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Abstract 

This applied project examined Response to Intervention evidence-based programs that teachers 

can use at Tier 1 in the teaching of reading to support intermediate and secondary students who 

encounter reading challenges in the general education classroom. Evidence-based reading 

programs demonstrated effectiveness in supporting students’ reading practices, particularly those 

students who are struggling to read as well as those who read at the frustration level. The 

handbook provides teachers with the information they will need to navigate the teaching and 

assessment of reading. Its development was supported with reviews of both past and current 

reading research, and it presents practical strategies for teaching and assessments. It will provide 

teachers with the opportunity of assessing students’ areas of strengths and weaknesses and 

analyzing the evidence to make informed instructional decisions. The focus of this applied 

project is support for intermediate and secondary students. It is hoped that if teachers adopt the 

approach of using RTI and evidence-based programs in their teaching of reading as presented in 

the handbook, these evidence-based practices will support students’ motivation and reading skill 

development.   

 

 

Keywords: Evidence- based practices, RTI, At – risk- learners, Learning disability,  
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Chapter 1: Introduction 

“Children are wired for sound, but print is an optional accessary that must be 

painstakingly bolted on” (Wolf, 2008, p. 19) 

  The problems that struggling readers face in the general education classroom are wide 

and varied. Within the classroom, struggling readers can find it difficult to keep pace with 

Language Arts curriculum which reading is a part of. Reading is a complex skill and the method 

by which it is taught can also be complex (Hoover & Gough, 1990; Rayner & Reichel, 2010).  

Students learn in several ways and they all have different learning styles and cognitive processes. 

Whilst there may be similarities, no two students learn the same (Teale, 1982, p.557).  Students 

learn best when you can move from the known to the unknown connecting both the social and 

cognitive processes while building on their confidence, facilitating critical and analytical 

thinking and creating an atmosphere of belonging, where students can be engaged in a 

meaningful way (Olusegun, 2015, p.67). Teachers who will be teaching reading skills should 

keep this statement at the forefront when they are preparing their lessons. 

Upper elementary and middle school students may have multi-faceted reading 

challenges which is reflected in their comprehension, fluency and decoding (Vaughn, Roberts, 

Capin, Miciak, Cho &Fletcher, 2019, p.1). This statement suggests that students who need 

specialized reading instructions have special needs and often times require additional support. 

The support they need is often overlooked because teachers are bombarded with large reading 

classes and inadequate resources (Lupart, 2009).  
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Personal Context 

While working as a reading teacher in a rural secondary school I observed that students 

had many challenges which escalated year after year. One particular challenge I noted was that 

each cohort of students had increasingly wide range of learning difficulties and some of the 

teaching strategies used were not addressing their learning needs. In my particular school there 

were no special education teachers; as a result, the reading teachers had to develop strategies and 

source the resources that should be used to address the deficient learning needs. The teachers 

were expected to do this in a general education setting with large class sizes and students 

having multiple learning needs.  

The intervention strategies used by teachers were not all evidence-based practices (EBP); 

therefore, while improvements were seen in some students, not all students showed signs of 

improvement. There is a difference between strategies that are research informed practices and 

those that are evidence-based. There are many research informed strategies on the internet that 

teachers can use but they will not have the same effect as those that are evidence-based. Many 

teachers are not aware of the differences.  

  With the introduction of the Jamaica National Standard Curriculum (NSC) and the 

placement of students at our schools who are diagnosed with special education needs for which 

reading teachers were not trained and now must address, the roles and responsibilities of reading 

teachers have changed. Some teachers are resistant to this change. They are of the opinion that 

they do not have the expertise to provide effective support and develop teaching strategies that 

will be meaningful to the learners. The demands of curriculum, students’ needs, and lack of 

knowledge and skills can be overwhelming for teachers when students are expected to meet the 

benchmark regardless of their learning challenges. 
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Reading Challenges and their Implications 

Raising the attainment level in literacy has been a worldwide phenomenon. Leaders at all 

levels of the education system have been trying to find the best ways for educators to improve 

students’ literacy learning (Kosnik, Menna, Dharamshi & Beck, 2018, p. 105). Despite this ‘the 

practice is still struggle and the struggle is the practice’( Lytle, 2013) as cited in (Kosnik, Menna, 

Dharamshi& Beck, 2018, p. 105). With more students at the secondary level now being identified 

with inadequate reading skills, the demand for reading instruction has increased. This may give 

rise to higher teacher pupil ratio especially in reading classes. As a result, there may be impassive 

teachers or teachers who are trying but do not have the expertise to deliver effectively. Students 

who face reading challenges can also become demotivated, choosing to not attend assigned 

reading classes due to stigmatization from both teacher and students. These challenges are often 

magnified because students of diverse backgrounds often enter classrooms reading far below 

grade level (Raphel & Au, 2005). 

Why use RTI? 

Response to Intervention (RTI) - is a multi -tiered instructional model that is integrated 

with assessment and instruction and is aimed at targeting the improvement of students’ 

attainment in reading- along with evidence-based practices that could be used with the students 

within this model (Borsella, 2018,p.12).  

Many studies have been done on RTI and many of the findings revealed that providing 

evidence-based reading strategies at Tier 1 and 2 will bring more success in the regular 

classroom, not only for the students with reading difficulties but for the entire population (Jones, 

Yessi & Grant, 2012; Swanson, Stevens, Scammacca, Capin, Stewart, & Austin 2017; Cuticelli, 

Collier -Meek, &   Coyne, 2016; Jefferson, Grant & Sander, 2017). 
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The onus is on educators to consider ways of improving classroom instruction, especially 

in reading since it is the foundation for all other subjects. One way in which to do this is by 

designing Tier1 differentiated instructions for reading (Jones, Yssel & Grant, 2012). As 

educators, we do not want to be held in suspense in mitigating reading difficulties; we want a 

systematic approach, one that is evidence-based and reliable. However, we must be cognizant of 

the fact that not all approaches will benefit all students and as such, we need to vary our 

methodology in order to meet the needs of all students. The use of the RTI model to implement 

evidence-based practices is one way in which this process can be enhanced. The RTI model 

consists of five essential components: (1) screening all students (2) monitoring students who are 

not reaching the benchmark (3) differentiating instruction (4) providing Tier 2 small group 

sessions, and (5) providing Tier 3 intense small group interventions (Jones, Yssel & Grant, 

2012). This model is focused on assessment for learning as it is ongoing and can show teachers 

the growth that individual students are making over time. It can help teachers to determine the 

progress that students are making as it is data-driven (Katz 2013). 

Struggling readers need effective interventions that will assist them to improve their 

learning difficulties. Response to Intervention (RTI) is an evidence-based practice (EBP) that is 

one of the paradigms in the education arena that is used to improve the academic outcomes of 

students at all levels of the education stratosphere (Katz, 2013; Sanger, Snow, Colburn, Gergen 

& Ruf, 2012). The multi-tiered model begins at Tier 1 where all the students receive instruction 

in the general education classroom and those who do not respond to the intervention are provided 

with targeted (often small group) Tier 2 interventions, with individual specialized Tier 3 support 

if required (Alber- Morgan, 2010, p.1). However, many teachers need the support to develop 

strong high-quality reading programs that they can deliver and that will also be beneficial to 
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students. In RTI most of the emphasis is placed at Tier 2 and 3, however, Tier 1 is the first level 

of instruction in the RTI model and is designed to meet the needs of all students in the general 

education classroom and, as such, should consist of instruction to meet the needs of most 

students ( Cuticelli et al., 2016, p.90 ). But if reading outcomes are to be improved, teachers 

should provide effective reading strategies to meet the needs of all students in the general 

education classroom (Swanson et al., 2017, p. 1640), and more emphasis should be invested at 

this level. Hence, teachers should not be using their creativity and trials and errors at this stage 

but instead use evidence-based practices (EBP) to guide their instruction. Consequently, the 

implementation of EBP should commence at Tier 1. Research shows that it is important to 

provide quality Tier 1 reading instructions that are effective, and that -these EBP are very critical 

in school. They can improve students’ reading performance because they allow instruction to be 

implemented directly and systematically (Jones, Yessi & Grant, 2016; Cuticelli, Collier -Meek, 

&   Coyne, 2016; Jefferson, Grant & Sander, 2017). I started thinking about RTI because it is an 

EBP model, and if teachers are taught how to use it, it can improve their efficacy if implemented 

with fidelity. In the general education classroom, some students will be successful using 

evidence-based strategies that are provided in whole class instruction. For others more targeted 

support with specific interventions can be provided in small groups within the classroom in Tier 

2. It is recognized that a few students may require more intensive specialist interventions at Tier 

3, though this additional support is not available in all schools. 

How will these strategies benefit teachers? The Special Education teacher will 

collaborate with the general education teacher by conducting ongoing workshops and seminars 

on the EBP in the RTI model incorporating the evidence-based reading strategies that can be 

implemented in Tier1 in the inclusive general education classroom. Assessment can identify 
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students requiring extra support with strategies in Tier 2 small groups perhaps with the Special 

Education Teacher. This should improve teachers’ efficacy in delivering instruction as they will 

not just hear or read about these strategies but will know how to use them with their students to 

get the desired results. For example, the Reading Teacher will now be able to actively identify 

students who are struggling in the classroom through the collaboration with the Special 

Education Teacher in diagnostic assessment and targeted interventions. They can make informed 

recommendations and immediately adjust their lessons to meet the needs of all the learners. 

Purpose and Significance of Applied Project 

The purpose of this applied project is to identify evidence-based reading strategies that 

teachers can use through an RTI model in the teaching of reading. The project will provide 

teachers with the methodology they need for the improvement in the delivery of instruction and 

assessment of reading. This teacher practice change has the potential to have a positive impact on 

the number of students who will graduate from secondary school as proficient readers or 

functionally literate. It should also guide teachers in their pedagogical practices at the secondary 

level, allowing teachers to easily identify and assist those students before the problem escalates.  

Overview of Project 

My own experiences and that of current research have helped me to develop the focus of  

this applied project on the Evidence-based practices for struggling intermediate and secondary 

readers: What, why, how? The project is guided by the following question to explore the issue:  

What are evidence-based reading practices for intermediate and secondary students that 

can support reading teachers through a Response to Intervention model in the inclusive 

classroom? 
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This applied project was developed through an extensive investigation of evidence-based 

assessment and teaching practices for teaching reading with intermediate and secondary students. 

The findings and recommendations are presented to teachers in the form of a printed handbook. 

The handbook provides strategies that can be embedded in the regular teaching practice, with a 

focus on assessment, vocabulary, fluency and comprehension. This handbook may prove useful 

to teachers who are teaching reading to students who are functioning below their grade level as 

well as those students who have LD.   

Definition of Terms 

Response to Intervention: (RTI) is an instructional framework to support the needs of 

struggling learners. It represents a model that focuses on prevention, identification, and 

intervention. Through a multi-tiered intervention approach, struggling learners are monitored as 

they are provided high quality instruction in school (Gilbert et al. 2012, p.6).  

Evidence-Based Practice: an EBP is an intervention that has been analyzed via multiple, 

high-quality experiments and consistently yielded positive findings (Cook & Odom, 2013).  

Specific Learning Disability: SLDs are neurodevelopmental disorder with a biological 

origin that lead to persistent difficulties in the acquisition of specific academic skills (Giofre, 

Toffalini, Altoe & Cornoldi, 2017). 

At -Risk- Learner: are students who exhibit a wide range of educational problems, 

including the failure to respond positively to instruction offered in basic academic skills, the 

manifestation of unacceptable social behaviours in school, the inability to keep up with their 

classmates in academic subjects, and limited repertoire of experiences that provide background 

for formal education (Pierce, 1994). 
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Struggling Readers are defined as elementary aged readers who experienced unexpected 

reading difficulty resulting chiefly in inaccurate and /or slow word recognition (Washburn, Joshi 

& Cantrell, 2010).  
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Chapter 2:  Literature Review 

The literature review seeks to give theoretical and philosophical background on Response 

to Intervention (RTI) as a learning framework and evidence-based practices (EBP) for reading 

instructions. This chapter will focus on students, and the support they will need in RTI and 

evidence-based reading programs that can be used in the general education classroom in the 

teaching of reading. The literature will identify the prevalence of learning disabilities and the 

literacy-based learning challenges that students face as they transition from elementary to middle 

school and into high school. It will examine how students can benefit from literacy learning at 

the secondary level using the RTI multi-step learning model. For older students who are 

struggling to read, evidence-based programs are meaningful interventions that will enhance their 

learning because they are embedded in research. At the same time, screening and assessment 

tools can be used to identify areas of weaknesses and assist teachers in selecting the right 

strategies as they monitor students’ progress. This chapter will conclude with meaningful 

evidence-based programs, and the literature to support the targeted areas for reading intervention.  

Supporting all Learners 

The reform in the education of children and the system within which they operate has 

become a worldwide priority as education researchers and practitioners are seeking better and 

more effective ways of teaching children in order to reduce or eliminate failures (Odom & Strain, 

2002). This reform is necessary in order to address the diversity of the school aged populace as 

well as the diversities that exist within each classroom. Students entering the Jamaican classroom 

are of the purview that learning will take place and that educators will employ all possible 

methods in ensuring their learning success. This view holds strong for all students regardless of 

their diversities (Levy, 2008). 
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In Canada, the (2006) Participation and Activity Limitation Survey (PALS), which 

measures the prevalence of learning disabilities among Canadian children and adults; found that 

more children in the country have a learning disability (LD) than all other types of disabilities 

combined (Statistics Canada, 2006). According to the statistics of all the children with 

disabilities, more than half (59.8%) have a learning disability (Statistics Canada, 2006). With 

every 3.2% of the children having a learning disability – is the equivalent of one child in every 

school bus full of children. The report also concluded that children were not the only ones 

suffering with learning disabilities; more than half a million adults in the country live with a 

learning disability, making it more challenging for them to learn in universities and colleges, and 

on the job.  

It is important that the focus be on interventions that will preventative rather than 

prescriptive; that is, early identification of students who might seem to be a potential risk of 

developing reading difficulties and provision of early intervention rather than waiting until the 

problems develop then try to find solutions. 

Prevalence of Learning Disabilities 

Approximately, 30% of the students leaving primary (elementary) school in Jamaica are 

illiterate and 80% of graduates do not have the qualifications for entry into tertiary education 

(Williams & Staulters, 2014). In the UK, LD affect about 1.5 million of the population (Pearce, 

2017). In the U.S. 63% of eight graders with disabilities and 63% of twelve graders with 

disabilities read below the basic level ( U.S. Department of Education, 2015) cited in ( Leko , 

Handy & Roberts, 2017).  It is important to note that learning disabilities increased considerably 

between 2001 and 2006 among Canadians aged 15 and over by almost 40 per cent to 631,000 

people, hence LD is one of the fastest growing types of disabilities in Canada (Statistics Canada, 
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2006). The Canadian Survey on Disability (Statistics Canada, 2012), reported that the prevalence 

of LD among Canadians aged 15 and older ranged from 2.0 % to 3.1% of the population with an 

average of 2.3%. However about 6% of the students in publicly funded schools have been 

identified with LD (LDAO, 2018). According to the DSM-5 the prevalence of SLD is 5-15% 

among school aged children. In my experience as a teacher, many more students present signs of 

learning difficulties who may never be tested for them. This indicates that there is a high 

percentage of adolescent learners who, without support, are at risk for academic and other types 

of failures, especially those with disabilities.  

Literacy Based Learning Challenges 

  As students make their transition into middle and high school they are not only faced 

with reading challenges but must also engage in higher order thinking and reasoning (Bulgren, 

Graner, & Deshler, 2013).  This poses a challenge for many students and teachers as it becomes 

difficult for students to maintain the same attainment level they had in earlier grades. Students 

with LD have difficulties with tasks that require higher order thinking because they lack the 

reasoning capabilities that are required to process and organize information. The complexity of 

the materials they are manipulating and the level of synthesis that is required to process the 

information span across a variety of text, hence the literacy demand increases (Bulgren, Graner, 

& Deshler, 2013). Adolescents struggle to respond to the curriculum challenges at middle and 

high school (Singleton & Filce, 2015). Based on the foregoing study it is incumbent for 

practitioners to change their pedagogical approach and think of new approaches for improving 

literacy supports for learners with diverse needs that is grounded in evidence-based practices. 

One of the learning models that cater to students’ diversity is RTI.  

  



EVIDENCE- BASED READING PRACTICES                                                                          12 

 

 

 

Secondary Students and Literacy Learning Needs 

            Much attention has been given to RTI and reading at the elementary level, but this is not 

the same for students in middle school and high school, although reading difficulties continue to 

be pervasive among these children (Cuillo, Lembke, Carlisle, Thomas, Goodwin & Judd, 2016; 

Johnson & Smith 2008 & Faggella-Luby & Wardwell, 2011). Students who do not acquire the 

requisite literacy skills in elementary school often do not gain as much knowledge in the various 

content areas as they have difficulty acquiring knowledge through reading (Jetton & Dole, 2004). 

The need for the successful implementation of RTI model in middle and high school is 

significant. It will help to close the gap between students’ academic performance and the 

demanding curriculum that they encounter and provide them with the support or interventions 

they need to acquire content knowledge (Johnson &Smith, 2008). Implementing EBP during 

these transitional years to remediate students reading difficulties is fundamental (Faggella-Luby 

& Wardwell, 2011).  

