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This NEPS Good Practice Guide was developed by educasyohblogists. It is based on
current knowledge in this area. It is intended as a guide only. Not all the suggestions herg will
apply to any one student or situation.




Section 1 Introduction

1.1 Who is this Guide for?
This is a guide for teachers, particulasiyecial educationieachers primarily those working

within mainstream schools, but also relevant to those working in mepgcial schools and
classes While classroomteachers retain overall responsibility for & §zRSy G Q& G S| C
learning, pecial educationteachers have a key role in giving additional assistance to struggling
readers. This guide aimdo help teachersby sharing information about evidendmsed
approaches to teaching reading struggling readrs. The guide does not explore in detalil
specialist approaches for children with very specific diagnosis and/or high levels efsueéd

a braille usersprofoundly deaf studentschildren with autism or those with severe and
profound learning disabilities.

The guide covers the age range 6 to 18 years. It also encompasses all students with reading
difficulties, including those who hawdyslexia gpecific learning difficultiespswell as those

who have made poor progress in reading and may or may not have additional general learning
difficulties. Information here can be applied to students from disadvantaggckgrounds
minority groups and to students for whom English is notst fanguage. While the full range

of literacy involves more than just readitige focus here is particularly on reading skills: the
ability to decode read fluentlyand understand text.

1.2 Structure of the Guide
The guide is divided into the followirsgctions:
1 Section  Introduction, Defining Literacy, Context and Literature Review
Section 2 Elements of Effective Reading Instruction
Section 3 Organising for Effective Teaching
Section 4 Assessment and Measuring Progress
Section 5 EvidenceBased Interventionsn Ireland
Section 6 Resources$o SupportStruggling Readers

1 Healthy Literacy DietTemplates

1 Precision Teaching Resources
U Teaching Sight Vocabulaagpd Improving Reading FluenéyGood Practice Guide
U Precision Teaching Approaches and Using SNIP
U Checkilists for First Hundred Words, Second Hunwedds and Phonics

| A Rough Guide to Reading PartnelsNEPS Good Practice Guide

1 Guidance on the Use of Positive Declarations

References

Acronyms

Appendices
Acknowledgements
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Throughout this guide, key messages for teachers are highlighted in yellow textboxes. If yoy do

not want to read through the more detailed information, you can move quickly from box to
box, picking up these key messages about effective teaching of reading.
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1.3 Defining Literacy

Definitions of reading and reading literacy have changed overtimeflect changes in society
Reading is no longer considered an ability acquired only in childHostead it is viewed as an
expanding set of knowledge, skills and strategies that individuals build on throughout life in
various contexts, through interaction with their peers and the wider commuiiitie massive
growth in the use of computers and techngical devices has moved literacy skills into a digital
domain that requires a range of new and different skills than were needed 20 years ago.

To learn more abouinternational definitions of literacy, including those of PISA, PIRLS and
PIACCseeAppendix 1.

Definitions of literacy are evolvingnd current definitions of literacy, and particularly
reading literacy, emphasise a constructivist and interactive process, where readers
construct meaning from text. Literacy seen & multi-faceted and increasingly include
digital literacy.

192}

Information aboutthe theoretical understanding of literacy can be found Appendix 2.

1.4The Context
This resource needs to beonisderedin the context of other
policy and practicelocuments particularlythose curriculum

include:

The National Literacy and Numeracy Strategy 22020
The Primary Language Curriculum

Junior Cycle and Poftrimary Context

DES Policy and Guidance

The National Literacy Strategy 2042D20 has brought about significant improvements in the
literacy skills of Irish students, botlat primary and postprimary level and these gains have
beendocumentedin international studies. However, further work needs to be done to raise
the literacy achievements of some children in DEIS schools.

1”4

To learn more about each of these areas, see:

Appendix 3The National Literacy and Nunnacy Strategy 201-2020
Appendix 4The Primary Language Curriculum

Appendix 5 Junior Cycle and Poftrimary Context

Appendix 6 DES Policy and Guidance




1.5 What Sources of Evidence Weresét?

We already know a great deal about teaching reading to students generally, and there as
growing knowledge base about how to help students who struggle with reading. This pack
collates research evidence from a ggnof sources and suggests how this evidence can be
applied to teaching practice.

This is the second edition of this resource. The first edition, published in 2012, included a
synthesis of research findings drawn from twelve studischwere characterised by rigorous
methodological approachesthis edition supplements that evidence, withwaup-to-date
research, includingesearch carried out in Ireland.

In collating this research, we have been mindful of the importance of looking at the quality of
the evidence.lt is sobering to read the multiple reports of the Education Endowment
Foundation(EEF) the UK. In 2018, their EEF Project Reports covered8dy projects of which

nw: F2dzyR y2 STFFSOda 2y fAGSNIrO& 2NJ yS3lGAag

This means that teachers need to be cautious about the claims made by commercial
programmes andieedto consider the scientific evideado support the use of the programme.

A word of caution!
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rigorous standards in data collection.

While a wide range of source material contributed to this second edition, there are
three sourcesof information that need to be fghlighted:

1 The What Works Clearing House

9 The Education Endowment Foundation

1 What Works for Children and Young People with Literacy Difficul{iBsooks, 2016)

To learn more about each of these sources of information, see the following Appendices:

Appendix 7 The What Works Clearing House
Appendix 8The Education Endowment Foundation
Appendix 9 What Works for Children and Young People with Literacy Difficulties (Broo

2016)

1.5.1Data from Ireland
Finally, the research strategy for this second edition included specific focus on research done in
Ireland in the last five years. Accordingly, a request was issued in the summer of 2016 to all

4

zi A




universities and teachdraining colleges seeking tip-date research, which may or may not
have been published.
The criteria for inclusion weras follows:
1 The intervention must have been used in Ireland
1 The intervention must target school aged struggling readers (age range 5 to19 years).
Struggling readers includes all those who strugdieslexic type difficulties/ low general
ability/ sociallydisadvantaged/ English as an additional language/ unexpaieading
failure etc.
1 Research data about the efficacy of the intervention must have been collected in the
previousfive years (201:2016)
1 The data must include some form of standardised measurement of literacy skills (so
teacher, pupil or parent opiniois not enoughthere must be literacy attainments).
1 Data can be published or unpublished, but we will need details about the source of the
data, to enable us to check it thoroughly.

In total, we received®3 submissions, and where those submissiong/falkt our criteria, they
are cited in this edition. In other cases, where criteria were not fully met, but the research was
deemed promising, some references are included, as relevant.

In many cases, the studies are relatively sraadlle and thereforehte reader is advised to be
cautiouswhen interpretingthe research findings. Smaitale research cannot be generalised,
but it certainly offers insights into new approaches and can be helpful in expanding our
knowledge base and pointing to interventionsthvpotential. NEPS continues to collect data
about reading interventions through its own action research activities and through collecting
data from other researchers.

To see details of the submissions, séppendix 10.

1.6 Summary of Section 1
1 This guide is primarily intended to support the work of special education teachers

1 Itis presented in sections, covering key areas, with information absupporting
material at the back

1 The guide should be considered in the conteftother DES advice and publications

1 The guide is evidencanformed and include up-to-date research evidence from
major international sources

1 Information about research in Ireland was collected using robust research criteria

and 2B submissions were condered




Section 2 Elements of Effective Reading Instruction

NEPS has produced a resource that explores effective teaching ir }
the Early Years, and this resourck, Balanced Approach to

A Bﬂ‘ancad

Literacy Development in _the Early Yearsontains in-depth Development P"o%h to Litrac,

tin the Eq

rly Years

information about best practice in the teaching of early literacy
skills. This resource also gives an overview of all the element
needed for effective reading instruction. Teachers working witt
struggling readers who are at a very early stageeifelopment,
may find some of the resources particularly helpful.

It is acknowledgethat Early Yearsducationis cruciafor the early

development of language and literacy skills. There have been

recent developments in qualigissuring the Early Yeasector in Ireland and the DES
Inspectorate now have a particular focus on early literacy in Early Childhood Care and Educatior
(ECCE) settings.

2.1 Elements of Effective Reading Instruction

It is clear that the following elements should all form partofeffective programme (National
Reading Panel (NRP), 2000; Scammaca et al., 2007; Singleton, 2009; Kennedy et al., 201
Eurydice Network, 201 Education Endowment Foundation, 2016 & 2p17

1 An emphasis ooral language, to include vocabulary development

Phonemic awareess and the teaching of phonics,adeling and word studies

Learning of a sight vocabulary

The explicit teaching of comprehension strategies

Meaningful writing experiences

The development ofifient readingwith opportunities for both guided and independent
reading including informal reading activities

Readingall KS -WABI#MLIQ f SOST

1 Acess to avide-range of reading materials

= =4 =4 4 A
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For those who struggle to read, there is a risk that the main purpose of being able to read
becomes lost. The desired outcome is that children not only can readvdnittto read. For this
reason, reading needs to be motivating and meaningful.

Additionaly, metacognition is an important aspect of the learning experience. The goal of
intervention is that the child becomes a constructive learner, learns how to learn and becomes
a selfregulated learner.

2;


https://www.education.ie/en/Schools-Colleges/Services/National-Educational-Psychological-Service-NEPS-/Balanced-Approach-to-Literacy-Development-in-the-Early-Years-.pdf
https://www.education.ie/en/Schools-Colleges/Services/National-Educational-Psychological-Service-NEPS-/Balanced-Approach-to-Literacy-Development-in-the-Early-Years-.pdf

2.2 A Healthy Literacy Diet

In order to conceptuadi S G KAazX 6S KI @S RS@St 2 LISHR hdalthyWK S |
literacy diet is, of course, not the same for everyone. A student with a good grasp of oral
language will need less work on vocabulary development, while a student with marked
difficulties with phonological processing, word reading and spelling will need more work on
phonics, decoding and word study.

One of the dilemmas facing teachers who are supporting struggling readers is ensuring that the
student gets a broad and balanced curriculum, wialso targeting the key areas of need.
Children who present with literacy difficulties will benefit from whalkass work and activities,
alongside thenterventionsdelivered by the supportteache y (G KA a NB3IF NRZ
can be useful, as a wdgr the class or subject teacher, trepecial educatiorteacher, the
parentsand the student tadentify which areas will be targeted by whonT.emplatesof the
healthy literacy diet arencluded inthe resources sectiomnd can be used and modified by
teachersandincluded in the Student Suppt File. Click fere to access templates.
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The Healthy Literacy Diet

it B I/"\
J Oral \ |
y b | language \\\
w::::lngfu Phonics ¢ :
L g and decoding |
| Reading A healthy
fl : - i
| eney literacy diet ~ Readingatthe |
'. ‘just-right’ level |
~ Sight
\_ vocabulary Access to ;’f
b reading
k. 4 Comprehension material
: strategies ¥

The healthy diet is expandexh the next pagewith more detail about what might be included in some of the elements. It is not possible to
provide an exhaustive list and activities will clearly change, depending on the age and developmental level of the sttlieemo8el below

should be viewed .one possible example, rather than a definitive template.




Writing for a variety of purposes & audiences

Publishing

Sharing and presenting
Editing and reviewing
Handwriting

Sentence structure
Grammar & Spelling

writing
Repeated reading
Guided and independent reading | ]
Accuracy and speed [ Read'”g
Time for reading || ﬂUEf'ICV
|

Subject words \ Slght

Irregular words "-.\ vocabula

First 100 words/ Dolch Lists ; Y

b

v
/' Meaningful

Explicit teaching
Reciprocal teaching
Inference training

Oral
language

A healthy

literacy diet

Comprehension
strategies

Phonics
and decoding

Opportunities to speak and listen
Conversation corners
Persuading and debating

" _Vocabulary knowledge

Auditory memory

2 Phonemic awareness
™ Phonics
Alphabet knowledge

Decoding and word attack
. Word study
-\"-. Spelling

Reading at the
‘just-right’ level |
i Readability tests

Levelled books

|llll
.'Il
/

Access to 4
reading Library membership
e /" Reading at home
LB y Selecting books
il Variety of genres

An expanded literacy diet, witldetails ofthe various elements.

Matching the book to the reader

Accelerrated reader/ lexile/ PM




Writing for a variety of
Publishing

Class teacher Sharing and presenting

Opportunities to speak and listen

Conversation corners
Persuading and debating
—————— Vocabulary knowledge
i3 ﬁi]'ditﬂq{_memory

- -L.__th

purposes & audiences

Class teacher

Phonemic awareness

Editing and reviewing
Handwriting - Oral . Phonics
Sentence structure 3 & la nguage b Y f['-';|phadbet knc;wledie .
; % a ’ ecoding and word attac
Grammar & Spelling Meanlng‘ful . . K Vot Sy
£ L onIcs \ :
i ing wi writing _ \Spelling SET for
Paired reading with peer, and decoding Words your Way &
Guided reading with SET g ' 4
pr'CICﬁCE at home / Pevision oT VOWEI sounas
Repeated reading /
Guided and independent readlng R - |
eadin ',
Accuracy and speed f|uenCVg A hea Ithy | Matching the book to the reader
Time for readin - & i
g | lite racy diet Reading atthe | Levelledbooks
| 'just-right’ IEVEI | Accelerrated reader/ lexile/ PM
| .' Readability tests
_ Class teacher- levelled readers
Stbjeckworsts Sioht during station teaching &
Irregular words g / f o di
First 100 words/ Dolch LIStS '\_ Vocabu]ary Access to 4 or paired reading
Class Teactl[er for subject vocab reading Lb i
SET for 2™ 100 words 9 . . Ay Mmeuersp
\ material Reading at home

Class teacher and SET,
team teach reciprocal learning,

Comprehension
strategies

e
o

.,
"

Explicit teachi ng '
Reciprocal teaching B
Inference training

1 x per week for 8 weeks, topic: the environment

Peer questioning during paired reading

Selecting books

Variety of genres
Family visit fo library every 2 weeks
Class teacher to infroduce
poetry & non fiction (science project)

The healthy literacy diet with details of elements and identification of who will deliver which elemeritiissampleis based on a third class boy. The k
areas of responsibility for the class teacher, fpecial educatioteacher and the family are highlighted in different colours.
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2.3 Emphasis omral languageand vocabulary development

G SOSNEB adlr3IsS Ay | Lzt Qa RS@GSt2LIYSydax
development. In young children, and particularly those from disadvantaged backgrounds, a
focus on oral language skills can havendfés for both reading and writing (Educational
Endowment Foundation, 201% 2017, Kamil et g12008).

Snowling and Hulme (2015), cited in Brooks (2016) note that children who respond poorly to
literacy intervention tend to have oral language weaknesses and that it is possible to improve
oral language skills by interventions focusing on developing listeskilly, vocabulary and
narrative skills.

Developing vocabulary skills can be particula&ffgctive and this is especially true both for

those learning English as an additional language (Baker et al, 2014) and for older students (Kami

et al, 2008). Wela vocabulary skills will particularly impact on reading comprehension and
academic vocabulary needs to be taught explicitly and intensively (see also Foorman et al,
2016). Higgins et al (2017) recommend purposeful speaking and listening agtastiedbws:
Reading books aloud and discussing them

Activities todevelop andextend expressive and receptive language

Collaborative learning where children can share thought processes

Structured questioning to develop comprehension

Teachers modelling inferenceaking by thinking aloud

Students talking through their writing ideas, before beginning to write

=4 4 4 4 4 2

In Ireland, esearch by Lohan (2016) indicates that teaching vocabulary and morphemic
patterns to 4" class children for whm English was a second languaggsulted in significant
growth in both reading vocabulary and reading comprehensioime NBSS (2014(Z)ave
adapted a Vocabulary Enrichment Programme for use with-postary aged pupils. This has
been evaluated with impressive results for those with ¢neatest level of difficulty. The Report

on this intervention is free to downloadittp://www.nbss.ie/node/424

The PrimaryLanguageCurriculum gives clear progressistepsfor the development of oral
languageskilE @ KA OK gAf f KSft L) GSIFOKSNA AR®yIOAT
intervention. There is a focus on learning language in meaningful social contexts, such as play.

11
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http://www.nbss.ie/node/424

|3 ) Progression Steps - Oral Language
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2.4 Phonemic Awarenessleaching of PhonicDecoding and Wor&tudy
Phonologicalawarenessis a continuum of awarenesof the soundsof speech,rangingfrom
the ability to discriminate different words in a sentence, to the ability to separate out
different sounds withina spokenword. Phonologicalawarenessencompassesarger units of
sound, whereas phonemicawarenessstemsfrom this concept,but refersto the smallestunits
of soundat the levelof letter sounds suchs/b/, /sh/ etc. (IRA1998) In terms of phonics here
has been considerable debate about the relative value of synthetic and analytic phonics.

What is the difference between synthetic and analytical phonics?
These are two different approaches to teaching ttsunds that letters make. The NCCA
provides the following definition: Synthetic phonicemphasises a patb-whole approach,
letter by letter phonological decoding; the child learns to sound and blend the sequential letter
sounds. Sounds are learned in isolation and blended together (/c/a/t@nhlytic phonicshe
sounds are not learned in isolation but a phonic element is identified from a set of words in

which each word contains the particular sound to be studied (e.g. how are these words glike?
pat, park, push, penThis is a wholo-part approach. Literacy in Early Childhood and Primary
Education (p128)The synthetic approach tends to emphasise the segmenting and blending of
sounds early on in reading development, while the analytical approach tends to start with the
whole word and brek it down.

Decoding usually refers to the skills of alphabetic knowledge (understanding that letters are
units of meaning) antktter-sound correspondences (phonics).

It has been argued that using a predominantly synthetic (rather than analytic) phonic approach
is most effective (Macmillan, 1997; McGuinness, 1997; Solity et al., 2000; Ehri, Nunes, Stahl an
Willows, 2001). The National Reading Panel (NRP) gave a mareedu interpretation,
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suggesting that synthetic phonics had the most impact on those with reading difficulties and
those from disadvantaged communities. Torgerson, Brooks and Hall (2006) have argued that
both analytic and synthetic phonics approaches ageadly valid. There is however, good
agreement that the structured and systematic teaching of phonics is most important (Rose,
2006; Torgesen et al., 2006; NRP 2@xycation Endowment Foundation, 2016

a2 NNR a o0 HKegpuin mind thét eéth> amgtié and synthetic methods should be
systematic in nature, ensuing mastery at one conceptual level before proceeding to the next
level. Furthermore, whichever phonics approach, if it is to fulfil its purpose (i.e. automatic
recognition of basic spellingatierns), will require help in the form of copious amounts of
O2y (G SEldzZ f NBIFRAY3I |G (585 | LILINRBLINAI GS RATFT

One of the most important findings in relation to the teaching of phonics isbat phonics
are taught is importanttherefore all staff involvedn teaching phonicshould have received
training and d programmes should be implemented with fidelity,EQucation Endowment
Foundation2016).

Word studyis an approach that provides students with opportunities to investigate and
understand the patterns in words. While word study is often associated with spelling skills, in
the process of learning that spelling patterns exist, students also learrtdapply this
knowledge to decoding, which in turn enhances word readingsskil

Take, for example, the difference between "hard c" (asait) and "soft c" (as icell). After
collecting many words containing the letter "c," students discover that "c" isllyshard
when followed by consonants (asdlueandcrayon and the vowels "a," "0," and "u" (as
in cat, cot, andcut). In contrast, "c" is usually soft when followed by "i", "e,” and "y" (as
in circus celery andcyclg.

TheWords their Wayeaching and learning resource is a highly structured, evidéased
programme of word study

For some students (those who are deaf or who have significant hearing loss and those with
severe auditory processing difficulties) the teaching of phonics is particularly problematic.
The following resource is helpful appreciatinghe particular needsf deafstudents

bl GA2Yy I £ 5 Sdcigty, TekchibgPPhdBigs Q &

Clickbelow to seeWord Study/Word their Wayin action
Word Sort

Speed Sort
Blind Sort

Word Hunt 7

13
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https://www.pearson.com/us/higher-education/series/Words-Their-Way-Series/2281883.html
https://www.ndcs.org.uk/applications/membership/login.rm?destination=http%3A%2F%2Fwww%2Endcs%2Eorg%2Euk%2Ffamily_support%2Forder_and_view_our_publications%2Fphonics_guidance%2Erma&authenticate=true
https://youtu.be/MA0E1c3FewM
https://youtu.be/ti_-YOmR6Sg
https://youtu.be/B9lWN-gvaS4
https://youtu.be/xJDSyQqbZg0

2.5Learning &Sight Vocabulary

Many struggling readers have phonological processing difficulBeswami 2013, &owling,
2014)and there is evidence that skilled readers access a store of wokdsual patterns when
reading.High frequency words are words that occur frequently in text, for exartidewhat,
this. Automatic recognition of these words (also caleding a sight vocabulayyelps students

to improve fluency,it also allows them tamake use of context clues and focus more on
comprehension than on decodiniylany high frequency words have irregular spelling patterns
and sounding out these words can be pointless and frustrafifige Teaching Reading Using
Games TRUGhave a resource for practicing and reinforcing non deealole sight words in

a fun way.

Struggling readers often read less, have less exposure to print and therefore have limited sight
vocabularies (Rief an8tern, 2010).The more a student reads, the greater thehancesof
automatically recogniag frequently occurring wordsA practical application of this is when a
child reads at night to a parent from a graded reader such as the PM scheme. Thesgglddgs

the sightwords they are learning in class, in contéite recommend that teachers teach high
frequency words to struggling readers to the point of automaticlyis can often be achieved
through precision teaching approaches. See the guidantieeimesources section (page’6

91).

E.W. Dolch created a list of 220 high frequency words. The following websites contain the Dolch
list and related activities:
www.quiz-tree.com
www.learningbooks.net
www.dolchsightwords.org

14



https://www.readsuccessfully.com/what-is-trugs
http://www.quiz-tree.com/
http://www.learningbooks.net/
http://www.dolchsightwords.org/

2.6 Explicit Teaching of Reading Comprehensitnatggies

Reading comprehension approaches focus onstuglentQd  dzy RSNE G F Yy RAY 3 2
and texts. Typally such approaches involve explicit teaching of strategies, such as prediction,
seltquestioning, clarifying, summarising, identifying key points, use of planners and text
organisers etc. Teaching reading comprehension strategies can have a positive@ fompa
students who have difficulty in this aredhe evidenceof the positive impact of tlsi approach

is very extensive (seBducation Endowment Foundatio016 & 2017 Kamil et gl2008).
Brooks (2016) has reported remarkable progress forithierenceTrainingapproach, across a
number of studies.

