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Icons in this Module

Icons in this module were developed to visually separate different sections within each chapter of the
module and for the reader to easily understand the function of the different sections.

Below are the icons and their meanings.

Learning outcomes

This icon notes the learning outcomes for each chapter.

(o6
00 Key terms
This icon notes the chapter key terms and definitions.

| r‘) Assessment of learning

O This icon notes where there is an assessment of learning for the chapter.

Activity
f This icon notes where there is an activity within the chapter.

Sample text

i)

This icon notes where sample text has been included in the chapter.
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/ACTIVITY ICONS

Icons also appear alongside activities in each chapter as a way to signal to the reader the nature of the

work involved. All activities should have at least one icon; some activities may have more thanicon if

multiple stages are involved.

Below are the activity icons and their meanings.

Lecturer-led

This icon notes the activity includes discussion or demonstration led by a lecturer.

Small group

This icon notes the activity requires student teachers to work in small groups.

Pairs

This icon notes the activity requires student teachers to work together in pairs.

Independent

This icon notes the activity requires student teachers to work independently.

Written response

This icon notes the activity requires student teachers to provide a written response.

Homework

This icon notes the activity includes tasks to be completed outside of class.

Technology

This icon notes the activity includes an opportunity to use technology.

Higher order thinking

This icon notes the activity includes an opportunity to use higher-order thinking.

Review and connect

This icon notes the activity includes an opportunity to review previously learnt

information and connect it to new information.
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PREFACE

Dear teacher educators and student teachers,

| present to you the six course modules that have been developed to assist you in the teaching of literacy
and language at college level. These modules have been developed to address the perennial challenges of
learning resources for students and lecturers at college level. A major challenge particularly at pre-service
level has been insufficient teaching and learning materials.

Recent research across Zambia by the Ministry of Education has revealed that while primary school
completion rates are increasing (Ministry of General Education 2017), literacy skills of children in lower
primary school continue to be low. In fact, the Early Grade Reading Assessment (EGRA) administered in
five provinces in 2021 revealed a decrease in learners’ performance in initial reading skills and higher-level
reading skills since 2018 (USAID April 2022). With regards to initial reading skills, the study revealed that
performance has decreased in oral reading fluency, reading comprehension, listening comprehension, letter
sound identification, syllable sound identification, and non-word reading. These findings indicate that
reduced performance in initial reading skills has adversely affected performance in higher-level reading skills,
evidenced by decreases in average scores for oral reading fluency and reading comprehension since 2018.

One of the factors contributing to these issues is the quality and availability of teaching and learning
materials in institutions that offer pre-service teacher education programmes. Based on these findings, the
Ministry of Education, with support from the United States Agency for International Development (USAID),
decided to focus on improving the materials and learning resources available in colleges and universities that

train primary teachers.

These modules were written by teams consisting of lecturers from the University of Zambia, Chalimbana
University, and colleges of education, with support from staff of the USAID Transforming Teacher
Education Activity. The modules are based on the current knowledge about evidence-based approaches to
early grade reading and primary grades teaching practices. The modules are freely available and may be
shared electronically and produced as needed by institutions.

| urge you all to make use of these modules to improve teaching of all literacy and language education
courses in the pre-service primary teacher diploma programmes nationwide. As a teacher educator and
teacher myself, | wish you the best in your careers in education as we all strive for excellence in the
learning outcomes of our learners in all our Zambian schools.

Best regards,

\

L A L X “\\

Mr Joel Kamoko
Permanent Secretary Education Services

Ministry of Education
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vii



Module Learning Outcomes

CHAPTER |

National Syllabus topics and outcomes:

1.5.3 Approach (Key Skills) to Teaching (PLP) 1.6.4
Early Grade Reading
1.5.3.1 Demonstrate knowledge of
appropriate key skills to teaching early
grade reading 1.6.5

1.6.2 Importance of Assessment
1.6.2.1 Discuss reasons for assessment

1.6.3 Types of Assessment

1.6.3.1 Discuss different types of 2.2.2
assessment

By the end of this chapter, the student teacher will:

Conducting Assessment
1.6.4.1 Explain the procedure for
conducting assessment

Assessment and Record Keeping
1.6.5.1 Explain the importance of record
keeping

1.6.5.2 Interpret assessment results to
improve learner performance

Peer Teaching
2.2.2.1 Demonstrate skills in language
teaching through peer teaching lessons

1 define oral reading fluency.

2 understand the relationship between the component parts of fluency.

3 describe why oral reading fluency is important to literacy.

4 explain what it means to be a fluent reader.

5 identify research-based strategies for fluency instruction.

6 demonstrate an understanding of and practice reading fluency strategies.
7 administer and score a fluency assessment.

8 interpret the results of a fluency assessment.

9 identify mother-tongue based multilingual education (MTB-MLE) strategies for teaching fluency.
10 design and deliver a fluency lesson.

CHAPTER 2

National Syllabus topics and outcomes:

1.5.3 Approach (Key Skills) to Teaching (PLP) 1.6.4
Early Grade Reading
1.5.3.1 Demonstrate knowledge of
appropriate key skills to teaching early
grade reading 1.6.5

1.6.2 Importance of Assessment
1.6.2.1 Discuss reasons for assessment
2.2.2
1.6.3 Types of Assessment
1.6.3.1 Discuss different types of
assessment

Conducting Assessment
1.6.4.1 Explain the procedure for
conducting assessment

Assessment and Record Keeping
1.6.5.2 Interpret assessment results to
improve learner performance

Peer Teaching
2.2.2.1 Demonstrate skills in language
teaching through peer teaching lessons

USAID Transforming Teacher Education
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By the end of this chapter, the student teacher will:

ooNOTTITHHAWN=

define receptive and expressive vocabulary.

differentiate between the three tiers of words.

create a list of Tier two vocabulary words from a given text.

create a learner-friendly definition and explain why it is important.

identify research-based strategies for vocabulary instruction.

demonstrate understanding of how vocabulary skills are assessed.

administer and score a vocabulary assessment and interpret the results.

identify MTB-MLE strategies for teaching vocabulary.

design and deliver a vocabulary lesson.

CHAPTER 3

National Syllabus topics and outcomes:

1.5.3

1.6.2

1.6.3

Approach (Key Skills) to Teaching (PLP)
Early Grade Reading

1.5.3.1 Demonstrate knowledge of
appropriate key skills to teaching early
grade reading

1.6.4

1.6.5

Importance of Assessment
1.6.2.1 Discuss reasons for assessment
2.2.2
Types of Assessment
1.6.3.1 Discuss different types of
assessment

By the end of this chapter, the student teacher will:

NoupbhwnNn=

define listening comprehension.
discuss the importance of listening comprehension.
outline key listening comprehension skills.

Conducting Assessment
1.6.4.1 Explain the procedure for
conducting assessment

Assessment and Record Keeping
1.6.5.2 Interpret assessment results to
improve learner performance

Peer Teaching
2.2.2.1 Demonstrate skills in language
teaching through peer teaching lessons

identify research-based strategies used to teach listening comprehension skills.

demonstrate understanding of how listening comprehension is assessed.

identify MTB-MLE strategies for teaching listening comprehension.

develop and deliver a listening comprehension lesson.

CHAPTER 4

National Syllabus topics and outcomes:

1.5.3

1.6.2

Approach (Key Skills) to Teaching (PLP)
Early Grade Reading

1.5.3.1 Demonstrate knowledge of
appropriate key skills to teaching early
grade reading

1.6.3

1.6.4

Importance of Assessment
1.6.2.1 Discuss reasons for assessment

Introductory Material
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Types of Assessment
1.6.3.1 Discuss different types of
assessment

Conducting Assessment
1.6.4.1 Explain the procedure for
conducting assessment



1.6.5 Assessment and Record Keeping 2.2.2

1.6.5.2 Interpret assessment results to
improve learner performance

By the end of this chapter, the student teacher will:

Peer Teaching
2.2.2.1 Demonstrate skills in language
teaching through peer teaching lessons

1 define reading comprehension.