Since most of the students who begin school are usually placed at the first tier  there is 

the need for evidenced – based  strategies to be embedded in the instruction at Tier 1, thus, more 

targeted meaningful practices should be included at Tier 1 to enhance the learning experience 

and mitigate the dilemma faced by students encountering  reading difficulties (Jefferson, Grant & 

Sander, 2017).  

 RTI as a Potential Learning Framework 

        Students come to the classroom with different learning styles and capabilities with the hope 

of achieving academic success. Despite this, there are several factors which stultify the learning 

process thereby affecting their academic achievement, the most common of which are learning 

difficulties and learning disabilities.  
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       Before RTI was introduced psychoeducational assessments cascaded the Canadian 

Education system (McIntosh et al. 2011). The time and resources spent on these assessments did 

not always provide the needed support to improve students’ learning outcomes. In pursuit of a 

more dynamic intervention-based approach, RTI became a more promising model of service 

(McIntosh, McKay, Andreou, Brown, Mathews, Gietz, & Bennett, 2011).  When the RTI model 

is used in inclusive classroom, it allows teachers to identify specific needs of learners without 

requiring the psychological assessments and the long wait these involve (McIntosh et al., 2011). 

RTI provides preventative and prescriptive support for all students and does not exclude students 

because of their disabilities (Sanger, et al., 2012).  Most research done in this field has focused 

on understanding the overall RTI model as a multi-tiered system with most emphasis on the 

upper tiers, and least on focus on Tier 1. Undoubtedly, recognition of the support given at these 

higher tiers is valued, however, the reality that exists in the classroom is that many students, 25% 

- 75% are not reading well, although only 3% has a disability (Katz, 2013). 

The RTI model requires “that educators use instructional materials and methods 

supported by scientific research to teach children” (Martin et al., 2006, p.301) . The RTI process 

provides the level of support needed for students to succeed. Needs are identified through 

diagnostic assessment, contributing to targeted lesson planning and decision making. Moving 

through the RTI tiers generates valuable information about opportunities to learn, because this 

process provides a test of response to evidence-based interventions that are effective for most 

students (McIntosh et al., 2011).  
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What is RTI? 

The Response to Intervention framework is based upon  multi-leveled tiers of instruction 

and emerged as an alternative approach to educating students who were struggling in school. 

This scientific model was introduced by the Individual with Disability Education Act (IDEA) 

2004 (after reauthorization) to be used in schools and districts in the United States to assist 

educators in differentiating between those students who were struggling because of inadequate 

instructions and those who were struggling because of a disability ( Brozo 2010; Johnston, 2011 

& Werts, Carpenter & Fewell, 2014). 

 RTI is further defined as a multistep approach to providing early and progressively 

intensive intervention and monitoring within general education for purposes of improving 

achievement outcomes and accurately identifying students with learning disabilities (Jenkins et 

al.,2018; Johnson & Smith, 2008). The many components of RTI include universal screening to 

identify students who are at risks of poor academic performance, early intervention through a 

multitiered level of support to prevent school failure, continuous monitoring of progress to 

document students’ progress or lack thereof and finally, an evidence-based intervention of 

increasing intensity that is effectively matched to the needs of the students ( Kamei-Hannan, 

Holbrook & Ricci, 2012; Jenkins, Schiller, Blackorby, Thayer & Tilly, 2013). This multi-tiered 

system consists of three tiers. Tier 1 which is the first tier of instruction or curriculum, is viewed 

as being preventative with its own methods and interventions but research seems to focus more 

on the intensive interventions at Tiers 2 and 3; general education teachers also need to provide 

good instructions for all at Tier 1. To maximize the potential of RTI, professional development 

for pre-service teachers plays an important role in ensuring the integrity of RTI implementation. 

Researchers have indicated that with professional development in RTI, it is more likely that 
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teachers will overcome challenges and barriers that they are facing when implementing RTI and 

will enhance the fidelity of RTI implementation (Werts, Carpenter & Fewell, 2014). 

RTI and Literacy Learning 

The theoretical rationale for using constructivism is important for the RTI evidence-based 

interventions for developing reading skills in students who are experiencing reading difficulties. 

Successful older readers typically read from 120 to 170 words per minute, depending on the 

nature and difficulty of the text (Roberts et al., 2008). This allows them to focus on higher order 

skills such as understanding, inferring and interpreting because they can read words more 

automatically. However, for struggling readers, this is not the case. Because they spend more 

time trying to decode unfamiliar words, they forget most of the information. This limits their 

understanding of what was read (Jefferson, Grant & Sander 2017; Roberts et al., 2008). Older 

struggling readers have an array of reading skills and language learning profiles. They encounter 

difficulty in any component of literacy. While fluency is not directly synonymous with 

comprehension, it does play a role (Gray, Ehri & Locke, 2017). Therefore, instruction in this area 

is important for individuals who are confronted with reading difficulties. Other difficult 

components of literacy are decoding or word attack, word recognition, spelling, and vocabulary 

(Gray, Ehri & Locke, 2017).  

Literacy continues to be a challenge for older readers; research has clearly demonstrated 

that students who have not mastered grade level reading by the end of Grade 3 are increasingly 

unlikely to close the gap (Roberts et al. 2008) and are ‘at risk’ for overall academic failure 

(Vaughn, et al. 2019). Thus, it is paramount to enhance the reading achievement for all students 

by the end of third grade (Jefferson, Grant & Sander 2017). However, if this does not happen all 

is not lost. 
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For older struggling readers to improve they must receive intervention that incorporates 

EBP and focuses on building lower-level skills and gradually increasing to the higher-level 

skills. However, many teachers still need guidance in teaching vocabulary instruction of high 

quality that will lead students to the independent use of new words. Given the large number of 

struggling students, this problem will not be solved by relying on English as a Second Language 

teachers or reading specialists working with individual students. Rather, teachers need effective 

instructional techniques that they can use with all their students. It is fundamental that students 

are provided with the tools and strategies that will assist them to learn new words on their own 

and one such strategy is morphology (Kieffer & Lesaux, 2010; Gray, Ehri & Locke 2017). Many 

older struggling readers, particularly those who have had strong early reading instruction have a 

reasonable mastery of phonemic awareness and the alphabetic principle (i.e., phonics), and may 

benefit more from instruction in advanced word study (e.g., decoding multisyllabic words, 

morphemic analysis) (Roberts, Torgensen, Boardman & Scammacca, 2008). 

For older readers, adjustments must be made in the five essential areas which are – word 

study, which focuses on word analysis and word recognition, and fluency which plays a 

facilitative role in the comprehension of the text. Once a reader can fluently and accurately 

identify the words in text the next step is knowing the meanings of those words and it is critical 

to successful reading. This is also the focus of the third area which is vocabulary. While the 

ability to decode words fluently and to understand the meaning of individual words is important, 

the point of the whole enterprise is to understand the meaning of written text and hence 

comprehension, is the next essential area to focus on while instructing older student. Reading 

comprehension is an active effortful process, particularly when it comes to complex text. 

Motivation to read is also important as students become more engaged in reading materials 
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teaching and learning of strategies become easier, (Roberts, Torgensen, Boardman & 

Scammacca, 2008, p. 63-64). 

  For older students with LD who continue to struggle in reading, the challenge is 

providing instruction that is powerful enough to narrow or close the gap with grade-level 

standards in reading and providing teachers with the support they need to make these 

opportunities available to students so they can benefit from these instructions (Ziolkowski & 

McDowell, 2015, p. 45). 

Screening and Assessment 

The theoretical framework of RTI is based on EBP and in order to validate the 

effectiveness of the EBP strategies used, universal screening and progress monitoring must be 

done. Screening is the first step in early intervention and helps to identify students who are at 

risk for learning difficulties and progress monitoring to determine if students are benefitting from 

the intervention (Mellard, McKnight & Wood, 2009). Effective teaching should begin with an 

assessment which focuses on the strengths and needs of individual students.  There are numerous 

ways in which teachers can screen students for the purpose of academic instruction. These 

assessments can be both formal and informal. Some form of assessment lend themselves to a 

certain degree of flexibility and automaticity. Informal assessments are flexible and readily 

available for use in the classroom: conferences, observations, and anecdotal notes (Johnson & 

Keier, 2010). Progress monitoring measures changes in students that are receiving targeted 

instruction, and provides information on the decision that is made for the students whether the 

intervention should continue or the students need to be regrouped.  Readers who are struggling 

need to be closely monitored to capture the information of what is contributing to their struggle 

(Johnson & Keier, 2010). Teachers need an accurate and reliable assessment system when using 
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RTI in order to monitor the progress students are making, that is whether they are responding to 

the intervention or if they need more intensive support (Alber-Morgan, 2010).  

Curriculum-based measurement (CBM) is an evidence-based progress monitoring system 

that works well within the RTI model. One such CBM program that is readily available to 

teachers is DIBELS. The Dynamic Indicators of Basic Early Literacy Skills (DIBELS) are a set 

of procedures and measures for assessing the acquisition of early literacy skills from 

kindergarten through 8th grade (University of Oregon, 2020). The Slosson Oral Reading Test 

(SORT) is an oral test that is designed to test word recognition, word calling or reading level. It 

is not a diagnostic test and does not measure all aspect of reading (Thrasher, 2016). It is a quick 

screening test that takes roughly takes 3-5 minutes to administer and is used to measure students’ 

reading levels from first grade to twelfth grade (Thrasher, 2016). Running Records is a 

diagnostic and progress monitoring instrument that is used to test contextual reading accuracy 

and student strategy of untimed leveled reading passages (Fawson, et al., 2006). The examiner 

records the type of errors made by the reader during oral reading. The result is used to establish 

the reading level of the student. Running records provide data which enable teachers to make 

informed instructional decisions (Fawson, et al., 2006).  

The cloze procedure is a valid measure for specific reading comprehension (Bickley, 

Ellington& Bickley, 1970; Schneyer 1965 & Oller & Conrad, 1971).  Cloze test is a procedure 

where words are deleted from discourse and the examinee task is to restore the omitted words 

(Gellert & Elbro, 2013). In a cloze test procedure every fifth, seventh or tenth word is replaced 

by a blank line. The blank may be selected based on different criteria and may be based on the 

cohesiveness of the sentence whether it be semantic or lexical. Conjunctions and pronouns can 

also be turned into gaps form from the inferences in the reading discourse (Gellert & Elbro, 
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2013). “The cloze procedure remains one of the more widely used measures of reading 

comprehension. It provides instructors with a reliable indicator of their students reading- related 

abilities (Rensburg, Coetzee & Schmulian, 2014). 

Teachers should choose the assessment tools that are most suitable depending on their 

needs and availability of resources. Using multiple assessment tools will enable teachers to 

pinpoint the problem students are experiencing and assist in making better decisions for 

remediation (Johnson & Keier, 2010).   

Constructivism 

           In the constructivist approach to learning, new knowledge is built on past experiences and 

the same is significant in the process of reading; students have to continuously build on what 

already exists in their schema to form new knowledge. These programmed instructions will keep 

their brains active as they assess the information. They learn in one area and form linkages 

across the content areas which will enhance their learning experiences (Kosnik , 2018; Spivey, 

1987). 

Motivation for Reading 

Motivation and engagement make reading enjoyable. Struggling readers often lack this 

motivation, which limits opportunities to build vocabulary, improve comprehension, and develop 

effective reading strategies, hence motivating older students is critical (Roberts, Torgensen, 

Boardman & Scammacca, 2008). Four features of maintaining students’ motivation to read 

are: providing interesting content goals for reading, supporting student autonomy, providing 

interesting texts and increasing social interactions (Roberts, Torgensen, Boardman & 

Scammacca, 2008). Motivation can be both intrinsic and extrinsic. When students feel motivated 

to read, they will not fold at difficult tasks or when failures occur. They will also try harder at 
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achieving their goals. This intrinsic motivation becomes highly developed the more successful 

they become at tasks. Extrinsic motivation relates to rewards or recognition that students will get 

once they are successful (Heward, 2003; Houghton, 2015).   

Evidence-Based Reading Interventions 

Evidence-based practices are practices and programs that are substantiated by high-

quality research and demonstrate to have predictable student outcomes (Cook & Odom, 2013; 

Cook, Tankersley & Landrum, 2009; Forman, Olin & Hoagwood, 2009). It is unlikely that all 

interventions will produce the same results. Some interventions will get more positive student 

results than others (Cook, Tankersley & Landrum, 2009; Swanson et al., 2017). It is best to 

identify and use the most effective practices to improve students’ performance (Cook & Odom, 

2013). For example, Jones, Yssel & Grant (2012) examined differentiated instructions in Tier 1 

evidence-based systematic application of Repeated Reading. They found that the students who 

were a part of the intervention group outperformed their struggling to read peers who were not a 

part of the intervention. In the same study, a Listening passage previewing intervention with a 

small group of ‘at risk’ students was peer-mediated as a Tier 2 intervention. 

 In Swanson et al. (2017) meta-analysis study, both single and double component 

interventions were conducted: Reading comprehension, phonics/ word recognition, and 

vocabulary and a combination of – comprehension plus vocabulary, phonics/word recognition 

plus fluency were done with struggling readers in grades 4-12. Struggling readers who received 

these multi-component interventions outperformed peers who did not receive the interventions.  

A quasi-experimental study conducted by Jefferson, Grant & Sanders (2017) examined 

differences in student reading outcomes. In the Tier 1 intervention classroom, evidence-based 

strategies related to reading comprehension (such as graphic organizers and self -questioning) 
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and differentiated teaching in repeated reading. The results indicated differences between the 

comparison and intervention group on several skill areas and suggested that Tier 1 evidence-

based interventions have important implications for general classroom instruction. The 

conclusion was that improvement in reading fluency scores as well as promising improvements 

in high stakes scores in favor of the intervention group. 

Reading Processes  

Word Study 

Word study focuses on word analysis and word recognition. It can improve the reading 

outcomes for struggling learners by teaching them how to become flexible decoders and to use 

word analysis and word recognition strategies effectively (Roberts, Torgesen, Boardman, & 

Scammacca, 2008).  

Morphology. Several theories of word learning assert that ‘teaching connections between 

words’ morphemes, phonemes and spellings will increase poor readers component literacy skills’ 

(Gray, Ehri & Locke, 2017). For older students who struggle in middle and high school, 

morphology is an effective way to accelerate their learning by helping them to recognize and 

interpret meaning through word structures. They can often decode mono-syllabic words but may 

encounter difficulties when they are to pronounce multisyllabic words (Roberts et al., 2008). A 

morpheme is the smallest meaningful word parts in language, consisting of base/root words, 

prefixes, and suffixes (Davidson & O’Connor 2019 & McLeod & Apel, 2015). “The word 

morphology can be broken down into two meaningful parts (morphemes); morph which means 

shape and ology which means the study of” (Kiefer & Lesaux, 2010, p. 49). Morphemes can 

either be free or bound. Free morphemes include roots that can stand alone, and bound 

morphemes are affixes that cannot stand by themselves (Kiefer & Lesaux, 2010).  
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 Morphology is the system of word structure by which the segmenting of words into word 

parts (i.e., roots, prefixes and suffixes) can be combined to make new words (Bowers, Kirby & 

Deacon ,2010; Kiefer & Lesaux, 2010; McLeod & Apel, 2015 & (Stowe 2019). Bowers, Kirby 

& Deacon (2010) studied the effects of morphological instruction on literacy skills. They posit 

that, “explicit morphological instruction will increase the understanding about oral and written 

features of morphology at the sub-lexical level that will in turn influence literacy skill at lexical 

level (word reading, spelling and vocabulary) and the supra-lexical level” (p.145). By devoting 

time and energy to teaching morphology in ways that are meaningful, engaging, and systematic, 

teachers can accelerate their students' vocabulary development and prepare them to read to learn 

rigorous content in high school and beyond. Studies have shown the effect on morpheme 

instruction on word learning and how students can learn morphologically complex words 

through morphological analysis (combining the meaning of morphemes to derive word meaning) 

(Bowers, Kirby & Deacon, 2010; Kiefer & Lesaux, 2010 & Davidson & O’Connor 2019). 

Students however need to develop the ability to “skillfully and consciously manipulate 

morphemes” (McLeod & Apel , 2015, p. 208), which are base and affixes (e.g. walk to walking, 

hat to hats, lucky to unlucky and art to artist). An acquisition morphological knowledge is 

particularly fundamental for poor and average readers for use when reading (Bowers, Kirby & 

Deacon, 2010) and these can be taught through morphological awareness and morphological 

analysis strategies. 

Morphology Teaching. There is a correlation between morphology awareness and 

morphology analysis strategies instruction on reading achievement, (Davidson & O'Connor, 

2019). Morphology teaching at the middle and upper primary(elementary)  grades advances 

beyond phonology. Students with reading disabilities use their morphological skills to 
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consciously identify morphemic units and use the knowledge of words for pronunciation and 

meaning compensating for their deficit in phonological processing (Davidson & O'Connor, 2019 

& Goodwin, Lipsky & Ahn, 2012). Kiefer &Lesaux, (2010), outlined four principles on which 

morphology teaching should be built: in the context of rich vocabulary instruction; cognitive 

strategy; systematic introduction of new words providing opportunities for reteaching and 

practice; explicit instruction in a meaningful context. 