Of courseNB I RAy3 O2YLINBKSyaazy | LILINRIFOKSa | NB
primary difficulty is at the word reading level. It is therefore important to carry out careful
assessment to iddify whetherit is word reading and/or vocabulary knowledge and/ or reading
comprehension problems which are causing difficult®sdents will need careful modelling of
GKS dzaS 2F O2YLINBKSyaiaAzy adaNI GdS3ASathey galR |
use such strategies independentftudents should be able to read a text comfortably if they
are to practice comprehension strategiéhe NBSS have developed a range of resources to
support the development of comprehension skills, and these fm®e to download.
http://www.nbss.ie/node/164 . A further excellent resource for teaching comprehension
strategies at a whole school leveBsilding Bridges of Understandiagailable from the Mary
ImmaculateCurriculum Development Unit.

One example of an effective approach to teaching reading comprehension skills is that of
Reciprocal Teaching, outlined belowNR2 21 a4 oOoHnamc0O NBLRNIa 2y Y
children who had significant comprehensidifficulties. They achieve@ @S NJ | & S NI 2
in both reading accuracy and comprehension after a 10 week interver@enerally, this is an
approach best suited to older students (10 years upwards) and students will need a level of oral
proficiency b benefit from the approach. Evidence from the Kilkenny project (2018, see
Appendix 1) suggests that is can be an effective whole class intervention.

, Click hereto seethe teaching of reading comprehension
strategiesin action inPresentation secondary school, Waterfor

Reciprocal Teaching

Reciprocal teaching refers to an instructional activity in which students become the teacher
small group reading sessions. Teachers model, then help students leguid&ogroup discussions
using four strategies: summarizing, question generating, clarifying, and predicting. Once stude

have learned the strategies, they take turns assuming the role of teacher in leading a dialog

about what has been read. It is baken two sessions a week for-12@ weeks.

Why use reciprocal teaching?
1 It encourages students to think about their own thought process during reading.

15

t A

3N

L L

n

s



http://www.nbss.ie/node/164
https://youtu.be/15GCa9TRGTQ

1 It helps students learn to be actively involved and monitor their comprehension.

1 It teaches students to ask questions during reading and helps make the text mor

comprehensible.

How to use reciprocal teaching

Put students in groups of four. Distribute one note card to each member of the group identifyin

each person's unique rol&ummarizer, Questioner, Clarifier, Predictor

Have students read a few paragraphs of the assigned text selection. Encourage thsenote

taking strategies such as selective underlining or stickgs to help them better prepare for their

role in the discussion. At the given stopping point:

1 TheSummarizewill highlight the key ideas up to this point in the reading.

1 The Questionerwill then pose questions about the selected text: unclear parts, puzzling
information, connections to concepts already learned.

1 TheClarifierwill address confusing parts and attempt to answer the questions that were jus
posed.

1 ThePredicta can offer predictions about what the author will tell the group next or, if it's a
literary selection, the predictor might suggest what the next events in the story.

Throughout the process, the teacher's role is to guide and nurture the students' abilige the
four strategies successfully within the small group. The teacher's role leasestudents develop
their skills. Videodemonstration ofthe approachis available here:
http://www.readingrockets.org/strategies/reciprocal_teachin@Vith thanks to Catherine
CanneySee also NBSS resources on Reciprocal Tedttpngvww.nbss.ie/node/221

For students with the greatest level of need, Assistive Technology may be needed to ensure
GKIFIG GKS addzRSyid Kra F00Saa G2 NBlFaz2ylofe
the student, allows the student to concentrate cognitive resourcesimtferstanding the text.

2.7Meaningful Writing Experiences

Sometimes, witing experiences for those who struggle with literacy are based on derivative

worksheets, with students having minimal input into writing for meaningful purposes.

EducationrEndowment Foundatiof2017) state that there is extensive evidence to support

the teaching of writing composition skills through modelling and supported practice. They

identify seven components within this:
1 Planning

T Draiting These skills need to be taught
1 Sharing explicittyandmodelled for

1 Evaluating students, who carthen practice
1 Revising the skillswith appropriate

1 Editing feedback.

1 Publishing
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http://www.readingrockets.org/strategies/reciprocal_teaching
http://www.nbss.ie/node/221

Writing development moves through stages from symbolic drawings to independent expression
YR @2dzy3SNJ OKAf RNBY ySSR (2 68 SyO2dzN» 3SR
of writing is wellcatered for in the Primary Language Curriculum).

In order to be able to compose meaningful written passages, students need to develop

adequate handwriting and spelling skills. Practice is crucial to the development of a fluent script.
Teachers should be particularly mindful of those who have difficultly lgtter formation, or

who produce handwriting at a very slow rate. For some students, access to word processing
facilities may be more appropriate, due to-oadination or other physical difficulties.

Spelling skills are often problematic for strugglneaders, particularly those who have dyslexia.
Teachers need to use a range of strategies to teach spelling- gkilectations about
memorising words, or usingook, Say, Cover, Write Chaoi& not enough. Students need to be
taught common digraphs, o to identify patterns of spellings in words, how to use prefixes,
suffixes and root words and learn common spelling ruldsese activities are central to the
Wg2NR aidzReé Q préviolSEnSodion2.4z0 f A y SR

2.8 Development of Fluent @&ding(Opportunities for Guided & Independenté&ading
Automaticity in reading refers to the ability to read without occupying the mind with low level
detail of the task (such as sounding out), so that it is an automatic response pattern. This is
typically achieved as the result of learning, repetition andcpce. A difficulty for many
students with emerging literacy skills is that the pace of teaching moves too quickly for them:
they move on to new skills before emerging skills have been consolidated and developed to the
point of automaticity. Working memoryis also ovetoaded by the demands of sounding out.

Teachers will want to ensure that students reach a point of automaticity in learning, befpre

moving on to the next steps. This means checking that they have achieved speed and acquracy
in the key skill area. Teachers will also want to offer learning adiés where students can
achieve high levels of success. We recommend that students should be achieving 95% sliccess
with accuracy.

Fluent reading refers to the ability to read orally with speed, accuracy and proper expression.
The NRP (2000) pointoutth f WzSy Oé A& 2F 0 Sy y(BBib& OindtRat A y

strategies that increase fluency have a positive impact on reading and particularly on reading
comprehension. The most commonly used strategy to improve reading fluency is the reading
and rereading of familiar texts. Opportunities to read aloud, with guidance from teachers, peers

or parents, are also associated with the development of fluent reading. The value of daily
reading aloud is alsoupported by Lingard (2005) and Foorman et201(6) The Education

Endowment Foundatiof2017) specifically recommend:

1 Guided oral reading (where the teacher models fluent reading of text, then the pupil reads
the same text boud, with appropriate feedback).
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1 Repeated readingsvhere students read and reread a short and meaningful passage a set
number of times, or until they reach a suitable level of fluency.

2.8.1Components ofGuided Reading
9 Teacher works ith 4-6 students in each group
9 Levelled/banded reders and mtiple copies of these readers are provided
1 Children grouped according to similarities in reading developmedtistructional
reading levels
1 Teacher introduces/consolidates strategies and concapipport independent reading
1 Every child rads and is supported by teacher

Student reading fluency is enhanced by reading and rereading familiar texts and reafding
aloud.

The development of reading skills should inclugfermal reading activities In more informal
reading activities, the focus more on pleasure and interest and therefore may be less stressful
activities for those who struggle with literacy P
Accordingly, they should be part of the cor
work done with such students. Informa N
reading activities can includdistening to '
reading &ad talking about the maning and
interpretation of text and illustrations with
others. The Primary Language Curricul
refers to the importance of such activitie
under the outcomes Engagement and
Motivation and Choice

2.8.2Reading Aloud and WeBeing

Reading aloud can allow students pwactice the skill obxpressivaeading (comprigng all of

the variables of timing, phrasing, emphasis, and intongtibtowever, for some students with
reading difficulties, being asked to read aloud can be higingssful, distressing, shaming and
humiliating. For these students, reading aloud does nothing to improve their skills, as their
emotional energy is consumed by decoding and they typically fail to attend to the meaning of
what they are reading. For theseasons, it is recommended that:

1 Students are not asked to read aloud from unfamiliar texts, unless they volunteer to do
o]

1 Students who are made anxious or distressed by reading aloud in the class setting, are
given opportunities to read aloud in smalkttings (learning support, small group, one
to one)

9 {0dzRSyia I NB LINBASY(iSRNWAKKT @ SEESD FK A DKNJ

1 Teachers may wish to use the reading buddies system, as oudireztbaf

18

Ald |



Reading Buddies

For use in classrooms whetudents are expected to read aloud

Ask the student to name someone as his/ her reading buddy
When the student is stuck on a word, the reading buddy helps

If neither student can read the word, the teacher provides it

For those with severe difficultiggcluding those new to the English
language) the buddy can read aloud in a quiet voice, and the target stud
can echo the reading in a louder voice.

Benefits of using a reading buddy approach:

Everyone can take part

Seltesteem is protected

It builds a collaborative and supportive classroom environment

Students are more comfortable accepting correction from a peer than f
a teacher

It doubles the number of students actively engaged with reading aloud
the classroom at any one time.

Students with social anxiety or marked reading difficulties should not ha
to read aloud, unless they volunteer to do so.
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2.9 Reading at Justhe Right Level

In order for pupils to develop reading fluency and confidence, they need to be readihg at
W2URBKIQ fS@PStd ¢KAA Aa GKS tS@St |G 6KAOK
for the pupils to be learning new skills and making progresmetimes this is described as the

W[ SFEFNYyAYy3 [ S@St QI | ¥R Levdhandithelndlependeit iesvdhyi et alK S
(2007) reported that improvements in the reading of those who struggle and who received
individualised support was primarily explained by one key factading texts at a high level

of accuracy, between 98% @ri00%. Allington (2013) notes that struggling readers rarely get
the opportunity to access texts at this level. It should be noted that reading at theigit

level is a Ry feature of Literacy LHDff (See Section 5).

Click here to hear Lucy Gannon (NEPS) talking al
reading at justhe-right level.

hyS FLIINRIOK G2 ARSYOGATeAy3d O kScueCaialy§istisa NJ
involves using aunning record. Not only is the running record a way to identify reading rate

and reading accuracy, it also is a way to assess reading behaviours and identify reading

behaviours that need suppor furthertool inmatching text to the justight level ido consider
readability level. Readabilityis the ease with which a reader can understand a written text.
The readabilityof text depends on its content (the complexity of its vocabulary and syntax) and
various formula are available to calculate the readability of content, including the Fk@schid

and SMOG testsThese typically measure word and syllable length and sentence length and
give a generalised score. In pgstmary schools, the readabilityf class text books is often an
issue for struggling readers and applying a readability formula can help schools identify the
extent of the challenge.

For some students the jusight level is a level that gives a reading age much younger than the
studerii Qa OKNRy2f23A0Ff |3S FyR AG OFy oS | O
appropriate. This is particularly important for teenagers, who are unlikely to want to read books
OKFG GKSe& LISNDS AéhsSbooksa whigtbhave & hightérsdlevel ard i low

NEFRAY3I fS@St INB y2¢ AYONBIlIaAy3Ite | Aight | of

f 2 gefles with content that is more appealing to older students, yet text at a level that is
accessible to struggling readers

There ae two commercial systems fanatching text to thejist-rightQevel for studens and
they are described in more  detail in  the  Appendices section.
Appendix 11 The Lexile Framework

Appendix 12Accelerated Reader
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https://youtu.be/kXCfvRSeRBE
https://youtu.be/kXCfvRSeRBE
https://youtu.be/kXCfvRSeRBE

2.9.1PM Readers

The Ribgy PM Readers is a collection of highly structured levelled readers, with 30 levels and u
to 10 core books at each level. This presd fine gradient for ample reading tite W 2-8&& & K (i
level. The PM coll¢ions is not just graded according to decodable phonics, but word control,
natural syntax, and pictures that support meaningful narrative. This means that readers can
read for meaningand use syntactic and semantic cues to crobgck their understandingral
seltregulate the reading experience. PM readers are often used in Reading Recovery and
Literacy LiHOff. Access to levelled readers was a key feature of the successful programme of
intervention devised by Kennedy (2009), who reported,

Whis was hugél aA3IYAFAOlIYG Ay o0dzif RAy3d OKAf RNBYy
Sy3r3asSySyid FyR Ay KSfLAy3d GKSY@paR RSOSt 2LJ

2.10 Access to a Widenge of Reading Mdterial

Researclsupportsthe commonsenseviewthat childrenwhohavemorebooks in the home will
read more. Schoolgplaya criticalrole in termsof accessto good quality books. Childrenwill
benefit most when booksare & 2= A & Laind pBysicallyaccessiblelt is alsoimportant that
the childrenare allowedto borrow booksto take home.Thereforeschools (and DEE8hools in
particular) needo:

1 Haveaclassroomnlibrarywith at least15 booksper child

1 Have a well-stocked school library (with adults availableto match childrento suitable
texts)

Havelibrariesstockedwith popularbooks thatattract childrenand young adults
Continuouslupdatestock

Encourage activparticipationin the communitylibrary

Offer a range of books at different levels of difficulty

= =4 =4 A

It is important to give children exposureto different genresof text. There is atendencyfor
teachersof youngchildrento allownarrativestoriesdominate over other materialbut children
with limited exposureto informational text will be disadvantagedwhen they are required
to readthis type of material Highquality, non-fiction textswill provide children with;
ABackgroundnowledgeon varioussubjectsdinosaurstrucks,insects etc.
ASpecialisedocabulary
AExample®f sequence®r steps,e.g.from tadpoleto frog etc.
AOpportunitiesto compareand contrast

2.11 What about Teenagers?

It is often thought that teenagers who have literacy difficulties are particularly difficult to
help, as their difficulties are likely to be entrenched, relatively unresponsive to
intervention and motivation is likely to be diminished (Joseph, 2008). The What Works
Clearing House publication: Improving Adolescent Literacy (2008) identified three key
components of literacy interventions with a strong level of evidence for this aggagr
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Provide explicit vocabulary instruction
Provide direct and explicit comprehension strategy instruction

Make available intensive and individualised interventions for struggling readers

that can be provided by trained specialis&ee Kamil et al (2008

Irish research also indicates that the availability of resources and materials, and appropriate
professional development for teachers are key issues for those working to help struggling
readers in the posprimary setting (Mary Immaculate College, 2Q15)

2.12Summary of Section 2

1
il

= =2 A2 A A A A

Offer students a wel balanced diet of literacy activities

Recognise that language development is vital to reading development and focus on

vocabulary instruction
Ensure that Phonemic awareness and phonics are taugtylicitly and

systematically

/| 2Y&AARSNI Wg2NR a0GdzReQ | LILINRBI OKSasz LJ NIA

Teach a sightocabulary (to the point of fluency)

Model, teach and practiceeadingcomprehension strategies

Offer students meaningful writig opportunities

Encourage fluent reading through guided and independent reading
Ensure that students have opportunities to read for pleasure

al 1S ada2NBE addzRSyda-whiNKINS K So63

Ensure access to a wide range of reading materials, acnogkiple genres

G GKS
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Section3 Organising for Effective Teaching

3.1 Structured Teaching

When it comes to failing readers, ordinary class teaching is not enough and specialist
interventions are required Kamil et al 2008, Brooks, 2016; Singleton, 200&ducation
Endowment Foundation, 2016, & 2017Structured specialised tuition for failing readers is
more effective than eclectic approaches (Swanson and Hoskyn, 1998). This is not to suggest the
there should not be a balaed approach to the various elements of a literacy curriculum (see
Section 2) but to emphasise the importance of targeted teaching that is structured, explicit and
systematic. Such teaching can involve the purposeful use of a range of strategies.

The NRPreport (2000) repeatedly refers to the effectiveness of systematic approaches,
LI NG AOdzE F NI & Ay GKS (SFOKAYy3 2F LK gtadich3I e ¢
GKFGO Aa aeaidsYps) sitletbnygdes dnyfaidsfiyieisys@adiadhing more

Of 2 & S& BNMzGEdzNE RS OdzY dab LJii A @8 | [y Ry AISNIRzS§adyA h b
T2 0dza SR A @ib)anddénbistkaies HOw this can be done for students starting post
primary school with low attainments.

Once an eidencebased programme is selected, it should be taught with fidelity. A highly
structured, systematic approach has been found to be the most effective.

3.2 Small Group or 1:1 Tuition

Another consistent finding is that, for struggling readers, small greettings and individual
tuition is more effective than larger groups (Swanson and Hoskyn, 1998; Valfghaek and
Murray, 2012; Scammaca et, 007; Eurydice Network, 2011, Higgins e8afl5,Education
Endowment Foundation, 20)6 For example, in réewing European practices, Eurydice
02 y Of dzRialiRiduél Krismialyréup intensive instruction by reading specialists is essential
when tackling reading difficulti@sQ o6 LJmn 0 &
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The largest size of an effective teaching group, has been found tavdeo four students
(Vaughn et gl2012). They also suggested that such small groups may be as effective as a one
to one model, if the teachers highly qualified. However,Singleton (2009) suggests that
teaching can be effective in groups of up to four oefstudents, even when instruction is
provided by norteachers (as long as they are adequately trained). There is good agreement
that groups of more than five are less effective, for examipthjcation Endowment Foundation

0 H 1 M Oncd groupYsize increaseabove six or seven there is a noticeable reduction in
STFSOU PRy SaaqQo

Education Endowment Foundati¢2016) state,
Vn average, it is a case of the smaller the group,
the greater the impact: groups of two have
slightly higher impact thagroups of three, but
slightly lower impact compared to o#ie-one

0 dzA {i(p22)y Q

Small group teaching is sometimes associated with withdrawal approaches (see the discussior
in section 3.3). Howevesmall group teaching can take place within thessf@om, particularly

if there is a team teaching approach or station teaching. Additionally, peer tuition, which can
be delivered irclass, is also an effective approach. Slavin et al (2008) emphasised the
importance of peer tuition approaches, particulawith teenagers. It is noted that many of the
highly effective intervention programmes reviewed by Brooks (2016) are delivered itoene
one or small group settings. An exception that is worth mentioning, is the ARROW programme,
a computer based interverdn that appears to be effective with teaching groups of five, Brooks
(2007).

One way of thinking about organising teaching is to consider the NEPS Continuum of Suppor
approach, where most students have their needs met within the main class group {&tgpo

All/ Classroom Support). Those with some level of additional need have their needs met with
small group and targeted support (Support for Some/ School Support) and those with the
greatest level of need, requiring the most intensive support, recenae individualised
support (Support for a Few/ School Support PI8se NEPS Continuum of Support.

Some schools may need to rethink the arrangements for supporting students with reading
difficulties. At present, there is evidence that teaching of readiimggroups of more than 4 or
5, is aless effective approacko the teaching of reading.
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https://www.education.ie/en/Schools-Colleges/Services/National-Educational-Psychological-Service-NEPS-/Model-of-Service.html

The above discussion about the size and form of effective teaching groups, does not detract
from our message that it is the class or subject teacher who has overall responsibility for the
RSPSt2LIySyid 2F (GKS addzRSydQa f soindediendworkl y R
already happening in the regular classroom.

3.3 Withdrawal or InClass Support?

In the past, withdrawal was often seen as the most appropriate way of targeting struggling
readers, particularly when the tuition they needed was signifigadifferent to what was being
delivered in the mainstream classroom. Given the information about the need foitmpae

or small group tuition in Section2labove, it is likely that a withdrawal model will continue to
be the appropriate model for manywsients.

However, with the development of station teaching approacledso known as msall group
teaching/instruction) ach as used in Literacy L@tff and Guided Reading appears that in

class support can also be effective, particularly for youngddmen. Equally, where reading
comprehension skills are being taught, for example, through reciprocal teaching strategies, it is
possible for this to happen in the mainstream classroom. The DES Inspectorate report on
effective teaching of literacy and nweracy in DEIS schools (DES$ n o0 Y 2sigréfiBantly,K | {
most of these schools have moved away from the practice of withdrawing pupils from the
YFEAYAUNSEY F2N) adzLIL) @By G NBE € SFNYyAy3 adzLIL]

A G KRNI-@Gfl If & 2 NA delyiLJ2 NIi Kddg dquestiohJ§ Mdy lbd_ddore hefpil tos
O2yaARSNE W2KIFG F2N¥YIG gAfft 0SadG adzad GKS

3.4 Frequency and Duration of Intervention

The frequency of teaching inputs is important to educational success. Scammacca et al. (2007
argue for daily or near daily teaching sessions, as does Lingard (2005). Solity and his colleague
argued that practice of new skills should be distributed oweretrather than massed into a
particular time (Solity et al., 2000). Therefore, daily practice of 10 minutes (practice distributed
throughout the week) is more effective than one hour of practice delivered in a block (massed).
Vaughn et al (2012) sugge#t t shortékduration interventions, several times a day, can better
OFLAGIEATS 2y @2dzy3 & (iRzR3A0ARaR0 suppditStifeicangeypt ofl v
Wi A G GT S(plv)aml thi B furdhgr Supported Bducation Endowment Foundati¢2016

& 2017 who note that intervention sessions should be brief and regular simuld be
maintained over 6 to 12 weeks. Gersten et al (2009) give a more nuanced account, suggestin
those d Tier 2 level ofintervention (literacy difficulties that requer some support) receive
tuition three to five times per week, for 20 to 40 minutes, while those at Tidevel of
intervention (entrenched difficulties, which have not responded to Tier 2 interventions) receive
intensive instruction on a daily basis.
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Additionally, it has been found that the duration of an intervention is not necessarily associated
with positiveoutcomes. In fact, interventions that are of short duration, but intensive, may offer
the most eficient approach, (Vaughn et,&012; Brools, 2016). Brooks cautions about the need

to carefully monitor the effects of interventions that last longer than one term. Interestingly,
{Ay3tSi2y oO6unnd> OA G Athé Bate 6fyarOridpdecelerateoquite apldly 3 S
forintensiveinter8 y G A 2y a | FUGSNI 0 KS T(pIORAgainvthis skig@aettbithat 2 F
intensive interventions may deliver effective remediation within a relatively short time span.
+ | dZAKY Si [ ibterventionsiai up to@weékE maybe sufficienallow many early
elementary students to make substantial gains in their reading outcomes, an important finding,
given the limited resources of scho@ls. 6 LJH 0 0

Short, intensive bursts of intervention, with daily, targeted support, appear to be magre
effective than longer term interventions. Therefore teachers may need to think of their wark
in half- term or 6 to 12 week blocks.

