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ABSTRACT

The author of the Project prepared an abstract to describe the effects of bilingual students
receiving guided reading 4 to 5 times a week, focusing on comprehension and fluency of their
readings. Students were assessed at a minimum of one time a month using a Running Record, as

well as weekly anecdotal notes focusing on strengths and weaknesses. Through monthly

Running Records and anecdotal notes we can see the progression and the increase of reading
levels through the time. The author believed that focusing on meaning, structure, and visual of

the text in a guided reading group it can increase comprehension and improve student’s fluency.
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CHAPTER 1

Introduction

Background for the Project

The National Association of Bilinguél Education [NABE] 2009, suggests that throughout
many schools, districts, and states bilingual students have been consistent with language
acquisition, when»bilingual prograrns are implémented with fidelity. NABE echoes that since the
Bilingual Education Act was passed in i968 there have been great strides in understanding how
lénguage is acquired, how it impacts academics, and how b¢st to assist English Language
Learners (ELL). Research supports that a well-designed and well-implemented bilingual
* program can make a critical difference for students who must master academic content and a

- new language simu_itaneously (NABE,VZOOQ‘). Ramirez (1991) suggests, in a study that traced -
more the_lh 2',0'(').0“ELL students in ‘nine‘ séhqol districts in five statéé over a time period df four
ye_ars!thﬁat. prog‘rams “‘which feﬁatured-a. gradual transition to English-significantly outperformed
their cpuntefpaﬂs in quick-exit and in all-English immersion programs when all three groups

were tested in Engliéh (p. 3-4).” |

| - Extensive reéearch sﬁggests that the student's primary language is the main resource to
help develop the studént’s literacy skills and acquire academic knowledge (NABE, 2009).
Programs includéd in the NABE report were Dual Language, Late-Exit and Early-Exit; the Late-
Exit transitional bilingual model is by the study schoél district to dg:,velop literacy and academic
skills in the students’ primary language. This model provides bilingual instruction for 5to06
| years of schooling. This consists of primariiy Spanish instruction in kindergarten and gradually

decreasing Spanish each grade after that up to about seventy-percent in fifth and sixth grade.




Districts that implement the Late-exit Transitional Model are mandated and held accountable to

the same standards using state assessments in their non-native language.

“ i :l"he stq;iy _scho(;l distric;c-’s reading. c1;rricu.1um fhat is in place is Guided l—lééding within
Balanced Literacy program to help enable and strengthen students’ abilities. According to
Fountas and Pinnell (1997) “guided reading is a context iny which a teacher supports each |
readerl’s developmental of effective strategies for processing novel texts at increasingly

challenging levels of difficulty (p. 12).”

Statement of the Problem

Students who are part of the Late-Exit Bilinguél model, like all ELL students, are

mandated to take the English State Assessment in all academic areas, after most of their

"..... instruction has been primarily in their primary language. Students who score lower on the state

~ assessment are often unfairly misdiagnosed as being 'Iiovw-échieving and many make the

assuﬁptioh that fhey are 1¢ss intelligent. This observation is created n;)t from a lack of caring but
from a lack of understanding the language acquisition procéss and research proven programs.
S:tﬁdies have suggested that students who are fully li’_[erate in their native lénguage have an easier
and more successful transitio»n into their second language (NABE, 2009).

Purpoée of the Project

The teacher assessed first grade bilingual students monthly to determine if béing very

specific and intentional during the instruction in a guided reading group increased student’s

reading levels. Monitoring progress and documentation of the assessments, along with anecdotal _

notes were used as informational data points ."t,o. see when students were making the appropriate
gains in order to move reading levels. This also includes a 15 to 20 minute small grouping that -

provided detailed, focused book introductions and delivered intentional student support.




Delimitations

The study was conducted at a southeaster_n Washington elementary school, which is

| located in a highly agricultural community. The students participate in a Late-Exit bilingual 1**

grade classroom. In this elementary school 65.2% of the students participated in the Transitional
Bilingual model. The classroom was composed of 21 students (11 boys and 10 girls) and all
have parents ef Hispanic origin. The classroom teacher has 6 years of experience, 5 years of
teachihg 2nd grade Late-Exit bilingual progrem and one year of teachin g 1* grade.

According to the report card provided by Washington Office of Superintendent of

: Pubhc Instruction (OSPL, 2012) at the beginning of the academic year enrollment as of October

2011 was 526 students, and by May 2012 enrollment had increased to 564 students. Of those

students 15.1% were cons1dered to be as follows, Mlgrant students and 94. 9% of the students

_' quahﬁed for free and reduced lunch The ethnicity of the school break down

Race/Ethnicity
Hispanic 94.3%
White 2.7%
Black 1.1%
Asian/Pacific Islander .8%
Two or more Races 1.5%

Table 1. Race/Ethnicity (OSPI, 2012)

During the school year 2011-12, the school employed 34 classroom teachers with an
average experience of 13 years, 64.7% having a Masters Degree, and 10 teachers who teach in
Spanish.

Research Question

Is the Guided Reading component within a Balanced Literacy program an effective and
reliable reading program that helps first grade students English Language Learners make

significant gains in reading?




Significance of the Project

: Accordmg to Cloud (2007), “language minority students, the srngle most 1mportant

» predictor of success in second language learning was the level of proﬁcrency in the students
primary language” (p. 53). Students of whom Spanish is their first language are often
categorized for consistently having and scoring lower in different assessments (e.g., Washington
Assessment of Student Learning (WASL), Measurement of Student Progress (MSP), and
Waslrington English Language Proficiency Assessment (WELPA). The teacher as a researcher
wondered that if students were taught in their native language and provided with the instruction
that helped them, they would be more successful. Monitoring the student’s progress on a

monthly basis was a way of showing that guided reading within a balanced literacy program’

. could be an effectlve mterventmn for ELL (Enghsh Language’ Learners) students. Having

i_ ' quahﬁed and tralned hteracy teachers is an essentlal part of prov1d1ng an effective guided

readlng program (Fountas & Pinnell, 1997). In addition to being knowledgeable of the languége
acquisition process fidelity to the program alse is essential. The significance of the Late-exit
transitional proéram is beirrg an effective model that provides ELL students the much-needed
instruction in their native language w1th gradual rransition into their second language. Thus
transitioning into English, students tranéitioned easier and more effectively (NABE, 2009).
Procedure

| During the academic year of 2011-12, five students were randomly selected from a

Bilingual classroom that consisted of 21 students. Those five students were closely monitored in
a case- study model and assessed once a month to see the progression in reading levels monthly.

This data was often and closely monitored in order to evaluate the growth of reading levels while

]




maintaining comprehension and fluency. After the data was collected, each student’s

progression was recorded into a table form to demonstrate the findings.

Definition of Terms

Guided Reading. Teacher works with a small group of students that are at a similar in

readirrg abilities. Teacher selects and introduces a new book to the group at their instructional
level, " then supports students individually. | The readers’ problem solves new text mostly
independently and with support as heeded.