Morphology Analysis. Students should be taught explicitly how to segment or manipulate 

high utility academic words based on their morphological structure.  As a result, unfamiliar word 

become more recognizable and identifiable to students. Kiefer and Lesaux, (2010) suggested that 

students should learn morphology as a thinking strategy and not as rules to use while interacting 

and constructing meaning from print.  

In order to break words down into morphemes student must: first recognize that they do 

not know or have a deep understanding of the word; examine the words for recognizable 

morphemes in the roots and suffixes; think of possible meanings based upon the word parts; 

check the word meaning against the context of the print (Kiefer & Lesaux, 2010). For instance, 

the prefix in means “not or lacking” but might become confused by the word inflame if they do 

not learn that it can also mean “into”.  “Not all morphemes are created equal, (-er in teacher and 

writer) and some are rare and inflexible (-cide which means to kill - suicide, herbicide)” (p.52). 

Therefore, important word parts should be introduced systematically with opportunities for 

reteaching. Struggling readers often need explicit instructions; however, they can become 

confused and disengaged if instruction is decontextualized due to their inadequate vocabulary 

(Kiefer & Lesaux, 2010). For these learners’ instructions should be rooted in a meaningful 

context.   
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The previous literature explained the processes involved in morphological analysis 

and morphological synthesis.  Students should be able to skillfully perform tasks that 

involve morphological recognition, morphological production task, and morphological problem-

solving. The skills usually begin from basic and develop to a greater degree of complexity where 

students are required to first engage in description and identification tasks, production tasks, and 

then problem-solving task where students are engaged in deeper level processing (Bower, Kirby 

& Deacon, 2010).  

Vocabulary   

Struggling readers show inadequacy in vocabulary knowledge regardless of their 

background (Swanson, Cisco & Padron, 2012). Vocabulary is an essential component of 

language acquisition and reading (Elleman, Oslund, Griffin & Myers, 2019). It is acquired 

through multiple exposures to text and encounter with oral language. Each successful encounter 

produces a deeper understanding of word knowledge and word meaning, however as students 

become adolescents vocabulary is developed and expanded through their exposure to texts as 

more infrequently used words are found in books than are spoken by adults (Elleman et al., 

2019). Vocabulary instruction can be time-consuming. It sometimes requires different teaching 

for different words considering that not all words are the same (Hiebert & Kamil, 2005 & 

Greenwood, 2002). However, if words are grouped into categories for the instruction it will take 

less time and be more manageable. Choose Tier 1 words that appear frequently across academic 

content, Tier 2 words that are highly utilize in different  context (eg. interpret) and those Tier 3 

words which are content specific (eg. meiosis) ( Elleman, et al., 2019). Hiebert & Kamil (2005), 

found three principal characteristics for effective vocabulary instruction; provide both 

definitional and contextual information about a word, engage students in deep processing of 
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words eliciting information that tie to their schema and provide multiple exposures to words. 

Bring awareness to students’ knowledge of the relationship of new words and how the words 

changes in context. 

Context clues analysis. Context clues are derived from the meaning of words in a 

sentence that is already known by the reader and aid in the pronunciation of new words 

embedded in the sentence (Eman & Fisher,1969).  It also involves using the words surrounding 

an unfamiliar word to infer word meaning (Hiebert & Kamil, 2005). Context clues instruction 

involves teaching students how to predict the meaning of words using information given and 

what they know. The meaning of a new word becomes more explicit when “the surrounding 

information is carefully analyzed. Clues related to a specific discourse such as syntactic role of 

the word, embedded definitions, comparisons of the word, synonyms and antonyms provision, 

familiar expressions and summaries may help to deduce word meaning” (Margosein, Pascarella, 

& Pflaum, 1982, p.186). ‘Context Clues’ is a four-step strategy that also involves four steps for 

learning how to use it.  In the  introduction the teacher gives a brief description of the strategy. 

Students must then Play and Question (Ilter, 2019). Finally, research has shown that when 

students use context clues, their proficiency in vocabulary and reading comprehension increases 

(Ilter, 2019).  

Semantic Mapping. Words occur in a network of concepts (Elleman, Oslund, Friffin & 

Myers, 2019). Semantic mapping focuses students’, attention on words within categories. It 

emphasizes the uniqueness of each word and demonstrates the similarity and 

differences. Semantic mapping shows the relationships between words and helps students to 

better understand unfamiliar academic vocabulary, by tying a new word in web of familiar 

words, by making connections with related words from previous knowledge (Khoii & Sharififar, 
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2013; Hiebert & Kamil, 2005 & Stahl & Vancil, 1986). The process involves drawing a diagram 

to show the relationship between words as they are discussed to highlight the similarities or 

differences (Khoii & Sharififar 2013; Margosein, Pascarella, & Pflaum, 1982 & Stahl, & Vancil, 

1986). It is a collaborative effort between the teacher and the class to create a network of words 

that deepens the understanding of text (Khoii & Sharififar 2013 & Stahl, & Vancil, 1986). 

Hence, it is a visual strategy that aid in understanding complex information (word) at a glance 

(Khoii, & Sharififar, 2013). 

Frayer Model. Frayer model is a specific graphic organizer that is useful when 

vocabulary terms are confusing or closely related (Roberts & Truxaw, 2013). It is used in the 

categorization of words and to analyze and test attainment of concepts. It can be very time 

consuming and laborious, and should be reserved for difficult vocabulary or central concept. The 

main features are to identify concept components as essential and non- essential, and examples 

and non- examples (Greenwood, 2002).    

Oral Reading/Fluency 

Teaching children to read well should be a fundamental responsibility of educators. The 

developmental stages of reading focus on students reading to learn rather than learning to read, 

as a result, students need to acquire the necessary skills and knowledge to make them proficient 

readers. Children at upper elementary through middle school encounter more complex texts, 

which make the knowledge and skills needed to understand text at this level more demanding as 

students now have to move beyond their mere experiences, to the  knowledge of understanding 

words (Vaughn et al., 2018, p.33). Fluency is an important element for students who are learning 

to read but even more so for students who are reading to learn. When students are fluent, their 

focus shift from decoding words to understanding what is read (Shore, Sabatini, Lentini, 
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Holtman &McNeil, 2015). Hence fluency is dependent on the reading rate and accuracy in 

reading and prosody (Shore et al. 2015; Hasbrouck, Ihnot & Rogers 1999 & Hudson, Lane & 

Pullen 2005).  “Accuracy in word recognition refers to a reader’s ability to produce an accurate 

oral representation of words in text from their orthographic forms” (Zimmerman, Rasinki,Was, 

Rawson, Dunlosky, Kruse & Nikbakht, 2019, p. 73). “ Prosody, another critical component of 

reading fluency, refers to the ability to read orally with appropriate expression or intonation , and 

the rate is the number of words that were correctly read per minute (Zimmerman, et. al., 2019, p. 

74). Wolf and Katzir-Cohen (2001) coined a definition of reading fluency after research in the 

field was fully developed: “Reading fluency refers to a level of accuracy and rate where 

decoding is relatively effortless; where oral reading is smooth and accurate with correct prosody; 

and where attention can be allocated to comprehension” (p. 219). 

Fluency in oral reading plays a vital role in comprehension. Having the ability to read fluently, 

students focus more on understanding what they read rather than the act of reading itself. 

Repeated Reading (RR). Researchers have found that structured repeated reading is 

effective in increasing fluency and improve students’ sight word vocabulary. Students get the 

opportunity of rereading the same material repeatedly (Shore et al. 2015; Roberts, Torgesen, 

Boardman & Scammacca, 2008; Dowhower 1994). Using RR activities with older readers who 

are struggling provides opportunities for students to gain instructional practice and word learning 

instructions from the text and should be integrated in daily literacy instruction (Roberts, 

Torgesen, Boardman & Scammacca,2008; Dowhower 1994). Repeated reading can be assisted 

and unassisted.  Assisted RR is a “read along with a live model or an assisted tape, and 

unassisted RR is when the student reads independently until a set reading rate or speed is reached 



EVIDENCE- BASED READING PRACTICES                                                                          28 

 

 

 

usually with a short passage” (Dowhower 1994, p. 344).  Dowhowner (1994) further stated that 

both procedures are effective in RR as they increase oral reading fluency and comprehension. 

RR can also be a practice performance.  

Readers Theatre is a powerful and popular way for increasing prosody- “ability to read 

orally with appropriate expression or intonation” (Zimmerman et al., 2019, p.74) The teacher 

prepares the script, usually a dialogue, and students practice it taking on the role of the character, 

both emotions, and sound. The script is practiced before the performance (Hudson, Lane & 

Pullen, 2011).  RR is beneficial to both poor readers and good readers as it increases their 

performance level and helps them to develop abilities that are transferable to new text whether at 

the instructional or mastery level. 

Phrased-Cued Reading (PCR).‘‘A phrase-cued text is a written passage in which 

intrasentential phrase boundaries are  explicitly marked or cued for the reader’’(Rasinski, 1994, 

p.166). This is usually done in advance by the teacher and the length of each chunk differs 

according to the reading level of the students. Phrase reading is the breaking down of 

information into meaningful units making it easier to be processed by the brain (Nomvete & 

Easterbrooks, 2019; Anggraeni 2015; Rasinski, 1994). Students with reading challenges may 

have difficulty utilizing phrase reading as it is directly connected to prosody; the reader does not 

have the capacity to hold words together in their short term memory. As a result, passages are 

cued to provide these boundaries for the reader (Nomvete & Easterbrooks, 2019). This will allow 

the reader to ‘syntactically segment textual information properly’ (Rasinski, 1994, p. 165) and 

solve the problem when reading (Ridianto, Desfiyenti & Hasibuan 2018).  
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Reading Comprehension 

The studies of reading comprehension have been conducted as early as 1944(Cisco & 

Padron 2012) but it has been viewed differently by behavioural psychologists in the 50’s 

and cognitive psychologist in the 70’s (Cisco & Padron, 2012;Yazdani & Mohammadi, 2015), 

and still continues to be an active area of research because of its discrete measurable skills (Cisco 

& Padron 2012). Yazdani and Mohammadi (2015) states that good comprehenders know how to 

monitor their reading and construct meaning by choosing the right strategies. Struggling learners, 

on the other hand may not be able to make these connections. Teachers can assist these students 

through explicit instruction of these strategies before reading (Roberts et al. 2008).  

As the study of reading comprehension has evolved over the years, so has the definition. 

Comprehension is a process of simultaneously extracting and constructing meaning through 

interaction and involvement with written language (Cisco & Padron 2012,p. 3; Yazdani and 

Mohammadi, 2015, p.54). The application of deep reading and the combination of reading 

comprehension strategies will help readers to understand text materials easier (Yazdani and 

Mohammadi, 2015), but students must be taught these strategies to be able to apply them when 

reading. Browder, Root, Wood & Allison (2017) state that text comprehension is essential in 

becoming literate as it is the process by which meaning is drawn from the text and enables 

students to think critically and manipulate academic content in order to function independently in 

the future. 

QAR- (Question-Answer-Relationship). “QAR is a metacognitive approach that helps 

children to understand various ways of answering questions about reading materials” (Ezell, 

Hunsicker, Quinque & Randolph, 1996 p.64).  The vocabulary of QAR provides both teachers 

and students with a common language (Rapheal & Au 2005). The four question types include 



EVIDENCE- BASED READING PRACTICES                                                                          30 

 

 

 

Right There, Putting it Together, Author and You, and On Your Own (Ezell,Hunsicker, Quinque 

& Randolph, 1996; Rapheal & Au 2005). QAR helps teachers to focus on different types of 

questions in the reading exercises that will expand students' understanding of the text and 

develop higher-level literacy and critical thinking. It provides students with the opportunity to 

apply their knowledge and skills across materials by choosing the right source of information to 

find answers (Wahyudi, 2019). 

SQ4Rs (also SQ3R)- Survey Question Read Recite Review Record. SQ4R is a text - 

centered technique that can be implemented throughout the whole process` of reading.  The 

technique does not focus on the activation of previous knowledge but instead creates knowledge 

for the reader prior to reading while surveying the text (Basar & Gurbuz, 2017; Applegate, 

Quinn & Applegate, 1994). Montaque and Tanner (1987) defined the SQ3R as a “method of 

study that provides students with a systematic strategy for reading text, selecting information and 

acquiring new information and concepts from the text” (p.717). SQ4R (Applegate, Quinn & 

Applegate, 1994 & Basar & Gurbuz, 2017) also known as SQ3R (Montaque & Tanner 1987), 

stand for, Survey, Question, Read, Recite, Review and Record. It is a dynamic strategy that can 

develop the intellectual skills of students making the reading process easier and less burdensome 

while adhering to the reading pattern of more skillful readers (Asiri & Momani 2017; Basar & 

Gurbuz, 2017). The first step of the SQ3R gives readers the opportunity to navigate reading texts 

by formulating questions on their own, thus increasing their motivation and confidence. Teachers 

must systematically model the strategy for it to be effective. Montaque & Tanner (1987) explain 

that Survey requires the reader to skim the text material for a general understanding of the text 

by noting the headings, subheadings, bold face or italics words and any other outstanding 

features. Questions: the reader then composes questions about the contents using the features 



EVIDENCE- BASED READING PRACTICES                                                                          31 

 

 

 

identified at the survey.  Read: this stage the students begin to engage in active reading, carefully 

reading the text to locate the answers to the questions posed. Reflect: at this stage the reader tries 

to relate the information by paraphrasing the main ideas.  Recite: the reader should take brief 

notes with heading and subheading, writing down ideas, phrases, and making notes in their own 

words (Montague & Tanner 1987; Asiri & Momani 2017). R- review: students systematically 

review the chapters in order to answer the questions they did not understand or did not remember 

or had problems answering (Basar& Gurbuz, 2017). Al- Ghazo (2015) advised that the strategy 

should be practiced. He further stated that once readers understand how it works, reading rate, 

retention and comprehension should improve. 

Graphic Organizers. Graphic organizers are a tool that teachers can use in reading 

comprehension to help foster critical thinking and independent learning in students, especially 

those students who are impacted by a learning disability (Singleton & Filce, 2015). These 

students usually have trouble sifting through ideas and connecting the known to the unknown; 

graphic organizers will assist them in organizing their thoughts. 

Graphic Organizers are visual representations of knowledge using diagrams that enhance 

students' ability to identify, organize, and retain materials. They engage students through the 

stages of pre-reading, during reading and post reading; each stage deepens students learning 

(Roberts, Torgesen, Boardman & Scammacca, 2008 & Jefferson, Grant & Saunders, 2017). 

Graphic organizers will support teachers in providing instruction using different approaches and 

a combination of strategies, viewing the class as a whole, or through differentiated instructions to 

foster engagement (Roberts, Torgesen, Boardman & Scammacca, 2008). Graphic organizers 

should focus on the task to be completed and the cognitive capabilities of the students in this way 
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it will enhance critical thinking skills in students (Singleton & Filce, 2015).  Graphic organizers 

may also be used in each of the different reading processes mentioned throughout.  

Story Map. Story maps visually/ spatially display elements of the story such as plot, 

characters, problem and solution breakdown (Browder et al., 2017), and motivate students to 

recognize and record salient information pertaining to the elements of the story. They can be 

used before, during and after reading (Boulineau, Fore, Hagan-Burke & Burke, 2004, p. 106; 

Singleton & Filce, 2015, p.112).  Research proved that story mapping has served as an effective 

graphic organizer as it improves reading comprehension for upper elementary (Franciscone, 

2008) and high school students (Singleton & Filce, 2015) as it aids in acquisition and retention 

of information and comprehension in narrative texts (Manoli &Papadoppoulou, 2012). The use 

of story maps prior to reading is to activate previous knowledge engagement about the topic, 

while reading it serves a guide and a review for after reading (Boulineau, Fore, Hagan-Burke & 

Burke, 2004; Manoli &Papadoppoulou, 2012; Singleton & Filce, 2015). The researchers further 

contend that the map serves as a prompt for students and provides space for them to record their 

information. 

KWL Plus - (Know- Want – Learn). KWL “is strategy that models the active thinking 

needed when reading expository text” (Sinambelal, Manikl & Pangaribuanl, 2015. p. 17).  The 

research contends that it proves to be an effective strategy in helping teachers to assess learners, 

activate thinking and advance their abilities in reading (Sinambelal, Manikl & Pangaribuanl, 

2015). The teacher models the kind of thinking needed and then gives students the opportunity to 

list what they know, what questions they want to answer and what they have learned from 

reading the text (Sinambelal, Manikl & Pangaribuanl, 2015; Sanatoro, Baker, Flen, Smith & 

Chard, 2016 p. 287) plus mapping text and summarizing information  (Carr & Ogle, 1987) to 
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assist students in extracting meaning from text. This develop their transfer of knowledge, making 

students more independent. Like other graphic organizers KWL can be used before, during and 

after reading of a text. Carr and Ogle (1987), assert that K-W-L enhances students’ awareness of 

content and how it might be structured, which later helps them in examining and studying other 

text materials.  