2 explain the relationship among the other components of literacy and reading comprehension.
3 outline the key reading comprehension skills that good readers do.

4 identify research-based strategies to develop learners’ reading comprehension skills.

5 identify and develop questions that assess different levels of understanding.

6 outline the key differences between narrative and expository text.

7 demonstrate understanding of the different types of comprehension assessments.

8 identify MTB-MLE strategies for teaching reading comprehension.

9 develop and deliver a reading comprehension lesson.

CHAPTER 5

National Syllabus topics and outcomes:

3.3.1 Meaning and Importance of Literature 3.3.5
3.3.1.1 Define literature
3.3.1.2 Explain the value of literature

3.3.2 Types of Literature (oral and written) 3.3.6
3.3.2.1 Recognise different types of
literature

3.3.3 Forms of Literature 3.3.7

3.3.3.1 Distinguish oral forms of literature
from written forms of literature

3.3.4 Genres of literature

3.3.4.1 ldentify different types of
literature genres

By the end of this chapter, the student teacher will:

Literary Terminologies
3.3.5.1 Explain different literary
terminologies

Figures of speech
3.3.6.1 Recognise and use figures of
speech in writing

Poetry

3.3.7.1 Recognise and demonstrate
understanding of different types of poems
3.3.7.2 Compose poems and songs on
cross-cutting issues

1 explain why children’s literature is important to the early grade reading classroom.

2 determine the differences between oral and written forms of children'’s literature.

3 distinguish the genres and subgenres of children’s literature.

4 explain the literary terminologies associated with each genre.

5 recognise figurative language in text.

6 demonstrate understanding of the elements of poetry by creating a poem.

7 design and demonstrate a poetry activity that can be used in a primary school classroom.
8 understand why multicultural literature is important to the multilingual classroom.

9 demonstrate understanding of how teachers choose appropriate literature for children.
10 conduct a field observation to learn about the literature resources available in a local school.
1 recognise the various sources where children'’s literature is found.

12 analyse online children’s literature resources to determine their utility for the classroom.

USAID Transforming Teacher Education

X



B\ SCHOOL-TO-SCHOOL
AN INTERNATIONAL

(u

i ‘g FROM THE AMERICAN PEOPLE

/ U SAID mw ; &hs

Chapter 1 of Literacy Module Il for Student Teachers

Reading Fluency

This material for a course in the Primary Teachers' Diploma at colleges of education in Zambia is made possible by the support of the American people
through the United States Agency for International Development (USAID) under the Transforming Teacher Education Activity (Cooperative
Agreement No. 72061120CA00006). The contents of this course are the sole responsibility of the Transforming Teacher Education team and do not
necessarily reflect the views of USAID or the United States Government.

2022 Edition

The text and illustrations in this work are licensed under the Creative Commons Attribution 4.0 International

@ @ License. To view a copy of this license, visit http://creativecommons.org/licenses/by/4.0/. Under the Creative

Commons Attribution license, you are free to copy, distribute, transmit or adapt the work as long as you
attribute or credit the original authors and illustrators






Reading Fluency

INTRODUCTION

Reading fluency is a foundational literacy skill and an essential component of
comprehension. Fluent readers read connected text accurately, at a natural rate,
and with appropriate prosody (Honig, Diamond, & Gutlohn, 2018). Deficiencies
in this foundational aspect of reading prevent learners from adequately
comprehending texts. If fluency problems are not addressed in the early grades,
problems will likely hinder learners’ educational progress in subsequent years.

To prepare student teachers for their future classrooms, this chapter explains
how fluency develops and explores the instructional practices that support
fluency's development. Chapter 1 also includes details on how student teachers
can assess fluency and modify instruction to meet the needs of all learners,
including those with special educational needs or whose first language is not the
language of instruction.

Chapter |. Reading Fluency
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1.1

Learning outcomes

Topics and outcomes from the National Syllabus:

1.5.3 Approach (Key Skills) to Teaching (Primary Learning Programme, or PLP) Early Grade
Reading
1.5.3.1 Demonstrate knowledge of key skills to teaching early grade reading

1.6.2 Importance of Assessment
1.6.2.1 Discuss reasons for assessment

1.6.3 Types of Assessment
1.6.3.1 Discuss different types of assessment

1.6.4  Conducting Assessment
1.6.4.1 Explain the procedure for conducting assessment

1.6.5  Assessment and Record Keeping
1.6.5.1 Explain the importance of record keeping
1.6.5.2 Interpret assessment results to improve learner performance

2.2.2  Peer Teaching
2.2.2.1 Demonstrate skills in language teaching through peer teaching lessons

By the end of this chapter, the student teacher will:

define oral reading fluency.

understand the relationship between the component parts of fluency.
describe why oral reading fluency is important.

explain what it means to be a fluent reader.

1
2
3
4
5 identify research-based strategies for fluency instruction.
6 demonstrate understanding of reading fluency strategies.

7 administer and score a fluency assessment.

8 interpret the results of a fluency assessment.

9 identify mother-tongue based multilingual education (MTB-MLE) for teaching fluency.

10 design and deliver a fluency lesson.

USAID Transforming Teacher Education
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1.2

Instructional materials

e Student module e Zambian texts for practice
. ) . (Appendix 1F)
e Timed repeated reading and recording
sheet (section 1.6.2, Appendix 1B) e Primary learning programme materials
e Timed repeated reading: Learner copy e Lesson plantemplate (section 1.9)

(section 1.6.2, Appendix 1C)
e Lesson plan rubric (section 1.9)

e Text for reading (activity 5)
e Peerfeedback form (section 1.9)
e Accommodations for an inclusive

classroom (Appendices 1G and TH)

o0
0O

1.3

Key terms

Accuracy

A measure of a learner’s ability to read text without errors; a good reader reads with little to no

errors.

Assisted reading

A fluency intervention to build fluency skills in which a struggling reader is supported by a proficient
reader—peer, teacher, parent—who provides immediate feedback.

Automaticity

The ability to read words quickly and accurately.

Decodable text

Text in which most of the words connect to phonics instruction and curriculum materials.

Echo reading

A fluency intervention during which a teacher reads aloud a text by phrase or sentence, modelling
appropriate fluency, and then asking the learner to repeat it back. Also known as choral reading.

Chapter |. Reading Fluency
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High frequency word

A word that occurs most often in written materials.

Miscue analysis

An assessment that helps teachers see if there are patterns in the errors. Can help teachers provide
feedback and targeted instruction.

Oral reading fluency
A measure of a learner’s ability to read texts accurately and at an appropriate rate with expression
or prosody.

Partner reading

A learning strategy for developing fluency in which two learners are paired to read a shared text.

Phrase-cued reading

A text used to train learners to recognise the natural pauses that occur between phrases in reading.

Predictable text

Text that provides multiple repetitions of words and phrases. Allows learners to memorise the
patterns and make predictions using the pictures.

Prosody

The process of reading with expression and appropriate phrasing.

Rate

The speed of reading.

Reader’s theatre

A fluency activity where learners are divided into small groups to practise and perform a script.

Repeated reading

A fluency activity where learners practise reading the same text multiple times until desired fluency
levels are attained.

Running record

An assessment tool that provides insight into a learner’s reading as it is happening.

Sight word

A word that learners are taught to recognise instantly. In English, these may be decodable.

Example: ‘the’, 'to’, 'of’, ‘a’, ‘come’, ‘by’, ‘which’

Timed repeated oral reading

USAID Transforming Teacher Education
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An instructional practise or strategy for monitoring learners’ fluency development under timed
conditions.

Translanguaging

Purposeful pedagogical alternation of language use in spoken and written forms and receptive and
productive modes.

Words correct per minute

Calculating the ratio of words read correctly and accurately per minute. Often abbreviated as
WCPM.