: ELL. English Language Learners are those students whose first language is not English.

Running Record. A running record is an informal assessment in which the teacher

analyzes the student’s reading behaviors and is used to drive instruction to help the child.

succeed This assessment is done one-on-one and requrres the teacher to sit next to the student

o whrle he/she is readmg a previously read book aloud.

Developmental Reading Assessment. The DRA is a research-based assessment used to

conclude the child’s independent reading level. It assists teachers to systematlcally observe,

' record and evaluate change in student reading performance and to plan for and teach what each

student needs to learn next. The DRA helps teachers determine the students’ strengths and

reading abilities in a one on one conference.

- Balanced Literacy. This is a comprehensive program of language arts acquisition. It

contains all of the components necessary for students to master written and oral communication.
The components that are part of the program consist of shared reading, guided reading, and read
aloud. It includes reading, writing, speaking, and listening. A DRA/EDL is administered during

a one on one assessment that documents student progress over time, and usually administered at




the end of each trimester. It’s a d1agnostlc type of assessment that is used to gam 1nformat10n

and pre-assess students’ strengths, needs and helps determme the reader S 1nstruct10nal level.

Acronyms. ,
: . ELL- English Language Learners

- OSPI- Office of School practice and Instruction
" RR- Running Record |

DRA- Developmental‘ Reading_Assessment
| EDL- Evaluacién del Desarrollo de la Lectura

'GR- Guided Reading




Chapter 2
Review of Selected Literature
I. * Introduction:

The author researched this topic with the intention of finding out if guided reading was an

effective technique to teach ELL students how to read effectively. The goal of this chapter is to

better understand guided reading, its key components, importance of matching books to readers,

monitering through running records, and selecting and introducing books. Guided Reading is an

' effectiye approach to develop the skills and provide guidance to both good and struggling reader

(Fountas & Pinnell, 1997, p. 1). The teacher is able to address a problem, provide feedback in a

non-threatening manner on specific skills the student needs to acquire,

1L . Whatis Guided Reading? -

' There wiH be a range of rates of learning for students and, just like everything else some

ch11dren will like readmg more than others and be more skilled at it (Fountas and Pinnell, 1997,

p. 1). Learmng how to apply it to reading and writing is where guided reading plays a role.

‘Guided readmg 1s a strategy-based program that allows ﬂex1ble small groupings of students to

ensure that they are applymg skills, knowledge, and strategies whlle reading. The purpose of
gulded reading is to help support and develop strategies for a student to become a more effective
and independent reader. Students reading abilities are noted through observation of the progress
and application of their skills and strategies determine groups. According fo Fountas and Pinnell
the goal of guided reading is to help children learn how to successfully read and comprehend text
using effective reading strategies. Guided reading helps provide the appropriate amount of

support and graduallyAshift responsibility for students to become independent readers (p. 2).




Learning to read is a complex learning endeavor and requires many strategies to be used
simultaneously, readers use the following cuing systems: meaning, structure, and visual (F ountas
and Pinnell, 1997, p. 5). According to Clay (1993) some strategies a student can apply in guided
,readirig are: meaning cues, structure and visual information. Meaning cues use illustrations,
story sense, and prior knowledge/experiences (p. 56). This cue can aid help the readér to make
better sense of what they are reading by applying their prior experience to the text that they are

reading. Structure helps the student identify when a sentence is not well put together or does not

" make sense. The student uses structure as a strategy by questioning whether the sentence sounds

right. In addition, they use their knowledge of grammatical patterns and language structure.
'Visual information provides the student with the ability to recognize letters and associate with

what sound and know the distinction of the letter. Also, the ability to visualize the pictures that

" come along 'With the text allows the student to rélate the subject to the story. -

Gﬁided reading takes the inifiétive of individual students; peers and teachers are able to work
togetﬁer to support strengthening application of str‘.ate gies. Student peers play a big role in
suppdrting and encouraging use of strategies and forms of application. Grouping s.tudents by
progress through observations and assessments, allows students to be placed with other students
at their reading level. - The flexibility of grouping students strengthens this program as groups
caﬁ change based on observation of student progress. In a sfnall guided reading group one caﬁ
find students guiding other students on strategies which is not only encouraging team work but
also giving the individual a better understanding of thé strategies they are using and building
(Fouﬂtas & Pinnell, 1997).

The teacher’s role in small-guided reading groups is to provide guidance and support in order

to help the students gain reading competence. The teacher begins the small group instruction by




‘ introducing the text, and selects one or two teaching points after the reading. The goal of the

~ session is help makg the text comprehensible by language support, connect student interest,
provide structure, language support all which encourage the students ability to problem solve |
V(Fountas & Pinnell, 1997, p. 6). Pictures are often used as a reference point for teachers to show
correlation to the topic of the story and are often used as a strategy in identifying éentence
meaniﬁg, structure and difficult words. |

OI. . Key Elements of Guided Reading

' The essential elements to provide an effective and successful guided reading program
consist of the following components: Oral Language Development, Phonemic awareness, letter
knowledge and concepts of print, Phonics and Decoding, Fluency, Voéabulary, and

‘ Compi‘ehqnsion. .

Oral Language is a key component that children acquire at a young age that allows them -

to make connections, statements, ask questions,. elaborate, explain, listen, resp(;ﬁd to and expand
on others ideas (F c;untas and Pinnell, 1997, p. 21). Oral language development is the main
foundation in which children explore concepts and construct meaning by talking with their peérs
and adults. It iﬁvolves speaking and listening, which is a natural process for children and doesn’t
take nfiuch effqrt. Thejr oral language is the-main source for anticipating.and predicting what
might happen néxt in a story. “In every component of the framework, children use language to
learn and teachers use language to extend children’s language and deménstrate new ways of
using>it” (Fountas & Pinnell, 1997, p. 25).
’ Phonemic awareness (PA) is a critical pre-reading skill and the intention of this particillar
ability is to help kids understand that words are made up of sounds and that sounds can be-

manipulated to create various words. Phonemic awareness is not the same as phonics or




phonological awareness, but a foundation to understanding phonics. PA is the ability to hear and

mampulate the sounds in spoken words and the undelstandlng that spoken words and syllables
are made up of sequences of speech sounds (Yopp, 1992). Without PA; phonics will be difficult
and make very little sense. PA is an important component that improves students’ word reading, A
compr.ehension, and it helps students learn to spell. Some activities that help develop PA are to
identify and categorize sonnds, blend sounds to form words, add or delete parts of words to
create new wofds, and or substitute sounds to make new words, |

Phonics instruction is an essentiel part of balanced reading pre'grams in the early grades.
Phonics is the relationship between sounds and spellings in print. Phonics is tne link between
graphemes (letter symbols) and sounds. The objective of phonics instruction is to quickly help
readers vdetermine the sounds of an unfamiliar word. Instruction must be explicit and ditect.