Cloze Passage/ Text. Schneyer (1965) defines cloze procedure as a technique that is used 

for measuring reading comprehension and readability. He further states that “it is the procedure 

for deleting words in a regular manner from a passage substituting it with blank spaces. The 

individual is then asked to fill in the spaces with the exact words or synonymous words to 

complete the broken patterns that make sense” (also cited by Oller & Conrad, 1971; Bickley, 

Ellington& Bickley, 1970).  Based on early research, the cloze procedure is a valid measure for 

specific reading comprehension (Bickley, Ellington & Bickley, 1970; Schneyer 1965; Oller & 

Conrad, 1971). The cloze procedure can be used as a technique for remediation (Bloomer 1962) 

in a variety of ways to teach context (Bortnick & Lopardo, 1973).  A major advantage of the 

cloze procedure is that students are exposed to content of the materials hence the skill is taught in 

context (Bortnick & Lopardo, 1973). The cloze procedure engenders good habits for reading, 

students are forced to read the material before and after deletion (Bortnick & Lopardo, 1973) and 

process the semantic and syntactic associations of deleted words in relationship to the reading 

material (Greenewald, 1981). Bortnick & Lopardo, (1973), suggested that the cloze procedure is 

an effective learning activity that should be explicitly taught as group activity or individually. 

The teacher instructs students to read a prepared passage first silently to identify the contextual 

meaning of the passage, then it is read aloud either by the student (s) or teacher. Students will 

suggest words that might fit in the blanks and offer reasons for their choices. By discussing these 
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responses the teacher can provide direct instruction that will help students to decide on reason for 

acceptance or elimination of responses (Bortnick & Lopardo, 1973). Rensburg, Coetzee & 

Schmulian (2014) explain “the cloze procedure is a random selection of passages from the 

chosen reading materials, from which every ninth word is deleted, providing at least fifty 

deletions. Readers insert the deleted words. The higher the accuracy of the words inserted, the 

higher the readers’ comprehension of the material” (p. 4). 

Conclusion 

There is much research on the value of evidence-based practices and Response to 

Intervention in providing literacy support to students in the area of reading. There is much 

research on the combination of specific strategies and how to develop and maintain effective 

integration of these strategies. There is limited research especially at the intermediate and 

secondary level.  In order to address this gap teachers need to have a good understanding of 

evidence-based practices. Having a deep understanding will reflect on their teaching practices 

using the RTI model and differentiated instructions in the inclusive classroom. Most students 

will learn from evidence-based practices if they are given the time to do so (Bursuck & Blanks, 

2010).  

There is tremendous evidence that using evidence based practices in the teaching of 

reading to older students with LD will mitigate their learning challenges and build their capacity 

for learning. However, general classroom teachers are not always familiar with effective, 

evidence-based reading strategies that can be utilized in their teaching and planning. The RTI 

model is data driven. It will provide teachers with information they need as they assess and 

monitor the progress that students are making and decide on the evidence-based practices they 

will use to address students’ needs.  
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Chapter 3: Considerations for Implementation of Product 

This chapter will introduce the project plan of designing a resource handbook for 

intermediate and secondary reading teachers in the inclusive classroom with students who are 

experiencing reading challenges to identify and use Response to Intervention evidence-based 

strategies at Tier1 in the teaching of reading.  

Project Overview  

The resource I have created is a handbook for teachers entitled “Evidence-Based 

Practices for Teaching Intermediate and High School Reading: A Teachers Handbook”. The 

project is intended for teachers in the inclusive classroom.  As mentioned in the previous two 

chapters, the focus of teaching reading must rely on evidence-based practices. The project is 

designed to help reading teachers or coaches in the inclusive classroom access information that 

may not have been previously privy to and to heighten their awareness of other resources that 

they will find useful in their practice. It will provide an opportunity for practitioners to meet the 

diverse need of learners in the general education classroom by supporting those students who are 

challenged with basic reading skills, while at the same time benefitting those students who are 

not, by using evidence-based strategies to address students’ learning needs. 

The project was created based on the evidence of effectiveness of the RTI model research 

and evidence-based practices used to improve reading. Designing this handbook and putting it in 

the hands of teachers will not only equip them with intervention strategies, but will hopefully 

lead to greater collaboration among the general education teacher, reading teachers and special 

education teacher. Some general education teachers will be exposed to strategies that may have 

only been used by the special educators or reading specialists in their classroom, thus increasing 

collaboration because the strategies used at the upper tiers are now demonstrated at Tier 1. 



EVIDENCE- BASED READING PRACTICES                                                                          36 

 

 

 

Research has proven that embedding evidence- based practices Tier 1 for all students, and 

supporting some with more focused Tier 2 interventions will benefit more students if not all 

students in general education classroom (Jefferson, Grant & Saunders 2017; Jones, Yssel, & 

Grant. 2012).  

 The resource hand book was compiled from various research findings and programs. It 

was specifically designed to address the needs students who struggle in reading. The evidence-

based practices will include areas of reading difficulties, such as word recognition, vocabulary 

development, oral reading and reading comprehension (Swanson et al., 2017). Research has 

shown that not all readers are alike and reading difficulties vary. Whilst some students may be 

poor readers because they have limited vocabulary, others might have difficulty at the word 

recognition level and others at comprehension and this is due to their cognitive processes (Aaron, 

Joshi, Gooden & Bentum. 2008). The goal of the reading teacher is to assess students to 

determine their areas of weaknesses.   

 As mentioned at the start of this chapter , this resource handbook is for intermediate and 

secondary reading teachers and is aimed at providing EBP strategies through an accessible 

medium to enhance the pedagogical approach to the teaching of reading as it will not require any 

technology or any other gadget for it accessibility and storage for future reference. The goal can 

only be accomplished by the successful implementation of evidence-based programs which 

requires classroom teachers to be knowledgeable about the Response to Intervention model and 

evidence-based programs (Bursuck & Blanks, 2010). 
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Product Design and Completion 

An in-depth search of Google Scholar, PsycINFO, VIU Library and ERIC was conducted 

to find articles on RTI and evidence-based practices in reading instruction. On line websites such 

as PowerUp What Works, Reading Rocket, Reading Educator, Intervention Central, Thoughtco, 

Adult Literacy and Smeken Education were explored as each website had different strategies and 

they also presented various ways for teachers to teach the EBP that would make them more 

engaging and fun for the student learners.  A systematic review of all strategies was carried out 

and they were categorized, then grouped under the headings of the targeted reading components. 

The interventions in the resource handbook will describe EBP, how to implement them in 

planning and teaching, and what reading needs and challenges they address. This will make it 

easier for teachers when they are selecting strategies for the area of difficulty that they will be 

targeting.  

This handbook sets out to explain what reading is and how it can be effectively taught in 

the RTI model using evidence -based practices during reading instruction. Part A defines and 

describes reading, RTI and EBP. It also explained the effectiveness of reading instructions when 

using EBP. Part B focuses on the areas for intervention, and was divided into sub- sections, each 

having the description of the reading component and the number of EBPs and program 

implementation procedures.  

The findings proved that the strategies were effective. When using EBP it is paramount 

that the teacher adhere to the procedure and guidelines for it to be effective. It must be practiced 

with fidelity; this means following the procedure of implementation without altering or changing 

it. Another factor teacher should consider when teaching these strategies are (1) to help students 

to understand the usefulness of the strategy and (2) describe explicitly how the strategy should be 
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used. Teacher demonstration, modeling, and follow-up independent practice are critical factors 

for success. Giving students the opportunity to respond after instruction is also helpful 

(Vanderbilt University, 2004). 

The evidence-based reading interventions provided in the handbook are intended to be 

utilized in lesson planning and instruction with any text, or topic being studied, rather than to be 

taught explicitly out of the context of the study. It is recommended that teachers select some of 

these strategies for each lesson in order to engage students in practice with these key components 

of reading. 

Challenges  

In creating this resource handbook I had to take into consideration that not all children 

learn in the same way and what works for one child does not necessarily work for another child. 

As a result the strategies vary and there are different options in each section from which teachers 

can chose. As well as providing a variety of strategies for students, it is also important to 

encourage them, helping them realize that the teacher is working with them to find the strategies 

that will help to make reading accessible, and their learning successful. There are also links to 

websites that teachers can access as it would be unsurmountable to address all the strategies in 

this resource. However the ones that are included are easily adapted in the classroom, are readily 

available to teachers and prove to be cost effective.  

Conclusion 

Children are exposed to language, literacy and print from an early age. Depending on the 

child’s environment, some may be more immersed than others. Children who lack this early 

stimulation are usually the ones who have difficulty developing early reading skills and if not 

caught at the early stage, the students unfortunately transition through schools without getting the 
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necessary remediation to improve their literacy challenges. When students do not acquire the 

necessary skills needed to adequately decode words by the end of third grade they become 

struggling readers. Literacy plays an important role if students are to advance in post -secondary 

studies and to become employable. However this dilemma can be mitigated if teachers use 

evidence-based practices to teach students who are struggling readers to become better learners. 
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Chapter 4: Reflection 

As I reflect on my experience as a reading teacher creating this project I am extremely 

excited to share what I have learned with the teachers in my school and also with other teachers 

who will gain access to this product. Being a teacher, for many years I have worked with 

struggling readers and I am always trying to find the best practices that would assist my students 

in developing their reading skills. My philosophy as a teacher is that every child can learn if they 

are given the opportunity. At the beginning of the school year when I get my new students I 

usually see the reluctance and shame in their attitudes to be in a group where the students are 

struggling to read. Many of them did not want to be identified as part of the group so they would 

hide away from classes and would not benefit from the instruction, further escalating the 

problem when they move to a higher grade. 

Through collaboration with school administration and the changes in the dynamics of 

education, students were grouped randomly instead of by ability. This brought about much 

frustration on the part of some teachers as they were of the notion that they were not equipped 

with the skills to teach these students in the general education classroom. However, for me I 

observed changes in my students’ attitudes; although some of them might display some 

undesirable behaviors in class they were no longer truants. As the number of students in each 

cohort increased, the demand for literacy instructions became greater. Teachers were of the 

purview that they were not trained in special education to deal with the challenges that 

accompany these students. The intervention strategies used by teachers were not all evidence-

based although most were research based. Many strategies were tried and much results were seen 

but not all the students were benefitting from these instructions. There were many trials and 

errors. Based on my experience we would start with a strategy and stop using it if the results 
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were not seen immediately. Sometimes teachers would also use their own creativity or ingenuity 

and alter the strategy in order to get a desired result. Another challenge that we encountered was 

measures of accountability. Although pre- tests and posttest were done I believe that the data was 

not being adequately used to monitor students’ progress and for planning instructions.  

Reading is a subject of great importance if individuals leaving school are to become 

valuable citizens of the society in which they live. Educators across the world are trying their 

best in whatever capacity they hold to make this fruitful. When I started my graduate study I 

came across the Response to Intervention strategy. It sparked my curiosity and I began reading 

more. It was then that I decided that I would embark on this journey of researching evidence-

based reading strategies for struggling readers. I thought of using evidence-based practices to 

teach reading based on the framework of the RTI model. RTI focuses on screening, assessment 

and progress monitoring. Therefore if teachers are implementing evidence-based practices within 

the RTI model it will be practiced with efficacy. On the other hand, evidence-based practices 

should be practiced with fidelity which means that if teachers are cognizant of these parameters 

and guidelines effect should be manifested in our struggling readers.  

As reflective practitioners and through collaborations teachers can choose evidence-based 

practices that will benefit their students depending on their needs. Teachers can find out from 

other teachers which strategy they use with their students when they are addressing certain skills. 

Also, teachers can use combinations of strategies to address a specific need. The strategies in this 

resource will support teachers in their planning, implementation and assessment of students. It 

will be easy for readers to connect with. The strategies are adaptable for any teacher of reading 

or general education practitioner without placing any additional economic strain on the school or 

any psychological or physiological strain on teachers. These strategies prove to be cost effective. 
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While there are free versions available they might not have the same efficacy as the for- purchase 

items. My hope is that this project will bring some support to students who are functioning below 

their grade level as well as those students with a LD, and that teachers will find it as a useful 

tool. It is also my hope to continue to improve this handbook by finding more strategies and 

engaging more teachers and continue to find ways in which we can address the challenge of 

providing effective supports for our students. 

 I am so delighted that this project will help me to put what I have learned into practice to 

effectively use evidence-based practices with my students in the way they were designed for 

fidelity of practice. Through the data driven RTI model, I can plan instruction that is data driven 

to better address learners’ needs. As an educator you become a lifelong learner by keeping up- 

to-date with current changes and trends in education.  

 

 

 

 

 

 

 

 

 

 

 

 



EVIDENCE- BASED READING PRACTICES                                                                          43 

 

 

 

References 

Aaron, P., Joshi, M., Gooden, R. & Bentum, K. (2008). Diagnosis and treatment of reading  

disabilities based on the component model of reading an alternative to the discrepancy  

model of LD. Journal of Learning Disabilities, 41(1),67-84  

DOI:10.1177/0022219407310838. 

Alber -Morgan, S. (2010). Using RTI to teach literacy to diverse learners, K-8: strategies for the  

inclusive classroom. Thousand Oaks, CA: Corwin Press.  

Al-Ghazo, A.(2015). The effect of SQ3R and semantic mapping strategies on reading  

comprehension learning among Jordanian university students. International Journal of  

English and Education, 4(3), 92- 106. ISSN: 2278-4012, 

American Psychiatric Association, & American Psychiatric Association. DSM-5 Task Force.  

(2013). Diagnostic and statistical manual of mental disorders: DSM-5 (Fifth ed.). 

Washington, DC: American Psychiatric Publishing. 

Anggraeni, R. (2015). The effectiveness of using chunking strategy to improve students’ reading  

comprehension at the second year of SMP Negeri 2 Barombong. ETERNAL 

(English, Teaching, Learning and  Research Journal), 2(2), 299-312. 

DOI: https://doi.org/10.24252/Eternal.V12.2015.A11 

Applegate, M.D., Quinn, K.B. & Applegate, A.J. (1994).Using metacognitive strategies to  

enhance achievement for at-risk liberal arts college students.  Journal of Reading, 38(1).  

32-40. Retrieved from: http://www.jstor.org/stable/40016488 

Asiri, A. & Momani, M. (2017). The effectiveness of using SQ3R to teach reading skills. Asian  

Journal of Educational Research, 5 (1), 1-6.  

https://doi.org/10.24252/Eternal.V12.2015.A11


EVIDENCE- BASED READING PRACTICES                                                                          44 

 

 

 

http://www.multidisciplinaryjournals.com 

Basar, M. & Gurbuz, M. (2017). Effect of the SQ4R technique on the reading comprehension of  

elementary school 4th grade elementary school Students. International Journal of  

Instruction, 10(2), 131-144. http://www.e-iji.net/dosyalar/iji_2017_2_9.pdf  

Bell, K. & Dolainski, S. (2012).  What is evidence- based reading instruction and how do  

you know it when you see it? U.S. Department of Education,Washington DC. Retrieved  

from: http://www.lincs.ed.gov/publications/pdf/EDVAE09C0042EBRILAUSD.pdf 

Bickley, A.C., Ellington, B.J., & Bickley, R.T. (1970). The cloze procedure: A conspectus 

Journal of Reading Behavior, 2(3), 232-249. 

https://doi.org/10.1080/10862967009546900 

Bloomer, R. (1962). The Cloze Procedure as a Remedial Reading Exercise. Journal of  

Developmental Reading, 5(3), 173-181. Retrieved from  

http://www.jstor.org/stable/40013824 

Bortnick, R., & Lopardo, G. (1973). An Instructional Application of the Cloze Procedure.  

Journal of Reading, 16(4), 296-300. Retrieved from  

http://www.jstor.org/stable/40011349  

Boulineau, T., Fore, C., Hagan-Burke, S., & Burke, M. D. (2004). Use of story-mapping to  

increase the story-grammar text comprehension of elementary students with learning  

disabilities. Learning Disability Quarterly, 27(2), 105–121.  

https://doi.org/10.2307/1593645  

Bowers, P., Kirby, J. & Deacon, S.H. (2010). The effect of morphological instruction on literacy  

skills: A systematic review of the literature. Review of Educational Research, 80(2), 144-

179. DOI: 10.3102/0034654309359353 

http://www.e-iji.net/dosyalar/iji_2017_2_9.pdf
http://www.lincs.ed.gov/publications/pdf/EDVAE09C0042EBRILAUSD.pdf
https://doi.org/10.1080%2F10862967009546900
http://www.jstor.org/stable/40013824
http://www.jstor.org/stable/40011349
https://doi.org/10.2307/1593645


EVIDENCE- BASED READING PRACTICES                                                                          45 

 

 

 

Browder, D.,  Root, J., Wood, L. & Allison, C.(2017). Effects of a story-mapping procedure  

using the iPad on the comprehension of narrative texts by students with autism  

spectrum disorder. Focus on Autism and Other Developmental Disabilities. 

32(4) 243– 255.DOI: 10.1177/1088357615611387 

Brozo, W. G. (2009). Response to intervention or responsive instruction? Challenges and  

possibilities of response to intervention for adolescent literacy. Journal of Adolescent  

& Adult Literacy, 53(4), 277-281. doi: 10.1598/jaal.53.4.1  

Brozo, W. (2010). The role of content literacy in an effective RTI program. The Reading  

Teacher, 64 (2), 147- 150. https://doi.org/10.1598/RT.64.2.11  

Bulgren, J., Graner, P. & Deshler, D. (2013). Literacy challenges and opportunities for students  

with learning disabilities in social studies and history. Learning Disabilities Research &  

Practice, 28(1), 17-27.   https://doi.org/10.1111/ldrp.12003 

Bursuck, B., & Blanks, B. (2010). Evidence – based early reading practices within a response to  

intervention system. Psychology in the Schools, 47(5), 421- 431. DOI: 

10.1002/pits.20480 

Carr, E., & Ogle, D. (1987). K-W-L plus: A strategy for comprehension and summarization.  

