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#1
The information presented in the case study concerning John, led me to place his instructional level at fourth grade material.  John’s word recognition falls within instructional range at the third grade level and he show good decoding ability.  His score in the untimed column increased significantly, close to twenty points at third, fourth, and fifth grades.  John’s silent and oral rates are both very high at the third grade level.  Although his oral and comprehension scores are both in the gray area at third grade, they both still do not fall in the frustration range.


John’s frustration level is at fifth grade.  His oral reading rate fell with in the instructional range at this level, but his silent rate fell just out of the range.  The concerning piece of the assessment is John’ s comprehension scores.  His oral and silent comprehension scores after second grade are in the gray area, and then bottom out at the fourth grade level.  John never demonstrates strong comprehension skills throughout the assessment.  It appears that John can call words and print processing skills, but has little understanding of what he is reading about.


John falls solidly within the instructional range of fourth grade spelling with sixty percent correct.  John’s scores have a steady increase in the number of spelling words missed (-8, -16, -32) I looked at the score at the third grade level and though it was in the instructional range, it was at the high end of the range.  I looked at the last big decrease in scores, from fourth to fifth grade, and then looked at the score at the fourth grade level because this is last place his score fell within the instructional range.


John should primary focus on developing his comprehension skills.  One strategy that could be used is the Directed Reading Thinking Activity, where John would be encouraged to become involved in the story by predicting events in the story before actually reading, then read to see how close the predictions were to the actual story, and then proving the predictions made using the text.  All of these questions should focus on the plot and the events of the story.  After consistently working with John, I would evaluate him periodically and compare the tow pieces of data to see if John’s silent and oral comprehension scores had increased.


The information in the case study concerning Justin led me to place him in second grade material for instruction.  Justin has strong word recognition skill at the second grade level with a timed score of ninety –five percent correct.  Justin’s decoding skills are apparent from the jump in score from the timed column to the untimed column at the third and fourth grade level, increasing twenty-five points.  Justin’s instructional word recognition level falls at the third grade level.  His reading accuracy at the third grade level falls at the cusp between instructional and frustration, but he has eight meaning change errors.  Justin’s errors increase significantly from second to third grade, but oddly enough, his accuracy increases four points from third to fourth grade level.  This is because his errors drop half from third to fourth grade.  Justin is not an easy student to place because his scores do not show a consistent drop from grade to grade.  I considered placing Justin in third grade material for fear he might become bored in second grade material, however, he needs to keep his fluency at the second grade level before moving to the third grade level.  There are not many gains to be made in word recognition or accuracy at the second grade level.  Justin’s comprehension falls with in the instructional range at both second and third grade, with exception to his third grade silent reading score.  Justin’s relates are extremely low at the third grade level, less that n half of what it should be, which is why Justin needs to continue to work on fluency at the second grade level first.  However, his rates do not seem to have a negative effect on his comprehension.  This indicates that h has good print processing skills, but is not fluent in his reading.


I would place Justin’s frustration level at third grade because of his low rate.  At the fourth grade level things begin to total unravel for Justin.  His flash word recognition score drops to frustration at forty-five percent.  Also, Justin’s silent and oral comprehension scores fall significantly below sixty percent into the frustration range, and his rates drop even lower.  All of Justin’s scores at the fourth grade level are at the frustration level except his reading accuracy, which surprisingly increases from third to fourth grad.


I would have Justin work with third grade spelling patterns.  With a spelling score of seventy-six percent at second grade, Justin is at the upper end of the instructional scale.  Also, the rate only four points difference in Justin’s first and second grade spelling scores.  At the end of the third grade level, he scored sixth percent, which falls right in the middle of the spelling instructional range.


Since Justin’s major problem is with rate, I would work with him on fluency building strategies such as rereading text, timing, and graphing the number of words per second he is reading, listening and reading with books on tape or Reader’s Theatre.  When rereading text, Justin could pair up with a partner to read.  Justin’s partner could use a stopwatch to time his reading.  After Justin's rereads the text three times and is timed with each rereading, a graph can be made to show Justin the progress he is making with his rate.  Another strategy that I would use would be reading easy material in which Justin is highly interested.  This strategy would allow Justin to increase fluency while maintaining a high level of interest in reading material.  A final strategy that could be used to assist Justin in his fluency development could be taped readings on his instructional level.  By using all of these strategies with Justin, his fluency should progress while maintaining a higher level of interest through the use of a variety of approaches.  After consistently working with Justin, I would then assess him periodically to determine progression.  I would use diagnostic materials to evaluate his development, specifically focusing rate on the end of the year IRI.