Chapter |. Reading Fluency
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Activity 1 & C) Learning outcomes: 1-6 & 8 f

Know-Want to Know-Learnt

1. Before reading the chapter, record information you have learnt from Literacy Module Il in the ‘Know'
column of the chart provided by responding to the question: What do you already know about the
core components of literacy instruction?

2. Next, ask questions to set a purpose for learning and record those questions on the chart. Use the
prompt: What do you want to know about reading fluency?

3. Be prepared to share your responses.

4. The lecturer may ask you record information you learn throughout the chapter or wait until the end of
the chapter to complete the final column.

Know-Want to Know-Learnt

Know Want to Know Learnt
What do you already know What do you want to know What have you learnt about

about the core components | about reading fluency? reading fluency?
of literacy instruction?

1.4

What is reading fluency?

Reading fluency is one of the core literacy components that contributes to reading comprehension
(see Figure 1.1). Before developing fluency skills, learners must have a strong foundation in other
components of literacy. For example, learners must have developed phonological and phonemic
awareness as well as knowledge of letters and their sounds (the alphabetic principle).

USAID Transforming Teacher Education
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Figure 1.1 The reading pyramid (modified from the Ontario Institute for Studies in Education, 2021)

Reading
Comprehension

Reading
Comprehension
Strategies

Oral Language

Text
* Structures

Vocabulary Reading & Genres

Knowledge Fluency &

Building Expression Concepts
of Print

Phonological &
Phonemic
Awareness

Letter
Sounds &
Phonics

Learners' decoding skills will continue to develop as they become proficient and fluent readers.
Although there is both oral and silent reading fluency, instruction and assessment often focus on
fluency when reading texts orally, known as oral reading fluency (ORF). ORF allows teachers to hear
and understand the components of fluency where a learner struggles.

Many scholars (Honig et al.) include multiple components in reading fluency: accuracy, rate,
automaticity, and prosody. Accuracy refers to if a reader makes mistakes in decoding or sounding out
words. Rate refers to the speed of reading. Calculating the ratio of accurate words per minute read
generates a score of words correct per minute (WCPM). We explain how to calculate a WCPM score
in the next subsection and give practice later in the chapter. A reader with proficient fluency skills will
read with very few mistakes and at a natural speed that is neither too fast nor too slow. Some scholars
include automaticity, or the ability to identify letters, words, and word patterns quickly and easily, as
an additional component, while others consider it an aspect of accuracy (Reutzel & Cooter, 2021).
Fluent readers will also have prosody, meaning they read with expression and appropriate phrasing. To
do this, a reader must pay attention to how punctuation marks affect what is read and the meaning of
the text. Figure 1.2 outlines the elements of fluency.

Chapter |. Reading Fluency
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Figure 1.2 Components of reading fluency

4 N\ )
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\ J of Reading \ J
Fluency

1.4.1 Words correct per minute & miscue analysis

The relationship between a learner’s reading rate and accuracy is calculated as a WCPM score.
WCPM is calculated by determining the total number of accurately read words within a one-minute
time frame. For example, if there are 115 words in a text, and the learner reads 100 of those words
correctly in one minute, then the learner read 100 WCPM.

Additionally, accuracy can be looked at qualitatively. This means noting learners’ miscues, or errors,
while reading and then performing miscue analysis. A miscue analysis helps student teachers see if
there are patterns in the errors that are made. Over time, identifying patterns will help student
teachers provide feedback and targeted instruction to learners.

Common miscues and their record in a miscue analysis:

e Mispronunciation: Record the word or sound the learner said by writing their mispronunciation
above the word.

e Self-correction: If learners make a mistake but correct themselves, indicate this with the
abbreviation 'SC..

e Insertion: Write the word the learner added into the text in the appropriate space.

e Substitution: Cross out the word the learner did not read accurately and write the word the

learner used instead.
e Omission: Circle the word, sounds, or sentences the learner did not read.

e Repetition: Write the letter ‘R'next to or above the word the learner repeated.

USAID Transforming Teacher Education
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e Teacher given words: If you or another teacher provides a word—an acceptable practice—
indicate this by writing a ' 7"above the word.

There are some other observable characteristics that teachers may choose to make note of when

administering a fluency measure:
e Punctuation: Does the learner pay attention to punctuation marks?
e Rate: Does the learner read at a rate that is too fast to comprehend the text?

e Comprehension: Teachers can create comprehension questions to determine whether learners
understand the text, or they can require learners to retell what they read about.

Important: It can be challenging to record learners’ errors while reading, especially with large classes,
as is often the case in Zambian schools. In such settings, teachers may choose specific elements they
want to focus on while learners are reading. For example, teachers can focus on just the missed words

while reading.

Activity 2 E » m Learning outcomes: 3 & 4 /

Part I: Demonstration

Listen and follow along to the text being read below. The lecturer will read the text three different times.
Notice the differences.

‘Once upon a time, a mother and a father lived in a village. The father caught a bird and put that bird
in a cage in his house. He told his child, ‘Do not open this cage! Ever!" Then one day, the mother and
the father left the village to walk to the countryside to farm the land. While working on the farm, the
child invited other friends in the village to their home to play.’

Excerpt taken from Zambian Folktales: Adapted Stories for Young Children (American Institute of Research, n.d.)
Part Il: Think-pair-share
1. Think about the following question:
a. What do you think fluency's role is in reading comprehension?

2. Share your response with your partner.

Chapter |. Reading Fluency
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1.5

Why is reading fluency important?

Reading fluency is important because it leads to comprehension. The more fluent a reader is, the more
likely they will be to comprehend the text. Comprehension is the goal of reading instruction. As
previously stated, fluency does not mean fast reading. Fluent readers read text accurately, at an
appropriate rate, and with expression. Learners who have not developed automaticity in word
recognition spend too much time decoding words and not enough time comprehending what they
have read (Honig et al., 2018; the National Reading Panel, 2000). Learners who read too quickly put
too much emphasis on the action of reading and too little on actively comprehending what they have
read. If learners in primary grades do not develop proficient fluency skills, they are more likely to
struggle with fluency as they get older, affecting their comprehension skills (Stanovich, 1986).

1.5.1 Second language acquisition and fluency

While fluency is important for reading comprehension for all learners, student teachers need to
understand why fluency is particularly important within a Zambian classroom. Many classrooms in
Zambia are multilingual. Learners begin learning key literacy skills in their first language or mother
tongue and later develop literacy skills in English.

As learnt in Literacy Module | and Language Module |, Zambian languages—Bemba, Lozi, Nyanja, and
others—are quite different from English, which is important for two major reasons related to fluency.
For one, the transparent nature of the Zambian orthography—the one-to-one correspondence
between letters and sounds—makes it easier for native Zambian speakers to decode words and read
fluently in their languages. Texts in Zambian languages are more predictable. Secondly, the
agglutinative nature of the Zambian orthography means it is impossible to compare Zambian ORF
rates to English ORF rates. Recall from Language Module | that in agglutinative languages, words are
made up of linked morphemes expressing different meanings and grammatical functions. Unlike
English, individual words in Zambian languages can also be complete sentences. Therefore, in
Zambian languages, word boundaries are harder to determine. This does not mean that fluency is
unimportant to teaching literacy skills in Zambian languages. However, it does mean that the
differences in teaching reading fluency in English and Zambian languages are significant. Student
teachers must properly understand how to teach and assess fluency and modify instruction to meet
the needs of all learners.

The differences are also significant because of what is known about best practices in L2 acquisition.
Literacy skills developed in a learner’s L1 will transfer to a L2 or additional languages. So, the more
developed learners’ literacy skills are in their L1, the better off they will be when learning other
languages.

USAID Transforming Teacher Education
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In 2018, USAID Education Data (2021) conducted a baseline Early Grade Reading Assessment (EGRA)
to measure grade 2 learners' reading performance. Following this, the USAID Let's Read Project
implemented reading interventions in targeted schools in five provinces. Later, in 2021, a midline EGRA
was carried out to compare learners’ performance at baseline versus midline. One of the subtasks of
this assessment was a measure of ORF in the seven Zambian LOls.

