Reading Recovery and the Five Essential Components of Reading

	FLUENCY

Scientifically Based Research From the National Reading Panel Reports and Put Reading First
	Ways in which Reading Recovery® Teachers support the Development of Phrased and Fluent Reading



	· Fluency is defined as “the ability to read a text accurately and quickly. [Fluent readers] group words quickly to help them gain meaning from what they read.” (p. 22)

· “Fluency is important because it provides a bridge between word recognition and comprehension.” Studies have found a close relationship between fluency and reading comprehension. (pp. 22–23)

· “To read with expression, readers must be able to divide the text into meaningful chunks. These chunks include phrases and clauses. Readers must know to pause appropriately” when reading orally. (p. 23)

· “Fluency is not a stage of development at which readers can read all words quickly and easily. Fluency changes, depending on what readers are reading, their familiarity with the words, and the amount of practice with reading text.” (p. 23)

“It is important to provide students with instruction and practice in fluency as they read connected text.” (p. 23)


	Ways in which Reading Recovery® Teachers support the development of phrased and fluent reading include the following teaching events:

· Teach for fluent reading on carefully selected continuous texts that are not too difficult.

· Provide many opportunities for oral reading.

· Provide opportunities for multiple readings of familiar texts.

· Recognize that with beginners, fluency is affected by the need to gain control of one-to-one matching and to learn to use the visual information in text.

· Encourage flexibility in varying the speed of oral reading to match the difficulty of the text (e.g., new or more difficult texts will generally affect fluent reading).

· Demonstrate fluent reading on a text the child is reading.

· Encourage the child to read familiar texts quickly so that it sounds like talking.

· Select texts that will facilitate fluent reading.

· Attend to the role of oral language and increasing experience with the visual information in print.

· Arrange opportunities for children to reread their very familiar texts to parents or other available listeners .

· Mask the text and ask the child to read phrase all at once.

· Slide a card underneath text to discourage finger pointing and word-by-word reading.

· Slide a card over the text to force the eyes ahead.

· Arrange a cut-up sentence in phrases for the child to read.

· Insist that the child pause appropriately, using punctuation.

	PHONICS

Scientifically Based Research From the National Reading Panel Reports and Put Reading First
	Ways in which Reading Recovery® Teachers support Phonics Instruction 



	· “Phonics instruction is not an entire reading program for beginning readers.…[It] is most effective when introduced early.” (Put Reading First, p. 15)

· “Systematic and explicit phonics instruction is effective for children from various social and economic levels.” (Put Reading First, p. 14)

· Phonics instruction improves early word recognition, spelling, and reading comprehension. (Put Reading First, p. 14)

· Only “a few studies examined effects of phonics instruction several months after the treatment had ended.…[Students were tested] from 4 months to 1 year after training…[and] the effect size remained significantly greater than zero,” although effects were “somewhat diminished.” (Report of the National Reading Panel: Reports of the Subgroups, p. 2-113) 

· “You can teach phonics effectively to the whole class, to small groups, or to individual students. The needs of the students in your class and the number of adults working with them determine how you deliver instruction.” (Put Reading First, p. 17)

“Effective programs offer phonics instruction that

· helps teachers…instruct children in how to relate letters and sounds, how to break spoken words into sounds, and how to blend sounds to form words;

· helps students understand why they are learning the relationships between letters and sounds;

· helps students apply their knowledge of phonics as they read words, sentences, and text;

· helps students apply what they learn about sounds and letters to their own writing;

· can be adapted to the needs of individual students, based on assessment;

· includes alphabetic knowledge, phonemic awareness, vocabulary development, and the reading of text.”

(Put Reading First, p. 16)

“Few if any studies have investigated the contribution of motivation to the effectiveness of phonics programs, not only the learner’s motivation to learn but also the teacher’s motivation to teach. The lack of attention to motivational factors by researchers in the design of phonics programs is potentially very serious.…[Future research should] determine which approaches teachers prefer to use and are most likely to use effectively in their classroom instruction.” (Report of the National Reading Panel: Reports of the Subgroups, p. 2-97)


	A comprehensive and systematic literacy assessment system is used to identify children’s knowledge and skills. Programs are individually and systematically designed to address those areas the child does not know. Daily assessment is conducted to revise and tailor the program as the child takes on new learning.