Journal of Reading, 30(7), 626-631. Retrieved from  

http://www.jstor.org/stable/40031872 

Cisco, K.B. & Padrón, Y. (2012). Investigating vocabulary and reading strategies with middle  

grades english language learners: A research synthesis. RMLE Online, 36(4), 1-23, DOI:  

10.1080/19404476.2012.11462097  

Ciullo, S., Lembke, E. S., Carlisle, A., Thomas, C. N., Goodwin, M., & Judd, L. (2016).  

Implementation of evidence-based literacy practices in middle school response to  

https://doi.org/10.1111/ldrp.12003
http://www.jstor.org/stable/40031872


EVIDENCE- BASED READING PRACTICES                                                                          46 

 

 

 

intervention: An observation study. Learning Disability Quarterly, 39(1), 44–57.  

https://doi.org/10.1177/0731948714566120 

Cook, B. G., & Odom, S. L. (2013). Evidence-based practices and implementation science in  

special education. Exceptional Children, 79(3), 135- 

144.  https://doi.org/10.1177/001440291307900201  

Cook, B. G., Tankersley, M., & Landrum, T. J. (2009). Determining evidence-based practices in  

special education. Exceptional Children, 75(3), 365–

383. https://doi.org/10.1177/001440290907500306 

Cuticelli, M., Collier-Meek, M. & Coyne, M. (2015). Increasing the quality of tier 1 reading  

instruction: using performance feedback to increase opportunities to respond during 

implementation of a core reading program. Psychology in Schools, Volume 53(1), 89-105. 

DOI: 10.1002/pits.21884 

Davidson, S.J. & O’Connor, R.E. (2019). An intervention using morphology to derive word  

meaning for English Language learners. Journal of Applied Behavior Analysis, 52 (2), 

394-407. doi: 10.1002/jaba.539 

Dowhower, S. (1994). Repeated reading revisited: Research into practice, Reading & Writing  

Quarterly: Overcoming Learning Difficulties, 10(4), 343-358. doi:  

10.1080/1057356940100406 

Elleman, A.M., Oslund, E.L., Griffin, N. M., & Myers, K.E. (2019). A review of middle school  

vocabulary interventions: Five research- based recommendations for practice. Language, 

Speech and Hearing Services inn Schools, 50(4), 477-492. doi: 10.1044/2019_1shss-

voia-18-0145 

 

https://doi.org/10.1177/0731948714566120
https://doi.org/10.1177/001440291307900201
https://doi.org/10.1177/001440290907500306


EVIDENCE- BASED READING PRACTICES                                                                          47 

 

 

 

Emans, R., & Fisher, G. (1967). Teaching the Use of Context Clues. Elementary English, 44(3),  

243-246. Retrieved from www.jstor.org/stable/41387621 

Ezell, H.K., Hunsicker, S.A., Quinque, M.A. & Randolph, E. (1996) Maintenance and generalization  

of QAR reading comprehension strategies, Literacy Research and Instruction, 36(1), 64-81, doi: 

10.1080/19388079609558228 

Faggella-Luby, M., & Wardwell, M. (2011). RTI in a Middle School: Findings and Practical  

Implications of a Tier 2 Reading Comprehension Study. Learning Disability Quarterly,  

34(1), 35–49. https://doi.org/10.1177/073194871103400103   

Fawson, P.C., Ludlow, B.C. Reutzel, D.R., Sudweeks, R. & Smith, J.A. (2006). Examining the  

reliability of running records: Attaining generalizable results. The Journal of Educational  

Research, 100(2), 113-126. doi: 10.3200/JORR.100.2.133-126 

Forman, S.G., Olin, S.S., Hoagwood, K.E., Crowe, M. & Saka,N. (2009). Evidence-based  

Interventions in schools: Developers’ views of implementation barriers and 

facilitators. School Mental Health, 1 (26), 26-36. https://doi.org/10.1007/s12310-008-

9002-5 

Franciscone, J. (2008). The effectiveness of using story mapping as a supplemental tool to  

improve reading comprehension. ProQuest Dissertations & Theses Global.(89190605). 

Retrieved from: https://search.proquest.com/docview/89190605?accountid=12246   

Gellert, A.S. & Elbro, C. (2013). Cloze tests may be quick, but are they dirty? Development and  

preliminary validation of a cloze test of reading comprehension. Journal of 

Psychoeducational  Assessment 31(1), 16- 28. doi: 10.1177/0734282912451971 

 

 

http://www.jstor.org/stable/41387621
https://doi.org/10.1177/073194871103400103
https://search.proquest.com/docview/89190605?accountid=12246


EVIDENCE- BASED READING PRACTICES                                                                          48 

 

 

 

Giofrè, D., Toffalini, E., Altoè, G., & Cornoldi, C. (2017). Intelligence measures as diagnostic  

tools for children with specific learning disabilities. Intelligence, 61, 140–145. doi: 

10.1016/j.intell.2017.01.014 

Goodwin, A., Lipsky, M. & Ahn, S. (2012). Word detectives: Using units of meaning to support  

literacy. The Reading Teacher, 65 (7), 461-470. https://doi.org/10.1002/TRTR.01069 

Gray, S.H.,Ehri,.L.C., & Locke,J.L. (2017). Morpho-phonemic analysis boosts word reading for  

adult struggling readers. Reading and Writing, 31(1),75-98. 

https://doi.org/10.1007/s11145-0179774-9 

Greenewald, M. J. (1981). Developing and using cloze materials to teach reading. Foreign  

Language Annals, 14(3), 185-188. doi: 10. 1111/j.1944-9720.1981.tb01633.  

Greenwood, S.C. (2002). Making words matter: Vocabulary study in the 
 

content areas. The Clearing House, 75(5), 258-263, doi: 10.1080/00098650209603951 

Hasbrouck, J.E., Ihnot, C. & Rogers, G.H.(1999) “Read naturally”: A strategy to increase oral 

reading fluency. Literacy Research and Instruction, 39(1), 27-37, doi: 

10.1080/19388079909558310  

Heward, W. L. (2003). Ten faulty notions about teaching and learning that hinder the  

effectiveness of special education. The Journal of Special Education, 36(4), 186-205. 

doi:10. 1177/002246690303600401 

Hiebert, E. H., & Kamil, M. L. (2005). Teaching and learning vocabulary : Bringing research to  

practice. Mahwah,NJ: Routledge. 

Hoover, W.A., Gough, P.B. (1990). The simple view of reading. Reading and  

Writing, 2(2), 127–160. https://doi-org.ezproxy.viu.ca/10.1007/bf00401799 

 

https://ila.onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Goodwin%2C+Amanda
https://ila.onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Lipsky%2C+Miriam
https://doi.org/10.1002/TRTR.01069
https://doi-org.ezproxy.viu.ca/10.1007/bf00401799


EVIDENCE- BASED READING PRACTICES                                                                          49 

 

 

 

Houghton, K. (2015). Impacts of intrinsic and extrinsic motivation on reading achievement of  
 

first-grade students. Walden University ScholarWorks. Retrieved from:  
 
https://scholarworks.waldenu.edu/dissertations   
 

Hudson, R., Lane, H., Pullen, P. (2011). Reading fluency assessment and  

instruction: What, why, and how? The Reading Teacher, 58 (8), 702-714.  

doi:10.1598/rt.58.8.1  

Ilter, I. (2019). The efficacy of context clue strategy instruction on  middle grades students  

vocabulary development. RMLE Online, 42(1), 1-15. doi: 10. 

1080/19404476.2018.1554522 

Jefferson, R., Grant, E. & Sander J. (2017). Effects of tier 1 differentiated and reading  

intervention on reading fluency, comprehension and high stakes measures. Reading 

Psychology, 38(1), 97-124, doi: 10.1080/02702711.2016.1235648 

Jenkins, J., Schiller, E., Blackorby, J., Thayer, S. & Tilly, W. (2013). Responsiveness to  

intervention in reading: Architecture and practices. Learning Disability Quarterly, 36(1) 

36-46. doi: 10.1177/0731948712464963 

Jetton, T & Dole, J. (2004). Adolescent literacy research and practice. Sprig Street, NY: The  

Guilford Press. 

Johnson, P. & Keier, K. (2010). Catching readers before they fall. Supporting readers who  

struggle, K- 4. Portland, Me.: Stenhouse Publishers. 

Johnson, S. & Smith, L. (2008). Implementation of RTI to intervention at middle school:  

challenges and potential benefits. TEACHING Exceptional Children, 

40(3), 46-52. doi: 10.1177/004005990804000305 

 

https://scholarworks.waldenu.edu/dissertations
https://ila.onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Hudson%2C+Roxanne+F
https://ila.onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Lane%2C+Holly+B
https://ila.onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Pullen%2C+Paige+C


EVIDENCE- BASED READING PRACTICES                                                                          50 

 

 

 

Johnston, P. (2011). An instructional framework for RTI. The Reading Teacher, 63(7), 602- 

604. doi.10.1598/rt.63.7.8 

Jones, E. Yssel, N., & Grant, C. (2012). Reading instruction in tier1: bridging the gaps by  

nesting evidenced -based intervention within differentiated instruction. Psychology in the 

Schools, Volume 49(3), 210-218. doi: 10.1002/pits.21591  

Kamei-Hannan, C., Holbrook, M. & Ricci, L. (2012). Applying a response to intervention model  

to literacy instruction for students who are blind or have low vision. Journal of 

Impairment & Blindness, 106(2), 69-80. doi: 10.1177/0145482x1210600202 

Katz, J. (2013). Resource Teachers: A changing role in the three-block model of universal   

design for learning. Winnipeg: Portage & Main Press,  

Khoii, R. & Sharififar, S. (2013). Memorization versus semantic mapping in L2 vocabulary  

acquisition. ELT Journal, Volume 67(2), 199- 209. 

 https://doi.org/10.1093/elt/ccs101 

Kieffer, M., & Lesaux, N. (2010). Morphing into adolescents: Active word learning for english- 

language learners and their classmates in middle school. Journal of Adolescent & Adult 

Literacy, 54(1), 47-56. doi: 10.1597/JAAL.54.1. 

Kosnik, C., Menna, L., Dharamshi, P., & Beck, C. (2018). Constructivism as a framework for  

literacy teacher education courses: The cases of six literacy teacher educators. European 

Journal of Teacher Education, 41(1), 105-119. doi: 10.1080/02619768.2017.1372742  

Learning Disabilities Association of Ontario, (2018). Learning Disabilities Statistics. Some  

recent Canadian sources for statistics on learning disabilities. Retrieved from. 

http://www.Idao.ca/introduction-to-Idsadhd/articles/about-Ids/learning-disabilities-

 statistics/ 

https://doi.org/10.1093/elt/ccs101
http://www.idao.ca/introduction-to-Idsadhd/articles/about-Ids/learning-disabilities-
http://www.idao.ca/introduction-to-Idsadhd/articles/about-Ids/learning-disabilities-


EVIDENCE- BASED READING PRACTICES                                                                          51 

 

 

 

Leko, M.,Handy, T. & Roberts, C. (2017). Examining secondary special education teachers’  

literacy instructional practices. Exceptionality, 25(1), 26-39. doi: 10.  

1080/09362835.2016.1196442  

Levy, H. (2008). Meeting the needs of all students through differentiated instruction:   

Helping every child reach and exceed standards. The Clearing House: A Journal of  

Educational Strategies, Issues and Ideas, 81(4), 161-164. doi. 10. 3200/tchs.81.4.161-164 

Lupart, J. L. (2009). The challenges of student diversity in Canadian schools. In J. Lupart,  

A. Mckeough, M. Porath, L. Phillips & V. Timmons (Eds.), The challenges of student 

diversity in Canadian schools (pp. 15-27). Brighton, MA: Fitzhenry and Whiteside 

Manoli, P. & Papadopoulou, M. (2012). Graphic organizers as a reading strategy: Research  

findings and issues. Creative Education, 03(03), 348-356. doi: 10.4236/ce.2012.33055. 

Margosein, C. M., Pascarella, E. T., & Pflaum, S. W. (1982). The effects of instruction using  

semantic mapping on vocabulary and comprehension. The Journal of Early 

Adolescence, 2(2), 185–194. doi: 10.1177/027243168200200210 

Martin, J. E., Dycke, J. L. V., Christensen, W. R., Greene, B. A., Gardner, J. E., & Lovett, D. L. 

(2006). Increasing Student Participation in IEP Meetings: Establishing the Self-Directed 

IEP as an Evidenced-Based Practice. Exceptional Children, 72(3), 299–316. 

doi:10.1177/001440290607200303 

McIntosh, K. McKay, L., Andreou, T., Brown, J., Mathews, S., Gietz, C. & Bennett, J. (2011).  

Response to intervention in Canada: Definitions, the evidence base, and future directions. 

Canadian Journal of School Psychology. 26 (1)18-43. DOI: 10.1177/0829573511400857 

 

 

http://dx.doi.org/10.4236/ce.2012.33055
https://doi.org/10.1177/027243168200200210


EVIDENCE- BASED READING PRACTICES                                                                          52 

 

 

 

McLeod, A., & Apel, K. (2015). Morphological awareness intervention: A study of a child with   

a history of learning impairment. Communication Disorders Quarterly, 36(4), 208- 218. 

doi: 10.1177/1525740114560371 

Mellard, D., McKnight, M. &Woods , K. (2009). Response to intervention screening and  

progress‐monitoring practices in 41 local schools. Learning Disabilities Research &  

Practice, 24(4), 186–195. doi: 10.1111/j.1540-5826.2009.00292.x 

Montague, M. & Tanner, M.L. (1997). Reading strategy groups for content area instruction.  

Journal of Reading, 30(8), 716- 723. Retrieved from: www.jstor.org/stable/40029771 

Nomvete, P., & Easterbrooks, S. R. (2019). Phrase-reading mediates between words and syntax  

in struggling adolescent readers. Communication Disorders Quarterly, 41(3), 162-175. 

doi: 10. 1177/1525740119825616  

Odom, S. L., & Strain, P. S. (2002). Evidence-based practice in early intervention/early  

childhood special education: Single-subject design research. Journal of Early 

Intervention, 25(2), 151–160. https://doi.org/10.1177/105381510202500212 

Oller, J.W., & Conrad, C.A. (1971). The cloze technique and ESL Proficiency. Language  

Learning, 21(2), 183- 194. doi: 10.1111/j.1467-1770.1971.tb00057.x 

Olusegun, S. (2015). Constructivism learning theory: A paradigm for teaching and learning.  

Journal of Research & Method in Education, 5(6), 66-70. doi: 10.9790/7388- 

05616670  

Pearce, L. (2017). Learning disability and mental health. Nursing Standard, 31(27), 15-15. doi:  

10.7748/ns.31.27.15.s16 

 

https://doi.org/10.1177/105381510202500212
https://doi.org/10.1111/j.1467-1770.1971.tb00057.x


EVIDENCE- BASED READING PRACTICES                                                                          53 

 

 

 

Pierce, C. (1994). Importance of classroom climate for at-risk learners. The Journal of  

Educational Research, 88(1), 37-42, DOI:10.1080/00220671.1994.9944832   

https://doi.org/10.1080/00220671.1994.9944832   

Raphael, T.E, Au, K.H. (2005).QAR: Enhancing comprehension and test taking across grades  

and content areas. The Reading Teacher, 59(3), 206- 221. doi: 10.1598/RT.59.3.1 

Rasinski, T. V. (1994). Developing syntactic sensitivity in reading through phrase-cued texts.  

Intervention in School and Clinic, 29(3), 165–168. doi: 10.1177/105345129402900307 

 

Rayner, K. & Reichel, E,D. (2010). Models of the reading process. WIREs Cognitive Science  

Volume 1(6), 787-799. doi: 10.1002/wcs.68 

Rensburg, C. J. V., Coetzee, S. A., & Schmulian, A. (2014). South African financial reporting  

students reading comprehension of the IASB Conceptual Framework. Journal of  

Accounting Education, 32(4), 1–15. doi: 10.1016/j.jaccedu.2014.10.003  

Ridianto, R., Desfiyenti, D.&Hasibuan, D.(2018). The effect of phrase cued text strategy on a student’s  

reading comprehension. Al-Ta Lim Journal, 25(1), 36 .doi.org/10.15548/jt.v25il.348 

Roberts, G., Torgesen, J., Boardman, A., & Scammacca, N. (2008). Evidence-Based Strategies  

for reading instruction of older students with learning disabilities. Learning  

Disabilities Research & Practice, 23(2), 63-69. doi: 10.1111/j.1540-5826.2008.00264. 