A comparison of baseline and midline ORF scores is illustrated in Figure 1.3. These data compare the
percentage of grade 2 learners who read zero words correctly at baseline (the first bar) with the
percentage of grade 2 learners who read zero words correctly at midline (the second bar). The third
bar shows the difference in percent between these percentages.

Figure 1.3 Percentage of grade 2 learners scoring zero on the oral reading fluency subtask, by language
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Figure 1.4 shows average ORF scores for each local LOI at baseline and midline as well as the
difference between those scores. Scores are presented in WCPM. This means that, on average,

learners who took this assessment correctly read this number of words in one minute.

Figure 1.4 Average oral reading fluency scores for baseline and midline as measured by WCPM, by language
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From the date it is evident that most grade 2 learners are not proficient readers—and this trend has
not improved from 2018 to 2021. Average ORF scores decreased 29 percent from baseline to midline
and that there was an overall decrease in grade 2 learners’ reading performance.

Activity 3 »> M @ Learning outcomes: 2-4 /

Write-Pair-Share
Respond to the following questions:

1. What does it mean to be a fluent reader?

2. Why is fluency important?

3. Why isit important for learners to learn how to read and write in their L1 before learning a L2?

USAID Transforming Teacher Education
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1.6

How is reading fluency taught?

Countless research studies support key principles and strategies for teaching fluency. Figure 1.5 lists
the key principles of fluency instruction. However, it has been modified to include comprehension.
Fluent reading is not meaningful if learners do not comprehend what they read (Rasinski & Padak,
1996; Reutzel, 2006; Worthy & Broadus, 2002; Shannahan, Fisher & Frey, 2012 as cited in Reutzel &
Cooter, 2021). The common thread that runs through these principles and strategies is that all the
major fluency components should be addressed: accuracy, rate, and prosody. Automaticity will
emerge as the result of frequent, intentional, and targeted fluency instruction as well as the integration
of vocabulary instruction (discussed more in chapter 2). This section outlines the principles and
strategies of fluency instruction and provides opportunities for student teachers to apply what they

have learnt in practical ways.

Figure 1.5 Seven effective principles of fluency instruction

"""""" 7 effective principles of fluency instruction

* Practice, practice, practice

* Modelling

* Explicit instruction and feedback

* Scaffolding instruction

* Phrasing practice

* Reading appropriately challenging materials
* Comprehension

1.6.1 Principles of fluency instruction

1. Practice, practice, practice: Learners build their fluency skills through repetition. This is done
through repeated reading tasks. Repeated reading means just what the phrase implies. Learners
should practise reading the same text multiple times until desired fluency levels are attained.
Research has found that learners benefit the most after reading texts three or four times
(Therrien, 2004, as cited in Honig et al., 2018). There are many ways for student teachers to
include repeated readings in their instruction.

2. Modelling: Learners need more than practice. They also need to hear an expert reader model
fluent reading. By listening to reading that is accurate with the right pace and expression,
learners can become fluent readers themselves. Rasinski & Padak (2013) describe a teacher's
voice as the ‘greatest asset’ that shows how a ‘reader breathes life into words on the page and
enhances comprehension’ (pp. 11).

3. Explicit instruction and feedback: Learners need to be explicitly taught what fluent reading is
and what it is not. When teachers model fluent reading, they should point out their fluent
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behaviours, and when they are listening to their learners read, they should provide constructive
feedback that helps learners understand what they can do to improve their reading fluency.
Teachers should teach learners how to self-monitor, evaluate, and self-regulate while reading.
This means helping learners monitor how they are reading, judge their progress, and adjust
their reading according to what they notice about their reading (Reutzel & Cooter, 2021).

. Scaffolding Instruction: Most learners in the classroom will read at different rates and with
varying levels of prosody and accuracy. Teachers must design fluency instruction that meets
learners at the level that is just right and supports learners in ways that help them make
learning gains that are appropriate for their needs. Then, when learners meet their goals, the
scaffolding is removed, and learners work towards another goal to help them continue to
progress (Hougen & Smartt, 2020).

Practice with phrasing: Words combine into phrases and then into sentences. Fluency practice
can be broken down into practice with phrases. Rasinski & Padak (2013) suggest that English
teachers teach high frequency word phrases. High frequency word phrases contain words that
occur the most often in English texts. These words are often referred to as sight words. There
are English sight word lists that teachers can help learners to memorise. This helps with
developing their automaticity with words. Teaching high frequency word phrases teaches
learners that ‘fluent reading means reading smoothly and in meaningful phrases that are
marked with appropriate expression’ (Rasinski & Padak, 2013, pp. 64).

Reading appropriately with challenging materials: Texts for teaching fluency should match
learners’ instructional levels (see Figure 1.6). If texts are not challenging enough, learners will
not be able to make progress with more complex texts. If texts are too challenging, learners will
become frustrated and demotivated with reading. Honig et al. (2018) further recommend that
teachers pay attention to text length, genre, and content. Texts should be between 50 and 200
words, with beginning readers reading shorter texts and more advanced readers reading longer
passages (Armbruster, Lehr, & Osborne, 2001, as cited in Honig et al., 2018). Teachers should
choose various genres—short stories, newspapers, magazine articles, biographies, expository
texts, songs, or poetry. As for content, the more engaging or interesting the content, the better.

This will be more motivating for learners.

Figure 1.6 Choosing the right text

Choose the Independent level: Learner reads text with 95% or greater accuracy.
right text

Instructional level: Learner reads text betwen 90 and 94% accuracy.

Frustration level: Learner reads text with 89% or less accuracy.
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For English fluency instruction, decodable texts are helpful (see Figure 1.7). Decodable texts
contain words in which most of the text is connected to phonics instruction and curriculum
materials. They also contain high frequency and sight words. This means that the sounds-to-
spelling relationships within the text are taught within the context of phonics instruction.
Phonics instruction teaches decoding skills according to a developmental progression from
simple to complex. Thus, decodable texts ‘provide beginning readers with opportunities to
prove what they are learning and to build automaticity, confidence, and fluency’ (Honig et al.,
2018, pp. 183).

Figure 1.7 Decodable text example

.|
| Fat Cat
|

| am a fat cat.

| am Sam'’s fat cat.

|

|

|

|

|

|

|

|

i Sam has a mat.
|

|

i | sat on Sam’'s mat.
|

e e e e e e e e e e e S e e S S e S e e S S e S e e e s

7. Comprehension: Because comprehension is the goal of reading, fluency practice should also
include if learners understand the texts they are reading. Teaching text comprehension and
fluency encourages learners to think about what they are reading while they are reading. To
understand what is read, we use an appropriate pace that pays attention to the punctuation in
the text and how the phrases within sentences coalesce to create a meaningful whole.

1.6.2 Classroom application: Fluency strategies

This section provides descriptions of eight strategies teachers can use in their classrooms to teach all
the components of fluency.

Figure 1.8 Fluency strategies for the classroom

Phrase-cued
reading

Timed repeated

. Reader’s theatre
oral reading

Partner reading

Independent silent

Choral reading Duet reading

Echo reading

reading
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Activity 4 & Learning outcome: 5 lf

Use the chart to record key information about each strategy. Include a description of the strategy and mark a
check (v) for the component(s) of fluency taught in the strategy. You should also mark a check (v*) for the
type of assistance. This activity will help you access what you have learnt when it is time for you to practise
and create activities on your own.

Fluency Focus Types of Assistance
. . > 6

Strategy Descriptions o 5

- 8

< 2
Timed
repeated oral
reading
Partner
reading

Phrase-cued
reading

Reader's
theatre

Choral
reading

Duet reading

Echo reading

Independent
silent reading

1.6.2.1 Timed repeated oral reading

This strategy is most appropriate for struggling readers and is used to build learners’ ORF and
automaticity. The texts used can be at the learner’s instructional or independent level. When a learner
can read text between 95%-100% accuracy, the text is considered to be at their independent level.
Texts that are read between 90%-94% accuracy are at learners’ instructional level, and texts read
below 90% are at learners’ frustration level. All fluency components are included in this strategy, but
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the focus is on accuracy and rate. The steps for the strategy require assistance from the teacher.

