also read strongly

at g Bigher level. Keep moving fo higher passages until you can no longer answer “ves” fo all four questions. The highest fevel that showed strong rea

independent reading level. For exampls, vou might find that vou answered "yes" to oll four questions in the Finat Seore box for tevel P, then u “yes™ (o o
guestions for level Q. but onky three "ves™ answers for level R Level § is the highest passage on which you were abie 10 answer "ves” o all fow question

Final Score hox, Level G is the current independent reading level for the student.
[l =
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Set

Teacher Copy: Assessment for Independent Reading Levels

Readers’ W.
APPENDIX 1 orkshop 73

Level U
Levels 1.-Z (Fiction/Narrative)

Reader’s Name POX hC&DQAAt ( Grade{ e Datemlﬂe O 9

Independent Level: (Yes} No

Excerpt from The Tarantia in My Purse, by Jean Craighead George, pp. 85-87

o
Accuracy Rate: Eé /D

Level U 245 words

Book Introduction; Say this to the reader before he or she begins the student copy of the text: “In this book, a writer tells
stories about her many different pets, including this story about a robin named Pete. Please read aloud the first section. (Point
{o the line on the student copy to show the child where the first section ends.) After this part, you may read the rest silently. If
you need to, you can reread the first part. When you are finished reading, I will ask you to talk about the big or important
things that happened in the story.”

During & afier the
running record, you
may make these
observations & notes to
inform instruction:

O  Selfcorrects

@ Pauses while

reading to think

Uses more than one
Strategy to figure oul
unfamiliar words
O Uses word parts to
solve unfamiliar words
(prefixes, sujfixes,
endings, etc.)

0 Miscues make
sense

8 Miscues fit the
syntax or structure of

the sentence

Miscues look

Running Record: For the first 100 words, record the reader’s miscues (or errors) above the word s
as he or she reads. Later, you may or may not code them, using miscue analysis (MSV), Stop when
the child has made five miscues and go back to the previous level

When Pete ¢ could ﬂy, he graduated fo f}1/ preteens He was both mdependent

e o e
and dependent. He wént out the door, enjoyed the g garden but al always cafme back o

be fod and comforted At this st':i'ée: fie was a Feautiful friend.

ﬁapp“cﬁed tﬁwia&:/ On aWarm_
(i mclqed’

afterﬁdgn Pete ﬂew in through the sunporch dGor and pErched orrthe Waterm:g(:an

In July he brought me a chlckadee

Suddenly, with & whir and a flash of black and white feathers, a chickadee followed

him in. The bold adventurer hovered in the a'irTn front oﬁ/nﬁace, scolding nie

similar to words in the \-/] 7100 ) E/w/hi/h“i' ;1’/ T IRy T Dl
- severcly (LU words) ) saw that the opird feeder was-empty and pickedupa

Y
\_Q) Figures out the

meaning of unfamiliar
words—If the child
mispronounces a word
during the running
record, ask the child if
they know the meaning
aof the word when they
finish reading the
excerpt

k¥ (Reader may continue silently from this point on) ****
The pretty bird hovered over my hand and, still on wing, took the offering in his
beak. He sped out the door to the apple tree. There he held the seed with his toes
and cracked it open with his beak. He ate, wiped his beak clean, and flew back in

the door. 1 picked up another seed. This time he alit on my fingers, his tiny feet
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- Readers’ Workshop 74

Set1 Teacher Copy: Assessment for Independent Reading Levels Level U

Levels L-Z (Fiction/Narrative)

feeling cool and weightless. His black eye glistened (200 words) as he tipped his head and looked at me.
I was enchanted. I had heard that chickadees come to know the people who live on their territories and

will eat out of their hands, but this was the first time it had happened to me. (245 words}

Total miscues including Accuracy Rate: Circle the number of miscues the reader did not self correet——__

self corrected: _| | 100% 999 98% 97% ( 96% >
0 miscues 1 miscue 2 miscues 3 miscues 4 miscues
Self corrections: _{ } 96%-100% accuracy is necessary to determine the reader’s independent reading Tevel,

Try a lower level text if the reader made 5 or more miscues.
Miscues reader did not
self correct: l__.j * If the child makes the same miscue repeatedly, count if as one miscue.