According to Pikulski ( 1998), thnics_instruction can and must be meaningful, lively, and

engagjng; phenics shonld not be equated with repetitious drill or the mindless completion of
works;he'et’s. Effective decoding occufs when a student uses his or her knowledge of letter-sound
relationships to accurately read and decode a word (Fountas & Pinnell, 1997, p. 164-165).
Reading experts have long held that there is a direct correlation and connectlon between
fluency and comprehension, many of these directly been linked to memory capacity, specifically
when it comes to holding larger arno.unts of meaningful information (Dorn & Soffos, 2005).
Reading fluency is the ability to read phrases and sentences smoothly, quickly, and with the
intended expression. In fact a lack of fluency is often used as a good predictor of a poor reader
or a child that will struggle, rea5011ing thaf the lack of good fluency may negatively affect the
- student’s comprehension. |

Dorn and Soffos (2005) explained the following:

10
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“Fluency consists of three interrelated elements: speed, rthythm, and
- flexibility. Speed relates to retrieval rate, while rhythm relates to
phrasing and orchestration. Flexibility implies that the reader ,
understands how to self-regulate, or pace, his or her reading
* according to changing purposes and needs (p. 39).”
The National Assessment of Education Progress [NAE] 2005, created a fluency scale that is very

helpful when looking at the change of fluency over time (see appendix).

An understanding of vocabulary is a érucial component toa s;[udent’s reading
comprehension. When students do not understand the meaning of thé vocabulary, the reading
becomes meaningless to the student. The ability to understand a wide variety of vocabulary
gives the student a reference when‘reading a non-familiar word. Fountas and Pinnell (1 997)
observed, “we all sometime;s have the feeling that an unfamiliar word has something té do with
a Word or concept with which we are fam’i-liaf"(p. 165). When encountering an unfamiliar word,
meaningful vocabulary compreherision provides a student with the capability.of connécting
familiar words with unfamiliar words. The more exposure a student has to vocabulary

repetitively, the text builds a fabric of meaning that makes it easier to learn new words (p. 166).

~ Historically students were taught \}ocabulary by memorization of words and definitions;
however, this technique has shown to be ineffective and impractical. “Students mt:st learn about
three thousand words a year to keep up with demand” (Fountas & Pinnell, 1997, p. 166). What
this means is, as an instructbr, it is critical to provide the students with exposure and a good
comprehension of thousands of \;vords a year, 50 they are able to kéep up with the demand.
While students do learn words and meanings from context, stﬁdents need to have enough

background knowledge to give the context and vocabulary meaning. “Some effective ways to

vocabulary instruction are: integrating new words with familiar concepts, experiencing words in

11
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repeated meaningful encounters and should engage students in active processing of word
mednings” (Fo_untas and Pinnell, 1997, p. 166).

Comprehension is a vital component in reading and for life in gerreral. Comprehension
inyolves extracting meening from reading traditional text in print form from listening to others
read or from viewing text in one of the many media sources available in society today.
According to Dorn and Soffos (2005) the mind i processes mformatlon on two levels of
comprehensron surface and deep level. These two levels are controlied by memory functions
and persvonal teading goals. Surface level comprehension refers to having the ability to recall
and retell infoﬁnation from a text. This process requires the use of student’s short-term memory
and working at the surface level of comprehension can constrerin rhe minds possible growth.

Rete]hng a story 1mmed1ately can glve teachers valuable insight about the ch1ld’s instructional

reading level. Deep level comprehensron is when the reader has the ablhty to thrnk beyond the

text, and having the abilities of drscussing and responding to the author’s point of view. At this

level you can have children think more critically and deeper Deep comprehension is more

difficult to assess, because the students 1nterpretat10n are a direct cause of therr background

experiences. In order to assess deep comprehenswn teachers have to observe and chat with the
students about their thlnkmg.

IV.  Guided Reading within the Balanced Reading Program

Guided Reading is an important elemerrt to the balanced literacy program, which has
eight components, which consists of both reading and writing. There are four different types or
reading and four kinds of writing each requiring different levels of support. In order for the
program to function to it’s highest eapacity all the eight components must work closely to gether.

A bilanced reading program will incorporate some whole group, small group and individual

12
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reading and writing activities throughbut the day. According to the Fountas & Pinnell (1 997)
research showed that “It is important to recognize that components are not separate elements but |
are linked together in two powerful ways: (1) through the oral language that surronnds, supports,
and extends all activities and (2) by the content or topic focus.” (p. 21)

V. Components within the Balanced Literacy Pro gram

| Aecprding to Fountae and Plnnell (1997) some of the key components of a Balanced -
Literacy program include; read aloud, shared reading, guided reading, and independent reading.
Read .Aloud is where the teacher selects a variety of text that is rich in meaning and/or language.
Dnring read aloud there is an individual book for the teacher, which is reread over and over and
done whole group. During read aloud the teacher provides full suppert with the text, cnildrenr

respond to pictures, meamng, and language Some- valuable aspects of read aloud are that it

Involves chlldren in readmg for enj oyment prov1des an adult demonstration of phrased ﬂuent

readlng, develops a sense of story, increases vocabulary, and promotes oral language
development (p. 22).
With shared reading the teacher provides high-level support while reading big books with

enlarged text or small text of which then every child has a book. Shared reading involves

. children following along as the teacher points with the pointer at the words. At this point kids

are reading together, with a lot of conversation about the meaning of the story, and retelling.
Some of the valuable aspects of slrared reading is th.at it explicitly demonstrates early strategies
like word-bv-word matching, builds sense of story and ability to predict, demonstrates the
processes of reading extended text, like réading aloud, involves children in an enjoyable an‘d
purposeful way and creates body of known texts that children can use for independent reading

and as resources for writing and vvord study (Fountas and Pinnell, 1997, p. 22).
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- Dorn, French, and Jones (1998) suggest that teacher Works with a small group of kids that
are similar in reading levels during guided reading session. Teacher selects and introduces a new
book '£o the group, then supports students individually while they are reading their 'nevgr tegt.
Readers problem-soive new text mostly independently. “The teacher uses languages techniques
éuch aé' modeling, coaching, scaffolding, articula’\t'ing,'and reflecting to enable the children to
,exper‘i.ence su¢cessful interactions with the text” (p- 55). Some of the valuable aépects of gu_ided
reading is that it provides the opi)ortunity to read many texts and a wide variety of texts, provides
opporfunity to problem-solve while reading for meaning reading work, provides opportunity to
use strategies on extended text, provides opportunjty to attend to worgls in text, and teacher
selection of text, guidance, dembnstration, and exp.lanatic.)n’ is available to the reader (Fountas .
and Pinnell, p. 22). |
o . Dufing theb independent r"ead.ingk;ompo‘-ner.lt children read to themselvés or With pértners |
with ljftle 6r no support. Children read a Wide range of text and some kids read from their own
colle'cﬁon of books at their level. Some valuable components of independent reading are that it

- provides an opportunity to apply‘readiﬁg strategies independently, time to sustain reading
behaviors, it challenges the reader to work on his/her o§vn and to use strategies on a Avariety of
texts,;lit challenges the reader to solve words independently while reading texts well within

his/her control and promotes fluency through rereading (Fountas and Pinnell, p. 23).