However, it can be adapted into a peer-assisted strategy as desired.

1.

Use assessment data to identify struggling readers who would benefit from the strategy. (How

to do this is explained in section 1.8 on assessment.)

Select the appropriate text. You need a teacher copy and a learner copy. The teacher's copy
includes numbers on each line to indicate how many words are on each line.

Create or find a graph to record learners’ progress and WCPM score (see Appendix 1D).
Model the first timed reading and explain what learners are expected to do.

a. Teacher:'When we read, we want to read fluently and smoothly. It should sound like
you are talking. This helps you understand what you are reading. For this timed activity,
you will read the text repeatedly (3-4 times) until you can read it at a certain rate. We
will also record your WCPM on a graph'.

Preview the text with the learner.

a. Teacher: '‘Before reading the text, we should preview it. This helps us improve our
reading fluency. It gives us an idea of what the text is about. Please read the title of the

text to me'.
b. The learner reads the title of the text.
c. Teacher:'What do you think this passage is about?’

Listen to the learner read the text without a timer to make sure the text is not too difficult. If the
text seems too difficult for the learner, select a less challenging text.

Set a one-minute timer and ask the learner to read the text. While the learner reads, the
teacher follows along, keeping track of miscues, or errors, made while reading. Make sure to
mark where the learner stops reading and praise the learner when he/she finishes. Record the
WCPM score for the final reading.

a. Teacher: 'l would like you to do your best reading now. This means reading with
expression and at a good and even pace. A good and even pace is not too slow or too
fast. Start with the first word and keep going until my timer goes off. Get ready and
begin!’

Provide feedback. Always begin with positive feedback first. Review the learner’'s miscues with
the learner and have them make corrections. For example, if the learner reads a word
incorrectly, review it and teach them how to read it correctly. Make sure to give feedback on
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prosody as well. Learners can repeat phrases after the teacher, and teachers can point out
punctuation marks to learners.

9. Chart the WCPM score from the final reading onto the chart (see Appendix 1D).

1.6.2.2 Partner reading

Honig et al. (2018) describe partner reading as a ‘motivational fluency-building technique for
[learners] who need more support than reading alone provides, but who need less support than a
teacher or tutor provides' (pp. 384). This strategy focuses on all components (accuracy, prosody,
rate). Pair a more fluent reader (or teacher) with a less fluent reader, so that both learners take
practice with the same grade-level text. Thus, teachers would have to determine this before
implementing this activity effectively. After scoring each learner, the teacher would put the learners’
OREF scores from highest to lowest and pair higher learners with lower ones. Figure 1.9 demonstrate
how this can be accomplished. The highest-ranking learner is paired with the top lowest-ranking
learner. Thus, when dividing the class in half, Chipego should be paired with Mabvuto.

Figure 1.9 Making partners using assessment data

Learner | ORF Score (WCPM) Partnered Reading Pairs

Chipego 95 Chipego Mabvuto
Bupe 86 Bupe Chilala
Chikampa 70 Chikampa Mulowa
Kasonde 69 Kasonde Mwiya
Mundia 58 Mundia Muleta
Mabvuto 50
Chilalal 47
Mulowa 35
Mwiya 30
Muleta 29

The steps of this strategy are:

1. Make a list of pairs.
2. Select the texts learners are to use.

3. Assign partners and assign each pair a role. The first reader should be a stronger reader. Do not
tell the readers why the first person is first.

4. Explain what fluent reading is to the pairs or the class if implementing this in a whole group
setting. (If introducing this activity, you may want to model what correct behaviour should look
like during this activity and be explicit about how to identify and correct mistakes.) Partners can
read back and forth three or four times.

a. Teacher: 'During partner reading, one of you is the first reader, and the other reader is
the second reader. When you are reading, you should read accurately, at a good rate,
and with good expression. If you are the listener, you act as a coach and listen for errors.
You can help with hard words and give feedback. Then you will switch jobs.’
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Activity 5 'M‘ @ Learning outcome: 6 f

Practise the partnered reading strategy using the suggested text from the lecturer. You can choose to have
student teachers use texts from the primary learning programme (PLP) in either a Zambian language or
English.

1.6.2.3 Phrase-cued reading

Teaching appropriate phrasing is another key principle of fluency instruction. A proficient reader
should be able to chunk words into meaningful units or phrases (Honig et al., 2018). A dysfluent reader
cannot process texts in meaningful phrases or chunks, which impedes comprehension. This strategy
focuses on prosody and is led by the teacher. It can also be practised independently after explicit
modelling. Texts used in this strategy are explicitly marked with phrase boundaries. A single slash
represents a place to pause in the text, while a double slash represents a longer pause. Slashes come
after an ending punctuation mark. To implement this strategy, a teacher would use the following steps,
which are sequenced across four days.

Preparation: Select and prepare the text used for the activity.
Day 1:

1. Model dysfluent reading or awkward phrasing. Example: Twinkle/ twinkle little/ star how, |
wonder what/ you are up/ above/ the world/ so high like a/ diamond in the/ sky

2. Then read the example with fluency. Example: 7winkle twinkle/ little star/” how | wonder/ what
you are/ up above /the world so high/ like a diamond/ in the sky

3. Explain what fluent reading is.
4. Ask learners to preview the text by reading the title and thinking about what the text is about.

5. Explain the marks on the text and make sure learners understand what each mark means. Have
learners show how they can find the marks in their text and explain what the marks are for.
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6. Model reading of the text. Ask learners to listen carefully to your fluent reading so they can
share the characteristics of your reading when you are finished. Review the key components of

fluency with learners.
7. Ask learners to read the phrase-cued text chorally (aloud in unison).
Day 2:

1. Model phrase-cued reading of the text again. Ask learners what they observed about your

phrasing and expression.

2. Ask learners to read the phrase-cued text chorally (aloud in unison) along with you. Provide
feedback on the positive attributes of their reading fluency.

3. Asklearners to read the phrase-cued text chorally again and pay close attention to their
phrasing. Provide feedback on the positive attributes of their reading fluency. Have them reflect
on how they read.

4. Have pairs take turns reading the phrase-cued text and providing each other with feedback. Go

around the room to observe learners.
Day 3:
1. Repeat steps 2 and 3 from the previous day.

2. Ask learners to practise reading the same text individually or with a partner, (see day 2, step 4).

1. Provide learners with another copy of the text without markings. Point out that this copy does
not have the marks that cue you to pause.

2. Ask learners to read the text chorally with you and pay attention to phrasing.

3. Askthe learners to read the text chorally a second time but altogether as a class. Provide
feedback to learners and ask them what it was like to read the text but without the markings.

4. Ask learners how they felt about their reading, what they did well, and what ways they could

improve.
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Activity 6 =2& Learning outcome: 6 lf

In your small group, practice phrase-cued reading. One of you will play the role of the teacher, but each of you
should help to create the activity based on the following suggested roles:

a.
b.

C.

Notes

Materials: Procure the text for the activity or use the text from the lecturer.
Phrase-cue markers: Mark the text.

Reviewer: Review the marked text and provide feedback.

Teacher: Facilitate the activity.

Learners: Follow the teacher’'s instructions as a learner.
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1.6.2.4 Reader’s theatre

In reader’s theatre, learners are divided into small groups to practice and perform a script. To develop

fluency, the focus is on prosody rather than props, costumes, or acting (Honig et al., 2018). Reader's

theatre activities can help teachers make reading authentic and motivating for learners. Teachers

should incorporate phrase-cued reading and partner reading for practising the script. Here are some

general steps that teachers can use for this strategy:

1.

Choose a script or create your own from a

piece of literature.
Teach the story elements of drama.
Distribute the script.

Ask the learners to read the title and make
predictions about what they think the story
will be about.

Read the script aloud, modelling the
characteristics of proficient, fluent reading.