Roberts, N.S. & Truxaw, M.P. (2013). For ELLs: Vocabulary beyond the definitions. The  

Mathematics Teacher, 107(1), 28. doi:10.5951/mathteacher.107.1.0028 

 

 

https://doi.org/10.1080/00220671.1994.9944832
https://doi.org/10.1598/RT.59.3.1
https://doi.org/10.1177/105345129402900307
https://doi.org/10.1002/wcs.68


EVIDENCE- BASED READING PRACTICES                                                                          54 

 

 

 

Sanger, D., Snow, P., Colburn, C., Gergen, M. & Ruf, M. (2012). Speech- language pathologists  

reactions to response to intervention: A qualitative study. International Journal of  

Speech -Language Pathology, 14(1), 1-10. doi: 10.3109/17549507.2011.604793 

Santoro, L.E., Baker, S.K., Fien, H., Smith, J.L. & Chard, D.J. (2016). Using read-alouds to help  

struggling readers access and comprehend complex, informational text. TEACHING  

Exceptional Children, 48(6), 282–292. doi: 10.1177/0040059916650634 

Schneyer, J. (1965). Use of the Cloze Procedure for Improving Reading Comprehension. The  

Reading Teacher, 19(3), 174-179. Retrieved from http://www.jstor.org/stable/20195519  

Shore,J. Sabatini, J., Lentini, J., Holtzman, S., & McNeil, A. (2015). Development of an  

Evidence based reading fluency program of adult literacy learners. Reading Psychology, 

36(1), 86-104. doi: 10.1080/02702711.2013.835294 

Sinambela1, E., Manik1, S.& Pangaribuan1, R.E. (2015). Improving students’ reading  

comprehension achievement by using K-W-L strategy. English Linguistics Research,  

4(3), .doi:10.5430/elr.v4n3p13  

Singleton, S. M., & Filce, H. G. (2015). Graphic organizers for secondary students with  

learning disabilities. TEACHING Exceptional Children, 48(2), 110–117.  

https://doi.org/10.1177/0040059915605799 

Spivey, N.N. (1987). Construing constructivism: Reading research in the United States.  

Poetics, 16(2), 169-192. https:// doi.org/10.1016/0304-422x(87)90024-6 

Stahl, S., & Vancil, S. (1986). Discussion Is What Makes Semantic Maps Work in Vocabulary  

Instruction. The Reading Teacher, 40(1), 62-67. https://www.jstor.org/stable/20199306  

Statistics Canada( 2009). The 2006 Participation and Activity Limitation Survey: Analytical  

report. Statistics Canada Ottawa. Retrieved from: http://www.150.statcan.gc.ca 

http://www.jstor.org/stable/20195519
https://doi.org/10.1177/0040059915605799
https://www.jstor.org/stable/20199306


EVIDENCE- BASED READING PRACTICES                                                                          55 

 

 

 

Swanson, E., Stevens E., Scammacca, N., Capin, P., Stewart, A. & Austin C. (2017). The impact  

of tier 1 reading instruction on reading outcomes for students in grades 4-12: a meta-

analysis. Reading and Writing, 30(8), 1639-1665. https://doi.org/10.1007/s11145-017-

9743-3 

Teale, W. (1982). Toward a theory of how children learn to read and write naturally.  

Language Arts, 59(6), 555-570. Retrieved from.  http://www.jstor.org/stable/41404060 

Thrasher, H. (2016). Slosson Oral Reading Test. Prezi. Retrieved from:  

prezi.com/nkuitlz3m7wi/slosson-oral-reading-test/ 

University of Oregon Center on Teaching & Learning. (2020). Retrieved from:   

dibels.uoregon.edu/ assessment/dibels/  

Vanderbilt University, IRIS Center. (2014). Evidence-based Practices (Part 2): Implementing  

a programme a practice or program with fidelity. (n.d.). Retrieved from  

https://iris.peabody.vanderbilt.edu/module/ebp_02/# content  

Vaughn, S., Roberts, G.J., Miciak, J., Taylor, P., & Fletcher, J.M. (2018). Efficacy of a word-  

and text-based intervention for students with significant reading difficulties. Journal of  

Learning Disabilities, 52(1), 31–44. doi: 10.1177/0022219418775113  

Vaughn, S., Robert, G., Capin, P., Miciak, J., Cho, E.& Fletcher, J.M. (2018). How initial word  

reading and language skills affect reading comprehension outcomes for students with  

reading difficulties. Exceptional Children, 85(2), 180–196. doi:  

10.1177/0014402918782618  

Wahyudi, I. (2019). Improving students’ ability in reading comprehension through question  

answer relationship (QAR) at the eighth grade of SMP n 1 Pondidaha. Aksara Public,  

3(2), 134-148. Retrieved from http://aksarapublic.com/index.php/home/article/view/215 

https://doi.org/10.1007/s11145-017-9743-3
https://doi.org/10.1007/s11145-017-9743-3
http://www.jstor.org/stable/41404060
http://aksarapublic.com/index.php/home/article/view/215


EVIDENCE- BASED READING PRACTICES                                                                          56 

 

 

 

Werts, G.W., Carpenter, E.S., Fewell C. (2014). Barriers and benefits to response to intervention: 

Perceptions of Special Education teachers. Rural Special Education Quarterly, 33(2), 3-

11. doi: 10. 1177/875687051403300202 

Williams, S.  & Staulters, M. (2014) Instructional collaboration with rural educators in  

Jamaica: Lessons learned from an international interdisciplinary consultation project. 

Journal of Educational and Psychological Consultation, 24(4), 307-329, doi: 

10.1080/10474412.2014.929968 

Wolf, M., & Katzir-Cohen, T. (2001). Reading fluency and its intervention. Scientific Studies  

of Reading, 5(3), 211-239. doi: 10.1207/S1532799XSSR0503_2 

Yazandi, M., Mohammadi, M. (2015). The explicit instruction of reading strategies: Directed  

reading thinking activities vs guided reading strategies. International Journal of Applied  

Linguistics and English Literature, 4(3), 53-60. doi: 10.7575/aiac.ijalel.v.4n.3p.53 

Zimmerman, B.S., Rasinski, T.V., Was, C.A., Rawson, K.A., Dunlosky, J., Kruse, S.D. &  

Nikbakht, E. (2019). Enhancing outcomes for struggling readers: Empirical analysis of 

the fluency development lesson. Reading Psychology, 40(1), 70-94, DOI:  

10.1080/02702711.2018.1555365 

 

 

 

 

 

 

https://doi.org/10.1080/02702711.2018.1555365


 

 

 

Appendix: A 

 

 

 

  



EVIDENCE-BASED READING PRACTICES 

2 | P a g e  

 

Dear Reading Teachers: 

 Being a teacher of reading for many years, I understand the challenges that reading 

teachers and teachers in the inclusive classrooms face when we are trying to find strategies to 

meet the needs of our struggling readers. Often times we are bombarded with many strategies, 

not knowing the right ones to select. Sometimes we choose a strategy and we get some results, 

other times we do not. But what is the real reason behind selecting a strategy and why should we 

ensure that we opt for the right strategies? The information in this handbook tells us why we 

need to use the right strategies when teaching our struggling readers. It is important that our 

strategies are evidence-based; that is, they are grounded in research. This handbook also provides 

a number of evidence-based practices and step by step procedures for implementation. I think 

that as teachers we have the responsibility to improve the performance of our students and to 

provide the right measures to enact this. Despite the fact that sometimes we get our learners at a 

very low level of performance, we cannot overlook the need for remediation.  

 One of the main challenges I encountered during the writing of this handbook is choosing 

the strategies that would be most beneficial to teachers and that would be practical for everyday 

use in the inclusive classroom. Notwithstanding the plethora of strategies that are available, the 

handbook identifies some that are unique to the diversity that exists in the classroom. However, 

there is one thing for sure and is that I have never been more excited to share what I have 

learned. The handbook covers the following key components: Word Study, Vocabulary, Oral 

Reading Fluency and Comprehension. The table of contents gives the subheadings of strategies 

that fall under each key area. Teachers should read the first part of the handbook before using the 

strategies as it alludes to the importance of evidence-based practices and why we need to use 

them in our teaching of struggling readers.  
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Introduction: Framework for Instructional Intervention 

What is RTI? 

Response to Intervention is a systematic and data-based method for determining which 

students need more intensive intervention to achieve academic success. Fuchs, Fuchs & Vaughn, 

2008, (as cited in Alber-Morgan, 2010) postulate that more instructional supports are provided to 

students by using the RTI model, which is based upon the objective assessment of individual 

students. The RTI model is divided into three tiers of intervention. Tier 1 consists of evidence-

based classroom instructional practices that are delivered to the whole class. Tier 2 interventions 

are provided to students who did not respond sufficiently to Tier 1 and need more supplemental 

instruction in small groups. Students who do not adequately respond to Tier 2 instructions 

receive a much higher intensity Tier 3 intervention, usually one on one tutoring (Gilbert, et al., 

2012; Katz, 2013 & Alber- Morgan, 2010). The RTI model supports inclusive practices in the 

classroom, and by providing evidence-based practices, it helps teachers more easily identify 

learners with learning difficulties and manage effective classroom instructions (Alber- Morgan, 

2010). 

What is reading? 

Reading is a complex process which requires deriving meaning from print. It requires 

speech sounds, word recognition, vocabulary, comprehension, fluency, and motivation (Alderson 

& Urquhart, 1984; Bell & Dolainski, U.S. Department of Education, 2012). Learning readers 

integrate these facets to make meaning from print. How to analyze words and spelling patterns in 

order to become more efficient at reading words – this is word study. Reading, a critical aspect 

of literacy, is regarded as an interaction between the reader and the text (Alderson & Urquhart, 
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1984). Moreover, reading is purposeful and requires active involvement on behalf of the readers, 

as readers have specific goals to achieve when reading a text (Koda, 2005). 

For many years, researchers, and policymakers in many jurisdictions have been focusing 

on preventing reading difficulties in the primary grades. Although one cannot dispute the 

importance of early literacy success, more needs to be done for those students who enter upper 

elementary and did not become successful readers. Research clearly shows that those children 

who fall behind their classmates as early as grade one will continue to lag behind as time 

progresses (Roberts et.al., 2008). Reading growth does not end; it is a continuous process as we 

are continually building on what we know throughout our lifetime. 

We need to bridge the gap that exists between an elementary and middle school which 

further transcends into secondary school. There needs to be an early identification of those 

students who are ‘at risk’ of reading failures. Some students are so far behind when they enter 

high school that it will require a lot of support for them to be able to perform at that level (Alber- 

Morgan, 2010). A Response to Intervention evidence-based program is needed at this level to 

respond to students’ reading needs.  For over a decade research has led to a good understanding 

of the impact of RTI as an evidence-based program and its impact on reading. One might expect 

that teachers who have the task of instructing students with LD should feel comfortable using the 

model. Unfortunately, many teachers still question the implementation of the framework at the 

secondary level. The effect of perceived teacher mindset as it relates assessments and limited 

resources of time and personnel remains a challenge for some (Gilbert, et. al., 2012). 

There are several ways to bridge the gap. Theories of word learning assert that teaching 

connections between words’ morphemes, phonemes and spellings will increase poor readers’ 

component literacy skills (Gray, Ehri & Locke, 2017). This resource handbook will provide a 
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variety of evidence-based practices and assist teachers to see the ease at which they can use the 

Response to Intervention model in the inclusive reading classroom by adopting simple or basic 

assessment for students in order to implement the strategies with fidelity. 

RTI and Assessment 

According to Alber-Morgan (2010), “RTI provides an evidence-based way to manage 

instruction for all students in the inclusive classroom using a multitiered approach” (p. 1). 

Students are screened at the beginning and middle of the school year and struggling learners are 

frequently monitored thereafter to map their progress. Based on these assessments, differentiated 

instructions are provided to support students individual reading levels (Tier 1).  Students who do 

not respond successfully to Tier 1 are placed in small groups and more intensive intervention is 

provided for three to five times per week allotted for 20 to 40 minutes of instruction (Tier2). The 

final Tier 3 is daily one-on-one instruction which focus on targeted skills giving frequent practice 

and feedback. 

Teachers need accurate and reliable assessment systems when using RTI in order monitor 

the progress students are making; that is whether they are responding to the intervention or if 

they need more intensive support (Morgan, 2010).  

Curriculum-Based Measurement (CBM) 

Curriculum- based measurement (CBM) is an evidenced based progress monitoring 

system that works well within the RTI model. One such CBM program that is readily available 

to teachers is DIBELS. The Dynamic Indicators of Basic Early Literacy Skills (DIBELS) are a 

set of procedures and measures for assessing the acquisition of early literacy skills from 

kindergarten through 8th grade.  
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Slosson Oral Reading Test (SORT) 

The Slosson Oral Reading Test (SORT) is an oral test that is designed to test word 

recognition, word calling or reading level. It is not a diagnostic test and does not measure all 

aspect of reading (Thrasher, 2016). It is a quick screening test that takes roughly takes 3-5 

minutes to administer and is used to measure students’ reading level from first grade to twelfth 

grade (Thrasher, 2016)).  

Running Records 

Running Records is a diagnostic and progress monitoring instrument that is used to test 

contextual reading accuracy and student strategy of untimed leveled reading passages (Fawson, 

Ludlow, Reutzel, Sudweeks & Smith, 2006). The examiner records the type of errors made by 

the reader during oral reading. The result is used to establish the reading level of the student. 

Running records provide data which enables teachers to make informed instructional decisions 

(Frost, Buhle & Blachowicz, 2009).  

The Cloze Procedure 

The cloze procedure is a valid measure for specific reading comprehension (Bickley, 

Ellington& Bickley, 1970; Schneyer 1965 & Oller & Conrad, 1971).  Cloze test is a procedure 

where words are deleted from a discourse and the reader’s task is to restore the omitted words 

(Gellert & Elbro, 2013). In a cloze test procedure, every fifth, seventh or tenth word is replaced 

by a gap. The gaps may be selected based on different criteria and may be based on the cohesion, 

whether it be semantic or lexical. Conjunctions and pronouns can also be turned into gaps that 

can be solved from the inferences in the reading discourse (Gellert & Elbro, 2013).  

Teachers should choose the assessments tools that are most suitable depending on their 

needs and availability of resources. Using multiple assessment tools will enable teachers to 
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pinpoint the problem students are experiencing and assist in making better decisions for 

remediation (Johnson & Keier, 2010). The importance of assessment cannot be overemphasized 

and it should target all areas of intervention. The purpose of assessments is to determine learners’ 

strengths and weaknesses related to their reading strategies processes and for teachers to provide 

direct explicit instructions that are engaging, motivating and relevant to the learners (Bell & 

Dolainski, U.S. Department of Education, 2012). 

The Importance of using Evidence-Based Practices in Teaching Reading 

According to Killian, (2014) “evidence-based practices is any approach to teaching that is 

focused on research and have a proven impact of student learning” (p.1). Teachers who want to 

make an impact on their students’ learning have evidence-based practices at the heart of their 

teaching instead of using untested research. EBP is guided by three main principles: the practice 

must be supported by research, have a higher impact on students’ learning than typical strategies 

and should be able to be used in a wide cross section of subjects and yield the same results 

(Killian 2014).The key principle in using EBP reading instruction is to “teach the reader, not 

reading” ( Bell & Dolainski, U.S. Department of Education,, 2012, p.4). “The aim is to help 

students to master the reading strategies and build their confidence in acquisition of reading 

skills to facilitate transfer of learning into other area instead of focusing on content area mastery” 

(Bell & Dolainski U.S. Department of Education, 2012, p. 4) and this remains true for all the 

other components. Instructions should be based on results from ongoing assessments and 

progress monitoring to measure its effectiveness. First begin with diagnostic assessment to 

identify student’s mastery and instructional levels. Use the results to create learner profiles and 

for grouping levels and design instruction to address students’ needs (Bell & Dolainski ,,U. S. 

Department of Education, 2012). 
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PART B 

Evidence-Based Interventions for Reading 

As students enter school, they learn to read but older students read to learn. This is a 

complex process, especially for older students who have reading challenges. The research 

findings are the basis on which the evidence-based practices of this handbook were formed based 

on these areas of focus: word study (decoding, segmenting and blending), vocabulary, oral 

reading fluency (the ability to read accurately at an appropriate rate, speed and prosody) and 

comprehension. These components will work together to create the experiences students will 

have with reading (U.S. Department of Education, 2012); however for older students who 

struggle with reading, this can be quite challenging as they have to develop both the skills of 

learning to read and reading to learn in order to become successful readers (K-12 Reader 

Reading Instruction Resources, n.d.). The following evidence-based reading interventions are 

intended to be utilized in lesson planning and instruction with any text or topic being studied, 

rather than to be taught explicitly out of the context of the study. It is recommended that you 

select some of these strategies for each lesson in order to engage students in practice with these 

key components of reading. 

Word study 

Word study focuses on word analysis and word recognition. It can improve the reading 

outcomes for struggling learners by teaching them how to become flexible decoders and to use 

word analysis and word recognition strategies effectively (Roberts, Torgesen, Boardman, & 

Scammacca, 2008).  
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Word Recognition and Study  

Adolescents who read at a very low level have difficulty decoding multi- syllabic words 

or words that have irregular spelling patterns, because they do not have the basic skill to 

pronounce these words. They struggle with reading and writing words that have irregular 

spellings, and identifying families of words that share common roots (Heller, n.d). 

The following steps are based on Heller’s work (AdLit.org, 2020) 

• Show students how to break multi-syllabic words into recognizable parts. 

Show students how to sound out each part of the word slowly and then blend them 

together. Encourage them to slow down when reading such words, and model the reading 

strategy for student. 

Common spelling patterns found in multi-syllabic words. Adapted from (Reading Multi- syllabic 

words: Lessons for kids, 2020). Study.com. Vowel and consonant Spelling Patterns. 