Literal and Inferential Retelling or Summary
Say, “Please retell the big or important parts of what you just read.” Write notes regarding the student’s retelling or summary on the back
of this page. If the student has trouble getting started, prompt him/her to look at the text. Say, “What happened first? " Make a rote that you
prompted the student. Some students will retell the story sequentially in response to this prompt, while others will summarize the gist of the
story. Either response is acceptable here.
Use the Retelling Rubric and Sample Student Responses to determine if the child’s retell and response to the comprehension questions are
acceptable. Ifa student is not able to retell but is able to answer the comprehension questions, note that this student will need extra work
on how to retell a story.

Optional: You may ask the student to write his/her responses to this section on the atiached forms. If you choose this option, observe the
student as he/she writes. You must follow up any incorrect wrilten response with a chance for the student fo answer the question orally.

Pote Louoht witih Wi o Qh}clnqadge_ Clhal is
vefy nice ondl <moall. The. b@fj weas edive
hWiwe amd  he was ver Wha Pj to ha,ua_ Q.
nice bird. T Ewes “Heo ot Hue Holl- +H e
\,,ﬁf;f;qned\ © hin
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Readers’ Workshop 75

Set 1 Teacher Copy: Assessment for Independent Reading Levels Level U
Levels L-Z (Fiction/Narrative)

Comprehension Questions Section: Analyze the student's retelling/summary to see if it contains information that answers each
question below. If a question was not answered in the retelling, ask it and record the student’s response.

1. Literal Question: Describe the “bold adventurer” that followed Pete in through the sunporch door.

He. (s QG C;{At‘ckom(f’,e_ O{Vld he. ula g ;I VT %U ﬂlL the.
Zeeds witina (v's bea }’\’ » He wee ve 0 C :
2. Literal Question: According to the story, what kind of food do chickadees eat?

3. Inferential Question: What makes you think that the chickadee probably frusts the author?

He tusts him because he Sfujﬂgl on s hand .

4. Inferential Question: Can you describe some of the ways the chickadee in this story behaves more like a human?

He wipes Hﬁ beak aFter he eals

Oral Reading Fluency Scale — Circle the Appropriate Level

=23
evel || Reads primarily in larger, meaningful phrase groups. Although some regressions, repetitions, and deviations fiom text may
4 be present, these do not appear to detract from the overall structure of the text. Presetvation of the author’s syntax is
2 consistent. Most of the text is read with expressive interpretation.
@ N
2 —
B | Level { Reads primarily in three or four-word phrase groups. Some small groupings may be present. However, the majority of
3 phrasing scems appropriate and preserves the syntax of the author. Some expressive interpretation is present; this may be
inconsistent across the reading of the text.
Level | Reads primarily in two-word phrases with some three or four-word groupings. Some word-by-word reading may be present.
E 2 - Word groupings may seem awkward and unrelated to larger context of sentence or passage. Beginning a little expressive
2 mterpretatlon, frequently first seen when readmg dialogue.
= . e _
Z | Level | Reads primarily word-by-word. Occasional two-word or three-word phrases may occur—but these are infrequent and/or
1 they do not preserve meaningful syntax. No expressive interpretation.
Adapted from: U.5. Departmehf of Education, Institute of Education Sciéﬂéeé, National Center for Education Statistics, National
Assessment of Educational Progress (NAEF), 2002 Oral Reading Study.
TN Final Score

/ No Was the reader’s acenracy rate at least 96%7?

(Yes) No Did the reader read with fluency? (a score of 3 or 4 on the Oral Reading Fluency Scale)

No Did the reader correctly answer at least 3 questions in the Comprehension Questions Section?
' No Did the retelling/summary express the important things that happened in the text?

Ls this the student's independent reading level?

. If you did NOT angwer "yes" to ail four questions in this Final Score box, try an easier text. Keep moving to easter texts untif vou find the level at whick
you are able (o answer "yes" to all four questions in the Final Score box. '

¢ Ifyoucircled 4 "yes” answers in this Final Scove box, the student is reading strongly at this level. However, it is possible that the student may also read
strongly al a higher level. Keep moving to higher passages until you can no longer answer “ves” to all four questions. The highest level that showed strong
reading is the independent reading level. For example, you might find that you answered "yes" to all four questions in the Final Score box for fevel P, then a
“ves" to all four questions for level (, but only three "yes" answers for level R. Level Q is the highest passage on which you were able 1o answer "yes” to all

four questions in the Final Seore box. Level Q is the current independent reading level for the student.
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