VI.  Matching the Readers to books

It is vital that the text match the reader to ensure that the text is not too difficult or too
easy that will limit growth. “Matching books to readers is critical for children who are beginning
to build a reading process; and it is also important to use a gradient of text to be sure that older

readers have the support and challenge they need to expand their reading pc;wers as they engage

14




with more complex text over time (Fountas and Pinnell, 2006, p. 1). These are three important
considerations when matching books with the students depends on three different lmderstandings
that work within each other; knowing the reader, knowing the text and understanding the reading
pfocess (p. 1). Througho'ut‘the day there are many opportunities for sttldents to choose their own
books and an example is independent reading. The purpose of guided reading, then, is to exoand
what t.he reader already knows.

" Matching books to readers depends on the child’s strengths, interest, and needs. A -
critical factor to help a child read a'book successfully depends on the teacher’s point of
intervention and understanding the reading processes (Fountas & Pinnell, 2006, p. 8). Foﬁntas

and Pinnell (2006) provide a text gradient, which is a tool to help support teachers select the .

_ most appropnate text for instruction. It s a guide for making good instructional decisions when

choosmg books that helps support the teacher as they work w1th readers. “The level i is an
approximation of its dlfﬁculty, and within a level there is some variation. The challenges are not

the same in every text ina level (p. 9).” Fountas and Pinnell continue their explanation noting

- that “our list is not exhaustive; it is a general heuristic for teacher’s observations of complex

behaviors (p. 117).” Just because the text gradient is categorized by grade and level, does not
mean that students are not allowed to move up or down on levels. The decision for what level

corresponds appropriately to each student should be considered through assessments of the

3
N

students strengths and weaknesses.
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Figure 1. Book Levels Gradient (Fountas and Pinnell, 2006, p. 9)

VII.  Running Records

Running records is a form of assessment in which the teacher analyzes the student’s
beilaviors and is a basis of fbcus to help the child succeed. This assessment is performed one;on-
one and requires the teacher to sit next to the studént while he/she is reéding a previously read
book out loud. Running records require a lot of practice in order to administer it efficient, |
consistent and effective, but once it has been learned it’s a quick, practical, and a hi ghly

informative tool. - The teacher’s role is to pay close attention as the student reads out loud, and

refrain from intervening (F ountas and Pinnell, 1997, p. 89-90). When the student is seeking
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assistance the most neutral thing to do is to just tell them the word. Through a thoughtful
running records analysm the teacher gains a lot of knowledge of each child’s strength and
weakness.

On a separate sheet of paper the teacher is recording the students behaviors. What you
are looking for is to see what the child can and can’t do on his/her own. There are two major

components on running records you are looking at, quantitative and qualitative observations

- (Fountas and Pinnell, 2006, p. 90-93). Things to look for in a quantitative analysis are accurate

reading, substitution, appeal, told, omission, insertion, repetition, and self-correction. While

~ doing a quantitative analysis it’s also important to indicate whether the text they read is to easy,

instructional, or hard. The codes and symbols for the significant behaviors are on table 2 in the
appendix which where previded by Clay (1991).. When a child reads below 90% accuracy it

becomes Vefy difﬁcnlt, 90-94%-w0'ul_d be the instructional level, and 95-100% would be too easy

| (p. 90-91).

According to‘Fountns and Pinnell (1997) a qualitative analysis looks at behaviors and
thinking abont how the reading sounds. The teacher looks for evidence, which consists of three
cues/categories that are the main source of information; meanin;g, structure and Visual. Meaning
analysis is if it makes sense. Meaning is part of the cueing system in which the \child takes their
cue to make sense of text by thinking about the stories background, information from pictures, or
the meaning of a sehtence (p. 92). The structure is analyzing if the reading made sense.

Structure refers to the structure of language and is often referred to as syntax. Implicit
knowledge of structure helps the reader know if what he or she reads sounds correct (p. 92). The

visual refers to if it looks right. Visual information is related to the look of the letter in a word
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and the word itself. A reader uses visual information when they study the beginning sound, word

length, familiar word chunks, and other things that they can see to assist them (p. 93). \

VII.  Selecting and Introducing Books

| Selecting and introducing guic_led reading Booké is an essential part of guided reading.
Selecting books that are at the appropriate reading levels and still challenge the student’s current
‘ .abilities is not an easy task. Teachers, according to Holdaway (1979); are encouraged to select
books that are going to appeal to the student’s interest. The key to getting students to read is
done through the introductiown of the text. As described by Holdaway “a brief and l_ively
discussion in which the teacher interests the children in the story and produces an appropriate set
for reading it (p. 142).” Many times teachers are worried about discussing and talking too-much
- about the text thgt does not gi.ve the stﬁcients mpcﬂ to 'W'ori; on while réading. Teache; are
encpupaged to keep in mind the reéde‘r.’sprior kndwledge and provide some type of scenario and
introduction to give the student, som'e. type of background fhat is related to the story. “This is nof
a case of telling the children what to expect. It is a process of drawin_g the children into the
activity before passihg control to the children and pushing thefn gently ‘~towérd prdblerri splving
~ the Whole first reading _of thé é’popy fog themselves” (Clay, 1991, p. 265).
Balanced literacy haS been suggestéd to be an effective reading tool that Works on areas
. where the students aré Weak and focpsés on strategies that each child lacks as4an individual. In
order for a program to show its full effectiveness all of the components need to be in‘;ertwined
and work within each other tp maximize its full potential. The intent of balanced literacy is to
provide an aduit model of fluent reaciing, develop a sense of .story, enrich concept and
vocabulary development, eﬁcourages ppediotion, and fo‘sters a love and enthusiasm for reading.

Guided reading being one of the components of balanced literacy is where the child gets more
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attention either in a small group or individually. Through careful observations and critical

analysis the teacher can move the students into higher-level guided reading groups as they

become more knowledgeable and proficient at their current level (Fountas & Pinnell, 1997). |
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Chapter 3

Methodology and Treatment of Data

Introduction \

" The methodology chosen is an action research approach that features both quantitative
and qualitative analyses. The teacher-researcher examined data in both paradigms in order to
extract all the meaningful data that is pertinent to each student. As for the quantitative data the
teacher will be looking at accuracy, substitutioﬁs, told, appegls, omissions, insertions, repetition
and self-corrections. When analyzing qualitative data the teacher looked for evidence that
looked to see ivf the reading made s.ense, sounded right, and if it looked right. |

| The author administered at least oné Running Record each month to each student in the

class and collected many anecdotal notes that helped create goals for each individual student.