#2
A phonics program should start with beginning consonant sounds, focusing mainly on the sound and relating the sound to a picture that has the same beginning sound.  The student should sort a variety of picture cards into each of the three beginning consonant columns where a model picture is shown.  While the student sores, he/she has to attend to the beginning consonant sounds that are spoken.  When a student sorts three pictures quickly and correctly, the student may then be introduced to the written letter that corresponds to each of the sounds.  The student then sorts the picture cards into columns with the written letter at the top.  This instruction encourages the student to make the connection between the sound h/she is hearing and the corresponding letter that the sound matches.  Then the student completes sorting activities with more consonants until all consonants, with the exception of q, y, and x, have been mastered with the same sorting technique.  While the student is working with consonant/letter sound sort cards, he/she should also be reading with a tutor in effort to understand that words are not just seen in isolation, but more importantly appear in context.  While reading with a tutor, if a student misses a word then emphasis should b e placed on the missed word’s beginning sound.  This type of instruction lends itself to children’s natural orthographic development.  Children learn initially to listen to sounds and attend to the beginning and ending consonants of a word, which leads in to the next piece of instruction.


Once the student has mastered the beginning consonant sounds, the tutor may then move on and begin sorting activities with short vowel word families.  The word families should have the same short vowel patter initially.  The vowel pattern should be taught in the sequence of A, I, O, E, and U.  This sequence should occur because A, O are, and I the most difficult to confuse die to the formation of the mouth when pronounced.  As the student begins to show consistency with the first short vowel pattern and three word families, he/she can be introduced to words with blends and diagraphs, therefore increasing the difficulty.  After the student masters the first short vowel word families, with diagraphs and blends, a new short vowel can be introduced.  When the student shows that he/she can accurately and quickly sort the new short vowel pattern, then the two word family patterns can be combined into one sort.  Working with two short vowel/word family pattern sorts, the student must learn to distinguish between the two vowel sounds.  When the student shows consistent and fluent sorting skills with the first short vowel/word family patterns, then a new short vowel pattern is introduced.  The sequence continues with the E, and U to be learned following the previously mentioned steps.  Once the student has mastered all of the short vowel patterns, then a word study with on-syllable vowel patterns can be introduced, requiring the student then distinguish among all of the short vowel sounds.  This sequence is a building price that requires mastering beginning sounds and letters and potentially the ending sound.  This foundation should come from the last beginning consonant sequence.  It is essential that the student master the beginning consonant sequence, so that attention can be focused on learning short vowel sounds.


With one-syllable vowel pattern sequence, previously learned short vowels in addition to new patterns are introduced.  These new patterns consist of r-controlled vowels, long vowels like cvc-e and cvvc, and a combination of two or more one-syllable vowel patterns.  The sequence is learned by starting with the vowel A and slowly progresses until all vowels are mastered.  As with the previous sequence, it is imperative that students master p\the preceding sequence patterns before they become proficient with newly introduced long vowel patterns.  


This phonics program allows students to gain confidence by offering scaffolding form-mastered material while adding new material.  It presents a continuous support system that should enable students to achieve at a higher level and be successful with word recognition and fluency.

#3A
The idea of a readers being broken into natural, teachable, tutor able, and true dyslexics was a new concept for me to grapple with.  As a third grade teacher, I always thought of readers in my classroom on various, broad levels such as low, medium, and high.  As a teacher I always strive to reach every student, but the fact of the matter is that with all of the demands placed on teachers it is a difficult task.  Looking at readers as falling into the four categories help realize that just by nature that it is highly likely that with each class that I teach there will be children who fall into each section along the continuum.  Although, I any do everything I know and use all of the reading strategies I know to be beneficial, some students will always require intervention and structured reading tutoring to supplement my reading instruction my reading instruction.


I have always reluctantly sent children to tutoring or Title I services because I was concerned with what the students were missing in the classroom, instead of recognizing the value of the services provided.  I now believe in the necessity of pullout tutoring and am less reluctant when students are pulled out.  I know that my instruction is not enough to meet the needs of all readers.  Some will always requires very structured sequential tutoring.

#3B
I found the topic of fluency to be very interesting.  Being a public school teacher, I have heard the term fluency quite frequently and recently it has become a new buzzword.  I felt like I knew what reading fluency was, but did not have a true understanding of the effect poor fluency can have on a student’s reading development.  I know now how poor fluency can affect a student’s reading ability.  Fluency is a problem for teachers in third grade and beyond.  Due to my position as a third graded teacher, fluency has become an important issue.  If a student has fluency problems, it is likely that he/she has word recognition and decoding problems as well, which in turn affects the rate.  Since, I had surface understanding of fluency, I did not think it had any strategies to improve fluency.  These strategies include rereading with a partner, reading easy material to gain word recognition skill, and taped readings.  I was surprised to learn that I was already using the rereading strategy and partner reading frequently in my classroom to assist students who are considered struggling readers.