The child is individually assessed to determine

· the number of upper- and lowercase letters known by name

· the number of phonemes the child can connect to letters

· the phonemes that the child can represent with letters in writing

· the degree to which children can use letter-sound knowledge and word patterns to spell words

· the degree to which children can locate words in a text after hearing them 

· the upper- and lowercase letters the child can match

· the child’s ability to use phonics strategies while reading continuous text

Children study letters and connect them to sounds through working with magnetic letters, building words, and making personalized alphabet books. 

· They also read letter books that provide opportunities to notice and internalize key words that illustrate beginning consonant sounds. 

· Teachers demonstrate how to take words apart by segmenting them into sounds and how to make new words by adding, deleting, or substituting letters. 

· Children internalize and learn how to use the principles and gain control as they apply principles to more examples. 

· They learn flexible, quick recognition of the letters (and associated sounds) in words. 

In the process of writing a message:

· Children analyze phonemes in words and represent them with letters. 

· They say words slowly, segmenting them into the sounds they hear. 

· They check written words by blending phonemes together. 

· Teachers draw attention to letter-sound relationships that children need to learn next. 

Children learn to blend and segment sounds in words that have been cut apart for reassembling. 

· This action requires children to think about the sounds in words to locate them and place them in order. 

· Based on what children need to know next, the teacher decides how to segment the words so that they can focus on beginning, ending, or medial parts.

In selecting and introducing new texts to children, the teacher takes care that the text will be within the readers’ control so that every reading will be successful and that the text will be interesting to children. 

· The teacher introduces the text in a manner that prepares readers for decoding the words of the text, engages interest, and motivates the children.

 As children engage in guided oral rereading of texts, they learn to monitor their reading by checking for mismatches using letter-sound information. 

In guided oral reading of new texts, teachers draw children’s attention to the use of letter-sound information as an important tool for solving words. 

· The teacher demonstrates ways to use letter-sound relationships to monitor accuracy of reading and to decode unfamiliar words. 

· The teacher shows children how to identify and work with syllables in spoken words, with onsets and rimes in spoken syllables, and with individual letters and sounds as strategies.

· Children need opportunities to use what they have learned in problem-solving unfamiliar words that they encounter within continuous text. 

· They use word-solving strategies to take words apart while keeping the meaning in mind. 




	PHONEMIC AWARENESS

Scientifically Based Research From the National Reading Panel Reports and Put Reading First
	Ways in which Reading Recovery® Teachers support the Development of Phonemic Awareness  



	“Phonemic awareness instruction does not need to consume long periods of time to be effective. In these analyses, programs lasting less than 20 hours were more effective than longer programs.” (Report of the National Reading Panel: Reports of the Subgroups, p. 2-6)

“Phonemic awareness instruction is most effective when children are taught to manipulate phonemes by using letters of the alphabet.” (Put Reading First, p. 7)

Phonemic awareness can be improved by instruction that helps children

· hear individual phonemes, syllables, onsets and rimes, and word boundaries. (Put Reading First, pp. 4–5)

· “focus on and manipulate phonemes in spoken syllables and words.” (Report of the National Reading Panel, p. 7)

· learn letter names and shapes along with phonemic awareness (Put Reading First, p. 7)

· see how phonemic awareness relates to their reading and writing. (Put Reading First, p. 6) 

	In Reading Recovery®, individual diagnostic assessment is used to identify children’s knowledge and skills. Individual assessments of phonemic awareness include determining the

· number of upper- and lowercase letters the child can recognize and name

· number of phonemes the child can hear in words

· number of phonemes the child can connect to letters

· specific phonemes the child can represent with letters in writing

· degree to which the child can locate words in a text after hearing them

· upper- and lowercase letters the child can match

Individual instructional programs are systematically designed based on these assessments.

· Children work with alphabet letters and related sounds, for example, making personalized alphabet books with key pictures and letters so that they can link sounds and letters. 

· The teacher models and children learn how to take words apart by segmenting them into sounds; children also learn to blend sounds together in the writing of a word. 

· Children learn how to make words by adding, deleting, and substituting phonemes. This work involves using magnetic letters. 