This is a common process, as teachers throughout the district are required to administer Running
Records and take anecdotal notes on one student per group each day. After administering a

Running Record, teachers evaluate the assessment and look at what the student can control and

strategies that are being used. This data assist teachers to measure students’ progress and plan

- for future instruction. Evaluating a running record is a tool to assist and help the teacher

reco gnize the things a student can and can’t control while reading new or unfamiliar text. In this
project the teacher administered running records on all 21 students; of those students five were
randomly selected, to evaluate more closely and see the progression, focusing on comprehension

and fluency. The five students that were selected participated in two separate guided reading

~ groups. Each of these students were administered a Running Record at least once a month, and

on occasion more than one was administered. The intention was to show that if we focus on the

20




meaning, the structure, and the visual clues the student should make considerable gains that
would enhance his/her comprehension and fluency.
Methodology |

: Running Recprds are designed to serve as an ongoing assessment that is done at a
miﬁimum of once a month*: These assessments are very valuable, they provide the teacher with
diagnostic data relative to reading performance. In this research the teacher administered a
rﬁnning record with students on a one on one basis. The benefits of administering to only one
student at a time is that you can do an assessment chat with the student after the running‘record is
complete. This also allows the teacher to focus on the student without interruptions of other
studeﬁts and as an individual instead of a member of a;-group.

The running record consists of a text that has been read once the day before the
aséessfnént. The reason this 1s ,impértanf is so the student does not have the opportunity to
memofize the text by reading‘ the same book multiple times. ’fhe text is at the level of instruction
that the student has been working on througﬁout the ééademic year,

. After the running record is .completed the teacher will then discuss with the student th¢
resuité of the assessment. The discussion will focus on what the student controls and the next
step they will need tovwork 0;1. The purpose of this assessment chat is so that students
understand what they are doing well and know what they need to focus on.

| At the end of the day the teacher analyzes the running record more closely and carefully
to see what the student is using during the assessment. The teacher will analyze if the student is
using-the meaning, the structure or the visual context of the story in or(ier to decode unfamiliar

words. This information will show the teacher if the student is'focusing too much on one
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particular strategy over the others ailowing the teacher to develop ways to guide the student to
use all three (Fountas and Pinnell, 2006).
Participants
~ All the participants in this study were bilingual 1% grade students from a low-income

community in Southeastern, Washington. The school in which the study took place has a total
- enrollment of 528 studénts, 496 of which are students of Hispanic decent. A large percent
(94.3%) of the students are English language learners and 68% of the students qualify as ELL b’y
thé state. The participants for this study are five students who where randomly se]ectéd from a
classroom of 21 first grade bilingual Hispanic students. Each of the five students will be
assessed through a running record and anecdotal ﬁotes to evaluatJe their progression.
Instruments |

| : i“he particular instrument that will be used to measure student’s growth will be through a
| ’vrunnin'g record that will be giveri to e;ich of the five students at least once a month to show
growth and gains, and will also be taking ongoing anecdotal notes. In this particular school
district teacAhers’are‘required to admini's.ter Running Records to egch of the students. After the
assessment is administqreci the teacher will analyze the Rllming Recdrd, looking at the meaning,
structufe, and visual components.
Design

There were five students who will be participating in a guided reading group four to five

times a week. Each of the students will be given a running record within the first month of

school, and then assessed at a minimum of once a month after that to monitor the progression

through time. After the assessment is administered they will be analyzéd to look for areas of
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difﬁculty. fc;r the student and to monitor that particular misconception that the student might
have.
Procedure

Each of these five students were in a guided reading group four to five times a week, with
each session lasting 15 to 20 minutes long. The same teacher will be working with the students
in a guided reading group as Awell es administering the runnihg record at the end of the month.
Not all five students will work in the same- guided reading group since they are all currently

functioning at different levels.

Treatment of the Data

- After analyzmg the assessments it fa0111tates the tracklng of the students progression and

' gains in readmg levels 'throughout the academlc year. Keepmg in mind the accuracy, meaning,

'"v"'_structure and ,ylsual aspects of the while analyzing. 'One part of the analysis consists of looking

e‘t»the.ir éc‘eulr'acy',substitution, and appeal and told, omission, insertion, repetition, and self-
correction. While also looking at behaviors and thinking about how the reading sounds. The
teacher looks for evidence, which consists of three cues/eategories that are the main source of
information.

The information in this chapter was intended to rev1ew the methodology and receive
add1t10nal information of how the study was conducted. By conducting this study it gave the
teacher valuable information of the strengths and weaknesses of each individual student. Since
not all students have the same styles of learning, it is important to focus on individual students to ,
better .serve each of their needs. The design, procedure and analysis of the data were irﬁportant
components to cor_1duc‘ting an accurate and successful study. The specific limitations of this

research stem from the small n size (n=5), with conducting the research on such a small group,
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even though they were selected randomly, ho data was used to select students, nor was there a
control group where the same treatment was not given to see if gains could be made using
another type of Reading instruction delivery method. In addition; thev fesearcher used their
understanding of what Guided Reading 1s to instruct the students, without feedback to the to the
fidelity of this teaching method. While generalization to lafger groups ién’t éppropriate; there
are results of the research that all students could Benéﬁt from this typé of instruction, the
assumption must be put on hold without having a greater number of students showing the same
" types 'of»resuits. Thg background and instructional method used to conduct this research was -
based on étﬁdents who were instructed in English and this research was conducted on students

learning to read in Spanish..
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CHAPTER 4
Analysis of Data

Introduction

The purpose of this study was to examine the impact and effectiveness of guided reading
for English Language Learners (ELL), and how often students increased their reading levels. A
running record was administered to five different students and focused on comprehension,
fluency, vocabulary, and phonics and decoding. During a guidéd reading group the teacher did a
detailed book introducﬁon, which consisted of discussing the pictures, important vocabulary, and
high frequency words before ailowing the students to read the new text. After the introduction
each of the students was allowed to read the new book a few times before leaving the group. The\
student who was set to be administered é'running_‘record the following time the group met with

the teacher was not allowed to take the newly introduced»book from the group until the

: assessmer;t Was complete: The following data will show how the students progressed fhroughout

the school year looking at stre}lgths and weaknesses.

.. Description of the Environment

The teacher as a researcher conducted the study during the 2011-12 academic school
year. The participants for this study were ‘selected from a 19 grade classroom that consisted of
21 students who are native,Spanish speakers. All students are ELL and they are part of the Late-
exit Bilingual Model. In the Late-exit Bilingual Model 1% graders are instructed in Spanish 80%
of their school day and the other 20% percent is English. Reading, Writing and Math are all
taught in their native language and Science and Social Studies in English. |

While a guided reading group is in session (15-20 minutes) the other students were

involved in practicing other reading related activities. The options available to the other students
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were reading independently, reading with a partner, word work, listening center and or reading
with a Para-professional in which they were expected to réad books and practice their books at
their level. From the first day of school the students.began building their stamina to 20-minute
intervals to work independently, while focusing on specific strategiés to help improve their

reading while a guided reading group is in session. While a guided reading group is in session

there are low level of noise (other kids practicing their reading), and kids up and walking around.