The NEPS Student Support Bleoud be used to documenthe interventions used, the
monitoring and reviewing of interventionsnd records of progress.ftdr a period of
intervention, the student may need to move to a differestage of support. Evidence from the
Waterford and Kilkenny Ppects (see Appendix8) indicate that a reasonably short (3 month)
block of high quality intervention typically leads to students making significant progress, with
many students subsequently needing lower levels of support. Click here to learn more about
using theStudent Support File.

3.5 Computer Assisted Learning

The NRP (2000) noted that computes@sed learning has considerable potential, particularly
word processing approaches, as reading and writing activities can be integrated. The provision
of speech to computetINS a Sy 4§ SR GSEG 61 a | taz O2yaiRSH
suggested thecomputer based learning was not so effective, unless it was combined with other
methods. Singleton (2009) reported that computers can be used to enhance motivation, but
that the impact of computer assisted learning varies from study to study and -smaéd|
carefully targeted programmes, particularly those with speédtdback, can have a significant
impact. The message about the use of computers to assist literacy is that they need to be used
judiciously, in focused and structured ways (see also Shan20@5, Higgins et al 2017). New
developments in technology, including APPs for reading, need to be carefully evaluated.

The DES Digital Strategy for Schools: Enhancing Teaching, Learning and AssessiF202@2015
includes reference to the ways in whidigital technologies can support inclusion and can be
used in a meaningful ways to assess, teach and learn.

Computerbased interventions may have potential, but need to be carefully targeted.
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https://www.education.ie/en/Schools-Colleges/Services/National-Educational-Psychological-Service-NEPS-/Student-Support-File-Guidelines.pdf

Assistive Technology can be important in supporshglents to access reading materials that
would be impossible for tha to access without the technology, such magnifiers, screen
reading software, distance canasand listening devices. Students with severe dyslexia, which
proves resistant to intervetion, can benefit from voice activated software tolpehem record

Wg NA G 0.\yulrevie® dithese supports is outside the scope of this docunTeestNCSE
document AssistiveTechnologly Equipment in Supporting the Education of Children with
SpeciadEducational NeeddVhat Works Best (2016) gives guidance in this matter.
http://ncse.ie/wp-content/uploads/2016/07/NCSEssistiveT echnologyResearchReport

No022.pdf

3.6 Motivating and Engaging Students

Guthrie, McRae and Lukdauda (2007) noted that readers who are motivated view literacy as
both useful and valuable and therefore read widely and frequently. The following approaches
are recommended:

 Make literacy experieneeNB f SO y i { 2 ests, (edeR&y lifedadd td glriieStNJ
environmentaleventsd 4 2 YSUAYSa (1y26y +a (GKS Wil y3dz

1 Provide a positive learning environment that promotes student autonomy in learning.

Allow choice. Empwer students to make decisions

1 Build straegies such as goal setting (asking students to set their own targetsilirsifed
leaming and collaborative learning

1 Give feedback that is motivational but not controlling. The best type of feedback is
informational feedback that conveys realistic egpations, and links performance to effort.
It is better to praise students for effort tiaer than to praise for ability

1 Give the students opportunities to engage in meaningful reading and writing activities,
AyOfdzZRAYy3I NBIFIRAY3I GKSANI 246y YR LISSNEQ ¢

i Offer students access to a wide rangehggh quality reading material

=

To learn more about the Language Experience Apprazici, here.

Choice in the selection of reading materials is an important way of increasing motivation and
AYRSSR WY2UAQI GA2Yy YR OK2A0SQ INB ARSYUAT
in both reading and writing.
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http://ncse.ie/wp-content/uploads/2016/07/NCSE-Assistive-Technology-Research-Report-No22.pdf
http://ncse.ie/wp-content/uploads/2016/07/NCSE-Assistive-Technology-Research-Report-No22.pdf
https://www.education.vic.gov.au/school/teachers/teachingresources/discipline/english/literacy/readingviewing/Pages/teachingpraclangexp.aspx

There is some evidence that encouraging students to make positive declarations about their
own literacy achievement can have a positive impact of reading success. (MacKay, 2007) Thi
approach may have considerable potential and it has the advantage @f bestfree and easily
implemented. MacKay (2006) found that those involved in making positive declarations
benefitted in terms of achievement, but also in terms of positive attitudes to reading,
motivation and confidenceFurther advice about how teachersan use language in the
classroom to motivatstudentsandalter student seHperception can be found i@hoice Words:

| 26 hdzNJ [ Fy3dz- 3S | T bpRRt@ralohnskh (ROBINS Y Q& [ S NY Ay 3

(72

Positive declarations are free, take very little time arigave the potential to make a
AAAYATFAOLIYG RAFFSNBYOS (2 aiddzRSyidacq

, Click hereto access guidance on
The use of positive declarations in the classroom

Click hereto seepositive declarationgn action in
Glor na Mara, National School, Tramore

Of course, success in literacy can unlock the broader curriculum and can support a student in
achieving his/ her potential in school and in life. This is, in itself, motivating and leads to better
engagement of students and is likely to have beneficiaot$fin seHefficacy and welbeing.

3.7. Effective Reading Instructors
As well as considering the importancewaat to deliver, it is worth consideringsho is best
placed to deliver effective interventions for struggling readers.

3.7.1TeacherTraining and Supporting Teachers

The importance of teacher education (both initial teacher education and continuing
professional development) is another consistent finding of the research (NRP, 2000; Kennedy
2010; Eurydice Network, 2011, Higgins et al@®le® ! & | £t | yRMdny NRA Y 3
curriculum approaches and packages have been found both to work and to fail: what seems
ONRGAOLFE A& GKBLmWMD®»T CES2B wil KB insefine(proBSimial NI ¢
development produced sighifOl y i f @ KA IKSNI O7zBISwh et al. @BOR)S O
found that extensive professional development of teachers produced significant results. Not
surprisingly, the first recommendation of the Rose Report (2009) was that there should be
further investment in the training of specialist teachers to assist students with literacy
difficulties.

(0.0 2/
<
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https://www.education.ie/en/Education-Staff/Information/NEPS-Literacy-Resource/NEPS-Resource-Guidance-on-the-Use-of-Positive-Declarations.pdf
https://youtu.be/9OzCc9B3e5o

There is research to indicate that the quality of the relationship between the student and the
teacher, particularly in support settings, is a significant faotgorogramme outcomes (Barret
and Varma, 1996). For example, an important feature of the successful Reading Recovery
approach (Clay, 1993) is the development of the relationship betweestudent and teacher.
Additionally, the acquired professional ddgpment and expertise of teachers should be taken
into account by the principal when allocating teaching responsibilities, in order to ensure that
students with the greatest needs are supported by teachers who have the relevant expertise
and who can prode continuity of support.

Click hereto seethe importance ofthe relationship

betweenthe teacher and the learnein action in
Presentation secondary school, Waterford

Teachers are central to thdelivery of effective teaching of reading. They need to be we
trained (initial teacher education and continuing professional development), well suppornted
and to have positive relationships with the students.

Sources of Support for Teachers

There are a range of services offering support to teachers in terms of continuing professional
development.These include the

Professional Development Service for Teach@®ST)

NCSE Support Service (National Council for Special Education Support $ervice

Education Centres (Association of Teacher Education Centres of Ireland)

NEPS (National Educational Psychological Service

JCT (Junior Cycle for Teachers)

NIPT (National Induction Programme for Teachers)

See Appendix 13 fomore information about each of these services

29



https://youtu.be/GgOMfEvvkc0

3.7.2Non-Teachers Delivering Programmes

There is evidence that neteachers (classroom assistanfgraprofessionalsparents and
community volunteers etc) who are well trained and havegamng supportcan deliver
effective reading programmes (NRP, 2000; McKay, 2006; Scammacca et al., 2007; Slavin et al.,
2008; Lingard, 200E&ducation Endowment Foundation, 20186 many jurisdictions, classroom
assistants in particular have been found to be able taveelreading interventions effectively,
although, on average, thimpact is lower than when delivered by a teacher (&sRication
Endowment Foundation, 2016 & 201 Additionally, it is difficult to generalise from various
studies as the qualifications, @ining, and supervision given to such assist may vary
considerably. As Education Endowment Foundatioa 1 M ¢ 0 what {imlatierS Fost4s not
whether TAs are delivering interventions, but how they are doing so. In this context, structured
evidencebasel programmes provide an excellent means of aiding-higdlity delivery p230

In the Irish context, Teaching Assistants are not available and the role of the Special Needs
Assistant (SNA) is not comparable, as their role does not include teaching dbe#edCSE have
recently published the Comprehensive Review of the Special Needs Assistant Scheme (NCSE,
2018) and have recommended various changes to the role and indeed the job title (to Inclusion
Support Assistant). Depending on the adoption of the rec@ndations in this NCSE Policy and
Advice Paper, the role of the Inclusion Support Assistant may be furigfied

Community volunteers can make an impact and the Business in the Community organisation in
Northern Ireland has successfully evaluatee ffime to Reagprogramme there since 2003.

This programme involves an adult volunteer meeting on a weekly basis with two children.
Importantly, the children are identified by the class teachers (with parental consent) and the
reading materials are selealeby local authority literacy advisors. The programme now
operates in 130 primary schools in Northern Ireland and has been found to have a statistically
AAIAYATAOF YO AYLOOGLIZNG o fAS) SANE (IO T4 AR A yAEE5, AW (1 S
Certre for Effective Service2016).

Vp)
Z
Ca

SUASa charitable voluntary grouhave also evaluated the use of community volunteers in
raising reading standards in Irish DEIS schools, primarily using a paired reading approach, and
have documented sigficant gaindor participants(unpublished data2017) see Section 5, for
details of data submitted.

l'a GKS [/ SYGNXB F2NJ 97F7TS OtraindSvolgnedigicarOne & hefpiuln mc 0
resource in school settings where structured literacy programmesbeaiy delivered to
A0NXzZ33ft Ay3a NBIFIRSNB K2 R2 y20 YSSiG NBIjdzZANBYS
(p78).

Other members of the school community, such as volunteers can deliver highly effegtive
reading programmeslFthey are well trained anl supported, and are following an evideneg
based intervention.

A4
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3.7.3Tapping into the Power of Parents

Parental involvement leads to positive outcomes for students, especially so for younger
students (Hucation Endowment Foundation2@17), Centre for Effectiv&ervices(2016),
Department of Education (2000Shiel, Evers, Perkins and Cosgrove (2005) recommended that
a0K22fta aKz2dzZ R YIFI1S aA3ayATFTAOIYG STFF2NIa G2
and literacy skilldf we look at the healthy curriculum diet there are some elements which lend
themselves better to the parent¥ole, for example reading books to young children in an
interactive way, listening to their child read from a graded reagsired reading at home
functional readingand encouraging library visit®n the other handsome elementssuch as
phonemic awarenessaining and word attack skillshould be more teachéded activities.

Research shows that there seems to be a consensus that parentdavaalp their children at
school but may not know how best to do this. In schools that are situated in areas of economic
and social disadvantage, some parents may feel unable to become actively involved due to their
own lack of reading confidence and/ora@ing competence and yet, parental involvement may

be particularly important for their children (see National Economic and Social F@Q0A8).

One way to increase parent involvement in reading instruction is to train parents to tutor/help
their children aad implement effective reading interventions.

The Eurydice Network Report (2011) into European practices noted, that providing advice and
GNF AYAYy3a F2NJ LI NByda G2 NBIFR I ZedRrchiefidetic& S A
indicates that his is not enough, and that effective literacy programmes should also help
parents learn how to teach their children specific literacy gkills 6 LImp 0 ® ¢ KS | dza {
for the National Inquiry into the Teaching of Literacy (DEST, 2005) also recaiednehat
LINEIANF YYSAaZ 3FdzARS& YR 62N] akK2Lla o06S LINPOAR
literacy development.

Rochford, 2016, in a review by the Centre for Effective Services, noted that when engaging
LI NBydasSy w1 Seé& 7T 8livatydaNdarenKtraiging SesdioksSvithi the school
buildings, thus improving accessibility and connectedness between school ang flbomé ¢ U @

While parents may need support to help their children, reading for pleasure and intisrest
central Parents are perhaps best placed to provide adequate individual time for enjoyable
reading and to help their children select books of interest to them. There is a danger that if
parents focus on very particular skills, time spent on these skills may dmora, whereas
readingtogetherfor pleasure can be more beneficial and satisfying for both parent and child.

Parents and teachers may have anxieties about working with each other. Teachers may be
uncertain about what role parents can play. Some paremty have memories of school which
make them uncomfortable relating to teachers. Most such problems are surmountable and are
worth overcoming because of the influence that parents can have on the development of their
@2dzy3 LISNE2Y Qa fHardliggNIo0d;Séndchal dndFgrve R00R; Pdrsarhpieir

et al, 2006).
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Ly@2t @Ay3 LI NByida Ay GKSANI OKAf RQa RS@OBf 2L
outcomes for children. Parents may need support on how best to support their child wjth
reading; following text, asking questions about the text, noticing lettsound patterns,
rhyming words. Teachers/school may need to consider demonstrating to parents some of
the above skills. See alsmww.helpmykidlearn.ie, a resource from the National Adult
Literacy Agency.

—t

3.7.4 The Role of Public Libraries

In Ireland, we have a network 880 library branches and 31 mobile libraries across 31 local
authorities.Library usergan access over 12 millidmooks through the national catalogue and
stock delivery serviceHowever, with only 16% of the Irish population making use of local
libraries, there is clearly room for greater engagement. Introducing struggling readers to the
library system is an importamand valuable means of developing literacy skills.

All public libraries are engaged witheRight to Read Campaid2014), which wadeveloped
to provide a nationally coordinated framework for literacy support and development through
all local authorites in line wih the Programme for Governme2{11-2016):

Local authorities will be supported in developing Right to Read campaigns involving community
supports for literacy, from within existing budgets such as more spacious housing, longer
opening time for libraries, homework clubs and summer camps that improve literacy through
sport and games.

The Right to Read Campaidinoks to complement and support existing programmes and
initiatives including Delivering Equality op@rtunity in Schools (DE|$)roviding continuity
and reinforcement outside of formal education, supporting children, parents and adults with
low levels of literacy.

Kilkenny County Council

Our Public Libraries 2022018) ishe latest government strategy for public librarig6w S | RA y
FYR [AGSNIOeQ A& 2yS 2F GKNBS & irhNnéwSsHategy LIN
aSS1a (2 OoNAYy3I al0NH2OGdzNE |yR O2yaAraidsSyoe i
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http://www.helpmykidlearn.ie/

on the work started under th&ight to Readiteracy hitiative. Tolearn more about the new
library strategy clicklERE

Public libraries have aignificantrole to play in supporting the development ofteracy skills.
TheRight to Read Campaighas a particular focus on struggling readers. Special education
teachers should routinely liaise with their local library and all struggling readers should be
encouraged to join and become active in their local library.

3.7.5 Cooperative Learning and Peer Support

There is good evidence, from a range of sources, thaipaative learning and peer support

are effective approacleto the teaching of reading (Toppir@)16).One, weldocumented

area of ceoperative learning, is Paired Reading. In evaluating interventions that are effective,
Brooks (2@6) notes that Paired Reading has been comprehensively evaluated in many studies.
It is both costeffective and accesisle. Vaughn et al. (2000) found that using a student with a
reading difficulty as a cross age tutor is the most effective form of peer reading and peer reading
is generally a highly effective intervention. In the Irish context, Nugent (2001) found this
approach to be effective with children attending a special school for children with mild general
learning difficultiesand Lohan (2017) found that the approach can be effective with those with
social, emotional and behavioural difficulties (See Section Sdébails of these studies).
Therefore, teachers may find it useful to deploy peers, both iomerative learning endeavours

and in peer tutoring approaches.

; Click hereto download advice about organising a peer reading scheme
The Rough Guide to Reading Partners

For addescent readers, coperative learning may be particularly importgisee Joseph, 2008)
{f1 @AYy SG I f Dhisdeviewtound thhtEnbdg dlltheQpRgramé with good evidence
of effectiveness have auperative learning at their core. These progsaall rely on a form of
cooperative learning in which students work in small groups to help one another master reading
skils Q 6 LJom0 @

33



http://www.librariesireland.ie/wp-content/uploads/2018/06/LGMA-Our-Public-Libraries-2022-ENG.pdf
https://www.education.ie/en/Education-Staff/Information/NEPS-Literacy-Resource/NEPS-Resource-Pack-Reading-Partners-Guidance.pdf

Cooperative learning and peer support are effective approaches to the teaching of reag
and may be particularly helpful when working with adolescent struggling readers. They
costeffective approaches and crosage peer tutoring has a strong evidenbase.

3.8 Summary of Sectio®

ling
are

hy (GKS o6laixa 2F GKAa SOARSYyOS> 4SS ada
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Focus oma structured programme of work

See students individually, in pairs or in groups of no more than 3

Rethink your timetable (to maximise frequenayf teaching and focus on short
intensive periods of tuition)

Offer daily teaching sessions (or even twice daily sessions)

Emphasise shofterm, intensive intervention (no longer than one term)
Monitor and review your work

Motivate and engage students byffering choice and pleasurable reading
experiences

Consider using positive affirmations to enhance learning

Avalil of professional development opportunities

Access teacher support services

/| 2y aARSNI RSLIX 2@ Ay 3 LISS NEcost igipeméir$ N/ @ S
Involve, advise and support parents so that they can nurture the development of
GKSANI OKAf RQa NBFRAYy3I alAtfa

Make links with the local public library and encourage struggling readers to be
active members of the library

Foster ceoperative learning,including crossage peer tutoring.

S NE&

34




Section4 Assessment anfleasuring Progress

4.1 What is the Purpose of Assessméficreenin@

Perhapsthie most important step in any testing or screening is to be clear about the purpose of
that assessment. Those seeking an assessment should ask themselves the qudsditas:the
purpose of this assessment? What will be different after the assessmenhgeted?Below

are some of the common purposes of assessment. A single assessment may address more tha
one purposeHow the test is used is of critical importancEven the results of word reading

test can be used in very different ways compare toclass normsr national normsto monitor

or document progress over time, to diagnose particular difficulties, to evaluate knowledge of
certain criterig to inform research . Often, teachers are assessing a student or a group of
students so as to ideify their needs and to place them along the Continuum of Support, so
that they can plan a targeted intervention.

See Appendix 14 for more information about the Fagses ofAssessment.

What about strengths?
Too often,assessment is perceived as a way of identifying gaps, difficulties and deficits. It is
AYLRNIFY O GKIFG FaasSaavySya taz2 ARSYUAFTASa

student learns, can offer insight into approaches that might best suit thdestu A broad
conceptualisation of strengths and of the whole person is the best approach. For example, a
very social student, who gets on well with others, might be ideally suited to becoming a Reader
Partner (perhaps helping a younger child to read dmere¢by improving his/ her own literagy
alAttaooe ! RAaAOdzaaA2y | 62dzi &iNBy Iicdacept p &
Parentswill always appreciate when professiondlsmonstrate a broad understanding dfeir
children Both parents and gtents can readily contribute to this part of an assessment, with a
discussion about strengthend aptitudes.

a8 al NAS /fl & omdbdmy SELIX I Ayas | OKAfRQA ai

GLG adl yRa G2 NI diffcyltiesiakd wie take Tnto & prdgrarideyall who & S
are low achievers, they are likely to have different problems, one from andtienefore there
Oy 6S y2 LINRPINIYYS LI O1IF3ISa FyR y2 O2Y|Lz
08 (UKS OKAfRQa aidiNBy3aidka IyR GKS (GSI OKSt?
A Y RS LISy RCEy 1091B pX68). 0
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4.2 What are the Most Effective Tads of Assessment?

Perhaps thewo most powerful methods of assessment are:
1 Teacher observation and knowledge of the student over time
1 Parent observation and knowledge of the child over time

Any assessment should include observation by a professional teactidry parent®ver time.
¢23SGKSNE (SFOKSNER FYyR LI NByidta FINB o6Sad LI
confidence level and sense of agency, as well as noticing actuatiperice in particular areas

of skill. The effort that a child needs to expend to achieve a certain result is immediately
relevant and will not be easily captured by standardised or group administered tests.

However,there are multiple types of tests wtth may be helpfulThe NCCA have produced
comprehensive guidelines on assessmentpiimary schools(2007) Click here.The have
produced a continuum of assessment methods, from eleigi assessment to teacher lead
assessment. Further information is provided about teaderad methods of assessment.

Figure 2: A continuum of assessment methods

concept mapping questioning

teacher

portfolio assessment )
observation

conferencing teacher-designed

tasks and tests

self- standardised

assessment testing

Child leads the assessment Teacher leads the assessment

The Primary Language Curriculum also includes guidance on planning, teaching and assessit
for learning (pages 389).The guidelines offer a useful starting point for younger children who
struggle with literacy and are further enhanced by the NCCA docyméstear, Supporting
Learning and Development through Assessment (20@@ditionally, the NCCA provide
9EIYLX Sa 2F [/ KAfRNBYQ& [ |y @hich aé bhked 8 thalPLCy 3
learning outcomes and progression continua.