· Children become fast and automatic at applying principles.

As children orally read and reread texts, the teacher demonstrates ways to use phonemic awareness and letter-sound relationships to monitor reading accuracy and to solve new words.

Using books that provide opportunities to apply principles they are learning, the teacher shows children how to:

· identify and work with syllables in spoken words

· identify and work with onsets and rimes in spoken syllables

· identify and work with individual phonemes in spoken words as strategies for solving unfamiliar words.

In writing, children learn to record the sounds they hear in words and notice the sequence of sounds. 

· The teacher shows children how to identify and work with individual phonemes in spoken words.

· The teacher models and children learn how to segment and blend phonemes in individual words.

Children work with individual words and segments of words that they put together into sentences. 

· This activity requires children to think about the sounds in words and their sequence. 

· Words are cut into parts to focus children’s attention on first letters-sounds, ending letters-sounds, and medial letters-sounds.




	TEXT COMPREHENSION

Scientifically Based Research From the National Reading Panel Reports and Put Reading First
	Ways in which Reading Recovery® Teachers support

Text Comprehension

	· “Comprehension is the reason for reading. If readers can read the words but do not understand what they are reading, they are not really reading.” (p. 48)
· “Good readers are purposeful. Good readers have a purpose for reading.” (p. 48)
· “Good readers are active. Good readers think actively as they read. To make sense of what they read, good readers engage in a complicated process. [They use] their experiences and knowledge of the world, their knowledge of vocabulary and language structure, and their knowledge of reading strategies.” (p. 48)

· “Text comprehension can be improved by instruction that helps readers use specific comprehension strategies” (p. 49–56)

· monitoring comprehension: being aware of what they do and do not understand and using appropriate “fix-up” strategies to solve problems in comprehension

· using graphic and semantic organizers

· answering questions about the text

· generating questions about the text

· recognizing story structure

· summarizing: identifying main themes and central ideas while eliminating unnecessary and redundant information

· making use of prior knowledge: drawing on prior knowledge and experience to help with understanding

· using mental imagery(pp. 49)

· “Students can be taught to use comprehension strategies.” 

· “Effective strategy instruction is explicit or direct” and can include direct explanation, modeling, guided practice, and application.

· “Effective instruction helps readers use comprehension strategies flexibly and in combination.”(pp. 53–54)

· “Teachers should emphasize text comprehension from the beginning, rather than waiting until students have mastered the basics of reading.” (p. 55)


	In Reading Recovery®, teaching for comprehension must begin at the start of the intervention. Children must learn that understanding is the ultimate goal of reading. As they gain phonemic awareness, phonics and decoding skills, fluency, and vocabulary, the teacher supports children’s active use of these abilities while simultaneously making sense of what is read.

For young children, especially those in need of literacy intervention, explicit attention should be given to their development of the following processes:

· monitoring their own reading, being aware of what they do and do not understand

· using information in text to gain meaning (e.g., letter sequences, word sequences)

· using prior knowledge to support meaning

· taking the initiative to self-correct when the text does not make sense

· discovering new things within the text 

· asking their own questions about the text

· building concepts about how books and stories work

Ways in which teachers can support the development of these processes in young children include the following teaching events:

· Select texts that will support the child’s present knowledge and skills.

· Select a variety of texts and text types to promote the flexible use of the child’s knowledge in new situations.

· Introduce texts by activating prior knowledge about the story and building experiences needed to enhance understanding.

· Emphasize what the child already knows that will help in solving words and interpreting the story.

· Build connections during and after reading to support understanding.

· Have meaningful conversations about the text.

· Hold the child accountable for meaning during oral reading through such prompts as “Did that make sense?”

· Examine records of oral reading behavior for evidence of meaning-making and adjust teaching objectives accordingly.

· Teach for comprehension when children are writing as well as when they are reading. The reciprocal nature of the two processes will be mutually supportive.

Because early interventions work with children who are demonstrating unique difficulties, approaches to comprehension instruction must be appropriate for each individual. For example, the questions the teacher asks the child should be determined by the child’s progress and responses to reading and writing experiences. Teachers must be knowledgeable and flexible in supporting comprehension in young readers and writers.