. 'Research Question

Is the Guided Reading component within a Balanced Literacy~proéram an effective and
reliable reading program that helps first grade students English Language Learners make

significant gains in reading?

Res1_ilts of the Study .

| The follbwing table shows how students progreséed monthly and increased their reading -
levels. During the December and J ahuary time many étudents seef_ned to stay stagnant due to our
two-week winter break. The students were categorized as Student 1-5 and were tracked each
month. The‘i results of the study show that providing guided reading lessons that are done
accurately, ELL students can succeed in reading and have good comprehension and fluency.
Analyzing the running records gave the teacher valuable information in order to instruct the
students in the correct path that each required. All children can learn to read when the teacher
has taken the time to see where each student is defaulting or stumbling. Granted that all five
students made multiple level jumps‘ in reading, but throughout the process each required more
background with vocabulary that presented ifself in the text aﬁd deeper conversations during the

book introduction (Fountas & Pinnell, 1997).

26




Student 2

’Svtudent 4

Figure 2. Table showing Student levels each month.

In table 3 in the appendix it will explain and show the description of each level and student
behaviors that each student must possess before moving on to the next level. In order for the

students to move to the next level in reading the teacher looked for 80-100% of the behaviors fo

be demonstrated by the student.

Outcomes Noted by Teacher-Researcher

ST

' When being purpbééful and methodical while doing a book introduction in a Gu1ded
Reading group the étudents were incfeasing théir reading levels while maintaining good
comprehension and fluency. Iﬁ order to be purposeful and methodical the teacher had to closely
analyze each of the student running records in order to guide th¢m in the i ght direction. Both
Guided Reading and running records fequire a lot of practice, and with time fchey are quicker and

easier to analyze. Also, in order for the levels to increase, the students must meet with the

" teacher 3-5 times a week in a guided reading group. In September 4 out of the 5 students were

reading slightly below grade level, and at this point in time all 5 of the students are now on level

or above.

Discussion of Data

As a bilingual teacher the author understood the importance of being purposeful and
methodical during the book introduction and focusing on vocabulary. The results that were the

final outcome were the ones that the author expected. For an educator who has little
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understanding or practice with Guided Reading and running records it can be a very

overwhelming reading program, and requires patience and practice. Guided Reading is one

component within a balanced literacy program, and all the components feed off of each other.

Summary

The analysis included the results of 5 different students in reading ovef an academic
school year. By being very purposeful and thoroughly analyziﬁg the students running records
the findings were the ones that were expected. By closely monitoring the student’s strengths,
weakneéses, and monitoring the behaviors that they each controlled was a great way to help raise

the students reading level.
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CHAPTER 5
Summary, Conclusions and Recommendations
Infroduction
_ Thié topic was researched in order to see if Guided Reading was a reasonable program to

teach English Language Learners (ELL) how to read effectively while maintaining good
comprehension and fluency. Many schools throughout the country have been in search of a good
reading prog;am that allows ELL students to succeed and progress an adequate rate. The
author’s goal was to gain valuable and confirming information of the progréssion of the students.
Many teachers often find themselves frustrated and at a loss of how to help ELL students. Many
teachers lack the knowledge of what and how to conduct an effective Balanced Literacy
_ program. Guided Reading is a component of Balanced Literacy, which .;equires the teacher to be
| :{;éfY’fééused while intrdduéing a ﬁ;w text, and scaffolding. Student’s focus on the meaning of
the story and application of various reading strategies to problem solve when they do ﬁit a
roadblock in their knoWledge or reading ability. This is where knqwledge and training come into
practice so that the “[eacher can help the student. Fountas and Pinnell (1 997) suggest that
* students nged arich and very focused book introduction and tools in ordér to adequately increase

reading levels (p. 30).

Summary

When the teacher has the knowledge and professional development in Guided Reading it
can be an effective reading program for ELL students. Guided reading providés the oppdrtunity
to match reading instruction to individual students. Small éroup instruction allows for the
teacher to model and prompt the student to think about the reading process supported by

independent reading strategies and scaffolding. The instruction is guided by the student’s needs
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through careful assessment (running records and DRA/EDL) and observations. Teachers tap into
the student’s prior knowledge and then build from there in order to scaffold. The objective is for
teacher to work in small groups, to have children in the group thét are similar in their
develdpmént of a reading process and are able to read about the same level of vtext'. Teachers
who introduce the stories and assist children’s reading in ways that help develop independent
reading étrategies, the goal is for children to read independently and silently. Emphasis is on
readvi_ng increasingly challenging b‘ooks ovier time, and children are grouped and regrouped in a

dynamic process that involves ongoing observation and assessments (Fountas and Pinnell, 1996). '

Conclusion

On¢ of the outcomes of this study is that a teacher has to have a strong backérbund and

| tl;e knowledge ivﬁkGuided Réading,‘ this reading program can be a very strong program tha.t' helps
- ELL studentsA gradually inqrease thei_f readiﬁg aBilities whilre nﬁaihtaining g_ood comprehension
and fluency. Many times a student’.s success depends on the teac'her’s knowledge of how to
work With student’s stré_ngths and weakness. The results tﬁat were shown in the previous ;:hapter
suggests how each student gradually impro.ved each month after having Guided Reading
instruction.b The teacher providing the student with the right guidance and practice can assist the '
student to become a more successful reader that will comprehend and read ﬂuenﬂy. This small |
action research project Suggests that this might deserve futurel study. Both the téacher’é
knowledge and gooci ﬁnderstanding are necessary for the teacher to better instruct the students.
The reading program, subject to the limitations, suggests that it may be positive for ELL
students. |

Recommendations
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From conducting this action‘research project, the teacher reseéfcher is convinced that it is
imi)ortant for teachers to have é clear understanding and the knowledge of how to facilitate a
guided feading groui) and administer and analyze a running record. Teachers having the
necessary resources and the professional development will aide the teacher of how to better work
with each student’s strengths and weaknesses in order to assist the students to make gains. A
recommendation would be fo discuss the topic of Guided Reading with administration to provide
the resources and professional development necessary for teachers to be able to facilitate a
guided reading group. A suggestion would be to have fully detailed staff trainiﬁg and then
~ refreshers throughout the academic year for veteran teachérs.

A second recommendation would be to provide teachers with an opportunity to observe
ch,er téachers conducting a guided reading group where they are administering and.analyzing a
runmng recérd. “The reason for this re‘co.mme.ndation is because it is a greét Wdy for teachers to

see what they have learned in action, and becomes a visual of how to conduct a guided reading

group and how to administer and analyze a running record.