There are multiple types of tests that may be helpfuhgsessment. To learn more about the
following, diagnostic teststeporting sandard scorespercentiles,stanines andage
equivalent, See Appendix 15: Understanding Tests and Test Results
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https://www.ncca.ie/media/1351/assessment-guidelines.pdf
http://www.ncca.biz/Aistear/pdfs/Guidelines_ENG/Assessment_ENG.pdf
http://www.ncca.biz/Aistear/pdfs/Guidelines_ENG/Assessment_ENG.pdf
https://www.curriculumonline.ie/Primary/Curriculum-Areas/Language/Examples-of-Children-s-Learning-and-Development
https://www.curriculumonline.ie/Primary/Curriculum-Areas/Language/Examples-of-Children-s-Learning-and-Development

4.3 Assessment to Infornintervention

It is most important that careful assessment informs intervent(@uducation Endowment
Foundation, 2016 & 2017)Gersten et al (2009) in reviewing the evidence for what helps
struggling readers in primary school found that assessment andwenere central:

Bcreen all students for potential reading problems at the beginning of the year and again in the
middle of the year. Regularly monitor the progress of studentssk of developing reading
RAAI o(pd).A A SaQ

Graham et al, (2016) alstbund that secondary aged students benefit from thorough
assessment which informs instruction. In Ireland, The National Economic and Social Forum

OHnndpyv &aAYAEFNI @ NBO2YYSYRSR (KIFG FaasSaays

element in effectiveiteracy instruction.

While some students may have difficulty with word reading, but have no difficulty with
language comprehension, others will struggle with comprehension skills. Careful assessment
should indicate the area of the greatest level of neAd Education Endowment Foundation

0 H 1 mT Rapid prévisionBf support is important, but it is critical to ensure it is the right

& dzLILggSNI Q

Thesimple view of readingGough and Tunmer, 1986), suggests that literacy competency is
based on two kewreas:

1 Language comprehension skills

1 Word recognition skills

Based on this view, Bishop and Snowling (2004) outlined edtmensional model of reading
impairment. This model suggests that those who struggle with vievel decoding, typically
have phonological deficits, while those with reading comprehension uliis tend to have
deficits in language skills. This can be a useful starting point in assessing struggling readers. F
many struggling readers, and particularly readers with dyslexia, the phonic element is crucial.
Singleton (2009) emphasises the neewt fulti-sensory programmes that target phonic
knowledge. However, for other children, vocabulary instruction and comprehension strategies
are the key area of need. Of course, for those with the most significant difficulties, there may
be deficits in mulile areas.

Teachers need to ensure that students are given a healthy, balanced diet of literacy activitjes.
It is not the remit of the pecial educationteacher to deliver all elements of a literacy
programme. Shared reading, the teaching of subject specific comprehension skills and
vocabulary building should all be happening in the mainstream classroom or subject lesgon.
The task of the support teachesito identify the area of greatest deficit or nee&ee also the
WKSFfGKe fAGSNI O RASHIQ Ay {SOUGAZ2Y HOHOD
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For more information about the rolg
of the classroom teacher see the DH
Guidelines for Primary Schools
Supporting Pupils with  Specid
Educatioml Needs in Mainstrea
Schools (DES, 20X8lck hereand for
the DES Guidelines for PeBtimary

SchoolsClick here.

Inco/y aARSNAY3I GKS ySSRa 2F adNXzI3f A yadresttBh RSN
ol aSRXY @It ARFGSR OdzNNR Od davfbgadirmes HitblelfiM2eB/ NI Y
young children, may be wholly inappropriate for older readers. Additionaligtventions may
need to target particular aspects of reading; one student may need help with reading
comprehension (for example, an inference training programme) while another may need
explicit teaching of particular phonics. Therefore, teachers needetek out interventions
relevant to their particular context and the individual needs of the student.

If time allows, a highly intensive literacy programme, which addresses multiple areas of
fAGSNI O OFly 06S RSOSt2LISR YR AYLX SYSYGSR
a broad and balanced programme of literacy and a focused, perhaps narmemwention. The
message here is that teachers should ensure that students receive a broad and balanced
literacy programme throughout the school day, and that interventions for struggling readers
need to be carefully targeted and to address the key undaylyiifficulties using evidenee

based and evidenemformed interventions. This will require that progress is carefully
monitored and recorded.

School Leadership & Whole School Policy

This guide is intended for individual teackdout can also be used Isghool principals and
indeed, may usefully inform the work of a professional learning commuiiywhole school,
or a group of schoslare working together to develop their practices, the guidanc8mith
and colleaguesSmithet al, 2016) can be redl helpful. This fre¢o-download publication
offers a range of guiding questions, which will assist schools making decisions about
interventionsfor those with literacy difficultiesClick lere.

Additionally,primaryschools may find theooking at Our Sched\ Quality Framework for
Primary SchoolglickHERJto be helpful.

At postprimary level, the publicatior,ooking at Our School 20i6relevant. CliclERE
The School SeEvaluation Guidelines are accessiHERE.
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https://www.education.ie/en/The-Education-System/Special-Education/Guidelines-for-Primary-Schools-Supporting-Pupils-with-Special-Educational-Needs-in-Mainstream-Schools.pdf
https://www.education.ie/en/The-Education-System/Special-Education/Guidelines-for-Post-Primary-Schools-Supporting-Students-with-Special-Educational-Needs-in-Mainstream-Schools.pdf
https://files.eric.ed.gov/fulltext/ED569121.pdf
https://www.education.ie/en/Publications/Inspection-Reports-Publications/Evaluation-Reports-Guidelines/Looking-at-Our-School-2016-A-Quality-Framework-for-Primary-Schools.pdf
https://www.education.ie/en/Publications/Inspection-Reports-Publications/Evaluation-Reports-Guidelines/Looking-at-Our-School-2016-A-Quality-Framework-for-Post-Primary-schools.pdf
https://www.education.ie/en/Publications/Inspection-Reports-Publications/Evaluation-Reports-Guidelines/School-Self-Evaluation-Guidelines-2016-2020-Post-Primary.pdf

4.4 What is High Quality Assessment Data?

The Education Endowment Fournidea (2016 & 2017) emphasise the importance of high quality
assessment information to inform interventioResearch in IrelanddQw2 dzNJ S HAMp
that using high quality assessment data to inform interventions can have a very significant
impact on aitcomes.

Standardised tests of reading, including word reading, spelling and reading comprehension
often form the core of a thorough assessment of literacy difficulties. It is most important that
schools do not rely on any one piece of information. Foneatudents, particularly those with
dyslexic type difficulties, group administered tests of reading are often compreherimsed

close exercises and dyslexic students may perform at a satisfactory level. However, closel
analysis of word reading accuraoy reading fluency or spelling skills or writing skills may reveal
a significant underlying difficulty.

Testing does not require the administration of standardised tests, although such tests have the
advantage of giving a clear benchmark of curifaimictioning and a way of monitoring progress

over time. Teachers can also make good use of observational and criteria referenced tests, sucl
as running records, or tests of sight vocabulary knowlemtgaf phonic knowledge

Further diagnostic tests, such as nmaord reading tests, reading fluency tests, tests of
vocabulary knowledge and tests of spelling skills will help to pinpoint the exact nature of any
difficulty.

A omprehensive assessment of literacy should incluageftllowing elements:

1 Test of word reading and word attack sk#éisd phonological awarenegshe abilty to
decode individual words)

Test of phonological awareness

Test of reading fluency (usually a timed test)

A miscue analysis /running records

Test ofspelling (Not based on weekly spelling tests)

Test of reading comprehension

Test of oral language skills, including vocabulary skills

Samples of written work

= =4 =4 4 A -8 -2

CAYylLtfftes a GKS 9RdzOF A2y 9 FER@NbSsment iGvdhdzy R |
trade-off, such as between the time taken to complete an assessment and its validity and
reliability. Consequently, it is crucial to consider what data you hope to collect before selecting
an appropriate assessmedt 6 LJH n 0 &

Students receiving additional suppofor reading need to be carefully assessed and the
intervention programme selected for them should target their area of need, as
recommended in the NCCA guidelines on assessment for learr@iigk here for more.
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http://www.ncca.ie/uploadedfiles/publications/assess%20%20guide.pdf

4.5Tests for Assessing Literacy Difficulties

While there are a wide range of assessment tools available to schools, there is evidence that
the vast majority of Irish schools use a relatively narrow repertoire of preferred tests (Mary
Immaculate College, 2015).

There are many ways of testing reading, inclgdivord reading, sentence completion and
close exercises. Word reading tests, by their nature are individually administered, while group
tests, used at screening, usually depend on some element of comprehension.

Information about assessment instrumenisdluding tests and webased resources)
approved by the Department of Education andISkor use by guidance and/or special
educationteachers in posprimary schools can be found @ircular Letter 0035/2017

4]

We strongly advocate that teachers conduct their own assessment for learning and mak
use of nonstandardised assessment, such as reading records, as an integral part of their
teaching. See the NCQér further information on assessment for learning.
www.ncca.ie/uploadedfiles/Publications/Aflleaflet2.pdf

When teachers are using tests to measure progress, it is best tchessamme test before and
after intervention. Ideally, tests that have two versipgemetimes known as parallel versions,
(such as tB WRAD, MicraT, YARO,OWRE and Group Reading Tests) should be used as they
allow retesting using the same criteria, bt & YA Y 6 S G KS NRAA&A] 2F WLINI ¢
student does better because the test has become familiar).

In the postprimary years, it is important that the tests used on entry to pasmary
education are age appropriate and will continue to lppeopriate if used for subsequent+e
testing.

A valuable assessment resource, particularly for deaf children has been devised by the
blradA2y Lt 5SIFT / KAftRNByQa {20ASGe Ay HAamMT® 2K
contains helpful informatin about the assessment of all children and young pedpliek
here.

Note: NEPS, in collaboration with the ERC are working to develop a new test of literasg for
across the age range at pgstimary level. The test is likely to cover: word reading, spelling,
reading comprehension, egling speed and writing samples.

See Appendix 16 for a List of Tests Currently in Use
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https://www.education.ie/en/Circulars-and-Forms/Active-Circulars/cl0035_2017.pdf
http://www.ncca.ie/uploadedfiles/Publications/Aflleaflet2.pdf
http://www.ndcs.org.uk/professional_support/our_resources/assessments.html
http://www.ndcs.org.uk/professional_support/our_resources/assessments.html

4.6 Understanding Assessment Information
The following activity is designed to help teachers appreciate the value of various sources of
information, including standardised tests and samples of work.

Activity 1
Consider thdive different pieces oinformationon the following pagesDecide, which of
these children (if any) you think will need additional help with literacy?

Child A
Age 12 years, 3 months

Drumcondra Reading Test
Administered in class by teacher.

Reading Vocabulary and Readi@pmprehension test
Standard score 99, percentile 47, Reading age 12 years

Child B
Age 12 years, 3 months

Wechslerndividual Attainment Tests
Administered by psychologist, individual testing

Word Reading test
Standard score 84, percentile 14, Basidiag age 8 years, 9 months

Child C
Age 12 years, 3 months

Wechslernndividual Attainment Tests
Administered by psychologist, individual testing

Spelling test
Standard score 70, percentile 2, Spelling age 7 years, 3 months
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Analysis of Activity 1
Typically, teachers identify Child B, C and E as requiring some level of additional support.

However, the surprising thing about this activity is that this is genuine datathfisle pieces
of information are from the same childThis helps us appreciate that information is needed
FNRY | QGFNAS(HE 2F a2dz2NOSaAB8R2OFAH G Qa dd/ RENEK

Child A completed a reading test that was group administered and veaa@bulary and
comprehension elements. She did well in this test because she is a bright child, with a good
store of vocabulary and strong oral langaskills. Despite the fact that she struggles to read
AYRAQDGARdDzZrf g2NRasx akKS ¢l a +toftS G2 WYdzRRE S
group administered, the teacher may not have been aware that the child was actually
struggling.

Child Bcompleted a word reading test and when having to read words individually, she had no
context clues to help her. She make a significant number of errors and earned aastoee
14" percentile.

The individually administered standardised spelling tebpwn as Child C, indicated a very
significant level of difficulty, at the"2percentile. In this case the child could not prepare for
the test, and vengignificantproblems with combining letters together to make words became
obvious.

When we look atlie weekly spelling test (labelled Child D) we see how misleading this data can
be: the child was able to rote learn spelling, although her parents would have reported that this
was a slow, effortful and stressful process for her.

Finally, the sample of niten work, labelled Child E, shows that the spelling errors evident in
the standardised test of spelling are also evident in free writing. A child who can temporarily
memorise spellings such agygen, exhausinddisappear cannot spell words such aste or

fridge. We can also see a good imagination, a sense of narrative and a good standard of
expressive language.

Overall, these samples indicate a student who is likely to be dyslexic. The pattern of errors
suggest that the difficulties are not somprehension or languageili&, but are at the word
level:word reading and spelling.

2 KFG O2dA R y20 06S aKz2gy 2y GKS LI 3AS gl a GK

20aSNDFGA2ya 2F KSNJ S OKSNDa 2anti<ONddd of A 2
information and likely to add to a deeper understanding of difficulties.
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4.7 Monitoring and Measuring Progress

It hasbeen found that the regular assessment and-gmng monitoring of student literacy
achievement is associated with posgéioutcomes, (Solity 200Gersten et al, 200Kennedy,

2010; Shanahan, 2005; Eurydice Network, 2011, McGonagle and Donoghue, 2016). McGonag
and Donoghue (2016) suggest that the collection of pre and post intervention data may have a
motivational impact on the teachers involved. Additionally, theyealentification of difficulties

has been found to be important, (Scammacca et al., 2007; Singleton, 2009).

At the end of the block of intervention, the programme should be evaluated, through teachgr
reflection, curriculumbased assessment, student enparent feedback and importantly,
NEO2NRa&a 2F aidzRSydiQa LINPINBaa o6dzaAy3d LN
teacher to measure response to intervention (RTI). This data should inform the next step
teaching.The careful use of the NERSSudent Support File, with appropriate monitoring and
measurement of progress is a useful way of ensuring improved student outcomes.

Z. o
>

There is an increasing emphasisusingevidence based intervention#hat is, interventions
where there is research @ence to support the efficacy of the approach, (Brooksl620
Scammacca et al., 2007; Slavin et al., 2088pdard scores are seen as the most statistically
correct way of measuring progreéss & (G KS@& FFNBX FR2dzaGSR G2 Gl
which is why they are often used in academic reseaBchoks (2@6) sets out various methods

of measuring progress in reading and sets a standard by which literacy interveosinrnise
measured, includingatio gains.

For more information about Understanding Research Data, including information on ratio
gains, effect sizes, research design and research limitati®ee Appendix 17.

4.8 Summary of Sectiod

On the basis of thisevidenc# S a4 dz33Sad GKIFG G§SIFOKSNB YAIKIG

Assess students carefullypaying attention to student strengths, as well as difficulties
Collect data from a range of sources

Identify the greatest area of need

Choose key skill areas to develop

Focus on those key skilfsr the duration of the intervention

Make use of the Student Support File to record and monitor progress

= =2 =2 A A A

Use pre and post measures to establish the current level of performance and to moriitor

progress
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Section 5 EvidenceBased Interventions

This is where you will find out about different approaches that have been found to work fin
Irish schoolsIn order to fuly appreciate the cited research data, it is recommended that the

reader considerd\ppendix 17 Understarding Research Data.
Reading Recovery

Literacy LiftOff

Edmark

Acceleread/ Accelerite

Paired Reading

Toe byToe & Toe by Toe with Oral Guided Reading
Precision Teaching angNIP

Wordsworth

ARROW

The Wilson Reading System

CatchUp Literacy

TeachingReading Comprehension Strategies
Accelerated Reader

SRA Reading Labs

Datainformed Intervention

==

= =4 4 -4 -4 -8 -8 -8 -9 -2 -9 -2 -2 -2

Some of the information reported here is based on research done by NEPS in collaboration

with Irish schools and the details of those action research projects are to be fou
18, Data from Action Research

IMPORTANDISCLAIMERAhclusion in this publication does not suggest thatleer NEPS, or
the DES endorses or promotes any commercial prodgct specific interventions or

mendix

programmes. Readers are advised to consider the evidence presented here and make

informed decsions about interventions that may be appropriate to their context.
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5.1 What Works in Ireland?
Evidencebased programmes that are developed elsewhere, can be delivered in Ireland and if

this is done with fidelity, it is possible to achieve considerablecess. However, as noted in by
GKS / SY(iNB ¥F2N 9 F W ol ds girfiple asSusidokiay pddFammes mhoviin tod
0S STFTSOUAPS StaS6KSNB a2FF (KS akKSt¥¢ | yR

train staff and therewe® A &dadzS&a 2F 2NBIFIYyAaAl A2yt NBI RAYS:

to language and content, in order to ensure cultural appropriatefesso LJc p0 @

It is also quite possible to develop new programmes, based on local needs and embedded in the
local context.This can work well, if the new initiative is groundea robust evidence base.

This Chapter includes evidence about interventions that have been used in the Irish context. In
2016, a call was put out to all universities, teacher training collegesredadant professional
bodies, seeking submissions. The following criteria were set out for inclusion:
1 The intervention must have been used in Ireland
1 The intervention must target school aged struggling readers (age rang&%ytears).
Struggling readex includes all those who struggléyslexic type difficulties/ low
general ability/ disadvantaged/ English as an additional language/ unexplained reading
failure etc.
1 Research data about the efficacy of the intervention must have been collected in the
lag five years (201-2016)
1 The data must include some form of standardised measurement of literacy skills (so
teacher, pupil or parent opinion is not enoughere must be literacy attainments)
1 Data can be published or unpublished, but submissions needlsl@taout the source
of the data, to enale it to be checked thoroughly

v

In all, we received or otherwise sourced 23 submissions about interventions in Irish schools. See
Appendix10for further detailg. This Chapter includes/elence collected through that forum, as
well as evidence collected ovexelve years of action research by NEPS @R018). We also
conducted a literature review and were particularly mindful of the findings of the Child Literacy
and Social Inclusion study done by the National Economic and Social Forum (2009). The evidenc
has indicated that there are a number of intervemtsthat have proven to be effective in Irish
schools.

Therefore the selection of interventions is limited to those for which NEPS psychologists have
reviewed the recent research evidence and/ or the theoretical basis. There are many other
interventionsavailable for which we have not, as yet, reviewakthe evidence or for which
research data is not yet availabl&his is not in any way to imply that they are not suitable for
use in Irish schools.

Information about how to access each intervention is contained in a green box at the end of
each subsection.This hformation is upto-date in 2019 but is subject to change.

47

e



5.2 Reading Recovery
2 AG0K GKFyla 2 {A20KlFYy hQIeéagheridadeSs t 5{ ¢ w

b

Reading Recovery (RR) is a schibased, shoriterm literacy programme designed for
children aged five or six who experience the most difficulty in literacy language learning.
Reading Recoverinvolves intensive ondo one lessongor 30 minutes a day with a
specially trained Reading Recovery teacher, for between 12 and 20 wedRsad{ng
Recoveryeuropean Standards and Guidelines, 2012)

Based on the research of psychologist Marie Clay, the short term intensive intervention is
delivered in the form of ong¢o-one bespoke teaching by a trainedd&ling Recoverteacher.
Reading Recoveng currently being implementeanonitored and researched in many
countries, including New Zealand, Australia, th¢ lteland, Canada, and the United States.

5.2.1Reading Recovery in Ireland

In Ireland,Reading Recovery is available to all DEIS schools with senior infants and first class.
Children who are having the most difficulty with literacy are selected forgregramme

which lasts an average of 18 weeks. The goal is for children to develop into effective readers
and writers and to promote rapid acceleration for each ctld WOl 4 OK dzLJQ | Yy R
be able to work within the average band of their dlaat ageappropriate levels of literacy.

During every 30 minute lesson the teacher is tasked with providing opportunities for children
to actively problemsolve and selfmonitor in the following areas;

reading with phrasing and fluency t¢wts of prevously read books

composing messages and writing these messages

working on words in isolation and learnisgme of these words to fluency

hearing book introductions and practigy new or difficult phrases or words

reading a new book using independent prefisolving and strategic actionshilst

retaining the meaning of the book.

= =4 4 5 A

5.2.2Training to Become a Reading Recovery teacher
Critical to the effectiveness oeRding Recovergre the initial and ongoing professional
development sessions that accrediteddling Recoverieachers attend. Initial training
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teachersisayedr 2y 3 GN} AyAy3a O2dz2NB SO 2 KAETS GKS GSt

are available for any teacheo purchase, it is the continuous professional development of
teachers that ensures the quality of each programme delivered.

5.2.3Research on &ading Recovery

Reading Bcovery is one of the most researched intervention programmes in the world. A
meta-analysis of 5 studies with over 700 children undertaken by What Works Clearinghouse
for the U.S. Department of Education found thatalding Recoverlgad positive effects on
general reading achievement and alphabetic instruction and potentially positiveteta
reading fluency and comprehension (WWC, 2007).

A review of Reading Recovery in Britain and Ireland (200%), with data for 3,566 children
AK26SR WNRdAzZAKf & R2dzfS y2N¥YIFf LINRPINBaZAQ &S
(2011) indicatedatio gains of 4 for a cohort of 360 children.

Jesson and Limbrick (2013) carried out a long term studyeadiRg Recoverghildren in
New-Zealand in which they tracked the gains made by these children two and four years after
receiving thantervention. They noted that while 60% of students had kept up with their age
cohort, 40%were markedly below the national norm. Better long term outcomes were linked
to:
1 Srong partnerships with families and communities
Aplanned and coherent schoalide literacystrategy
1 Carefulmonitoringand supportfor Reading Recovery studerds they continued
through school
1 hildrenwho had a strong setefficacy and willingngs to engage in problem
solving

=

In the U.S., the independent research teg@onsortium for PolicResarch in Education

(CPRE), 2013) completed gear comprehensive evaluatioand concluded that the

ambitious Rading RecoverycaledzLd Ay U KISA 3 (0ff 8 #HdzRO FEtoBgiSR W
evidence of the effects of Reading Recovery oshioet-term progress of struggling studefils
(CPRE, 2016).