Confirm if learners’ predictions were correct.

Discuss the story’s elements, including plot,
setting, and characters.

Review the plot by asking learners to tell
what happened at the story's beginning,
middle, and end.

Ask the learners to give their opinion of the
story. Did they like it? How did they feel
about specific elements?

Review lines from the play and model fluent
reading for each character's parts. Point out
how punctuation marks help to decide how

to read certain lines.

1.6.2.5 Choral reading

10.

11.

12.

13.

14.

15.

16.

17.

18.

Pair learners together to take turns reading
lines of the script.

Assign parts to learners and have them
highlight or mark their script for when it is
their turn to speak.

Ask groups to practise their lines together.
Provide feedback as needed.

Ask learners to practise their lines
independently.

Ask groups to practice their lines together
again. Provide feedback as needed.

Ask learners to practice their lines
independently or for homework.

Ask groups to rehearse their parts as if it
were a real performance. Provide feedback as
needed.

Provide more time for practice as desired.

Perform the script for the class or other
classes. You could invite parents or guests to
visit the classroom and watch the learners

perform.

Choral reading, also called unison reading, is a strategy in which the teacher expressively reads aloud a

short text to the learners. Learners must follow the text that the teacher reads. This strategy focuses

on accuracy and prosody. Student teachers can implement this strategy in a variety of ways. For

example, the student teachers may select groups of learners to read the passage aloud after them
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instead of the entire class at one time. The student teacher chooses how often the learners should
read the text. Here are some general steps that may be followed:

1. Choose an appropriate text.
2. Read the title of the text and ask learners to predict what the text will be about.
3. Read aloud the text.

4. Ask learners (in groups or as a whole class) to read the same text aloud in unison.

Ut

Repeat steps 3 and 4 as desired.

1.6.2.6 Duet reading

Duet reading is a strategy that requires two learners to read a text in unison. The fluency focus is on
accuracy and prosody. Thus, the text needs to match learners’ instructional or independent level. In
this way, duet reading is remarkably similar to choral reading except with pairs of learners. A teacher

or a more capable reader may also serve as a partner for a learner.

1.6.2.7 Echo reading and independent silent reading

Echo reading focuses on accuracy and prosody. It is led by the teacher or a more capable reader. This
strategy is different from other strategies because the teacher or more capable reader reads a text in
smaller sections and asks the learners to repeat what they have read immediately afterwards while
pointing to each word. The learners must have a copy of the text. For example:

Teacher: The stars are
Learners: The stars are
Teacher: shining brightly
Learners: shining brightly
Teacher: in the sky.
Learners: in the sky.

While in school, learners can be provided independent, silent reading time during the day as resources
are available. This is a great strategy to implement to keep learners engaged when they are finished
with other assignments. When choosing books or texts, some educators recommend that learners
read any books of their choice (Devries, 2019). In contrast, others contend that books should be at the
learners’ independent level to avoid books that are too hard for them. Teachers should make their own
decisions about this. To help learners choose books at the right level, they can be taught the ‘five finger
rule’. This means that if there are five words on the page the learner cannot read, the book is likely
inappropriate for that learner to choose. Most important is that the learner enjoys reading and benefits
from it.
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Activity 7 =2 @ Learning outcome: 6 lf

Round Robin

Reflect on what you have learnt and the information you recorded in your chart to take turns answering the

following questions in your group:

1. What are the common features of fluency strategies?

2. What must a teacher do to prepare for fluency lessons?

3. What did they notice missing from the strategies as they were demonstrated above?
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1.7

Mother-tongue-based multilingual education and
fluency

According to Zambia's Language in Education Policy (Education Act, 2011), learners are taught initial
literacy in grade 1through any of the seven regional languages—Bemba, Kaonda, Lozi, Lunda, Luvale,
Nyanja, and Tonga. The seven regional languages are used until grade 4 in all subject areas apart from
‘literacy in English’, which is introduced in grade 2. In ‘literacy in English’, English functions as a
language of instruction (LOI). While the seven regional languages are L1 languages to some learners,
other learners enter grade 1 speaking a different L1 to the one officially used in their school. For
example, learners who are deaf or hard of hearing might enter with Zambian Sign Language (ZSL) as
their L1. These learners receive instruction in and are expected to comprehend one of the seven
regional languages. This poses a learning challenge to these multilingual learners. Further, while the
rationale for commencing grade 1instruction with learners’ supposed L1 is sound pedagogically
speaking, most learners struggle to acquire reading and writing skills by the time they start an oral
language course in English by grade 2.

As already implied, Zambian primary school classrooms are multilingual. The inability of some learners
to speak the official regional language poses challenges for teaching and learning, especially for those
for whom the LOl is not their L1. This challenge extends to teachers as well as learners. Some teachers
are unable to speak or write in the official regional language. They may struggle to provide instruction
in these multilingual and diverse literacy classrooms. Issues also arise in grade 5 when the policy
recommends switching from using regional language as the LOl in all subjects to using English as the
LOL. It is well known that most learners do not have proficiency in English by grade 5. For these
reasons, student teachers must be equipped with L1 multilingual education practices that they can use
in linguistically diverse contexts. By doing so, student teachers will be prepared to provide instruction
to multilingual learners while responding to their language characteristics in the process of teaching
and learning. Activity 8 activates student teachers’ knowledge of L1 multilingual language practices. It
explores how strategies can be used in multilingual classrooms to teach fluency.
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Activity 8 'M‘ Learning outcome: 9 lf

Think-pair-share

1. Think about the question: Why are the strategies included in this chapter considered to be inherently
accommodating to learners whose L1 is not the LOI?

2. Share your response with a partner.

1.8

How is reading fluency assessed?

Assessment is integral to helping learners become fluent readers that comprehend what they read. As
found in the strategies included in this chapter, the texts that teachers use, and that the learners read
from, must be appropriate for them. Texts that are too challenging for learners may result in learners
becoming frustrated and unmotivated to read. Assessing fluency requires measuring the three main
components—accuracy, rate, and prosody.

1.8.1 Assessing accuracy and rate

The most widely used method for assessing accuracy and rate is administering a running record. In a
running record, the teacher asks learners to read aloud from an unpractised text for one minute while
the teacher notes the learner's errors in reading (Hougen & Smartt, 2020). As mentioned earlier, a
WCPM score is derived by calculating the total number of words the learner has read accurately
within a one-minute time frame. An initial WCPM score can be used to set a goal for learners. When
learners have met the goal, a teacher should provide another goal that helps them continue developing
their fluency. Learners' fluency progress can be charted on a simple graph; this helps to see that
learners are achieving their goals. An example of a graph is in Appendix 1D. The text should be just
challenging enough so that learners do not become frustrated but not so easy so that learners are not

progressing to more complex texts.

Teachers should also assess learners’ comprehension following a fluency assessment because the end
goal of reading has not been achieved if learners do not understand what they are reading. To assess
comprehension in this setting, teachers can ask learners to retell what they have read. Teachers may
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also have specific comprehension questions ready for the learners to answer. When asking the learner
to retell what they have read, a teacher could ask themselves the following questions:

1. Does the learner tell what happened in his/her own words?

2. Which story elements (narrative text) does the learner include?

3. Does the learner identify the main idea and supporting details (expository text)?
4. Does the learner use some of the vocabulary in the text?

5. lIsthe learner's retelling minimal, adequate, or complete?

Table 1.1 shows a way to assess learners’ accuracy, rate, and comprehension.

Table 1.1 Assessment example |

The big grey hippo rested in the grass 8
It watched a bird fly in the sky and S
rest on a nearby branch. Next, it heard 8
a funny sound. Behind him was a khumand 8
taking photos. 2

Key: The marked-out words are the words the learner did not read or read incorrectly. The bracket indicates where the learner stopped reading when the minute
ended.
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Activity 9 ’M‘ Learning outcomes: 7 & 8 lf

With a partner, create a fluency assessment and practise administering the assessment to each other. You
can use any of the texts in the appendices or find another. When you take turns administering the
assessment, you should make errors on purpose so that a WCPM score can be calculated. (Option: You could

also ask your partner to retell what they have read.)