	VOCABLUARY  INSTRUCTION

Scientifically Based Research From the National Reading Panel Reports and Put Reading First
	Ways in which Reading Recovery® Teachers support

Vocabulary Instruction

	· Most vocabulary is learned indirectly “through everyday experiences with oral and written language.” (p. 35)

· “Children learn word meanings indirectly in three ways:

· They engage daily in oral language.

· They listen to adults read to them.

· They read extensively on their own.”(p. 35)

· Some vocabulary must be taught directly by providing students with specific word instruction and by teaching them word-learning strategies. (pp. 36–37)

· Direct instruction of vocabulary helps students learn words “that are not part of their everyday experiences.” (p. 36)


	Ways in which Reading Recovery® Teachers can support vocabulary development and teach for word-solving strategies during oral reading and writing activities include the following teaching events (many adapted from Clay’s Reading Recovery: A Guidebook for Teachers in Training, 1993).
Selecting and Introducing Books

· Select texts that offer some challenges in word solving and yet support the child’s present knowledge and skills.

· Select a variety of texts and text types to promote flexible use of word solving.

· Engage the child in meaningful conversations when introducing a new book, allowing the child to hear the new words to be encountered in the text.

· Draw the child’s attention to the important words in a new book, words that convey important ideas to support meaning of the story and language structure.

· Ask the child to locate one or two words in unfamiliar texts. 

Reading Books

· Provide many opportunities for reading of familiar texts. Rereading familiar texts enables the child to:

· monitor reading by checking for mismatches between what the child says with the words in print

· use letter-sound information to rapidly read familiar words and problem-solve unknown words while independently reading continuous text 

· develop flexible use of many sources of information

· develop alternative approaches to problem-solve words encountered

· provide opportunities to expand word knowledge and vocabulary

· discover new words and new features of words

· Teach for word-solving strategies on carefully selected continuous texts that are not too difficult.

· During guided oral reading of unfamiliar text, help the child apply knowledge of letters, sounds, and words by using this information in combination with comprehending.

· During guided oral reading, encourage the child to make links between words read orally and words the child knows how to write. 

· Direct the child’s attention to words that have been overlooked or misread by focusing on context of story, word meanings, language, or print.

· Provide extensive practice in word solving (e.g., to use words the child knows in decoding unfamiliar words).

· Demonstrate ways for the child to use phonemic awareness and letter-sound relationships to monitor reading accuracy and to solve new words.

· Demonstrate how to take apart and solve new and unknown words.

· Demonstrate how to work with syllables in spoken words, with onsets and rimes in spoken syllables, and with individual phonemes in spoken words as strategies for solving unfamiliar words. 

Writing Stories

· Teach for word solving of new and unfamiliar words when children are writing as well as when they are reading. The reciprocal nature of the two processes will support children’s word-learning strategies.
· Engage the child in meaningful conversations when constructing sentences.

· Guide the child to use language (vocabulary) to compose a message or story and then to write it. 

· Help the child remember a word in detail by having the child write high-frequency words on the working page of a writing book. 

· Keep a list of words the child can write independently and keep a weekly progress record of accumulated writing vocabulary over time. This list provides a record of high-frequency words and shifts from laborious to fluent writing of known words. 

· Teach the child how to use analogies or spelling patterns to write new words. 

· Encourage the child to increase writing vocabulary and to write increasingly more complex sentences. 

· Cut a sentence the child has written into language units, phrases, words, and structural segments within words (e.g., prefixes, suffixes, syllables, letter clusters, single letters, and onset and rime) based on assessment of what the child knows. Ask the child to reconstruct the sentence using letter-sound and visual information as well as language and word knowledge.

Learning How Words Work

· Use magnetic letters to explore how words work (e.g., letters, letter clusters, inflectional endings, syllables, and onset and rime).
Observing Behaviors

· Examine records of oral reading and writing behaviors for evidence of meaning making while using word-solving strategies on new and unfamiliar words.

· Examine records for evidence of growth in reading vocabulary and writing vocabulary.

A key to developing the child’s vocabulary is repeated exposure to words in many contexts. Reading multiple books in the course of a particular lesson and across the entire early intervention is critical to the child’s development of reading and oral vocabulary.
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