5Q! 32a0Ay2 YR I FN¥Se ovnmc0O O2y RadiogiSR I N
Recovenyand concluded thait was in the top 10% of early literacy programs in terms of

impact. Their study dematrated that with effective literacy instruction, disk children can

beat the odds and accelerate their achievement gains. They concludedehdirf§ Recovery

is an effective early literacy intervention for struggling reagezgardless of educational

context and suggested that gains maintained or lost égdthg Recoverghildren in

subsequent years could not be attributed to an intervention programme that was provided
years previougbut rather to the ongoing systemic education of the childr€feary, some

students may need continued support over the course of their education, to address reading
difficulties.
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Submissionsade to theNational Economic and Social Forum in relation to Child Literacy and
Social inclusion (2009) noted that Reading Regowas having a significant impact in Irish
schools, With ¥ NE LIS 6 SR OFfta Ay (GKS adzmyYAiaarizya ¥
schoolX Q 0 THa Reading Recovery Annual Report for Irelanii42016 indicates that
Reading Bcovery is reachingrmost 3,000 pupils per yeaand data suggests ratio gains of 2

602yS @SIFNRa LINPINBaIax FFiSNIc YzyilikKa 2F Ay

Annual robust reports document the progress of all children served in Reading Recovery.
Consistent outcomes have been shown for childrethe Republic of Ireland. Nine out of ten
children with completed programmes have been successful in reachingmgepriate levels
of literacy performancélnternational Literacy Centre, Reading Recovery Annual Report,
2016).

ClickheraoKSF NJ { A20KIY hQ52y2(3KdzS Gl ]
Reading Recovery

Reading Recovery

You need to complete intensive training to be a recognised Reading Recovery Teacher
Information available from Reading Recovery National Network (covers Britain and Ireland)
based in the Institute of Education, London

Readingrecovery.org.uk

www.ioe.ac.uk/readingrecovery

See alsowww.metc.ie/reading_recoveryl.htnfor information about reading recovery in
Ireland.
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https://youtu.be/j55GbV7wah4
http://www.ioe.ac.uk/readingrecovery
http://www.metc.ie/reading_recovery1.htm

5.3 Literacy LiftOff

14
o

LiteracyLift-Off (LLO) is based on the ReadingcBvery programme and has been develops
and promoted in Ireland by the Professional Development Service for Teachers (PDST).
Literacy LiftOff is a within class programme, where additional teachersrh the special
educationteam jointhe classi SI OKSNJ | yR Sa il o ftéaghing iksmall (A 2y
groups. Children spend approximately 12 minutes at each station, working on core skillg,
typically; familiar reading, letter/ word work, writing, and readingo®#y S Q o6 dzy T YA |
texts. Often, schools organise for a block of LiteracyH0ff to be delivered to students, 40
50 minutes per day, 4 to 5 days per week, for a period of 8 to 12 weeks.

The Report of the National Economic and Social Forum, (2009) tiatebditeracy LiftOff was

WYy AYLR2NIFYG YSEya 2F GNP YyaFSNNAy3a GKS wSlh

Sy @A NR(g28).9eilieracy LHOff approach (Dalton, 2016) has been used successfully
as an inclass intervention for struggling readernssgcond class level. Dalton (2016) reported
that the 6 weakest readers in a class group made significant gains in reading a¢etfesty
size0.31), reading fluencyeffect sized.2) and particularly in reading comprehensiaffect
size0.69) after a x week interventionExcellent gains in sight vocabulary were also reported.
These gains are all the more impressive as they were achieved in a DEIS Band 1 school and
over such a short period of intervention.

Higgins Fitzgerald and Howar@015)noted significant gaing letter and word identification

and word attack skill&r 92 senior infant children, compared to a control grooper an 8

week intervention. Theglso noted improved reading salbncept, although their study

looked at a whole cohomf Senior Infants (including over 30% of whom did not speak English
as a fist language) and so this group were not all, by definition, struggling reatiggins et

al. argue persuasively for Literacy L@ff as a coseffective alternative to Readingecovery.

Literacy LiftOff is available in Ireland throughe PDST and local Education Centres.

To learn more about Literacy Lift Off, follow the Im#dowto the PDST website, whefeur
video segments introduce Literacy LOff, explain how tglan for Literacy L#Off,
demonstrate Literacy LHDff in action and summarise the benefits of this approach.
http://www.pdst.ie/Literacy-Lift-Off

B B
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http://www.pdst.ie/Literacy-Lift-Off

5.4 Edmark

Edmark is a literacy interventiomvhich emphasises the teaching of vocabulary, fluency gnd
comprehension through a multisensory approach. It differs from many other literacy
interventions in that there is no emphasis on phonics or phonological awarenasd it is
highly visual. The progrmame is based on the principle of mastery learning, which proposes
that almost everyone can learn to read if exposed to good quality teaching and if given
sufficient time for study, practice and application. Edmark requires that students are giyven
about S5minutes per day of individual teaching.

Edmark has been used successfully in the Unifss
States with children who were at risk of readi
failure (Mayfield, 2000) and who had learni
difficulties (Vandever, Maggart and Nasser, 197
Here in Irelandhe programme has been used t
improve the literacy skills of children with Autisti
Spectrum Disorders (Balfe, 2008) and deaf childi
(Mullan, 20R).L Y adzf t I Yy Q& addz ~— ) oy 28 2
involved in the study made progress in word reading that was byoaatihmensurate with the
normal rate of progress (over 8 months of intervention, they made 7 months progress in word
reading). Since deaf children rarely make progress at the same rate as their hearing peers
(Swanick, 2011), these gains represent signifipaogress for this particular cohort of children.
{AIYATFAOLY(H AYLINRBOGSYSyiGa Ay GKS LI NLAOALNY
were also reported.

The Edmark programme has also been used in the-Wkdt school for the deaf, where
excelent results have been found, albeit with a very small number of studefs. two
participants, over 15 months of intervention (including school holidays) the average gains were
of 24 months progress in reading.

Click hereco seeEdmarkin action in
Mid-West School for the Deaf, Limerick

Edmarkis available in Irelandnd the Level 1 kit for reading ages 4 to 7 years and the Level 2
kit is for reading ages 6 to 10 years. Both Levels have material that is of interest across the age
ranges, and can be suitable for adult learners. EacORta Ga Ay GKS NBIAZY
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https://youtu.be/CPVYj4Dspxg

5.5 Acceleread Accelewrite

Acceleread/ Accelewrite is a computer based programme, developed by Clifford and Miles
OMppnod LG dzaSa Wikt l1Ay3aQ g2NR LINRPOS&aaz2Na
aSyiSyO0Sazr GeLAy3a Ay GKS GSEG |yR éyihavéd|Sy A
written. Students can seftorrect errors. It is a highly structured programme and the
recommended protocol is for individual tuition for 20 minutes, 5 days per week for 4 weeks.
More recent developments (2015) include an iPad app, with integratekt-to-speech
function and progress tracking.

Research reported by Brooks (&) based on ijects in Jersey, Devon and Wiltshinevolved
240studentso £ £ 2F gK2Y gSNB Of  AaAFASR |-giimasyS A y 3
schools. After 4 weeks of intervention, students madeeragegains ofl1 months n reading
accuracy and 8 months progress in spelling skilith further increases reported over time.

Irish research, involving 13 pupils aged 11 to 13 years, who received betwend 11 sessions

of Acceleread/ Accelewrite found that they made average gains of 12 months progress in
reading and 7 months progress in comprehension (Tierney, 2005). Furthermore, scatall
study by Devenney (2007) showed the potential for class teackerdeliver Acceleread/
Accelewrite, while continuing to teach the mainstream class group. Seven participants in this
study, who completed a four week block of intervention, working on a computer within the
classroom, under the supervision of the classcteer, made 9 months progress in reading, while

a control group (those attending learning support) made no measurable progress.

Acceleread/ Accelewrite was also an intervention used by teachepsajects in Waterford
(Nugent, 2011). A total of 43 leachieving studentsmade significant gains imeading
comprehension(effect size0.24) and more modest gains in word readiefféct size0.18).In

the Kilkenny Project (2018) seven participants used the programme over 3 months and made
average gains of 15 months in word reading and 7 months gains in reading compreh§esgon.
Appendix 18or further information).

Click hereto see Acceleread/ Accelewrite in action in
Holy Cross National School, Tramore, Co Waterford

Acceleread/ Accelewrite is available in Ireland through software providers. It can also be
purchased on line through dyslexic.com. It can be purchased as a CD, which includes the manu:

~

and colourcard¢ Y R 02 a i a Chienni8 yearsmanddp can make use of this, but

basic key board skills are needed and the entry level presumes the ability to read simple CVC

words (fat/ man/ run etc).
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https://youtu.be/tUTT21sqgzw

5.6 Paired Reading

Paired reading is a welknown approach. Broadly speaking, those who need help with
reading are matched with aon-professional who assists by reading to the learner, reading
alongside the learner and then listening to the learner read in a graduated system of suppprt.
There are various models orgred reading including adult volunteer tutoring, and peer
tutoring. Procedures for correcting errors and giving frequent praise are specified. Peer
reading is reportedly coseffective in terms of teacher time, but needs egoing organisation,
including the training of tutors, monitoring of progress, maintenance of theogramme.
Logistical issues of time, space and suitable reading materials also need consideration.

Pairedreading is one of the most comprehensively researched interventions available. Brooks
(2016) reports on studies involving 2,372 students in 155¢xty in 71 schools. Ratio gains of
3.3 in reading and 4.3 in comprehension were reported. As Topping (2000) noted, the general

picture in published studies is that peer readers progress about 4.2 tineddy 2 NIY | £ Q NI

reading accuracy, during the fial period of commitment.However, more recently, the
Education Endowment Foundation evaluated Paired Reading in secondary school and found nc
evidence that this approach had an impact on reading ability (2017). This was reported to be a
Wi I NBSZO2WRIzOWSSR aidzReQ oLm0 a2 A iariahce witey Of
other research.

Research in Ireland found that this approach was effective with students with a mild general
learning disability. In this study of cresged peer tutoring, G I g1 & O2ft SOUSR
FYR My WESENYSNAQS GGSYyRAYy3I | aLISOALE aof
much progress as control groups (Nugent, 2001). Nugent and Devenny (2008) reported on a
peer reading scheme in a secondary sdhndreland. It was found that helpers make the most
significant progress, making twice as much progress in reading over the course of the
intervention, than did a comparison group.research conducted in Waterford, Paifeehding

using a crosage pee tutoring modelwas found to be effectiveparticularly in the area of word
reading (effect size dd.28) with more modest gains in comprehension (effect 8i28). It was

also highly effective fofraveller childrerfboth astutors and tutees) who madaverage gains

of one year in word reading and 15 months gains in reading comprehension, after a 3 month
intervention. See Nugent, 20%hd Nugent2011.In 2018, 31 students taking part in a cross
aged peer tutoring intervention over 3 month, made 7.5 rienprogress in word reading and

12 months progress in reading comprehension. (Sgeendix 18or details). This is particularly
impressive, since 13 of these participants attended a special school for children with a mild
general learning disability.

More recently, in a small sample study (N=6) Lohan and King (2016) have reported ratio gains
of 7.3 in reading accuracy, after an 8 week intervention. This study is particularly interesting as
the tutors were students with emotionand behavioural difficulties (twof whom were also

over a year delayed in reading) while tutees were struggling nesadeho were considered to

have low levels of academic selteem.
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Click hereto see crossage peer reading in action in
az2zdzyi {A2y .228aQ {SO2yRHNEB {OK22

SUASrovided data about the work of their community volunteers in 2016, the majority of
whom worked inPaired Reading projects. Data for 131 primary aged participants were
submitted. Many of these participants had pirgervention literacy scores in thaverage or

low average range, so for the purposes of this resource, the data for those who were reading
below the 18" percentile (Standard Score of 85 or belawpne standard deviation below the
norm) were analysed separately. After approximately 2 rhsmf intervention ¢onsisting of

one hoursessionsdeliveredtwice per weekfor 5 weeks) , participants (N= 29) made average
gains of 5.96 Standard scores, equating to 7.8 months of progress, which is a ratio gain of 3.¢
and an effect size of 0.40. Thiata suggests that community volunteers can have a significant
impact on the reading skills of low achievers.

Information about setting up a Paired Reading (cfagsd peer tutoring) programme is
contained in the Resources Section of this documéhtk here for the Rough Guide to reading
Partners.

Paired ReadingPeer Reading

Extensive information about this approach can be found through the Centre for Paired Learning
at the University of Dundee

www.dundee.ac.uk/psychology/

Information about setting up a Paired Reading (ctaged peer tutoring) programme is
contained in the Resources Section of this documéhtk here for the Rough Guide to reading
Partners.

There are also multiple sources of information available on the internet. See also the attached
resource, A Rough Guide to Reading Partners.
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https://youtu.be/sRIW-2-Vcy8
http://www.dundee.ac.uk/psychology/

5.7Toe by Toe

Toe by Toe is a highly structured programme that teaches phonic skills. The reading ef non
words is a feature of this programme, and there is considerable emphasis on recording
progress. It can be used for students from the age of 6 years, although wemacend it for
older students, from 9 years upwards. It has also been used effectively in the prison seryice.
It is an individualised approach and the recommended protocol is for 20 minutes| of

instruction, daily.All the materials for the teacher and the leaer are contained in one book.

Published research includes a study of 24 secondary aged pupilstuldhyeused amatched
pairs design with thecontrol groupreceivingnormal learning support and the experimental
groupreceivingToe by Toe, taught inddually, for 20 minutes per day, five days per week, for
an average of 3 months.

Whe results were definitive. The experimental group made average gains of three and a half
@8SIFNE® ¢KS O2y iUNRf 3INERdzZI WMcKapand COBING, S 3 A Y

Furthermore, MacKay (2006) used the Toe by Toe interventionMdichildren who struggled

with reading in 32 Scottish schools (part of the West Dunbartonshire Reading Initiative). After
6-7 months of intervention, the average participant made gains of 14 months in reading
(representing a ratio gain of 2.3imilar resuk were found with 12 posprimary aged pupils.

See Brooks (2016) for further information.

Toe by Toe was also featured in research done in NEPS, and 33 studensigndaant gains

in word reading (effect siz@.33) and irreading comprehensiofeffect size0.36), after just 3
months of intervention giving ratio gains of 4.6n the Kilkenny Project average gains of 8
months in word reading and 16 months progress in reading comprehension were made after
just 3 months(See Appendi8 and Nugen{2011).

, Click hereto see Toe by Toe in action in
Holy Cross National School, Tramore, Co Waterford

Toe by Toas available in Ireland from a range of educational suppliers. It is intended to be used
for one to one teaching and can be used across the age range, but is probably better suited to
children from third classandup. & G @ LA Ol f f & Ofaaida lo2dzi enn

5.7.1 Toe byToe combined with Guided Orald&ding using Levelled Texts

As noted in Section 2, all students need a healthy dietitefakcy. In some cases special
educationteachers can combine more than one evidett@sed approach. This is not thasa

Fa Iy StSOGADGS I LILINRPIF OKZ $gKSNB GSIFOKSNABR WR
more than one approach with fidelity. Ifspecial educatioteacher is working with a student
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https://youtu.be/QntOiPNIzuA

for more than 20 mins at a time, it is very likely that ffregramme will feature more than one
evidencebased intervention.

¢tKAAa ¢l a GKS OFrasS Ay | aildzReé O2YLX SGSR o0&
combined Toe by Toe with guided oral reading. Guided oral readisy (I (i Kright-W 8 @73 i Q
and used the Rigby PM readers collection. This allowed struggling readers to read books with
high levels of success and just the right amount of challenge.

Twentyfour pupils in 10 primary schools took part in the study. All participants received daily
Toeby Toe teaching (230 minuteg and oral reading practice (30 mins) over the duration

of five months (excepting school holidays). H#rervention and posintervention data was
collected, with a gap of 6 months.

Reading accuracy improved by 16.8 months (giving a ratio gain of 3.35), reading fluency by 14.:
months (ratio gain of 2.8) passage comprehensiorl®y months (ratio gain of 2.1), word
attack by 12.4 months (ratio gain of 2.8) and spelling skills byHass4 months (ratio gain of
0.8). As can be seen, spelling is relatively slow to respond, while all measures relating to literacy
have improved significantlyhese gains are all the more impressive because the participants
were all students who strugglesignificantly with reading.
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5.8 Precision Teaching &NIP

Precision teaching is an approach that has been used to develop reading fluency and acguracy
over many yearslt is based on instructional psychology and places considerable emphasis on
monitoring progress and recording responses. Repeated practice is central to Precision
Teaching and the most formal methods articulate a five step model:

Identify the learning objective

Develop materials and procedures

¢AYS GKS aiddzRSy (couat adciBamyf 2 NY' I y OS | YR
Chart progress (Using a Standard Celebration Chart)

Review (Celebrate/ Plan next steps)

= =4 4 A4 -

Griffin and Murtagh (2015jeported on a study involving 20 students in middle and upper
primary school, who attended learning support (along with a omngroup). The Precision
Teaching intervention in their study was delivered on a-to®ne basis, for 10 minutes daily,
over 8 weeksPupils nadesignificantgains in sight vocabulariReading accuracy, reading fluency
and reading comprehension also ingped and the composite effect simeas an impressive 0.51
(using the standardisation sample, rather than the control group, which was rtrethod
reported in the research).

Qualitative data collected by the researchers indicated that teachers felt thdests responded

to the personalised nature of the intervention and the etoeone support. The relatively short
time-frame was considered beneficial and the programme was considered motivating for
students and teachers.

In another Irish studyMannion (2016) used a rigorous precision teaching design to teach Irish
language vocabulary to primaschool pupils (for whom Irish was a second language) with
impressive gains in both word reading and reading flueRimally, Crowley (2016) reports thre

use of precision teachings a means of teaching social sight vocabulary to adults with a
moderate intellectual disability, and this study may be of interest to teachers working with
children and young people with a moderate disability.

For those wshing to use a precision teaching method, the resource pack contains various
resources, including guidance on how to teach sight vocabulary.

Click hereto find out more about precision teaching
approaches and to access resources.
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https://www.education.ie/en/Education-Staff/Information/NEPS-Literacy-Resource/NEPS-Resource-Precision-Teaching-Approach.pdf

SNIP is perhaps the least w&dhown of the intervention methods described here. It is
grounded in the theory of precisioteaching and was developed by Carol and Phil Smart. I is

suitable for students in the upper part of primary school or early secondary school and aims to
develop their sight vocabulary, particularly of essential curriculum words. Students are taught
lists of sight words, which they practice daily, for five minutes, until they attain fluency. SNIP

is freely available to download. It is recommended that students have a reading age of abjout
10 years, before embarking on the SNIP programme, although we hawen ssuccessful
outcomes with students with lever reading ages at the outset.

While SNIP is based on Precision Teaching principles, it has been criticised as not adhering to
some of the core prinplesof Precision Teaching, for example, not using a Stah@atebration
Chart. Despite these reservations, there is evidence for the efficacy of SNIP.

SNIP was one of five interventions that were evaluated in the Waterford research (see Appendix
18). Twentyone participants madeery goodgains in word readindeffect size0.53) but more
modest gains in comprehension (effect siz&2). In the Kilkenny Project (2018) 23 students
followed a SNIP programme for three months and made average gains of 14 months in word
reading and 7 months in reading comprehensidine relative lack of progress in reading
comprehension is perhaps not surprising, as this programme is very much focused on word
reading.An important aspect of the SNIP programme is that is requires relatively little teaching
and learning time.

, Click hereto seefootage of a introduction to the Precision
Teachingapproach and its applicatiomwith two eight-year olds.

Precision Teaching Approaches

SNIP Precision Teaching Pack (credit Carol and Phil Smart)

www.snipnewsletter.co.ukThis is a free download. It should be noted that the research
evidence provided in the text is based on the original SNIP word lists and did not involve the
follow-up activities th&are now part of the resources available.

See also the sample precision teaching approach éaching &ight \bcabulary andmproving
ReadingHuencyin this pack, which gives details of other free download resources.
Guidanceabout using Precisionébching Approaches are included in the resources section of this
document,click here

Click hereto see SNIP (precision teaching) in action in
Presentation Secondar$chool, Waterford City
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https://youtu.be/whrAaOQIOFs
http://www.snip-newsletter.co.uk/
https://youtu.be/LNCXAcTz9aI

5.9 Wordsworth

Wordsworth Literacy Programmes a reading and spelling intervention that was devised by a
speech and language therapist, Rita Treacy. No training is required to use the prograisne,
it is a stepby-step process that consists of 104 vidéatorials with 330 interactive exercises. It
is organised into seven levels, which need to be followed is a structured ortles.suitable for
studentsagedfrom 6 years old to adult, and can besad in single mode or in small groups. The
programme takes approximately 16 weeks, typically with 15 minute sessions each day.
Progress is tracked using multipiehoice questionnaires and the programme can be delivered

on PCs, Smartboards, Tablets and Stphones.

Studies in 2011 and 2012 indicated promising results, although the difficulties with data analysis
and the fact that most students appear to have been performing within the average range of
reading ability at prentervention, make it difficult @ extrapolatethe findingsto struggling
readers. It appears that Wordsworth (and the flipped classroom, see below) is an effective whole
class approach, helping many children achieve to their full potential in reading.

In 2013, the NBSS, in associatiath CAINT (a speech and language therapy service) completed
evaluations of two, very similar projects. In both cases the Wordsworth programme was
delivered by a qualified speech and language therapist to small groups (2 to 5 stusfgmis}
primary agedstudents (N=11pver a period of 9nonths. The intervention period began in the
summer term and was finished by the following Christmas. This means that for 3 n{onthe
summer holidays¥tudents were not receiving intervention. In total, interventioomprisel of

17 hours of tuition from a speech and language therapist, plus between 4 and 25 hours of follow
up work by a resource teache©utcomes for tis small group oftruggling students were
excdlent:

1 Reading comprehension, gains of just overars, (ratio gain of 4.1 and effect size of 1.0)
1 Word reading, gains of just under 3 years, (ratio gains of 3.9, effect size »f 0.78
1 Spelling, gains of 21 months, (ratio gains of 2.4 and effect size of 0.41)

Reading rate did not seem to respond to timtervention, with gains of just 2.43 months (over a

9 month intervention) and an effect size of 0.02. At this point, what is needed is more information
about whether Wordsworth, when delivered in small groups by teachers (rather than by speech
and languag therapists) can replicate the results of these 2013 sswlle studies.