Spelling Patterns with 
Vowels and Consonants 

Patterns 
VC/ CV 

Examples 
Nap/kin            din/ner 

V/CV Mu/ sic             si/lent 

VC/V Cam/el          haz/ ard 

VC/ CCV Ham/ ster         chil/dren 

VCC/ CV Pump/kin         ath/ lete 

V/V Sci/ence              ru/in 

V/ Ce Com/pete            de/cide 

       Hint: V stands for vowel, C stands for consonant 

Students can then use the spelling pattern decode or break up longer words. 
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• Give students lots of practice reading and writing commonly-used words that defy 

regular spelling patterns. 

Sight words such as were, where, have, give, said, could, again, and been. Teach 

them in context by highlighting them in reading passages and books, assign students to 

use them in their own writing, and ask them to keep track of the words they've mastered. 

• Teach students common root words, prefixes, and suffixes. 

Students should be taught explicitly, that many of the words they read share 

common prefixes (such as pre-, pro-, and auto-), suffixes (such as -ology, -ous, and -ism), 

and roots (such as -ped, used in "pedal" and "pedestrian"). 

• Keep it short and interesting  

Word study should be regular and frequent, it should be limited to relatively brief 

sessions (closer to ten or fifteen minutes than an hour at a time). And when it comes to 

learning new words, less is more — teach students 5-10 words at a time, rather than 

overwhelming them with 20-30. 

• Keep it relevant. 

Try to link word study to course content, so that students have reason to know and 

use the given words. 

• Make it fun. 

The goal of word study isn't just to memorize words and word patterns but to help 

students to develop "word consciousness," the students learn to enjoy words, having fun 

with rhymes, puns, word play, and the use of rare and unusual words which will aid 

retention. 
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Play word games with students, such as ‘Simon says’ and let pupils find word from the 

word list or in context. Students can either use the words in a sentence or read the sentence in 

which the word was found.  

                       

Source: https://images.app.goo.gl/smLL8K44TphZC96MA                         Source: https://images.app.goo.gl/hUo9i8hqJxUMF43E7 

 

Morphology 

Morphology relates to the segmenting of words in affixes (prefixes and suffixes), roots or 

base and words origin. Students manipulate the parts of words to create new meanings or altered, 

but similar meanings and combine to make new words ( Kieffer & Lesaux, 2010 & Stowe 2019). 

Principle 1.  Teach in the context of a rich vocabulary instruction 

Teach high utility academic words and provide meaningful examples for students to manipulate. 

• first teach the meaning of the targeted words 

• present words in a variety of oral and written contexts 

• provide repeated opportunities for deep processing of meaning 

https://images.app.goo.gl/smLL8K44TphZC96MA
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Principle 2.  Teaching morphology as cognitive strategy 

Teach children how  to discover and breakdown morphemes in a word by using these four 

steps (Kieffer & Lesaux, 2010).  

• recognize that they do not know the word 

• analyze the word for recognizable morphemes, both in root and suffixes 

• think of possible meaning based upon the parts of the words 

• check the meaning of the word against the context of reading. 

A multi-sensory guided discovery approach as well as an affix card deck can be used for 

teaching affixes ( Stowe, 2019).  

• Teachers read a series of derivatives that have common traits (e.g. graceful, joyful, 

handful, helpful).  

• The similar sound and letters are identified as prefix or suffix.  

• These are verbalized and written on cards.  

 Prefixes - come at the beginning of a word  

   - change the meaning of the word 

Prefix - un / Meaning  - not; reversal of / Example - uncover  

Suffixes - come at the end of a word 

   - change the meaning of the word 

Suffix - -s, -es / Meaning - more than one ; verb maker / Example -       

characters, reaches 
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• By breaking words into parts student will analyze the part that know (For example the 

word ‘invent’ and ‘invention’. If the students know the meaning of invent they will be 

able to tell what invention means as well as other words ending with – ‘tion’). 

• Students will blend base/ root words with affixes for example: 

• Students each choose word from the base word bag and cards from the affix bag.  

• Then will record each base word and affix on the student sheet. 

• Join base word with affix to make new words 

• Students can make as many words as possible. 

Affix deck card game.  

 

 

         

 

 

  

 

 

 

 

Adapted from: Affix deck http://www.fcrr.org/FAIR_Search_Tool/PDFs/4-5AP_018.pdf 

 

 

 

Base Words Bag 

Construct predict 

expected reverse 

Student Sheet 

Name ____________________ 

Base/Root Words 

predict, reverse, expected, 

construct 

Affixes 

Ed, ible, able, ly, un,  im ,  ion 

New words 

Construction/ constructed 

Unexpected, predictable 

Affixes Bag 

able 
tion 

 
un 

 

ed 
ly 

im 

http://www.fcrr.org/FAIR_Search_Tool/PDFs/4-5AP_018.pdf
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Principle 3.  The systematic introduction of word parts (practice / reteach) 

Introduce important word parts systematically with opportunities for reteaching and practice. Not 

all morphemes are created equal; some are rare and inflexible. Teachers should decide on the 

scope of morphology instruction base on their students’ needs. 

• Choose a range of affixes that are high frequency words and are easily added to many 

content area vocabulary (themes). 

• create an order of instructional sequence for how they will be introduced as well as the 

examples to be used. 

• use common examples of derived words that students are likely to recognize. 

• move into more abstract academic examples and provide enough opportunities for 

reteaching and guided practice. 

 

 

 

 

 

Unit  Targeted Affix Common word  Targeted  

Vocabulary 

Establishing 

and 

Maintaining 

Relationship 

- tion   
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 Word-Part Clues. 1. Look for the root word, which is a single word that cannot be  

broken into smaller words or word parts. See if you know what the root word means. 

2. Look for a prefix, which is a word part added to the beginning of a word that changes its 

meaning. See if you know what the prefix means. 

3. Look for a suffix, which is a word part added to the end of a word that changes its meaning. 

See if you know what the suffix means. 

4. Put the meanings of the root word and any prefix or suffix together and see if you can build 

the meaning of the word. 

Word  

 

 

Root  Prefix Suffix Meaning 

Affordable  

 

Afford   able  

preview view Pre 

 

  

Multimedia 

 

media multi   
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Word formation - begin by using commonly derived words and then move into more complex 

words.  teach, teaching, teacher, teachable, teaches, reteach, unteach, unteaches, unteaching. 

Use word formation chart with the headings: 

Verb Noun  Adjective  Adverb 

Learn  

Teach  

Write 

Learner  

Teacher 

Writer 

Learnable  

Teachable 

Writable 

Learnedly 

Teachably 

Writerly, writably 

Students can extend their learning to the online dictionary at: 

 https://www.wordhippo.com/what-is/the-adjective-for/teach.html 

 

Principle 4. Instruction should be explicit but situated in meaningful contexts.  

• Plan opportunities to teach specific word parts with useful examples and in relation to the 

themes and topics being taught. 

• Use writing activities related to themes in which students applied their growing. 

morphological skills to edit and rewrite words in context.  

• Focus their attention to the analysis of morphological form of words. 

 

 

 

 

https://www.wordhippo.com/what-is/the-adjective-for/teach.html
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Vocabulary  

 ‘Vocabulary is the breadth, depth, and variety of all the words, concepts or specific terms 

we know’ (Itler, 2019, p. 1). Content area vocabulary is not easily comprehended, especially for 

struggling learners; therefore vocabulary development is central in learning to read, write, listen 

to and understanding content area materials (Roberts & Truxaw, 2013 & Cisco & Padron, 2012).  

Word Sort 

A Word Sort is a simple small group activity. Students list key words from a reading 

selection. (Alternatively, the teacher may provide a list of terms prior to the reading activity.) 

Students identify the meaning and properties of each word and then "sort" the list into collections 

of words with similar features. This "sorting" process links students' prior knowledge to the basic 

vocabulary of a reading selection. 

Vacca and Vacca (1996) describe two forms of Word Sorts: 

• Closed Word Sort–The teacher provides the categories (and the specific features of each) 

to the students. The students then match the words with the features to create the word 

collections. 

• Open Word Sort–The teacher provides only the list of words. Students work together to 

discern the common features and to describe the categories for collecting the word 

groups. 

Steps to a Word Sort: 

1. List between 10 and 20 key vocabulary words from a reading selection on the chalkboard 

or on index cards. 

2. Divide the class into small groups of 4 or 5 students. (Distribute the index cards if this 

method is used.) 
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3. For a Closed Word Sort, provide students with the categories into which they will sort the 

vocabulary words. For an Open Word Sort, instruct the student teams to suggest 

categories for organizing the words. 

4. Allow 10 to 15 minutes for the student teams to assign the words to the appropriate 

categories. 

5. Conduct a class discussion with each group presenting their word list for one of the 

categories. Require the students to defend their sorting of terms by asking about the 

common features of the categories and how each specific word meets these criteria. 

Further activities https://www.readinga-z.com/vocabulary/word-sorts/  

Context Clues 

Context clues are words or phrases that give readers clues or ideas to the meanings of 

other words (Hiebert & Kamil, 2005). 

Step 1: Provide a Clear Explanation 

i. Explain the six different types of context clues. 

EXAMPLES OF DIFFERENT TYPES OF CONTEXT CLUES 

1. Root word and affix: People who study birds are experts in ornithology. 

2. Contrast: Unlike mammals, birds incubate their eggs outside their bodies. 

3. Logic: Birds are always on the lookout for predators that might harm their 
young. 

4. Definition: Frugivorous birds prefer eating fruit to any other kind of food. 

5. Example or Illustration: Some birds like to build their nests in 
inconspicuous spots—high up in the tops of trees, well hidden by leaves. 

6. Grammar: Many birds migrate twice each year. 
 

https://www.readinga-z.com/vocabulary/word-sorts/
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ii. Demonstrate how to identify context clues with excerpts from an authentic text: 

 We were all ecstatic to have visited the Serengeti, but were disappointed that we did not get a 

chance to see three of Africa's best-known lakes…. Context clue for ecstatic: The signal word 

"but" shows contrast and hints that “ecstatic” is the opposite of “disappointed.”( adapted from: 

https://powerupwhatworks.org/strategy-guide/context-clues-teach-tech ) 

iii. After you explain and demonstrate using a variety of materials, have students explain the 

use of context clues in their own words and show how they would apply the strategy in 

their own way. 

Step 2: Give students Strategies and Models 

i. Use tools like graphic organizers, an online visual thesaurus, word walls, or visual 

representations of words to illustrate the multiple meanings of words in context, and have 

students practice with these tools. 

ii. Model a self-questioning strategy, using the list of types of context clues, with questions 

such as these: What are the surrounding words? Where do these offer me clues? What 

does this mean in terms of the context? 

iii. Demonstrate a methodical approach to seeking context clues within a passage 

Examples of questions to ask to understand a word in context 

• What is the overall intent of the text? For example, is it about science or 
history? 

• Is the text factual or a work of fiction? 
• What is the genre? 
• What other words in the sentence or paragraph can provide information? 
• What clues does the punctuation provide 

 

https://powerupwhatworks.org/strategy-guide/context-clues-teach-tech
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Adapted from: https://powerupwhatworks.org/strategy-guide/context-clues-teach-tech          

Step 3: Provide Opportunity for Practice 

1. Post reminders and examples of types of context clues on class wiki, on the board, 

and/or in a blog, so students can easily refer to them whenever they read. 

2. Have students work in pairs to read unfamiliar text on the computer, highlight 

unknown words, find context clues to hypothesize the meaning, and then check the 

meaning against a dictionary.  

3. Engage in formative assessment to provide students with feedback and determine next 

steps to differentiate instruction. 

 

 

 

 

 

 

 Adapted from: https://powerupwhatworks.org/strategy-guide/context-clues-teach-tech          

Semantic Mapping 

Semantic maps (or graphic organizers) are maps or webs of words. The purpose of 

creating a map is to visually display the meaning-based connections between a word or phrase 

and a set of related words or concepts. Semantic maps help students, especially struggling 

students and those with disabilities, to identify, understand, and recall the meaning of words they 

EXAMPLES OF WAYS TO ENGAGE IN FORMATIVE ASSESSMENT 

o Record your observations of students’ use of the strategy 

o Make a list of words students marked as unknown, and 
discuss meanings 

o Have students reflect on how, why, and when they used the 
strategy 

 

https://powerupwhatworks.org/strategy-guide/context-clues-teach-tech
https://powerupwhatworks.org/strategy-guide/context-clues-teach-tech
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read in the text ‘as it involve tying the new word in a network of known related words explicitly 

sharing their similar characteristics’ (Margosein, Pascarella & Pflaum, 1982, p. 186) . 

Teaching Students to Use Semantic Maps. Provide your students with direct instruction on 

how to use semantic maps, which can be especially beneficial for struggling students. 

• Pick a word you don’t know from a text you are reading and mark the word. If you're 

using digital text, you can highlight, bold, or underline the word. 

• Use a blank map or begin to draw a map or web (either on paper or using an online tool). 

• Place the word you don’t know in the center of the map. 

• Pronounce the word. If necessary, use an online dictionary with audio to help you. 

• Read the text around the word to see if there are related words you can add to your map. 

If you're using digital text, you can get the computer to read the text to you using the text-

to-speech function (if necessary). 

• Use an online dictionary or online thesaurus to look up the word and find a definition. 

• Find words and phrases that fit with the meaning. Select pictures/images (online or from 

available resources) or draw pictures that fit with the meaning. 

• Add these words, phrases, or images to your semantic map. 

• If you're working online, print out the map. 

• Read the text again, applying the meaning of the word to the text. 

• Share and compare your map with your classmates. 
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Benefits. With direct instruction and repeated practice, struggling students will find that 

using semantic maps is a very good way of expanding their vocabulary. 

Example of a simple semantic map: 

    

 

 

 

 

 

 

 

 

 

Frayer Model 

The Frayer Model is a graphic organizer used for word analysis and vocabulary building. 

This four-square model prompts students to think about and describe the meaning of a word or 

concept by definition, characteristics, examples and non-examples. This strategy helps students 

in the understanding of words in content materials. Students are required to first analyze the 

word for its definition and characteristics, and then synthesize or apply this information by 

thinking of examples and non-examples (Greenwood, 2002 & Robert & Truxaw, 2013) 

Steps to the Frayer Model. 1. Explain the Frayer model graphical organizer to the class.  

Use a common word to demonstrate the various components of the form. Model the type and 

quality of desired answers when giving this example. 

Topic 
Concept 

Theme (decline) 

weakened 

devalue reject 

show 
decrease 

deteriorate 
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2. Select a list of key concepts from a reading selection. Write this list on the chalkboard and 

review it with the class before students read the selection. 

3. Divide the class into student pairs. Assign each pair one of the key concepts and have them 

read the selection carefully to define this concept. Have these groups complete the four-square 

organizer for this concept. 

4. Ask the student pairs to share their conclusions with the entire class. Use these presentations to 

review the entire list of key concepts. 

Benefits. This instructional strategy promotes critical thinking and helps students to 

identify and understand unfamiliar vocabulary. The Frayer Model can be used with the entire 

class, small groups, or for individual work. The Frayer Model draws on a student's prior 

knowledge to build connections among new concepts and creates a visual reference by which 

students learn to compare attributes and examples. 

Frayer Model 

 

 

 

 

 

 

http://www.readingeducator.com/strategies/frayer.htm 

 

 

 

DEFINITION  

Names 

idea 

EXAMPLES 

Princess Dianna, England, 

Horse, aeroplane, wisdom 

 

 

 

 

   NON- EXAMPLES 

 Drive, beautiful, enchanted 

 

CHARACTERISTICS 

People places animals things  

ideaideas ideas. WORD 

(Noun) 

http://www.readingeducator.com/strategies/frayer.htm
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Oral Reading Fluency 

Fluency is the ability to read text with automaticity, accuracy and good prosody. Having 

good prosody involves chunking words in appropriate phrases with appropriate expression or 

intonation (Zimmerman, et al. 2019). 

Phrase-Cued Reading 

Phrase-cued texts are a means to train students to recognize the natural pauses that occur 

between phrases in their reading. Because phrases are units that often encapsulate key ideas, the 

student’s ability to identify them can enhance comprehension of the text (Rasinski, 1990, 1994). 

The steps in phrased-cued reading as outlined by Rasinki (1990), and Ridianto, 

Desfiyenti & Dumarians Hasibuan, (2018) are as follow:  

Preparation. 1. Select a short (100-250 word) passage that is within the students’ 

instructional or independent reading level. 

2. Mark the sentence boundaries of the passage with double slashes (//). 

3. Read through the passage to locate ‘phrase breaks’ —naturally occurring pause points that are 

found within sentences.  Mark each of these phrase breaks with a single slash mark (/). 

4. The teacher prepares new phrase-cued passage for each session.  

Intervention steps. Phrase-cued text lessons should be carried out in 10 minute sessions 

3-4 times per week.  

1. Introduce phrase-cued texts to the student. Say to the student: “Passages are made up of key 

ideas, and these key ideas are often contained in units of words called ‘phrases’. Several phrases 

can make up a sentence. When we read, it helps to read phrase by phrase to get the full meaning 

of the text.” 
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2. Show the student a prepared passage with phrase-cue marks inserted. Point out how double-

slash marks signal visually to the reader the longer pauses at sentence boundaries and single 

slash marks signal the shorter phrase pauses within sentences. 