31




REFERENCES

Clay, M. M. 1991b. “Introducing a New Storybook to Young Readers. “The Reading Teacher”
45:264-73

Cloud, N.,F., hamayan, E (2000). Dual Language Instruction: A handbook for Enriched
education. Heingle. Boston, MA ‘

Dorn, L. J., C. French, and T. Jones. Apprenticeship in literacy, transitions across reading and
writing. York, ME: Stenhouse Pub, 1998.

Dorn, L. J., and C. Soffos. Teaching for a’eep comprehenszon a reading workshop approach
Stenhouse Pub, 2005.

Fountas, I. C., and G. S. Pinnell. Guided reading, good f irst teaching for all chzldren
Portsmouth NH: Heinemann, 1997.

F ountas L, & Pinnell, G. (2006). Leveled books k-8: maz‘chzng texts to readers for effective
teachzng Portsmouth NH: Heinemann.

Fountas, Irene, C., and Pinnell, Gay Su Guided Reading: Good First Teaching for All Children,
Heinemann, 1997.

Oﬁ’ice of superintendent of public instruction: Washington state report card. (2012). Retrieved
from http://www.k12.wa.us/ _

National association for bilingual education. (2009). Retrieved from http://www.nabe.org/

Pikulski, John J. (1998). The Role of Phonics in the Teaching of Reading.

U.S. Department of Education, Tnstitute of Education Sciences, National Center for Education
Statistics, National Assessment of Educational Progress (NAEP), 2002 Oral Reading
Study.

\

32




Ramirez, J. D. (1991). Longitudinal study of structured English immersion strategy, early-exit
_and late-exit transitional bilingual education programs for language- minority children.
Retrieved from http://w.mawebcenters.com/nabe/ files/Ramirez.pdf

33




oh

| Appendices

Fluent Level 4

Reads primarily in larger, meaningful phrase groups. Although some regressions,
repetitions, and deviations from text may be present, these do not appear to detract from
the overall structure of the story. Preservation of the author’s syntax is consistent. Some
or most of the story is read with expressive interpretation.

Level 3

Reads primarily in three- or four-word phrase groups. Some small groupings may be
present. However, the majority of phrasing seems appropriate and preserves the syntax of
the author. Little or no expressive interpretation is present.

Non-fluent | Level 2

Reads primarily in two-word phrases with some three- or four-word groupings. Some
word-by-word reading may be present. Word groupings may seem awkward and
unrelated to larger context of sentence or passage. '

Level 1

Reads primarily word-by-word. Occasional two-word or three-word phrases may occur—
but these are infrequent and/or they do not preserve meaningful syntax.

““Table 1: Skills of Fluent and non-fluent readers.ﬂ

Table 2: Coding a Running Record
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Table 3: Description of Guided Reading levels and Student Behaviors.

Description of the Level

Sources: Leveled Books for Readers Grades 3-6 (Fountas & Pinnell)
and Matching Books to Readers: Using Leveled Books in Guided

Reading, K-3 (Fountas & Pinnell)

Student Behaviors

Fountas and Pinnell

Level A

Level A——Eniergent' Behaviors

Accuracy.)

Includes more basic sight words and some compound
words

Includes word endings (e.g., s, ed, ing)

One line of text (focus on print, directionality) e  Moves through text front to back

Large spaces between words e Turns pages

Sentence structure is similar to students’ language o Left page before right page

Repeated pattern ¢ Controls left to right movement

Includes basic sight words e  Remembers and uses language patterns
Punctuation includes periods, question marks, and ¢  Matches word to word

exclamation marks e Notices and interprets details in pictures

Pictures are highly supportive - o Uses oral language in relation to text

Topics are familiar to children e Predicts what makes sense

Foous on a single idea e Locates familiar and new words

s . Lievel B Level B—Emergent Behaviors
L Two lines of text (return sweep) e Pays close attention to print noticing some features of

Large spaces between words - letters and words '
Sentences increase in length e Uses knowledge of language syntax as a source of
Sentence structure is similar to students’ language information

Repeated words or pattern ‘ o Matches voice with words on the page

Includes more basic sight words o Notices unknown words in text

Includes some word endings (e.g., s, ed, ing) o Notices mismatches in meaning

Punctuation includes periods, question marks, e Notices mismatches in language.

exclamation marks, and some commas

Simple dialogue '

Pictures are highly supportive -

Topics are familiar to children

Focus on a single idea

Setting is present, but seldom a plot ‘

Level C Level C—Early Behaviors

Increased number of words and lines of text e  Uses visual information to predict
Large spaces between words e  Uses visual information to check

Sentences increase in length and may include some e Uses visual information to confirm

embedded ¢lauses e  Controls word-by-word matching of voice w1th print
Sentence structure is similar to students’ lanouage e  Uses illustrations to predict meaning

Some books have repeated words or pattern e Uses illustrations to predict words

Most books are about eight pages e  Checks illustration with print

Pictures are highly supportive (Students cannot rely e Uses known words as anchors

on patterns and pictures to read with e Moves through the text fluently while reading for

meaning
Solves some unfamiliar words independently




)
M

Opportunities for decoding simple words
Punctuation includes periods, question marks,
exclamation marks, and commas

Dialogue is frequently included

Topics are familiar to children

Characters and story plots are stralohtforward
Experiential books — events and artifacts of everyday
life

Level D
Longer, more complex stories .
Some compound sentences conjoined by “and”
Simple plot but may include several elaborate -
episodes ‘
Topics are familiar, but may include abstract or
unfamiliar ideas
Text layout is easy to follow, but font size may vary
Texts range from ten to twenty pages
Pictures begin to extend meaning of text
New punctuation may be included (i.e., dashes,
ellipses)
Larger number of high frequency words/greater
variety
Includes more word endings, compound words, and

" multisyllable words" .
. More opportunities for decoding words w1th familiar

patterns

Level D—Early Behaviors
Controls early stages '
Moves away from finger pointing as eyes take over the
process
Uses patterns and language syntax to read with phrasmg

Checks on one’s reading using letter-sound relationship,
. words, parts of words

Rereads to confirm problem-solve

Checks one source of information against another to
confirm, make another attempt, or sélf-control
Moves more fluently through the text

Actively reads fro meaning

Level E

Sentences include more embedded phrases and
clauses.

More variety in language including some literary
language
Topics range beyond the familiar

Genres include realistic fiction, fantasy, and
nonfiction (simple informational books)

Font size may vary .