Finally, a 2016 study by Treacy showed that Wordsworth programme, (using what Treacy
RSAaONARGSE Fa GKS WTFEALIWISR OfFa3aNRP2YQ gKSNB
line reources and consolidate learning with home activities) can have a significant impact

on not just word reading and comprehension, but on spelling skills. This is particularly
important, as spelling skills are known to be most resistant to imtetion. Tre® & Qa & ( dzR &
showed excellengains for all 8 participants. For the purposes of this analysis, data for the

4 lowest achieving pupils was analysed. These were students whosat@neention
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scores were 85 or below (mean pirgervention standard score of J8These students

made an average of 22.5 months progress in spelling (a ratio gain of 3.75) with standard
score gains of 10.75, gng an effect size d¥.72.0bviously, the cohort of low achieving
readers is small, and the fact that students need to digaificant amount of homework is

I ONXzOA Ll f FFOG2NI Ay (KS Whrthérsludiedof Of I 8 a NB 2 Y ¢
Wordsworthto seehow this intervention works for those with the miosevere literacy
RAFFAOMZ GASa | yRi IgXSNKBMN®ed B KckidudationS R
contexts, for those who cannot access such support at home.

Wordsworthis available in Irelandttps://www.wordsworthlearning.com/
In previous years, the programme was largely delivered by a qualified speech and language
therapists, but it is now available to teachetsK S Wt NB T S & & A5D Pdr Annungffdr y Q
a Single User Licencaimed atSpecial Educatione@chers, , SLTSEFktc)
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https://www.wordsworthlearning.com/

5.10ARROW

ARROW stands for AuraRead Respond Oral Write. It is a programme developed by Colin
Lane (2008pnd was used originally with children with significant hearing lossworks on
GKS LINAYOALX S GKIFIG KSFENAYy3I 2ySQa 28y Q2A
comprehension. The system involves students recording and playing back their own voices
reading, using laptop computers and headphones and a structured systémxamples and
exercises. The program displays a piece of text at the appropriate level (anything from a single
letter to a short paragraph). The student hears it spoken, then repeats it aloud, and recorgds
it, then plays it back. At the end of the procesthe student writes down the piece of text.
The programme has a range of protocols, typically 30 minutes per day, for a total of 10 houirs
tuition. One adult is able to supervise a number of students (typically 5), as long as edch
student has access to a oguter.

Brooks (2@6) n2 (i STR&Bristbl study showed remarkable benefit for spelling, and spectacular
LINEANBaad Ay 020K NBI RA Y(ER0).HnGH3 axidiol Qudly, 85 sfuRent® 2 Y L
made average gains of Iionths in readingaccuracy, 2 months in reading comprehension
and 8 months in spelling after jus? weeks of interventionMore importantly, studies focused

on low ability children (N=911) in f8imaryschools, reported gains of 8.5 months in reading
accuracy and 6 months spelling, after a 2 week interventicend very similar results were
found for a postiprimary cohort of students with literacy difficuds (188 studentsn 13
schools).

Irish research (see Nugent, 2011 and Nugent, 2012) indicates that ARROW can leetase eff
intervention for children with a range of literacy difficulties and intellectual abilities. Gains of
more than one year were recorded imoth word reading (effect size0.34) and reading
comprehensior(effect sizeD.26) after three months of intervetion. Lane (2011) outlines how
Irish schools could use ARROW, including developing for the teaching of Gaeilge.

, Click hereto see ARROW in action in
Cobiste (hathail Naofa, Dungarvan

, Click hereto see ARROW in action in

4

ARROW

See the website selfoice.com where there is information about research findings and the
training programme. Staff need specialist training and the school need to invest in the software.
The ARROW centre can be contactedwnw.centre@yahoo.co.uso seevww.selfvoice.com

Phone 0044 18233249492 4 1a FT2NJ NI AYyAy3 FyR GKS LINE 3T
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https://youtu.be/yjph7P0XR9k
https://youtu.be/2h0qqBrnVMM
mailto:arrow.centre@yahoo.co.uk
http://www.self-voice.com/

5.11 The Wilson Reading System

The Wilson system was first published in 1988. It is based on five key comporwgtiteracy:
1 Phonemic awareness
1 Phonics
1 Vocabulary
1 Fluency
1 Comprehension

The Wilson programme is specifically designed for students who struggle with wevel
difficulties (typically, these students are considered to be dyslexic). The programme is based
on the principles of direct instruction and therefore focuses on building fluency and mastery of

each skill, before moving on.

Previous American studies have shown the Wilson programme can have a significant impact
on word reading (Torgesen et al, 2008) and appears to have the greatest impact for those with
the greatest level of difficulty. ¥What Works Clearing Houstudy reported a relatively small
effect, which vas nonetheless significant. A subsequent study has showed that the programme
can also have a significant impact on both reading rate and reading comprehension for those
with significant literacy difficulties (Stebbins et al, 201&)erestingly this stug/ which involved

four 45 minute sessions per week over 2 years, suggested that while significant gains were made

in word attack, reading fluency and basic reading skills in the first year of intervention, there was
relatively little further progress made ithe second year, where scores appeared to plateau. On
the other hand, reading comprehension skills (as measured by mean Lexile scores) continued tc
improve in the second year. A further study, (Duff et al, 2015) showed that Wilson was effective
with 51 gudents with learning difficulties (typically, dyslexic profiles), including those who were
from disadvantaged communities. This cohort made significant progress in reading fluency and
reading comprehension.

Data reported by one special reading schoollneland shows more impressive gains rtha
previously reported elsewhere. Sheahan (2017) reported on 47 students with severe dyslexia
who followed the Wilson programme over two years. Gains in reading accuracy were 9.3
Standard Scores (effect size of 0,68ins in diagnostic word reading were 13.4 Standard Scores
(effect size of 0.89) and gains in comprehension were exceptional; gains of 17.5 Standard Score
(effect size 1.17)This gains are quite exceptional and indicate that, on leaving the specialist
placement, the average student earned a standard score of 108 in the crucial area of reading
comprehension, placing the average student in th# gercentile. This represents average gains

of about 6 years in reading comprehension, over the space ofi3yRarhaps more importantly,

the number scoring below average in reading comprehension (a standard score of below 90) was
just two students out of 49.

As noted in the introduction to this section, there are some significant reservations about making
a direct link between these outcomes and the Wilson programme: The Irish study does not have
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a control groupand the group in the special reading school wetearly receiving a broad range

of interventions (including Building Bridges Understanding, which teaches comprehension
strategie3. While bearing this in mind, this rate of reading progress has never previously been
reported in Irish reading schoolsr @lasses. The relevant school principal and professional
teaching staff report their belief that the Wilson programme is a key element in their success.
Data from a second reading school also indicated promising results, although the format of the
data dd not allow for calculation of effects sizes, ratio gains or standard score gains.

In 2018 seven students in mainstream primary schools followed the Wilson programme for three
months of intervention. They made average gains of 5 months in word readch@lamonths is
reading comprehension.

Click hereto seean introduction to the Wilson Reading Syste

The Wilson Reading@ystemcan be purchased from the Wilson Language Training Corporation
in the US. The fourth editiowas published in 2018. There are multiple elements to the
programme. Advice for Irish Reading Schools suggbststeachers can buy the materials
without being trained. However, gline training programmes are available.
Contactinfo@wilsonlanguage.com

64



https://youtu.be/eA0pxMPllA8
mailto:info@wilsonlanguage.com

5.12 CatchUp Literacy

CatchUp literacy was developed in 1998 at Oxford Brooks University. It is atorene literacy
intervention for struggling readers. It is aimed at children in theld@ age range and involves 15
minutes tuition, twice per week, for a term or two (typicatflabout 30 weeks, depending on th

a0dzRSyiQa ySSRauvo .NR21& 6HnmcoO Mﬁls]maﬂﬁiér
practical and inexpensive.

This approach builds on the work of Marie Clay (Reading Recovery). The intervention begins
WAOGK OF NBFdzA daaSaaySyid 2F GKS addzZRSyaQi yS
consist of 3 parts:
Prepared reading (the adult provides key vocabulary and helps the student become familiar
with the story)

The student reads the story (adufhonitors progress, uses Pausadpt, Praise, and identifies
words for follow-up)

A linked writing or spelling activitywith adult support for word reading.

CatchUp Literacy has been evaluated at primand postprimary level and has been found to

be effective with children in care and Roma, Gypsy and Traveller students. Holmes et al (2011
conducted a largscale evaluation (5,479 participants) over eight years. The participants were
low achieving studentqaverage prantervention standard score of 70) and they made
outstanding gains, with poshtervention scores of 87 (Gains of 17 Standard score points, Salford
Reading Test). As the intervention was of relatively long duration (7.5 months) ratio gains ar
reported to be 2.3. Similar ratio gains are reported for 175 ywshary students in 13 schools

in Wales (see Brooks, 2016), and rather higher ratio gains in a Nottingham study (20 students in
the experimental group) with the average standard scoren gaireading comprehensioof 13
Standard score points. These studies are particularly significant as they address the needs o
children with low levels of literacy ptiatervention. CatcHJp Literacy has also been used
effectively with children in care, ith a relatively small scale study (10 participants) making ratio

gains of 4 after a six month intervention (2 years progress in 6 months). This rate of progress was

not sustained beyond 6 months, which again suggests the importance of the first 12 Hours o
tuition (see Sectio.4). Finally, a pilot study in Lancashire indicated thiae Gypsy, Roma and
Traveller participants made ratio gains of 3.5, using Calfgldigital games in a library setting. As
Brooks (2016) points ouhere isW i K S  LJaf Jobd\ptodrésé fér those who can be persuaded
02 LISNEAAGQO®

The Education Endowment Foundation (2017) reviewed the use of -Catdhteracy in 85
schools, involving 557 pupils. While the effect size for progress in reading was modest (0.12)
they notedthat Catch! LJ [ AGSN} 08 KIR adlradAadAOrtfe &A:
school, selassessed ability and their confidence and enjoyment of writing.
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Of particular interest to Irish teachers is the work
the NBSS in pogtrimary schoa. They report on| attideio s

data for 333 students in 58 schools. These stude] EaEREESEESTIIERBICIAYNIED
started the intervention with low reading IEadahi LU ALEEE
attainment, being, on average, more than five yee
behind their chronological age in reading (Salfg
Sentence Reading Test) AND with sigmnifidavels
of social, emotional and behavioural difficulty
After 4.3 months of intervention, with studentq &
receiving Catctup Literacy twice per week for 1!
mins, made average gains of 10 months in litera
representing a ratio gain of 2.3. This intertien is
particularly important as it is effective for very loy
achieving students and those with additional nee
and it is relatively cosgffective and requires
relatively little student or teachetime.

National Behaviour Support Service

The following links to NBSS resources may D€
helpful:

http://www.nbss.ie/sites/default/files/publications/catch up research report.pdf
http://www.nbss.ie/node/202

CatchUp Literacy Training is currently only available from a UK provider, see their website
https://www.catchup.org/ ¢ KS 02 a0 F2NJ 2y S apal®NEhB i a dr@f { NI A
costand includes everyihg in the training and support packagall trainees also geingoing
support fromthe Catch Up Community, iphone, email and online.
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5.13 Teaching Reading Comprehension Strategies
As noted above in Sectid) the teaching of comprehension strategiess good evidence as an

effective approach. However, weere not aware of any published research in Ireland that
documented the efficacy of this approach. Therefore, we wadeasedto receive a submission
FTNRY hQ{KIdZAKYySaae oHAnMive appddch QK teaghim feadihe R
comprehension strategies to students in an Irish, DEISgrarstary school.

An importantaspect of tre teaching of reading comprehension strategiissthat it isneednot
based on a commercial packageut rather builds onknowledge about effective approaches.
In the case illustrated here, @&ch group was taught by a skilled and experienced learning
support teacher and the programme was planned to be delivered over 12 weeks, with fwo
lessons per week. The specificsofthdg I NJ YYS gSNBE RSOSt 2LISR |08
included wellknown approaches to teaching comprehension skills including, SQ3R,
guestioning, inference, prediction, summarising and deduction, as well as cloze procedures.

hQ{ KI dZ3 Ky S & & & thdrdwkry éleinengs diihe iatérerition, other than the explicit
teaching of comprehension strategies that contributed to the success on the intervention.
These include: positive statements made by the teacher about the expectation that students
would makeprogress and achieve, a collaborative approach to teaching and learning where
aGdzRSyida YIRS OK2AO0Sa [o62dzi G4KS €SFENYyAy3 Yl
AAIAYATFAOFY O FRdzZ GQ 6K2 odzAf d | NBT [2(FA 2y QUKIAl
environment for students and an emphasis on-operative learning and peer support in the
classroom.

A ¥ 4 oA x

hQ{ KIdzaAKySaae 02ft SOGSR LINB IyR L}Raid AyidSN
data is collated it indicates the following: Tighone students (all female) received the
intervention, typically in groups of five to thirteestudents. Participants were all wddehind

their peers in literacy skills, with an average {oveervention reading comprehension standard
score of 81 (10 percentile), which equated to reading at tiBe5 level, indicating a reading delay

on entry to postprimary school of approximately 4 years. Each group was taught by a skilled and
experienced learning support teacher and the programme was planned to Ibeea over 12
weeks, with two lessons per week. The specifics of the programme were developed by
hQ{ KIIdAKySaaes o dkiownidpdaachds yoQéadaRg ddmpielehsion skills
including, SQ3R, questioning, inference, prediction, summarisingeahaction, as well as cloze
procedures.

For the first group of students (N=13), the effect size can be calculated and was of 0.45. For two
subsequent groups, data was presented differently and it was not possible to calaoletiect

size, but ratio gins of 4.3 and 3.1 were calculated by this researcher. In both these two groups,
this represented gains of over 2 years (average of 27 months) in reading comprehension skills
between pre and post testing. The time elapsed between pre and post testing tee® months,
although the intervention took place during a 12 week period. It may be the case that pre and
post intervention testing immediately before and immediately after the intervention, would
generate even larger ratio gains.

67

N (N>




Data about student prgress was enhanced by the collection of scHmded test results for one
cohort. This group (N=13) received their intervention in the period between the Christmas
655SOSYOSND &aO0Kz22f GSada IyR GKS {dzYYSNJ 6al
results (marks out of 100) in three subjects: English, History and Geography. Every student in the
study had improved their grades in all three subjects. Mean grades in the December tests showed
students who were failing, aon the cusp of failing: English %) Geography 28%, History 29%.
Mean grades posintervention in May showed students who were beginning to experience
success in school: English 52%, Geography 48% and HistoryOb%%urse, we need to be
cautious about comparing results from ChristmasSemmer, as these are not standardised
instruments and, sa.noted in the introductia to this section, we cannot makan absolute causal
link between the learning of comprehension strategjand these outcomes, but the directioh
outcomes for these partipaents is promising.

In a strictly experimental research design, these additional factors would be considered to have
contaminated the data. However, for most practising teachers, knowing about these additional
elements is an important way of enhancing our understanding of daéa and in turn,
strengthening practice.

Click hereto see collaborative group work and @mprehensionskills
in action inPresentation secondary school, Waterford

Resources for Developing Readi@@mprehension

Since the teaching of comprehension involves the deployment of strategies, rathar tha
programmes, the approach is somewhat different to the approach to teaching phonics or fluency.
Excellent resources that use evidence from research are available. For teaching comprehensior
skills in the primary school phase, the following is a free doadland includes clear guidance
with five key recommendations:

Improving Reading Comprehension in Kindergarten throughG8ade, Institute of Education
Sciences, What Works Clearinghouse, NCEE£13%

http://ies.ed.gov/nceeand whatworks.ed.gov/publications/practiceguides.

The NBSS (National Behaviour Support Service)dlswproduced excellent materials on
comprehension strategies for post primary schoolbitp://www.nbss.ie/node/164

A further resource which pays particular attention to adolescent readers is the report of the
ADORE project: Teaching Adolescent Struggling Readers: A Comparative Study of Good Practic
in European Countries.

http://ec.europa.eu/education/transversaprogramme/doc/studies/2006adore_en.pdf

Additionally, as mentioned in S&an 2, Reciprocal Readings an approach to teaching reading
comprehension strategies and there is good evidence for its efficacy HEHiRKo learn more.
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https://youtu.be/GqLp5ijeLl4
http://ies.ed.gov/ncee
http://www.nbss.ie/node/164
http://ec.europa.eu/education/transversal-programme/doc/studies/2006adore_en.pdf
http://www.readingrockets.org/strategies/reciprocal_teaching

5.14 Accelerated Reader

Accelerated ReaderAR), is a weklbased intervention, produced by Renaissance Learning
Company. It is a wholgroup programme for managing and monitoring reading, and it aims

to foster the habit of independent reading among primary and younger secondary pupils.|The
software initially screens pupils and identifies their reading levels and then suggests books
that match their reading level and interests. A system of computerised quizzes on the books
Ad dzaSR G2 Y2YyAG2NJ I'yR NBgFNR NBIFIRAydAER o
Accelerated Reader are:

Assessment of a student's reading level through the STAR (StansiddiTest for the
Assessment of Reading) test

A system of levelling books using the ATOS reading formula (Advantage TASA |Open
Standards) which includeaverage sentence length, average word length, vocabulary grade
level, and number of words in the book
Assessing comprehension by means of a comptiiesed quiz that tests general knowledge
in a multiple choice format of 20 questions

Providing a range breports for parents and teachers that detail student progress

In this approach, text complexity is determined by theT OS formulawhich uses the text of
an entire books to inform the calculation rather than just a sample, as with some other
formulae.

The What Works Clearinghouse (IES 2008) noted that Accelerated Reader was an effectiv
reading intervention, with a positiveffect on reading achievement. However, only two, rather
small scale studies informed that finding. Gorard et al (2015) (on behalf of the Education
Endowment Foundation) evaluated Accelerated Reader. This comprehensive study reviewed al
previous researchnto Accelerated Reader and then reported on a study involving 349
SELISNAYSYyGEE LINIAOALI yiG& 66AGK myo | OlGAyS3
' HH 6SST LINRBAINIYYS 27F | OOSf &char beSdit invieSdudS NJ
0KS Ayl S Nstielarea of readliNggcdaipi®hension, (effect siz@4), with children

from disadvantaged communities responding best to the intervention.

Gorard et al (2015) concluded that the main requirements for successful implementidtion
Accelerated Reader are a wstbcked library, a wide collection of books banded according to
the Accelerated Reader readability formula, and easy access to computers with internet
connection. They also noted that pupils with very low levels of reaniag not be ready to

read independently and are likely to need initial teacher support to start reading books.

Topping (2016) conducted a large scale study into programme fidelity and outcomes, reviewing

data for 852,000 students. He found that the morgarously AR was implemented, the more

significant the gains for the participating students. This was true across primary and post
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http://www.renlearn.co.uk/accelerated-reader/atos

primary ages and for those who were struggling readers, those who were socially disadvantaged
and those for whom English was additional language.

Clarke and Cunningham (2016) reviewed a large body of data, focusing on almost 10,000
children who used AR and comparing them to 22,000 children and young people between the
ages of 8 and 18 who had not used AR. They found thiaireh who used AR were significantly
more likely to enjoy reading, to read frequently outside of the classroom and to think positively
about reading. Byrne and Parkinson (2018) found similar results, with Ifiskag8s children
(N=90) who engaged in Aghowing significant gains in reading ssbdhcept after a 9 week
intervention.

Finally, in the 2018 Kilkenny project, 13 primary agedients who used Acceleratece&er
made 8 months progress in word reading and 12.5 months progress in reading comgimghe
after just 3 months of intervention.

There are now over 200 schools in Ireland using this approach. Some Education Centres ma
offer training. To view video footage of Accelerated Reader in Ireland follow this link;
http://renlearn.ie/partofthestory/

Accelerated Readeran be purchased through Renaissance (Contact
Enda.Toner@renlearn.co.ukleachers need to be trained and the first year is the most
expensive for any school, witmplementation and Training Cogtsetweene 00 and
eHZpnn FT2N I YIRA&d NBn & OKP-Rrifnarp sEhooish Afterahd] LJ2 a i
the schoolbuysah yydzl f f AO0SyasS o6l LIWINRE® epnnx RSLIS
and there is an additional per student cost.
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5.15 SRA Readirigaboratories

{w! Qa wS I RA y Hghly strocturedeitih@expeiteacewhich are tailored to
both the chronological age and the reading age of the student. There are 3 series cavering
the age ranges 8 years, 912 years and 125 years. Theaange of reading levels
encourages students to learn independently and at their @ane. Selflirected readings
allow an entire classroom of readets learnat different levelsThe teacheinitiates the

program with a placement testnd then students progress through each level at their gwn
rate. The programme provides fiction or nonfiction reading selectios) with a
Gomprehensiorsectionand a Learn About Wordsection. Students record their answers
in their own student record book.

The publishers of Reading LaboratorigkGrawHill) cite a range of research that they
claim supports the use of the resource, but the studies are all ones that support the
elements and components of SRA, but do not evaluate SRA itself. Additionally, the
studies cited are all prior to 2000.

While there has been some research done internationally, it is now so old that is cannot
be readily applied to the modern context. Indeed, one of the few studies done evaluated
{w! Qad dzaS Ay LNBflFIYR Ay mMpchd AIGK | &Yl ff

However recentevidence in Ireland (although very small scale) is promising and
therefore, SRA Reading Laboratories may warrant further investigation.