3. The teacher reads the phrase-cued passage aloud once as a model, while the student follows 

along silently. 

4. The student reads the phrase-cued passage aloud 2-3 times. The teacher provides ongoing 

feedback about the student reading, noting the student’s observance of phrase breaks. Teacher 

and student can also briefly discuss the content of the passage during intervals between re-

readings. 

5. The session concludes with the students reading aloud a copy of the passage without phrase-

cue marks. The teacher provides feedback about the student (s) success in recognizing the natural 

phrase breaks in the student’s final read-aloud. 

6. This lesson should take about 10 minutes to complete. For students having difficulty in 

reading in phrases and comprehension it can be done three to four times a week. 

7. The teacher can use this strategy in large group setting by modelling steps 1-5 with the 

students. 

8. The teacher can also pair students with reading passages with different phrase cues and have 

students read them mark them correctly and read them to each other.  
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Science Text Example 

 

 

 

 

 

 

 

Narrative text Example 

 

 

 

 

 

 

 

 

  

An asteroid is a chunk of rock and metal / that orbits the sun. // 

Too small to be called planets, / most asteroids are less than 1 km 

/  about 0.6 mi) across. // The largest known asteroid, / Ceres, / is about 

1000 km / (620 mi) in diameter. // Most of the asteroids / are located 

between the orbits / of Mars and Jupiter. 

   

Spring is the season after winter/ and before summer.// Most 

areas on the Earth /experience spring.// In spring/ plants grow and 

flowers bloom.// Some people may suffer from/ the pollination of 

flowers. //During this time,/many schools, /colleges and universities 

around the world/ go on Spring break.// In some countries it is the 

most pleasant time of the year.// The sky is clear /and the wind is  

refreshing/ and the trees come to life. 
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Repeated Reading   

Repeated reading is the practice of having a student read the same text over and over until 

their reading is fluent and error-free. Repeated reading is simple to execute and can be done with 

any genre of book (Dowhower, 1994; Wolf & Katzir-Cohen, 2001).  

Steps to Repeated Reading Strategy. 

 1. Choose a text that is approximately 50-200 words. 

2. Select a passage that is decodable, not predictable. 

3. Use a text that is between the student's instructional and frustration levels—they should mostly 

be able to read it without your help but this will require decoding and mistakes will be made. 

4. Enact this method one-on-one with a student or with whole class. Introduce the passage to 

them and provide background information as needed. 

5. The student(s) should read the passage aloud. You can provide definitions for difficult words 

that they encounter but let them pronounce them on their own and try to figure out them out for 

themselves first. 

6. Have students re-read the passage up to three times until their reading is smooth and efficient 

or until the student reads the passage at a reading rate of at least 85 to 100 words per minute.  

Benefit. Repeated reading benefits students whose reading is accurate but choppy by 

helping them develop automaticity, or the ability to read quickly and accurately. Increased 

comprehension and higher success in reading in general. 

Further reading: https://www.thoughtco.com/developing-fluency-with-repeated-reading-

2081398  

 

 

https://www.thoughtco.com/developing-fluency-with-repeated-reading-2081398
https://www.thoughtco.com/developing-fluency-with-repeated-reading-2081398
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Readers Theatre  

Readers Theatre is a powerful and popular reading practice to increase prosody (Hudson 

Lane & Pullen, 2011). Readers theatre helps students who are reluctant readers to engage in a fun 

and motivating activity that will improve their fluency and by extension increase their 

vocabulary and comprehension (Clementi, 2010). Because of its flexibility, teachers are able to 

modify text to meet the needs of their students especially those scripts that will increase students 

understanding of the content area ideas and vocabulary. The main feature of Readers Theatre is 

reading the script. Students are not required to memorize the script, however they reread it 

several times to develop their fluency skills. 

Steps to Readers Theatre strategy. 

 1. The teacher creates a script from a selection that is rich in  dialogue. 

2. Begin by reading aloud the story on which the script is based and engage students in a 

discussion that sounds the characters emotions and how they might sound at different parts in the 

story. 

3. Students then practice reading the entire script before the teacher assigns roles. 

4. Students then practice rereading the scripts several times and rehearsing for performance. 

5. Students read assigned part to the audience. 

Benefit. It gives students numerous opportunities to read, repeat, and understand 

vocabulary in the content areas. It promotes fluency. It helps readers to aloud with expression. It 

builds students motivation, confidence, and pride. 
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Comprehension Strategies 

Comprehension is “process of simultaneously extracting and constructing meaning 

through interaction and involvement with written language” (Cisco & Padron 2012, p. 3; 

Yazdani & Mohammadi, 2015, p.54). The application of deep reading and the combination of 

reading comprehension strategies will help readers to understand text materials easier (Yazdani 

& Mohammadi, 2015), but students must be taught these strategies to be able to apply them 

when reading. Browder, Root, Wood & Allison (2017) state that text comprehension is essential 

in becoming literate as it is the process by which meaning is drawn from text and enables 

students to think critically and manipulate academic content in order to function independently in 

the future. 

 QAR- Question Answer Relationship (Raphael & Au, 2005) 

Right There 

(in the book) 

The answers to these questions are explicitly stated in the book 

Think & Search 

(in the book) 

The answers to these questions are in the book but students are 

required to make inferences as they are implicitly stated. 

Author & You 

(in my head) 

(making connections) 

These require students to make connection with what was read to 

something else.  

On Your Own 

(in my head) 

(making value 

judgement) 

Students are required to form their own opinion based on the 

information they get from what they read. 
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The question–answer relationship (QAR) strategy helps students understand the different 

types of questions. By learning that the answers to some questions are "Right There" in the text, 

that some answers require a reader to "Think and Search," and that some answers can only be 

answered "On My Own," students recognize that they must first consider the question before 

developing an answer. 

Steps to question–answer relationship (QAR). 

1. Explain to students that there are four types of questions they will encounter. Define each type 

of question and give an example. 

Four types of questions are examined in the QAR: 

• Right There Questions: Literal questions whose answers can be found in the text. Often the 

words used in the question are the same words found in the text. 

• Think and Search Questions: Answers are gathered from several parts of the text and put 

together to make meaning. 

• Author and You: These questions are based on information provided in the text but the student 

is required to relate it to their own experience. Although the answer does not lie directly in the 

text, the student must have read it in order to answer the question. 

• On My Own: These questions do not require the student to have read the passage but he/she 

must use their background or prior knowledge to answer the question. 

2. Read a short passage aloud to your students. 

3. Have predetermined questions you will ask after you stop reading. When you have finished 

reading, read the questions aloud to students and model how you decide which type of question 

you have been asked to answer. 
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4. Show students how find information to answer the question (i.e., in the text, from your own 

experiences, etc.). 

5. After you have modeled your thinking process for each type of question, invite students to 

read another passage on their own, using a partner to determine the type of question and how to 

find the answer. 

6. After students have practiced this process for several types of questions and over several 

lessons, you may invite students to read passages and try to create different types of questions for 

the reading. 

Benefits. It can improve students' reading comprehension. It can be used with individual, 

small groups or whole class setting. It teaches students how to ask questions about their reading 

and where to find the answers to them. It helps students to think about the text they are reading 

and beyond it. It inspires them to think creatively and work cooperatively while challenging 

them to use higher-level thinking skills. 

KWL- What you know /what you want to know / what you have learned 

KWL, a widely used learning strategy, is particularly useful for teaching reading comprehension. 

This technique prove to be effective as ties together students' prior knowledge, their desire to 

learn more, and the conclusions of their learning (Sinambelal, Manikl & Pangaribuanl, 2015). 

Steps to the KWL. (adapted from: http://www.readingeducator.com/strategies/kwl.htm) 

1. Draw a KWL framework chart on the chalkboard. Remind students of the KWL process. 

Students will write the things they already know and the things they wish to know before reading 

and the questions they want to answer. After reading, they will complete the chart with things 

they have learned. 

http://www.readingeducator.com/strategies/kwl.htm
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2. Have students—as an entire class or in small groups—outline their prior knowledge of the 

topic. Write, or have students write, each idea on the K (know) column of the chart. 

3. Next, ask students to raise questions they would like answered as they learn about the topic. 

Record these on the W (wonder/ want to know) column of the chart. 

4. Have students read the selection and take notes on the things they learn. Emphasize new 

information that relates to the "what I want to know" questions. 

5. Ask students to volunteer to write the things they have learned to complete the chart. Discuss 

this new information with the class. Note any questions that were not answered in the reading. 

A KWL chart 

K (Know): Students list everything they know about the topic of study. 

 

W (Want to 

Know) : 

Students tell what they want  to know about the topic or write 

a number of questions that they wonder about 

L 

(Learned): 

After students have finished reading or studying the topic, 

they list what they have learned. They can also check the W 

column to see which questions were answered and which were 

left unanswered. Then they should revisit the K column to see 

if they had any misconceptions. 
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Story Map/ Story Frame 

A story map is a strategy that uses a graphic organizer to help students learn the elements of a 

book or story. By identifying story characters, plot, setting, problem and solution, students read 

carefully to learn the details. There are many different types of story map graphic organizers. 

The most basic focus on the beginning, middle, and end of the story. More advanced organizers 

focus more on plot or character traits. 

Boulineau, et al. (2004) Elements of story- grammar map 

Setting/Time: 

 

Main Character: 

 

Episode(s)/ Plot: 

Problem                                          Solution                              outcomes  

 

 

 

 

 

 

 

 

Reaction: 

Theme: 

Steps to use story maps.  
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1. Discuss the main components of a story (e.g., characters, setting, plot and theme OR 

beginning, middle, end). 

2. Provide each student with a blank story map organizer and model how to complete it. 

3. As students read, have them complete the story map. After reading, they should fill in any 

missing parts. 

Benefits. It can be used during and after reading, with individual, small groups or whole 

class setting. They improve students' comprehension. They provide students with a visual 

framework for identifying the elements of a story. They help students of varying abilities 

organize information and ideas efficiently. 

 

SQ3R/ SQ4R 

The SQ3R strategy is a widely recognized study system that is easily adapted to reading 

assignments. This method provides concrete steps for interacting with information that results in 

high levels of comprehension. 

SQ3R (Vacca and Vacca, 1989) and SQ4R (Applegate, Quin & Applegate, 1994) stands for: 

• Survey: The reader previews the material to develop a general outline for organizing 

information. 

• Question: The reader raises questions with the expectation of finding answers in the 

material to be studied. 

• Read: The reader next attempts to answer the questions formulated in the previous step. 

• Record: The reader thinks about and evaluate the information acquired from reading to 

find  a relation to the available knowledge and record it.  
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• Recite: The reader then deliberately attempts to answer out loud or in writing the 

questions formulated in the second step. 

• Review: The reader finally reviews the material by rereading portions of the assignment 

in order to verify the answers given during the previous step. 

Steps to the SQ3R Method. 1. Lead students in a survey of a reading selection. Pay 

special attention to headings, subheadings, topic sentences, and highlighted words. 

2. Build a question for each heading and subheading in the text selection. These questions will be 

answered during the close reading of the text. 

3. Ask students to read the selection carefully, keeping the questions in mind as they read. 

4. Have students "recite" the answers to the questions by verbalizing them in a group discussion 

or writing them down. This act of "restating" thought in spoken or written form reinforces 

learning. 

5. Repeat this process for all of the questions. 

6. Finally, have students review all of their spoken or written answers. 

Once SQ3R has been modeled several times to students, the teacher can provide students 

with the SQ3R Guide Sheet. This worksheet contains the cues to be used at each step. 

http://www.readingeducator.com/strategies/SQ3R.pdf. Download the SQ3R guide sheet here. 

Study Guides and strategies http://www.studygs.net/texred3.htm 

Benefits. It activates prior knowledge and thinking about the text before reading, and 

assist students in reviewing information while learning. 

  

http://www.readingeducator.com/strategies/SQ3R.pdf
http://www.studygs.net/texred3.htm
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Cloze Passage 

A cloze passage is a good way of assessing students’ overall understanding and 

comprehension after teaching a new concept. It is a highly effective instructional tool that can be 

used to aid comprehension by identifying which word have been omitted in a systematic fashion 

(Bortnick & Lopardo, 1973). The cloze passage can be aided or unaided and the ratio of deletion 

depends on the teacher instructional or assessment purpose. Students fill in the blanks and their 

response are counted as correct if they are exact match of the missing (in aided) or synonymous 

(in unaided) to missing word (Greenewald, 1981). 

How to create a Cloze test ( Adapted from: (Kelly, 2020) thoughtco.com.) 

Step 1: Replace every fifth word with a blank. This where students are to fill in the missing 

word. 

Step 2: Have students write only one word in each blank. They are to work through the testing, 

making sure to write a word for each missing word in the passage. 

Step 3: Encourage students to guess as they go through the test. 

Step 4: Tell students they do not have to worry about any spelling errors as these will not be used 

against them. 

Step 5: The final step is to grade it. Only count the answers with the exact missing words (in 

most instances), and assign a percentage score based on the number of correct responses. It is 

suggested that 60% or more indicates reasonable comprehension on the part of the student. 

 Please note that teachers can use the words that the students wrote to determine their 

understanding of the passage. 
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How to create a cloze passage for instructional purposes (Bortnick & Lopardo, 1973). 

Step 1. Use a random cloze passage, every fifth word deleted and replaced with blanks of the 

same length. 

Step 2. The teacher instructs students to read silently the prepared passage. 

Step 3. The teacher or students then read the passage aloud, sentence by sentence, and students 

suggest words that might fit into the blanks.  

Step 4. Students then give reasons for their choices.  

Step 5. Through discussion and direct instructions, the teacher helps the students to decide on 

acceptable responses and eliminate the unacceptable ones (the teacher may choose certain 

deletion to discussion based on the lesson objectives).  

Step 6. The cloze passage that the student did is then compared to the original passage. In the 

comparison discussion, the teacher will guide students to focus on whether the meaning of the 

passage was affected by accepting certain responses. 

Step 7. Student will then follow the same procedure of the cloze and original passage on a 

different passage. These can be created to meet the reading needs of the students. 

How the cloze passage can be adapted to meet the needs of your students. 

1. Begin by supplying choices for each blank. 

2. When learners have used the technique described above and can replace the 

appropriate words from the choices supplied, provide passage in which every fifth 

word or every tenth word is deleted and only a letter or two of the correct word is 

available. 

3. When the learner is able to do this well, indicate only the blank without any 

additional clues. Accept any word that seem a reasonable fit. 
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Benefit. The cloze promote student discussion and peer learning. It can help learners to 

develop reading and writing skills such as comprehension, fluency, sequencing and spelling. 

For further reading: https://www.smekenseducation.com/Assess-Vocabulary-with-Cloze-

Passages-in-Reading.html 

https://www.chino.k12.ca.us/cms/lib8/CA01902308/Centricity/Domain/2243/Cloze%20Procedur

e.pdf 

  

https://www.smekenseducation.com/Assess-Vocabulary-with-Cloze-Passages-in-Reading.html
https://www.smekenseducation.com/Assess-Vocabulary-with-Cloze-Passages-in-Reading.html
https://www.chino.k12.ca.us/cms/lib8/CA01902308/Centricity/Domain/2243/Cloze%20Procedure.pdf
https://www.chino.k12.ca.us/cms/lib8/CA01902308/Centricity/Domain/2243/Cloze%20Procedure.pdf
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Conclusion 

  As teachers we need be cognizant of the fact that if we do care about our students, we 

want to make an indelible impact in their lives. As such we cannot just go about teaching our 

struggling students without providing strategies to support their learning. The best way to create 

this impact is by using evidence-based practices in the teaching of reading. The strategies given 

in this handbook are all evidence-based; however, research shows that some strategies have far 

more impact than others (Killian, 2014). Teachers therefore should choose the strategy that is 

most likely to be effective, depending on their students’ needs, following screening/ assessment 

which is essential to validate evidence-based practices. Also, a combination of strategies for a 

targeted area might prove to be more effective than using just a single strategy.  Killian, (2004) 

suggested that evidence-based practices are grounded in research and in order for a strategy to 

make it on the list of evidence-based practices they are: 

• Supported by hard research rather than anecdotal case studies or untested theories. 

• Have an impact on student results that is substantially higher than typical strategies. 

• Be able to be used in a wide range of subject areas and in all year levels. 

The strategies included in this handbook are intended to be taught as part of the reading 

experiences with texts in context rather than in isolation. In this way students will build meaning, 

be engaged in their learning and develop strategies for effective reading.  
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List of resources for Evidence-Based Practices. 

• Reading Rockets 

http://www.readingrockets.org 

• Intervention Central 

http://www.interventioncentral.org/ 

• What Works Clearinghouse 

http://ies.ed.gov/ncee/wwc  

• Reading Educator 

http://www.readingeducator.com  

• All About Adolescent Literacy 

http://www.adlit.org  

• Smekens Education Solution 

http://www.smekeneducation.com 

• PowerUp What Works 

http://www.powerupwhatworks.org  

• Intervention Central 

http://www.interventioncentral.org 

• Thoughtco. Lifelong Learning 

http://www.thoughtco.com  

 

 

 

http://www.interventioncentral.org/
http://ies.ed.gov/ncee/wwc
http://www.readingeducator.com/
http://www.adlit.org/
http://www.smekeneducation.com/
http://www.powerupwhatworks.org/
http://www.thoughtco.com/
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