What was the WCPM score of your partner?

What words were missed?

Were there any patterns of the words missed? Describe any below.
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Activity 10 & » él[@ Learning outcomes: 5-7 lf

Field Activity

For this activity, you are to design, administer, score, and interpret a fluency assessment for an early grade
learner. You will also be asked to write a report on your experience and findings. To fulfil the requirements of
this activity, you will need permission from the learners’ parents. Depending on the grade level and age of the
learner, you will need to prepare or procure an on-grade level text, a below-grade level text, and an above-
grade level text. This way, you are sufficiently prepared. The lecturer will provide additional details for the
assignment such as how you will need to decide how long to provide your student teachers to complete the
activity.

Steps of the activity:
1. Prepare a fluency assessment according to the explanations of the teacher educator.

2. Find an early grade learner to conduct the fluency assessment on and get permission from his/her
parent(s) to administer the assessment.

3. Onthe assessment day, help the learner feel comfortable by building rapport and explaining what they
will be doing with you.

4. Begin with the on-grade level text. If the text is too difficult, use the below-grade level text. If the text is
too easy, use the above-grade level text. Make sure to record the WCPM and words missed. Praise the
learner for their participation and effort.

5. Analyse the results of the fluency assessment. For each assessment (below grade level, on grade level, or
beyond grade level) given:

a. What was the learner's WCPM?
b. Was the text at the learner's independent, instructional, or frustration level?
c.  What words did the learner miss?

d. Were there any patterns in the types of errors that the learner made? If so, what were those
patterns?

6. Write a report based on what you learnt from the activity. You should consistently use a formal academic
writing tone. Include the following in your report:

a. Paragraph 1: Biographical information about the learner. What is the learner’s age? Where does
the learner go to school? How many siblings does the learner have? (Do not include the learner’s
names. Use an alias for confidentiality purposes.)

b. Paragraph 2: Describe the assignment and the context. What did you ask the learner to do? What
did you observe the learner doing during the assessment? Where did the assessment take place?
Describe the learner's behaviour. Did he/she seem nervous or at ease?

c. Paragraph 3: Detail the assessment results based on your analysis from step 5.

d. Paragraph 4: Make one or two suggestions for where a teacher should begin instruction to meet
the learner's needs.

e. Paragraph 5: Write a reflection about your experience. What did you learn? How did this activity
prepare you for your future classroom? What would you have done differently and why?
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1.8.2 Assessing prosody

Qualitative rubrics or rating scales are commonly used to evaluate prosody or expression (Hougen &

Smartt, 2020). A rubric is easy to use:

1. A learner reads a grade-level text.

2. A teacher listens to the learner read and times the learner for one minute.

3. Atthe end of the listening period, the teacher uses the rubric to evaluate the learner's prosody

and assigns a score.

Table 1.2 illustrates an example of a rubric on prosody that breaks prosody down into expression and

punctuation.

Table 1.2 Oral reading fluency prosody rubric

Prosody
Feature

Expression There is little | Expressionis | Thereisa Expressionis | Expression
expression, if | mostly joining of mostly consistently
any at all. monotone or | words into meaningful supports the

flat; there isa | meaningful but, at times, | meaning of the
lack of phrases, but it | exaggerated or: text.
enthusiasm. is inconsistent.i inappropriate.

Punctuation The learner Punctuationis | The learner The learner The learner
very often sometimes demonstrates | demonstrates | demonstrates
ignores ignored, which | some a good use and: a natural

punctuation.

may distort

meaning.

understanding
of punctuation,
but marks
often cause
inappropriate
pauses or
confusion.
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1.8.3 Tips for assessing fluency in a large classroom

Teachers may be overwhelmed with administering running records or fluency assessments for large
classrooms. Still, classroom-wide administrations are possible to certain degrees of feasibility and

practicality. In large classrooms, teachers may wish to take the following steps:
1. Before the first day of school, teachers should prepare a series of texts for assessments.

a. Choose or create at least one or two on-grade level narrative texts and one expository
text.

b. Choose or create a text below each grade level. This means that if a teacher is teaching
grade 3 and wants to assess in a local Zambian language, then that teacher would want
to have texts for grades 3, 2, and 1.

c. Choose or create at least one or two texts above grade level. One grade level above may
be sufficient. A teacher could always go back and create or find another assessment if
needed.

2. Within the first weeks of school, teachers should create a checklist of all their learners’ names
(Figure 1.10). Teachers should also divide learners into small groups to administer a running
record. Teachers should consider how many assessments they could do in a day. Assessing five

to six learners per day is feasible in a large classroom.

Figure 1.10 Fluency assessment checklist for a large classroom

Running Running Running Running Running Running
Learners’ name Record #1 Record #2 Record #3 Record #4 Record #5 Record #6

Learner A 35 WCPM 56 WCPM 59 WCPM 60 WCPM 65 WCPM 70 WCPM
Learner B
Learner C
Learner D
Learner E
Learner F
Learner G
Learner H
Learner |

Learner)

3. After teachers have administered their running records and recorded the data for all the
learners, the teacher can begin creating partners and groups for instructional purposes. It is
very helpful to chart progress on a graph so that growth can be conceptualized. A checklist can
is also useful when time is limited or the classroom is large. A teacher could use a checklist like
that in Figure 1.10 and see if a learner is progressing just by looking at whether their WCPM

scores are decreasing or increasing.
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1.9

Peer teaching and lesson demonstration

This section provides tools for student teachers to create their lesson plans. It includes a lesson plan

template and rubric. There is also a peer feedback form that student teachers will use to provide

feedback to their peers after lesson demonstrations.

Activity 11

S RO Learning outcomes: 5, 6, & 10 f

1. Design a fluency lesson that demonstrates your understanding of the best practices for teaching and
assessing fluency. To help prepare your lesson, some or all of these materials may be suggested by

the lecturer:

a.
b.
C.

d.

e.

f.

Lesson plan template (use the included template or one that you provide)
Zambian or English language primary syllabus

Lesson plan rubric

Peer feedback form

Accommodations lists (see Appendix 1G-1H)

Any other necessary materials

2. After you design your lessons, you will submit your plans to the lecturer for review and feedback
according to the rubric in the text or one provided by the lecturer.

3. Be prepared to teach your lesson in a small group to your peers. You will also be asked to provide
feedback to your peer(s) on their lesson.

Lesson Plan Template

Lesson description: Describe the fluency
lesson. What grade level is the lesson
designed for? How long is the lesson?

Strategy(ies): What strategy or strategies

are used in this lesson?

Material(s): Which materials do you need?
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Topics and outcomes from the primary
school syllabus

Accommodations

Introduction

Development

Conclusion
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Plan Rubric

Lesson
Feature

Lesson
description,
materials,

accommodations,

All elements are
included and
clear.

Most of the
elements are
included and

clear.

Many of the
elements are not
included, or this
section lacks

Most of the
elements of this
section are

missing, and it is

topics, and clarity. very unclear.

outcomes

Introduction The introduction | There is evidence | There is little This section may
is strong and of explicit evidence of be missing or
thorough. There is | instruction, but it | explicit incomplete. There
evidence of lacks instruction. is no evidence of
explicit thoroughness. explicit
instruction. instruction.

Development

This section is
very well
developed. There
is evidence of
effective practice.

This section could
be more well
developed, but
there is evidence
of effective
practice.

This section is
weak, with little
evidence of
effective practice.

This section may
be missing or
incomplete. There
is very little
evidence of
effective practice.

Conclusion

Thereis a
conclusion to the
lesson with an
appropriate
assessment.

The conclusion is
there, but there
are elements that
may be unclear
(e.g. assessment,
feedback).