Ly 2yS adGddzRe ownngpd Ay || o02&Qa aoOKz22f gA0K
peer tutoring programme and outcods were excellentwith pupils who participated in

o Y2y(iKa 2F AYyUSNBSyiliAz2y YI1Ay3a 2yS &SI NRA
progress in reading comprehension. More recently (2018) seven students followed the

SRA programme as part of the Kilkemtrgject (Seé\ppendix 1§ and these participants

made 28 months progress in word reading and 8 months progress in comprehension, and

9 months progress in spelling, after just 3 months of interventidrese are outstanding

gans and suggest that the current iteration of SRA Reading Laboratories may have
considerable potential.

SRA Reading Laboratories are available in Ireland from a range of educational distributors
FYR O02aid Ay GKS NBIA2Yy BE eT1pn F2NI I [FdzZ ¢
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5.16 Data Informed Intervention

While the interventions referred to above agenerallydiscrete pieces of work, it is important

to bear in mind that literacy teaching needs to be broad and balanced. In many schools, the
special educatiorcontext is used to remediate a particular area of literacy diffieulor
example, word reading, sight vocabulary or comprehension strategies. Other vital areas of
literacy development are nurtured within the mainstream teaching context, for examplej-sto
telling, writing for different purposes, literature appreciation efcQ w 2 d2936)$eports m

a study thatcombined a number of key elements of literacy instruction into a coheagick
intensiveliteracy programme for struggling readers in theisfiyear of posfrimary education.

In this intervention, careful assessment indicated the areasngfaknesseshat needed to be
addressed and intervention was linkeathat assessment information. Therefore, struggling
readers(N=13)were na treated as ahomogenousgroup, but clustered into three teaching
groups, based on their profile. One group had poor word reading skills, but relatively good
reading comprehensiorskills. A second group had relatively good word reading skills, put
poor reading comprehension, while a third group had significant deficits in both areas.

The interventions offered were broadly as follows:

Group 1¢ Poor word reading, relatively good comprehension (atiptervention)
510 Af@& 3JdzA RSR NBEHRIXGE | dig MKS WNeRIEaRIA y 3 02y TS
with text of interest)

Spelling and word study programme (using Words their Way, Bear et al, 2005)

Group 2 Poor reading comprehension, relatively good word reading (airpegvention)
Vocabularydevelopment through reading aloud and book talk (group work)

Guidance on the use of comprehension strategi@sfo(med by Building Bridges of
ComprehensionCourtney and Gleeson, 2010, and Reciprocal Teaching, Oczkus, 2003).

Group 3 Those withdifficulties in word reading and in reading comprehension

Toe by Toe (Cowling & Cowling, 1993)

wSIFRAY3 INKA IKKS t S&&E ©> oA 0GK FRdzZ G0 IAGAYy3I O2
Vocabulary instruction

Reading comprehension strategies (informed by Building Bridg€smprehension, Courtney

and Gleeson, 2010, and Reciprocal Teaching, Oczkus, 2003)

Spelling and word study programme (using Words their Way, Bear et al, 2005)

This interventiorequired intensive supports, with students taught in small instructional gou
(about 4 per group), with eighty minutes of instruction per dayo(single lessons However,

the outcomes are impressive, and for the vast majority, learning support for literacy could be
discontinued.The averageparticipant made almost 3 years progss in word reading and
readingcomprehension after one academic year of interventioRor those who started the
interventions with very low scores (below a standard score of 85), results shstaadard
score gains of 17 points, giving an effect sizd 4r7.
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5.17 Selecting an Intervention

The interventions reviewerh this sectiorhave been shown to be effective, but there are many
other evidencebased interventions available, for examp@orrective Reading andference
Training (for comprehensioskills). Brooks (2®) provides a most comprehensive revias

do the websitesvww.bestevidence.orgnd www.fcrr.org At the postprimary level, the NBSS
have also carried outesearch in Irish schools and this can be found in their publicdtiteracy

and Learning Programmes afRksourcesvww.nbss.ieTeachers need to select interventions,
taking account of a range of factors. The following structure may be helpful in guiding decision
making:

What interventions are readily available to me?
What evidence is available?

Which of these interventionsd adzA G SR (2 GKS aiddzRSydaQa I 3
52S8Sa 0(GKS AYGSNBSyGA2y FLIISENI G2 aGFNBSG 0
Are there particular reasons why a student might respond better to one approach rather
than another?

1 Can the special educationtimetable offer the type of structure required by thig
intervention?

= =4 4 -4

Some new approaches can be implemented at very low cost (SNIP), without any time delay,
while other approaches may require longirm investment and training (ARROW). We
suggest thateachers aim to build a repertoire of effective interventions, so that they can be
responsive to individual needs. This is not the same as adopting an eclectic approach, where
multiple elements of different programmes are combined, which has been fourmktless
effective. Rather, the teacher systematically delivers an evidéased intervention and after
review, either continues with this programme or offers an alternative eviddyased approach

for a further block of time. It is certainly the casetlstudents (and teachers) may tire of
particular approaches after an intensive block of intervention, and may be more responsive to
novel approach after a period of time.
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Section 6.

Service

An tSeirbhis

Naisiunta

Siceolaiochta Oideachais

National
Educational
Psychological Service

Resources to Support Struggling Readers

1. AHealthy Literacy DietTemplate for Planning

2. Precision Teaching Guidance
1 Teaching Sight Vocabulary and Improving Fluem®\NEPS Good
Practice Guide
1 Precision Teaching Approaches and Using SNIP (free download)
1 Checklists for First 100 Words, Second 1@d%, Phonics

3. Reading Partners Guidang¢erossage peer tutoring)
ARough Guide to Reading Partner& NEPS Good Practice Guide
Qupporting templates

4. Guidance on the Use of Positive Declarations
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This NEPS Good Practice Guide was developed by educational psychologists. It is b3

current knowledge in this area. It is intended as a guide only. Not all the suggestions hg
apply to any one student @ituation.
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A Precision Teaching Approach to Teaching Sight Vocabulary and
Improving Fluency

It is important when working with children that they read at a level that is called proficiency
level. This means they can read material at a 95% accuracy level.

Outlined below is a method that will support you to achieve this proficiency level. It is a

precision teaching method although precision monitoring may be a better term to use as it

monitorspred 8 St & f SIFNYySNRQ LINRPINBaAa Ay | OljdzkNAY
vocabulary using a visual method. This is learning to read words by looking at them and
remembering them, rather than sounding them otlitis is just one element of litecg tuition

and children will also need to participate in informal reading activities for pleasure as part of an
overall balanced approach.

1. Establishing target words

To start precision teaching one needs to identify where the learner is in relatieithter their
OdzNNBy i Of 448 NBIFIRSNI 2N R2f OK fAraidsz G(SEGozZ2
words being taught. Establish where they are by checking the number or words which they can
automatically recognise. (Automatic recognitiomierent to decoding. It means the learner
instantly recognises the word as a whole word and does not hesitate or sound out the word).

Provide the student with a copy of the list of words you wish to check and keep a copy for
yourself. Ask the studenbtread down the list and tick off the words he/she can read instantly
(see sample list belowfk KS dzy NEO23IyA&aSR 2NJ KSaAadlyuafe
longer term target list.

Select a short terntist of words as a target for your student toan. This can vary depending
on the age and ability of the student but is typically 4 to 6 new words. This can be increased or
decreased depending on the rate at which the student learns.

2. Teaching Strategy

Following the identification of the targetords you then select appropriate teaching strategies.
We have given one example below of a teaching strategy, which is based on a direct instruction
method. This teaching approach can also be delivered by a parent, peer or a community
volunteer under teaker direction and demonstration.
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Step 1
Print the short term target words onto cardrl{is can be varied for older students as flashcards

may seem a bit childish for them. Perhaps use PowerPoint to teach new wb@s)ot use
capital letters unless the word starts with a capital letter.

Try not to use card that is too big as it will be cumbersome to store. Make sure you use the
same colour and size of card and same colour marker so there is no other way for thepupi
recognise a word. For example a student may know that the green whroing as opposed

to recognisinghomeas a sight word. Avoid putting similar looking words together as this can
make learning harder for students elgpmeandhouseor their andthey.

tfl OS SIFOK OFNR 2y (KS GlotS 2yS Fd F GAYS
AK2LX @ a1 GKS € SIFENYSNI G2 Lildzi GKS 62NR Ay
give them an example and get them to repeat your exanglegive their own sentence.
OWSYSYOSNI AT | addzRSyd R2SayQid (y2¢ 2N dzyR
it). Repeat this process with all the target words.

Step 2

2 KSy +tf GKS OFNRa I NBE 2y GKS (il diKE HI2ARI K
student must look at the word, putting their finger under the first letter of the word and say

the word atthe sametime@ ¢ KSy al &z at2Ayid (G2 0(GKS 62NR
10 or 15 times, moving between the words.t&y the student to place their finger under the

first letter cues them into the starting phoneme of the word and keeps them focussed on the
word.

This can be done in a fun manner, or as a game. Younger students usually enjoy being told
G SGQad0layS SOMIFOK. &2dz 2dzi¢ @ CKAA Fff2ga GKS
without putting an expectation on the student to recognise the word from his/her own
memory.

Step 3
The next step is to pick up the cards and shuffle them. Place the carasid@avandom fashion

and ask the student to name the word. Usually studefushot havedifficulty with this. Repeat
this process 3 or 4 times. It may seem tedious but is the essential learning part of the method.

3. Monitoring and charting progress

Following this teaching segment the teacher administers a one minute speed test known as a
WLINPOSQ® ¢tKS LINPo6S O2yaradta 2F GKS 62NRa
AYVTF2NXYEGAZ2Y 2y (GKS LlzLAf Q& | OOdzpiepéridg allist & T €
words just taught, which are repeated randomly.
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A simple user friendly probe generator is available from this website
www.johnandgwynco.ukfprobe.html. 6 / £ A €ralle2osint?'® NEahdahgrsave it to your
computer. A page will open with numbers 4 onwards, on the very bottom of the page. Click on
the number of target words you want in your probe e.g. 4 or 5 or 6 etc. A page with a grid will
appear.Type one target wordn each of the redsquares at the top of the pag&he probe will
automatically place the words randomly across the grid. An example of a probe sheet with five
target words and aim rate is shovam the following pagés

For the pupil to achieve sight word gnition at automaticity or fluency levels they have to
read 50 words on the probe within one minute with no more than two errors. Each day
F2ft2gAy3 GKS (GSIOKAy3:Z GKS LINBO6S A& | RYA
graph/chart until the pug achieves the aim rate (50 words per minute with no more than 2
errors). Charts can be very motivating for students. To see a sample graph/chart click on
www.eptoolbox.co.ukthen click orPrecision Teachingn the left hand side. When the next
page opensclick onDaily Recording Charésd a sample chart will open

LF GKS LlzLIAf Qa NI GS 2F NBFTRAYy3I A& y20 AYLNEZ
needs to be reduced. If after 8 days the pupihpt at or very near youarget rate then you
may consider adapting your teaching strategy and reviewing your target words.

Over successive days of practice, the data (corrects and errors) plotted on the chart raduce
learning picture When used etictively theselearning picturescan indicate for each child,
whether a task is too difficult, too easy or just right; whether the child requires further
instruction, further practice, or should move onto to matemplex tasks. Most importantly,
the learnng pictureindicates whether the teaching methods being adopted are having the
desired effects.

When the aim rate is reached a new set of target words is identified and the process is repeated
again and again until the longer term targets can be read raatccally.

4. Possible extension work
The following steps are optional but provide extra extension work for students and link in with
other key skills.
1 Place all the words on the table again and ask the child to point to the word that starts
with the sound /s/ or ends with the sound /s/. Pick other letter sounds or letter patterns
e.g. /al, ¢ing, -andetc.
1 Some words that children are learning may have smaller words within thenthey.
home caravan As an extra piece of wargresent words like these to the children one
at a time. For example with the worchravan cover the last four letters and ask the
LIdzLIA £ = &2 KI O ¢ 2ddiRor ¢der tide Firdrzfodr ftfers ¢n@l ask the pupil,
G2 KFEGdG ¢62NR Rz2vantl2 dRASHBY QR 6K GG SN AF GKS
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http://www.johnandgwyn.co.uk/probe.html
http://www.eptoolbox.co.uk/

words, tell them or prompt them. This is just an exercise to develop their visual skills. If
you do this every day they will soon start to see those smaller words.

1 A more difficult step from the previoume is to then ask the child to cover letters in the
word caravanto show youcaror van® ! A Ay R2y Qi 62NNE A
demonstrate for them each time.

1 If possible supplement their daily learning with words they already kn@specially
their name so sentences can be written with the words they have just been learning.

5. Maintenance Check

LG Aa GSNE AYLRNIFYyG G2 OF NNEBE 2dzi NB3IdzZ | NI
eight week period. This involves-vesiting or recheckingthe original long term target list of
words. Generally pupils who have achieved this level of fluency maintain those words; however
Fye g2NRa GKSe KIF@SyQi YFAYyaGalrAySR OFy o6S A
It is good practice at the beginning @ich session to ask the student to read the words learnt
previously.

6. Generalisation

One of the potential difficulties of learning words that are not in context is that the pupil may
not generalise their learning to written passages. Therefore, imgortant to present the
student with unseen passages that contain the target words to seyfcan read the words
fluently. That is the one advantage of taking the target words from a graded reading scheme.
Alternatively teachers can compose passagfetext which include the target words.

References
Chiesa, M., & Robertson, A. (2000). Precision teaching and fluency training: Making maths easie
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Sample list of words

Jolly phonic Book 1

tricky words

I shoe books
the the box

he three bread
me tricks carrots
was two cheese
to at chips
said can dog
she did eating
we do everything
do four favourite
here glasses food
are her fruit

all his has
you lollipop He
your look lots
come on meat
some play milk
there see no
they you of

go pets

by pizza
like reads
no she

SO Book 2 teddy
my an toast
one apple toys
have banana vegetables
live beans with
give blocks yogurt




Sample probe sheet with five target words

said you we the of
you the of we said
we of you said the
you said the of we
the we said you of
said of the we you
of said we you the
you the we said of
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Word Probe Sheet

Name ofchild:

Baseline:

Target:

Date:

Date:

Words:

Date:
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Precision Teaching Approaches and Using SNIP

SNIP is a resource pack aimed at increasing the reading ages of pupils with reading ages of 10+.

It includes curriculum words and words that often contribute to reading hesitation and are
irregular i.e. nophonic.

The packs are intended to be photocopied and a new one given weekly to students who practise
them daily and are then timed on their ability to read them out loud. How the reading practice
is organised depends on the organisation of each sohemine may be able to involve parents,
adult helpers and peers, but it is also important to encourage the pupils themselves to practice
unaided in order to allow them to gain fluency and control over the process.

SNIP Precision Teaching Pack (credit Carol and Phil Smart). This is a free download and is n
in four parts: SNIP Literacy ISNIP Literacy, ENIP Literacy, SNIP Literacy 4.

Sample from SNIP

Checklist

Session | Read Spell Session 2 | Read Spell
guard brought
height cloth
queue near
straight sight
weird clothes
strength course
weight our
threw quite
choose source
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http://www.snip-newsletter.co.uk/pdfs/downloads/literacy_programme_1.pdf
http://www.snip-newsletter.co.uk/pdfs/downloads/literacy_programme_part_2.pdf
http://www.snip-newsletter.co.uk/pdfs/downloads/literacy_programme_part_3.pdf
http://www.snip-newsletter.co.uk/pdfs/downloads/SNIP_Literacy_programme_Part_4_website_.pdf

Checklists for the First Hundred Words, Second Hundred Words and
Phonics

'

tKSaS NBaz2d2NOSa KIF@S 6SSy RSOSt2LISR 06& bot

knowledge of sight words or phonics. They allow for teaching and review of progress and may
be particularly suited to using with a precision teaching approach.

, Clickhereto download these checklists

There are extensive resources freely availableh@mschoolbell.comOnce on this site look at
the material labelled Dolch kit. It allows you to make really attractive booklets with sight words
set out in 11 lists.

There are, of course, many other ways of teaching sight vocabulary, including teaching
vocabulary wads inadvance of meeting them in text. Teaching sight vocabulary is only one

element of a balanced approach to literacy and should form part of a coherent approach to
literacy skills.
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National Educational Psychological Service

Teaching Notes First Hundred Words
Checklist

This checklist should be used to note a student’s progress
in learning a sight vocabulary. That is, the words which a
student can read quickly and confidently.

Record Sheet

If the student is unsure, guesses, or needs time to sound
out aword, it is best to consider that the reading of that

word requires more practice.

Name: DOB/Age:
Put a small tick next to all the words the students knows.
Leave unknown words without a mark. Class:
Completed by: on:
updated:

3 NEPS, Waterford




10

and

had

not

on

but

can

get

will

was

of

S0

they

his

old

me

she

an

the

are

have

with

at

be

came

here

no

that

for

said

one

him

up

my

has

or

he

To

you

as

we

all

do

new

her

now

11

12

13

14

15

16

17

18

19

20

did

Just

went

big

from

must

look

then

see

which

out

then

call

only

make

little

their

about

what

your

well

back

first

more

some

when

could

where

go down
info our

there were
been come
of f over

made much
like right
this two

before other
who want
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National Educational Psychological Service

Teaching Notes Second Hundred Words
Checklist

This checklist should be used to note a student’s progress
in learning a sight vocabulary. That is, the words which a
student can read quickly and confidently.

Record Sheet

If the student is unsure, guesses, or needs time to sound
out aword, it is best to consider that the reading of that
word requires more practice.

Name: DOB/Age: ______
Put a small tick next to all the words the students knows.
Leave unknown words without a mark. Class:
Completed by: on:
updated:

3 NEPS, Waterford




10

ask

yes

got

boy

Tree

hand

men

last

under

af ter

home

every

sat

dog

Too

Mr.

room

Jump

year

again

am

run

good

play

time

head

red

bird

would

know

house

round

soon

girl

three

father

man

long

thing

always

any

very

give

day

take

mother

us

four

school

away

11

12

13

14

15

16

17

18

19

20

sit

best

left

next

gave

fell

stop

fast

wish

white

blue

don't

bring

open

may

ran

help

walk

think

should

say

bad

let

never

find

tell

sing

five

why

another

black

read

green

own

fly

than

going

keep

these

woman

saw

put

live

once

many

eat

how

found

work

because
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Constant Diagraphs

whip shed chat quick thin

Simple Vowel Diagraphs

deep meat soon foot

Long "0" Sound

joke road blow rope slow toad

Long "a” Sound

nail lake way date paid tray

Long "i" Sound

fine pie high fry fide die

Long "u” Sound

tune few use new

/5)

/4)

/6)

/6)

/8)

/4)

National Educational Psychological Service

Phonic Skills Check

Record Sheet

Name: DOB/Age:

Class:

Completed by: on:
updated:

NEPS, Waterford




Letter Sounds

Stage 1

a C
Stage 2

g 0
Stage 3

I w
Stage 4

e P
Stage 5

u V'

/5)

/5)

/5)

/5)

/6)

Consonant - Vowel

co pe ta li ru

Consonant - Vowel - Consonant

sip nag pol fed tug

Final Double Consonant

well mess luck

Final Blends

melt silk damp  risk pest lend junk

Initial Blends

blot flap crop frim twig spit stem snap

(

/5)

/B)

/3)

/T)

/8)
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A RoughGuide to Reading Partner# crossage, peer tutoring approach

The Reading Partner Scheme

The programme set out here is described as a Reading Partners Scheme. It issgetgsser
tutoring approach, in that the tutor would normally be at least two years older than the tutee.

It is possible to run such a programme in mainstream primary corsgary schools, or indeed

in a special school setting. Schools are encouraged to select children with literacy difficulties to
participate in the scheme both as tutors and tutees. Although the tetuts andtutee are
preferred in the academic literaturd prefer the termshelper and learner, as students can
easily understand these terms.

Participation in a Reading Partners Scheme should have a number of benefits;
9 increased reading skill of learners and of helpers
1 increasing confidence and seléteem of helpers
9 creating a positive attitude to reading for both parties

Managing a Reading Partner Scheme
In order for a Reading Partners Scheme to be successful, a named teacher must have overal
responsibility for ceordinating the programme, and this Witeed some time allocation. This
can be &pecial Educatioheacher or can be another member of the school staff who can give
some time and energy to the project.

Who should participate in such a scheme?

Readingnterventions normally target those who need additional help with reading. Schools
may choose to target struggling readers, both as readers and as helpers, while others may be
invited to participate in order to build their sedfsteem or their social skl Generally,

ARSyGATeAy3d (GKz2aS osK2 ySSR SEGNFY KStLI 6AGK

screening and through information from the Class TeachatsSpecial Educatiomeache(s).
Participation in a Reading Partner Scheme may be particsiaitgble for children at Classroom
Support and School Support level intervention, as described in the Continuum of Support
documents.

Attendance is a key issue and, if a child has poor attendance, there needs to be some
contingency in place to addreshet needs of the partner. For example, there could be a
substitute helper/ learner available.

Models of partnerships include:

9 Sixth class helpers working with younger learners

i Transition year students working with First years

9 Older special school pupils viking with younger special school pupils

Selecting Helpers
Students can be selected I8pecial Educatiomeachers, nominated by Class Teachers or can
volunteer.
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It is important to note that helpers may have reading skills that would be considered detayed
comparison to the mainstream population, and some may even be weak in comparison to their
own classroom peers. For example, a fourtgear old helper may only have a reading age of
nine years. In fact, this does not prove to be a difficulty if the &iend learner are carefully
matched, with the learner having significantly weaker skills and the helper having at least
enough expertise to be helpful to the learner.

When selecting élpers it can be very beneficial for the helper group to include somidren

with advanced reading skills and/or high social status. This avoids the possibility that
participation as a helper is seen as a negative stigma (the scheme is perceived as being for wea
readers). A very successful way to engage weaker older rédadek y G KS & OKSYS
their difficulties. For example, while acknowledging that their own reading skills might not be
LISNFSOGS AG A& Fy 2L NIdzyAde § XouBdvd nadade sal K S
YdzOK LINRINBAaXHNR RFAYYRJINE SE&Sei2Xz (Y26 oKI G
NBIFIRAY3I A& GNAO{E&@X &2 X&2 dzKAME fLIdAIS NIKISE K f dz
Oy 68 LI NIAOdzZ I NY¥ & o0SySTAOAIE (2 aAEGK Of
a learning support setting and who need to build their confidence before transfer to secondary
school.