In addition, the idea of reading easy material gave me an enriched perspective on Accelerated Reader.  In my opinion, Accelerated Reader can force teachers to lock their students with in a rigid reading range.  Children want to read what they find interesting.  This Accelerated Reader range does not allow students flexible ability to read above or below their range.  Now, I am more aware of the reasons why it is truly beneficial to allow students, especially a child who is a struggling reader to read below his/her Accelerated Reader level.  The Accelerated Reader program does not encourage students to think about what they have read, nor does it allow them to demonstrate their level of comprehension in various formats.  This can be extremely frustrating for a child that is already struggling with developing his/her reading skills.  In conclusion, I feel that it is extremely important to develop fluency through a variety of strategies that encourage the student to become engaged with the text.

#4
The student presented in the sample is at the low end of the instructional scale at the second grade level with a score of forty percent.  Most of the student’s errors in column two were concerning long vowel patterns and doubling consonants when adding endings.  However there are some places in list two that are concerning such as the spelling of chore (drea) and grabbed (crapded).  This could indicate that the student is showing signs of frustration because spelling has started to deteriorate with the insertion of letters not contained in the word.  The spelling errors would lead me to the conclusion that the student has mastered many second grade patterns, but is still in need of word pattern instruction with vowel patterns particularly ea, oa, and cvc-e and doubling of consonants.  Therefore, the student’ s instructional level should be placed at grade two.


The student shows frustration at the third grade spelling level.  He/She only spells five out of twenty words correctly.  The score received on list three places the student at the frustration level.  The lack of knowledge of long vowel patterns and doubling carries over into this list.  Also, the student’s spelling begins to break down more frequently in some places.  For instance, with the word thirsty spelled thested.  The student hears the beginning sounds, but has no real knowledge of the letters in the middle of the word.  This pattern continues throughout the third grade list.  I would begin spelling instruction with the student focusing on long vowel patterns and doubling when adding an ending.  Once these two patterns are mastered, the student should be better prepared and reassessed to determine the next instructional level.

#5 
Children who show signs of reading difficulty are more likely to benefit from early reading intervention.  Because reading is such a developmental process, children start their formal education, in reading, at different levels.  Children, who are strong and average in development, progress at a continuous rate.  However, the lower tier of beginning readers, who start off behind, tend not to grow as quickly as average and strong readers and their achievement tapers off over time.  This “tapering effect” only creates a larger and larger gap between the strong and average readers and the low readers.  The farther the gap widens, the rate at which the struggling reader has to progress must increase in order for the low reader to “catch-up” with the average and strong readers.  This is and almost impossible task and eventually the odds stack up against the struggling reader.  Therefore, intervention should occur early, PreK-Grade 1, in order to minimize the achievement gap.  Early reading intervention gives low readers a real chance to make a gain and catch up with the other two groups.


The type of reading intervention instruction should be tailored to each individual student’s needs and meet them where they are learning.  Before intervention occurs, a student’s needs should be assessed in order to establish an appropriate instructional level.  Once an instructional level is established, then one-on-one reading intervention should occur.  The intervention should begin with on-to-one tutoring then move to small group echo reading.  This progression allows for a supportive, sequential plan that will enable the student to have a better opportunity to gain important skills for eventual mastery of grade level material.  Early reading intervention is imperative to ensure reading success for struggling readers.

#6
Spear-Swerling and Sternberg argued that a definite difference exists between biological abnormalities and biological difference.  Historically, reading disabilities have been blamed on biology.  Spear-Swerling and Sternberg argue that it is difficult to distinguish between the “garden variety” readers and those with true biological abnormalities because the both have word recognition and phonological deficits.  They argue that the difference between the two is that children with biological abnormalities have a discrepancy between their Intelligence Quotient and reading achievement level.  With “garden variety” readers, their Intelligence Quotient is somewhat low with low achievement levels.  The difference is the discrepancy between intelligence and achievement. 


Reading Disability is not an all or nothing disease that you either have or do not have.  Reading Disability exists more on a continuum, it varies in degree or severity.  Also, because there are different guidelines for placement in learning disability programs for place to place, and because student gender, race, and behavior might have an impact on placement, an inconsistency exists in identifying students with reading disabilities.  Spear-Swerling and Sternberg continue to add that although some students have reading disabilities or biological disorders, most only have the reading disability.


Felton argues that there are two leading causes of sever Reading Disability, inherited brain differences and phonological process problems.  Inherited brain disability is when a child might have prenatal exposure to drugs, alcohol, or something that causes damage to the brain.  Felton argues, as does Spear-Swerling and Sternberg, that biological abnormalities are not the major cause of Reading Disability.  The difference is “one degree of severity.”  Felton argues that phonological processing problems are the major cause of Reading Disabilities.  She later breaks down phonological processing problems into three categories:  phonological awareness, where students have the largest deficit, rapid naming, and holding sounds in memory.  Based on Felton, Spear-Swerling and Sternberg, it is necessary for educators to correctly identify the type of disability that a student has in order to appropriately provide support for the student’s needs.