Texts range from ten to twenty pages

Text structure is more complex, often with several
simple episodes

More characters, but not very developed

Picture support is moderate

‘Increase number of words and lines of print
Greater variety of high frequency words
Frequent dialogue and full range of punctuation

. More multisyllable words and less common spelling

patterns

Level E—Early Behaviors
Tracks print with eyes except at point of dlfﬁculty or on
novel text
Uses Knowledge of language syntax and meaning to
read with phrasing
Reads fluently »
Solves new words with maintaining a focus on meaning.
Rereads to check, confirm, or search
Self-corrects using multiple sources of information
Predicts what will happen next and reads to confirm
Uses known words to get to words not yet known
Relates one text to another ‘
Uses more information from print to construct meaning

Level F
Language reflects patterns that are more
characteristic of written language than spoken
language
Concepts are more distant from local knowledge or

. the everyday world

Some texts have abstract ideas which require
discussion

Level F—Early Behaviors
Is aware of punctuation and uses it for phrasing and
fluency
Searches for visual information to figure out new words
while reading
Uses the syntax of written language to predlct then
checks the accuracy of the prediction
Analyzes new words and checks them against what
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Themes emerge _
Genres include realistic fiction, human and animal
fantasy, simple folktales, and nonfiction
(Informational texts)

Text range from ten to thirty pages

Full range of punctuation to enhance meaning
Longer texts may have longer sentences and/or more
lines of text per page and shorter texts

may have unusual language patterns or technical
“words

Greater variety in vocabulary

makes sense or sounds right

Controls early strategies even on novel text

Reads with fluent phrasing and attention to meaning
Moves quickly through text

Uses known words and parts of words as well as letter-

“sound relationships to get new words, and checks

against other information such as meaning
Uses multiple sources of information to self-correct-

Level G
Sentences are longer with many embedded clauses
Several high frequency words which increase in

difficulty

Large number of decodable words with regular and
irregular patterns
Several episodes with a variety of characters
Ideas and vocabulary are more challenging with some
specialized vocabulary
Story line is carried by the text
Pictures support and extend meaning
Readers are expected to remember information and
action over a longer reading time

Level G—Transitional Behaviors
Moves through text using pictures and print in an’
integrated way while attending to meaning
Solves new words by using words analysis, then checks
words with meaning :
Monitors own meaning

~ Self-corrects close to print of error

Discusses ideas from the story in a way that indicates
understanding

Discusses characters in a way that indicates
understanding and interpretation

Effectively manages a variety of texts, including fiction
and non-fiction '
Connects text to other text

Level H
Language is not repetitious
Full range of high frequency words
Size and placement of print varies widely
Some repeated episodes
Content moves away from familiar experiences
Genres include realistic fiction, fantasy, folktales
and nonfiction (informational texts)
Characters tend to learn and change
Picture support is used to enhance and extend
meaning as well as arouse interest
Story events require interpretation

Level H—Transitional Behaviors
Moves through text using pictures and print in an
integrated way while attending to meaning
Solves new words by using words analysis, then checks
words with meaning
Monitors own meaning
Self-corrects close to print of error
Discusses ideas from the story in a way that indicates
understanding
Discusses characters in a way that indicates
understanding and interpretation
Effectively manages a variety of texts, including fiction
and non-fiction
Connects text to other text

Level 1

Multiple episodes are highly elaborated

Most text lengths are about the same as G and H (ten
to thirty pages) but have smaller print size

Some longer texts thirty to forty pages

Texts use a great deal of dialogue

Pictures enhance meaning but provide little support
for precise word solving and meaning

Complex word solving is required with multi-syllable
words

"Level I—Transitional Behaviors
Fluent and phrased reading ‘
Competent problem solving of new words on initial
reading
Flexibility checks own reading against meaning
Uses information sources (M, S, V) in an integrated way
while focusing on meaning :
Demonstrates an understanding of and empathy with
characters through discussion, art or writing
Moves toward easy, fluent, reading even of unfamiliar
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TN

Paragraphs and sentences are longer

Readers transition to texts that my call for sustaining
interest and meaning over several reading periods
Some chapter-like books

Most books are narrative (realistic fiction, fantasy,
and folktales) with a plot and solution
Informational books are shorter with more difficult
content

Characters and story events require interpretation

and difficult texts

Self-corrects at the point of error with fewer returns to
the beginning of sentences or phrases

Copes with unfamiliar concepts

Gains momentum while moving through text because
knowledge is being constructed about how the text
works and what is likely to say

Level J

Stories have similar characteristics to level I but are
generally longer (some over fifty pages)

First chapter books

Characters in series books will expand reading
interest in reading, increasing the amount of time
reading

Large amount of dialogue

Full range of punctuation within longer, more
complex sentences with many adjectives and adverbs
Texts have one main plot with several episodes over a
period of time — chapter books may only

cover a period of one day

Requires more interpretation on the part of the reader
Requires quick solving of new words, including three
or four syllables. '

Level J—Transitional Behaviors
Uses skills and strategies effectively on a variety of texts
Sustains interest and fluency through longer text
Easily comes back to a text if it requires more than one
sitting
Solves unfamiliar words or concepts “on the run”
without detracting from the meaning
Self-corrects when necessary to support meaning, but
showing a general forward thrust (checking and self-
correcting become more internal) :
Reads silently much of the time
Demonstrates an understanding of the story through
other mediums
Moves flexibly from non-fiction to fiction and vise
versa ' ‘
Uses ideas from reading n their writing
Summarizes or extends a given text.

Level K

Includes longer, slightly more complex chapter
books with more characters

Books have one plot, but many episodes are carried
over a period of time ‘ ‘

Shorter books have more difficult vocabulary (not
often used in speech by children),

Challenging content, or more complex themes
Genres include realistic fiction, fantasy, and
nonfiction (informational texts)

Some fables or legends and historical fiction' may be
include (not requiring extensive

background knowledge to understand)

Large amount of dialogue used to determine what is
going on in the plot
Characters show various perspectives

Illustrations are placed throughout the text and are
used to enhance enjoyment and helps

students visualize -
Readers explore the various connotations of words

Level K—Transitional Behaviors
Uses multiple sources of information in an integrated
way
Reads silently
Effectively and efficiently analyzes longer words
Uses a variety of words analysis strategies without
losing meaning or fluency
Reads in a phrased, fluent way over longer stretches of
text '
Demonstrates an understanding and the ability to
interpret the stories from different perspectives and
empathizes with characters through a variety of different
mediums
Uses text structures to predict a likely sequence of
events or to analyze and critique the text
Sustains characters and plot over several days

Level L
Includes chapter books with fewer illustrations and
complex picture books
Texts contain many multisyllable and technical words

Level L—Transitional Behaviors

Same behaviors as in Level K, but they are exhibited in
connection with:
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Words are used for a range of connotative meanings

Print size is varied but often much smaller

Most sentences end in the middle of lines and
continue from one line to the next

Includes a full range of genres from realistic fiction to
biography

More characters are speaking with dialogue not
always assigned

Plots and characters are more sophisticated

Characters develop and change in response to events
in the story

Events in chapters build on each other requiring the
reader to recall and keep track of information

‘Longer stretches of text

More difficult vocabulary, ideas and languages
structures :

More complex ideas and topics

A grater range of genre
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