Matching Partners

There is some initial work in managing the logistics of matching partners. When matching
partnerships, it is important to consideroth chronological and reading ages. Ideally, there
should be at least a two year gap on both, and often times the gap can be considerably greater.
Anecdotal evidence suggests that learners prefer their partners to be a number of years older,
perhaps becaus this age difference legitimises the difference in reading ability. Same sex
reading partners seemed to work best socially. There may also be factors of personality or socia
issues to be considered.

A Time, a Place and a Book

Reading partners need toave access to a range of books, including fiction andfietion and
0221a&a GA0K KAIK AYyaGSNBad yR 26 NBIFIRAY3
classroom, in the school library or in a resource/ learning support room.

Partnerships shouldleally meet three times per week or more. Meetings can happen during
lunchtime, at designated times in the school day (such as immediately after lunch) or after
school. Each meeting will need approximately 20 minutes. A satisfying block of time forrpartne
to meet might be for one term (approximately 3 months). This tinaene allows for a
relationship to build up between the partners, but does not create an unlimited commitment.
The model chosen in any one school will depend on the age and maturityridigents,
constraints of the time table and availability of suitable space.
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Training of Reading Partner Helpers

It is important that the children understand how paired reading works before they begin.
Accordingly, helpers need to be trained. This bandone in a single session, delivered by a
teacher in the school.

A typical training session might follow the outline below;

1 Nominated helpers are invited in a group to a training session.

1 They are complimented on their ability to read and praised tfegir assumed
progress over the years.

1 Students are also encouradyéo reflect on their own experience of learnitgread.

1 The scheme is briefly outlined and students are told very clearly that participation
in the scheme involves a commitment, and their consent is sought before further
training progresses.

1 The three key tasks are then explained; to remember to go to appainteeting
place at the right time, to listen to a child read, to be friendly.

1 The strategy of Pause, Prompt, Praise (outlined below) is explained.

1 The process of using these strategies can be role played by adults.

1 Helpers then have the opportunity taactice the skill with another helper.

Pause, Prompt, Praise is a simple approach suitable for use by peer tutors (see Wheldall 1995).

The procedure involves the following simple steps:

1 The learneencounters an unfamiliar word;

1 Instead of stepping in imediately and giving the word, theelper waits a few
seconds for théearnerto work it out;

1 If the learneris not successful, theelper prompts thelearnerby suggestinghey
perhaps guess from the meaning of the passage, or attend to the initial letter, or read
on to the end of the sentence, etc.;

1 When thelearner cannot get the word after brief prompting, thkelper quickly
supplies the word;

1 Thelearneris also praised faself-correcting while reading

This initial training only needs about twenty minutes. At this point the matched learners can be
invited to join the training. Responsibilities for the learner include remembering meeting times,
coming to the appointed placeelecting a book and keeping a record of each session (if the
learner is very young, the helper may have this responsibility). The readability of the book
OK2aSy Aa LINAYINREE I YIFOGGSNI F2NJ £ SIFNYSNJ a

during a session, helpers are advised to read it to the learner and, at the end of the session, ask

the teacher/ce2 NRAY lF G2NJ (12 adzili & 'y WSIFAaASND 06221

During the second part of the training session these learner responsibilities are des@dih
partners complete their first record form together. This gives them a chance to learn each
20KSNDa ylySas ARSydGATe (GKS LX I OS 6KSNB
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meeting days. There is also time for a brief trial reading partessisn, closely supervised by
the attending adults.

Finally, the incentive of earning a certificate can be introduced to the group. The Reading
Partners Certificates can be earned by partnerships that have met successfully over a number
of times duringhe term. Some schools like to offer a hierarchy of awards, for example:

1 A certificate for partnerships meeting ten times

1 A certificate for partnerships meeting twenty times

1 A certificate for completion of the Reading Partners Scheme

In all the training £ssions do not require more than forty minutes.

Monitoring the Reading Partner Scheme

Some amount of monitoring and troubkhooting may be needed. The most common difficulty

is absenteeism of one of the partners, but difficulties may also arise in relation to the selection
of books at an appropriate level, the availability of suitable places to meet or personality
clashes. lthas been found that some ongoing feedback to helpers is helpful in sustaining
commitment.

The ceordinator (and possibility class teachers, depending on the context) needs to take on
responsibilities such as remembering to encourage helpers to keep rappants, helping
learners to select appropriate books and accommodating partnerships in the classrooms. The
reading records, which are the primary source of evidence of attendance, need to be monitored
and collected periodically. Certificates need to beaaded as needed. Whenever possible, it is
helpful to integrate such a scheme into structures already in place in the school. For example,
the reading partner certificates and prizes, can be included in the termly/ annual prize giving
assembliesinsomesK SYS a3z G KS wS loRlikagoAmay BrimgIpaftitesEo Qisit e
local library as part of the scheme or plan a celebration/party for participants after completion
of the scheme.

Conclusion

Peer reading is an effective form of literacy interventifor students in many educational
settings. It not only is easily established, but is cost effective. For many participants, not only
are there impressive gains in literacy skills, there are also other gains, such as improved self
esteem, attendancean®sOA I £ &1 Affad 5SI NRSyYy dsofpuplyvaluel NH
to both parties involved, then there needs to be a way of ensuring it ha@persLJH p T 0 @ L (
that this Rough Guide will encourage teachers to accept the challenge and immgleoeh a
programme in their own schools.
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Reading Partners

Your reading partner is

You will be meeting in

Your meeting times are

Reading Partners

Your reading partner is

You will be meeting in

Your meeting times are
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Reading Partner Record Form

For Week Beginning Monday

Names and
Day/ Date Book/Page Comment ¢2RI @&
Help words

good very tried
excellent reading

lovely hard worked enjoyed fupoiyng effort
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CERTI

Reading Partner

Awarded to

In recognition of hard work,
co-operation and reliability in the Reading Partner
Scheme

Date Signed
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Guidance on the Use of Positive
Declarations

bold positive declarations about future readi
achievement can have a significant impact .
both reading ability and attitude to reading (see McKay 2006)

The following is some guidance for you about howntglement this practice in
your own classroom.

The expectation is that each child will make a minimum of 3 positive declarations
per dayabout future reading achievement and the enjoyment of books/ reading.
Declarations can be general or specific andlwanione individually, in groups or

as a whole class group.

A

Declarations typically begin with the phrageyillX ¢ KS& aK2dzZ R 0 S
reading achievement or enjoyment.

| will become a good reader.

| will be able to read all the words in my wdraix.
| love books.

| will read lots of books this term.

Reading is fun.

Please feel free to use any of these sample declarations, to generate your own
ideas or to encourage the children to propose their own suggestions.

Typically, this kind ointervention runs for about one term. The weekly self

monitoring sheet below may be helpful to you.
NEPS, LWG, 2018
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Positive Declarations
Weekly Teacher SeMonitoring Record Sheet

Class

WeekBeginning

Day

Time ofDay

Affirmations used

Individuall
GroupG
Whole ClassVv

Monday

Tuesday

Wednesday

Thursday

Friday

Other comments/
Additional activities
introduced

Signed

Time of day: this helps youonitor that affirmations are used three times a day, spread throughout

the school day

Sample affirmations: no need to write out each affirmation, but just note an example or two to check

for variety

Individual, group or whole class: Note whether #férmations were done collectively or not, if the
affirmations are done in a mixed way, for example, some group and some whole class, note G +W etc
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Acronyms
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EAL
EEF
JCT
NAERM
NBSS
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NCSE
NEPS
NIPT
NRP
PDST

PIACC

PIRLS
PISA

Department of Education & Skills

English as an Additional language

Education Endowment Foundation

Junior Cycle for Teachers

National Assessments of English Reading and Mathematic:
National Behaviour Support Service

National Council for Curriculum &ssessment

National Council for Special Education Support Service
National Educational Psychologist Services

National Induction Programme for Teachers

National Reading Panel

Professional Development Service for Teachers
Programme of the International Assessment of Adult
Competencies

Progress in International Reading Literacy Study

Programme for International Student Assessment
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Appendix 1 International Definitions of Literacy

PISA (Programme for International Student Assessment)

PISA states thatading must be considered across the varied ways in which citizens interact
with text-based artefacts anémphasisesow reading is part of lifdong learning. Th&@ISA
2018 cefinition of Reading Literadyg as follows:

Reading literacy is understandingsing, evaluating, reflecting on and engaging with texts in
2NRSNJ G2 | OKAS@®S 2ySQa 3I2Frfax (G2 RSOGSt2L) :
society.

PIRLS (Progress in International Reading Literacy Study) 2016

The PIRLS definition of reading literacy has been elaborated so ihapiplicabldo readers of

all ages andhcludinga broadrange of written language formgt alsomakes explicit reference

to aspects of the reading experience of young students as they become proficient readers,
highlights the widespread importance of reading in school and everyday life, and acknowledges
G§KS AYyONBI &AYy3 @I Ninddgidal wbrid. Qurgehtly, fhe RIRLS definRion®Q &
reading literacy is as follows:

Reading literacy is the ability to understand and use those written language forms required by
society and/or valued by the individual. Readers can construct meaningdxbsnn a variety

of forms. They read to learn, to participate in communities of readers in school and everyday
life, and for enjoyment.

PIACC (Programme of the International Assessment of Adult Competencies)

ThePIAAC literacy frameworfrovides a broad definition of literacy:
Literacy is understanding, evaluating, using and engaging with written text to participate in
the society, to achieve one'sa@s and to develop one's knowledge and potential.”

This definition highlights the ranges of cognitive processes involved in literacy, focuses on
a more active role of individuals in the society, and (c) includes a range of text types, such
as narrative ad interactive texts, in both print and electronic formats.
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https://nces.ed.gov/surveys/piaac/doc/PIAAC%20Literacy%20Framework%20in%20Brief-2.doc

Appendix 2 Theoretical Perspectives on Literacy Development

This resource does not allow for andepth review of the various theoretical perspective

of literacy development. An excellent overview is presented in the NCCA document,
Literacy in Early Childhood and Primary Educati®fiCCA, 2012and can be accessed
HEREThe following extractiom that document gives a brief summary:

ly KAAG2NRAOIE 20SNWASg 2F | ONRBIFIR Nry3aS 27
literacy development indicates three paradigm shigfsom behaviourist to cognitive to
sociacultural perspectives.

In the case of a number of perspectivessee how the associated theory shaped what are
now generally accepted maxims about literacy development. For example, arising from the
work of cognitive psychologists there is now widespread acceptance of the idea that
phonological awareness is a criticapect of early literacy development. The emphasis
placed on reading for meaning is seen to arise from the psycholinguistic perspective.
Metacognitive theories emphasise the role of metacognitive processes in reading, writing
and spelling while cognitive ppenticeship models have led to the emphasis that is placed
on children developing problesolving skills in literaeselated activity through the
assistance of a more knowledgeable other. Soaitural theories of literacy are identified

as those whichmaphasise the role that culture plays in the development and practice of
literacy, the social nature of learning (including observing how others construct meaning
within literacy practices, and in some instances internalising understanding of those
processs), and the way in which literacy practice is located within wider social, economic
and political contexts. Critical literacy is seen to empower children in understanding how
texts may influence and change them as members of society.

Making meaning usin@ | NA 2dza Y2RSa A& ARSYGAFASR | a LI

O2YYdzy AOI GA GBS LINI OGAOSad 9EIYLX S& 2F Y2RSa&
construction and use of images. The strategic ways in which young children use modes and
their purpo®ful intent in selecting particular modes for particular purposes emphasised

how multimodality makes explicit the ways in which power and agency are exercised by
children in their meaning making in relation to texts. Finally, theoretical perspectives
empha&a A aAy3a GKS 1S&@ NRtS Ay fAGSNIO& S| NYyAy
sense of self efficacy are reviewed. Disposition and a sense of being able emerge as crucial
O2YLRyYySylta Ay @&2dzy3 OKAfRNByQa fAIOSNI O& RS

-114-



https://www.ncca.ie/media/2137/literacy_in_early_childhood_and_primary_education_3-8_years.pdf

Appendix 3 The Nationaliteracy and Numeracy Strategy 2022020

In July 2011 the National Literacy and Numeracy Strateggracy and Numeracy for Learning
and Life 20122020- was publishedThe Strategy defined literacy as follows:

Literacy includes the capacity to read, angtand and critically appreciate various forms of
communication including spoken language, printed text, broadcast media, and digital. media

The Strategy set out to raise standards in literacy in early years and school settings. It recognise
the importance of these key skills for all aspects of-ttaglay life and learning. The midrm
impact of the strategy was reviewed in 2015 and it shdwheat standards in literacy had risen.

1 National Assessments of English Reading and Mathematics (NAERM) carried out in 201
have shown the first significant improvements in performance by primary pupils in
English reading in 2nd and 6th Classes in o0eyears.

1 Ireland is in third position for reading out of all 35 OECD countries in the 2015 PISA
survey of 15 year old students.

1 Fewer of our students are now in the lowest performing category for reading in PISA
2015, compared with previous PISA studies.

These results are to be welcomed and may be viewed as a positive indicator that focused
interventions can succeed. The improvements made to date should encourage teachers to
sustain the focus on targeting literadiowever, the interim review acknowledgdgiat more

work needed to be done talose thegap in literacy achievement between schools with the
highest concentration of disadvantage and other schools.

As recently as October 2018, UNICEF ranked Iredaodnd out of 41 wealthy nations in
promoting educational equality between children. The report loolkadthe gap in reading
scores between the lowest and highgstrforming students in both primary school and
secondary school. The ranking results for Ireland show that inequality among children
decreases as they move from early childhood education to primary school and on to secondary
school. However, with one in 10 students not reaching basic proficiency in reading by secondary
school, when aged about 15 years, there is clearly work to be dasmtes of low attainment

are falling, it is all the more imperative to ensure that struggling readers do not become isolated
in schools and in society.

The interim review of the Strategy set new targets for 2@020, with a particular focus on
DEIS schds, where the highest concentration of leevel attainment is seen. There is
particular concern that some children in DEIS schools experience a slower pace of instruction
fewer opportunities to read, write and discuss extended text, with a heavier enpbasasic

skills. Overemphasis on basic skills is particularly problematic if it occurs in the absence of
meaningorientated instruction.
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Appendix 4 The Primary Language Curriculum

The needs of all learners are best considered within the context afuh@culum that is offered
to them. ThePrimary Language Curriculum (DES, 20diBjtifies a first language (Language 1)
and a second language (Language 2) in Irish primary schools and whether Language 1 is Engli
or Irish is determined by the languagedateaching learning context of the school. Irrespective
of which is Language 1, there is an integrated approach to language teaching and learning, with
3 key strands: oral language, reading and writing. Hfiisctive Interventionsesource is
focused orthe reading strand of the curriculum, although, of course, the three strands overlap
in a holistic experience.

There are four interconnected components including learning outcomes, progression continua,
support material and examples. The progression continua for reading contains milestones and
steps which are helpful to the teacher in planning intervention. Thesdimue to set out
differentiated outcomes for pupils at all levels. Teachers should be able to move fluidly between
the interventions set out in this document and the progression continuum in ti@aPy
Language Curriculum.

What are the
next steps in_
their learning?
here are
1vh‘e (',h“d'e“ )

inmy olass ¥

m
at strand @
|h{ocll's“l9 on?

Refer to the

Refer to the
Primary Language
Curriculum

Each learning outcome
corresponds to a section
on a continuum of the
same nawe, each outcome
18 broken down Into a
number of progression
steps across eight
wilestones (a-h) on this
continvum.
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The Primary Languadéurriculum is supported by the Primary Language Toolkit and there are
a range 6 on-line resources to support teachershese resources offer a solid grounding in
guality teaching and learning for all children.

With regard to tudents who have English an Additional language (EAL}he Primary
Language Curriculum recognises that children transfer many language and literacyoskills f
English to Irish and to other languages, and that this is a reciprocal relationship, with learning
in any language, befiiting language development in additional languages. Teachers can help
children transfer linguistic skills and concepts form their first to their second or third languages.
This transfer of learning can be particularly helpful to children who struggteliaracy.

PRIMARY LANGUAGE CURRICULUM

ENGLISH

9

primar¥
devgopments

Phonological Awareness

LEARNING OUTCOMES

Phonological
Awareness differs from
phonics because it is
based on the sounds
that we hear rather than
the letters on a page.

What is Phonological
Awareness?

Phonological Awareness is

the area of oral language that
relates to the ability to think
about the sounds in a word
(the word's phonological
structure) rather than just the
meaning of the word. It is an
understanding of the structure
of spoken language and is an
umbrella term that includes

an awareness of words within
a sentence, syllabic awareness,
an understanding of onset and
rime, and phonemic awareness.
Becoming phonologically aware,
i.e, becoming attentive to the
sound structure of language, is
an aural and oral skill.

Why Teach Phonological
Awareness?

A child’s level of phonological
awareness at the end of the
first year in school is one of the
strongest predictors of future

- are able to manipulate

: within words.

Support Material

ENGLISH | READING | Stage | and Stage 2

© reading success. Learning to read requires children to

have a considerable awareness of the sound structure

© of spoken language and phonological awareness is

the first building block in this process. It is a critical

aspect of early literacy development and is linked

to attainment in reading, comprehension and spelling.

. Sound awareness precedes and accompanies symbol

awareness so that a child can learn to read with ease.

: Phonological Awareness as a Continuum

Phonological Awareness can be placed on a

: development continuum, beginning with basic

listening skills and progressing through an ability to

. identify rhyme and alliteration and to distinguish

words within sentences.

. The continuum extends

- toinclude an awareness

. of syllables within words

: and onset and rime within

A phoneme is the
smallest unit of sound
in aword. E.g., the
word ship has three
phonemes /sh/, i/, /p/.

words, until children

individual phonemes

-117-




Appendix 5 Junior Cycle and PeBtimary Context

At the post-primary level,the Junior Cycle @riculum places emphasis on the development of
key skills across the curriculum, including the skill of reading. The 24 statements of learning that
are at the core of the Junior Cycle include the following:

The Student
1 Communicates effectively using a variety of means in a range of contexts in L1
2 Listens, speaks, reads and writes in L2 and one other language at a level of proficiency that is appropriate to her or his ability

3 Creates, appreciates and critically interprets a wide range of texts

This means that literacy is central across Junior Cycle and explicit links between each subject
FYR GKS 1Seé aiAftt 2F WwW. SAy3 [ A Boopdtiedsersl NS
need to be particularly mindful of explicitly teaching core \mdary and of supporting

studentsto apply reading comprehension strategies as part of their core work, irrespective of
the subject specialism.

The NCCA have developed a range of resources includimgieulumspecificationassessment
guidelines andexamplesof studentwork and there are more detailed specification alto
literacy within the English curriculunittps://www.curriculumonline.ie/Juniofcycle/Juniof
CycleSubjects/Englisirhis subject specification affirms the intaggd nature of the
development of literacy skills and the requirement to engage with a broad range of texts.
Readind-earningOutcomes support the development of fluent, meaningful reading and the
ability to apply reading comprehension strategies acroggd@ range to texts, including digital
and multimodal textsTherefore, the work of the English subject teacher will continue to
support whole school approaches to literacy development and the work of the special
education teacher.

- 118-

T2


https://www.curriculumonline.ie/getmedia/d14fd46d-5a10-46fc-9002-83df0b4fc2ce/JuniorCycle_-English_-specification_amended_2018.pdf
https://www.curriculumonline.ie/getmedia/60ec6b68-b289-4f32-ba62-3e7ac9e6d950/EnglishJC_-AssessmentGuidelines_04-12-15.pdf
https://www.curriculumonline.ie/getmedia/60ec6b68-b289-4f32-ba62-3e7ac9e6d950/EnglishJC_-AssessmentGuidelines_04-12-15.pdf
https://www.curriculumonline.ie/Junior-cycle/Junior-Cycle-Subjects/English-(1)/Examples-of-Student-Work
https://www.curriculumonline.ie/Junior-cycle/Junior-Cycle-Subjects/English
https://www.curriculumonline.ie/Junior-cycle/Junior-Cycle-Subjects/English

The resourceJuniorCycle Schools
Programme: Resources for «
Developing a SchodlVide Literacy

C. Range of Resources

Plan (2008,) helps posmrlmary Student Reading Resources
SChOOIS evaluate thelr Current 1. What reading materials available to the students?
practice and plan to strengthen and " s ot -
develop that practice. To learn morg e

O

O

clickHERE * Ficion

« Non - Fiction

2. s there a reading cornerfreading area’book box scheme, other ?

3. Are there books in the classrooms?

4. Is there a school library? 0 ves 0 No

If yes, can the students borrow books?

5. Is there a library programme allowing teachers and students make the best use of the library?

Additionally, the NCCA have develodezlel 1 and_evel 2 Learning Programmesgich are
targeted at very specific groups of students. The Level 2 programmes are for those with genera
learning disabilities in the higher functioning moderate and low functioning mild categories,
while Level 1 programmes are for those with generatriggay disabilities in the range of lower
functioning moderate to severe and profound categories. Both Level offer Priority Learning
Units in the area of Communication and Literacy.
https://www.ncca.ie/en/juniorcycle/levelone-and-levettwo-programmes

Supporting the progress of those with General Learning Difficultidsei€urriculum Access
Tool. This isa framework to assist teachers in implementing the curriculemstudents with
general learning disabilitand includes detailed descriptors across a range of areas in the
domainCommunication and Languag€he Curriculum Access Tool is availd#RE.
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http://www.sdpi.ie/SDPI_DEIS_Docs/JCSP_literacy-plan_FINAL%20COLOUR.pdf
https://www.ncca.ie/en/junior-cycle/level-one-and-level-two-programmes
http://cat.sess.ie/tool/area/4

Strand Unit - Receptiveness to
Language (Reading)

Y
—

Strand Unit - Competence and
Confidence in using Language
(Reading)

Strand Unit - Developing Cognitive
Abilities through Language
(Reading)

Strand Unit - Emotional and
Imaginative Development through
Language (Reading)
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