The conclusion is
there but does not
accurately assess
the learner, or
feedback is not

given.
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Lesson demonstration peer feedback form

Your name:

Peer's name:

Date:

Lesson topic:

Positive praise Constructive feedback

Give your peer praise for at least two positive Suggest something your peer could do better, or

things you noticed during their lesson. differently, the next time he/she teaches this
lesson.
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Activity 12 2 » E ) Learning outcomes: 1-6 & 8 f

Complete the ‘Learnt’ column of the KWL chart.

Know-Want to Know-Learnt

Know Want to Know Learnt

What do you already know What do you want to know What have you learnt about
about the core components | about reading fluency? reading fluency?
of literacy instruction?

1.10

Chapter summary

Reading fluency is veryimportant in the early grade reading classroom. In this chapter, student
teachers learnt that they must have expert knowledge of what fluency is, how it develops, and how
they can support all their learners in achieving proficiency. A fluent reader has automaticity with
words. They read at an appropriate rate, with accuracy and prosody (or expression). Moreover, fluent
readers are better at comprehending texts because they can spend more time comprehending than
decoding. This chapter provided numerous research-based strategies for teachers to teach and assess
fluency.

The chapter also reviewed that teachers must be prepared to meet the needs of a diverse group of
learners in the Zambian multilingual context. Student teachers must understand how literacy skills
transfer from an L1to a L2. They must understand the role that assessment plays in developing
learners’ fluency and are feasible within their classroom so that they can choose appropriate texts for
fluency practice. Texts should be at just the right level for each learner. This takes careful planning and
execution. All the fluency strategies in this chapter are modified to meet the needs of all learners
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because they are meant to meet learners’ needs at their level and are implemented through explicit

instruction.

As student teachers continue to advance through the remaining chapters of this module, they should
note how fluency is related to vocabulary and comprehension (both listening and reading). They
should draw on their previous knowledge from Literacy Module | to have a holistic picture of what

reading is, how to teach it, and how to assess it.
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1.11 O‘"VT_

Assessment of learning —O

1. What is reading fluency? What is the difference between oral and silent reading?

2. Why is it important to know the differences between the Zambian and English
orthographies? Why can we not draw comparisons between Zambian ORF rates and English
ORF rates?

3. Why is reading fluency important? What do you think is most important for student teachers
to be aware of when teaching fluency?

4. Write a paragraph on any topic and show how you would mark the text for phrase-cued
reading.

5. How is reading fluency assessed? Why is it important for teachers to assess fluency?

1.12

Supplementary materials

Sight words: www.sightwords.com/sight-words/fry/#lists
Decodable texts: www.readingrockets.org/article/decodable-text-sources
Reader's theatre scripts: www.weareteachers.com/readers-theater-scripts

www.teacherspayteachers.com/Product/FREE-Readers-Theater-Script-
The-Veggie-Thief-2821052

www.teacherspayteachers.com/Browse/Search:reader
's%20theater%20script%20/Price-Range/Free
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1.13
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Appendix 1A

High frequency words

The following high frequency word lists are the most commonly found words in English texts.

Therefore, some of the words on the list will not be contextually specific to Zambia.

First 100 words

the
of
and
a

to

was
for
on
are
as
with
his
they

Second 100 words

over
new
sound
take

only

at there some
be use her
this an would
have each make
from which like

or she him
one do into
had how time
by their has
words if look
but will two
not up more
what other write
all about g0
were out see
we many number
when then no
your them way
can these could
said o) people
name boy such
good follow because
sentence came turn
man want here
think show why
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my
than
first
water
been
called
who
oil

sit
now
find
long
down
day
did
get
come
made
may

part

change
off
play
spell

air



little say also ask away

work great around went animal
know where form men house
place help three red point
years through small need page
live much set land letter
me before put different mother
back line end home answer
give right does us found
most too another move study
very means well try still
after old large kind learn
things any must hand should
our same big picture America
just tell even again world

Third 100 words

high light life sea watch
every thought always began far

near head those grow Indian

add under both took real

food story paper river almost
between saw together four let

own left got carry above
below don't group state girl
country few often once sometimes
plant while run book mountains
last along important hear cut

school might until stop young
father close children without talk

keep something side second soon

tree seem feet late list

never next car miss song

start hard mile idea being

city open night enough leave
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earth

eyes

Fourth 100 words

body
music
colour
stand
sun
questions
fish

area
mark
dog
horse
birds
problem
complete
room
knew
since
ever
piece
told

Fifth 100 words

done
English
road
half
ten

fly
gave

box

example

begin

usually
didn't
friends
easy
heard
order
red
door
sure
become
top
ship
across
today
during
short
better
best
however

low

front
feel
fact
inches
street
decided
contain

course

walk

white

hours
black
products
happened
whole
measure
remember
early
waves
reached
listen
wind
rock
space
covered
fast
several
hold
himself

toward

stay
green
known
island
week
less
machine

base
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eat

face

five
step
morning
passed
vowel
true
hundred
against
pattern
numeral
table
north
slowly
money
map
farm
pulled
draw
voice

seen

warm
common
bring
explain
dry
though
language

shape
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it's

cold
cried
plan
notice
south
sing
war
ground
fall
king
town
I'll
unit
figure
certain
field
travel
wood
fire

upon

object
am
rule
among
noun
power
cannot

able



finally
wait
correct
oh
quickly
person
became
shown
minutes
strong
verb

stars

Sixth 100 words

can't
matter
square
syllables
perhaps
bill

felt
suddenly
test
direction
centre
farmers
ready
anything
divided
general
energy
subject
Europe

maoon

surface
produce
building
ocean
class
note
nothing
rest
carefully
scientists
inside

wheels

region
return
believe
dance
members
picked
simple
cells
paint
mind
love
cause
rain
exercise
eggs
train
blue
wish
drop

developed

ago
stood
plane
system
behind
ran
round
boat
game
force
brought

understand

window
difference
distance
heart
site
sum
summer
wall
forest
probably
legs

sat
main
winter
wide
written
length
reason
kept

interest
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deep
thousands
yes

clear
equation
yet
government
filled

heat

full

hot

check

arms
brother
race
present
beautiful
store

job

edge

past

sign
record
finished
discovered
wild
happy
beside
gone

sky

grass

million

Six
size
dark
ball
material
special
heavy
fine
pair
circle
include

built

west

lay
weather
root
instruments
meet
third
months
paragraph
raised
represent
soft
whether
clothes
flowers
shall
teacher
held
describe

drive



Seventh 100 words

Cross
speak
solve
appear
metal
son
either
ice
sleep
village
factors
result
jumped
snow
ride
care
floor
hill
pushed
baby

Eighth 100 words

row
least
catch
climbed
wrote
shouted
continued
itself

else

plains

buy
century
outside
everything
tall
already
instead
phrase
soil
bed
copy
free
hope
spring
case
laughed
nation
quite
type

themselves

grew
skin
valley
cents
key
president
brown
trouble
cool

cloud

temperature
bright
lead
everyone
method
section
lake

iron
within
dictionary
hair

age
amount
scale
pounds
although
per
broken
moment

tiny

east
choose
single
touch
information
express
mouth
yard

equal

decimal

possible
gold
milk
quiet
natural
lot

stone
act

build
middle
speed
count
consonant
someone
sail
rolled
bear
wonder
smiled

angle

suppose
woman
coast
bank
period
wire
pay
clean
visit

bit
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fraction
Africa
killed
melody
bottom
trip
hole
poor
let's
fight
surprise
French
died
beat
exactly
remain
dress
cat
couldn't

fingers

direct
ring
serve
child
desert
increase
history
cost
maybe

business



gas
England
burning
design
joined
foot
law
ears
glass

you're

Ninth 100 words

supply
corner
electric
insects
crops
tone
hit
sand
doctor
provide
thus
won't
cook
bones
mall
board
modern
compound
mine

wasn't

lost

sent
symbols
wear

bad

save
experiment
engine
alone

drawing

fit
addition
belong
safe
soldiers
guess
silent
trade
rather
compare
crowd
poem
enjoy
elements
indicate
except
expect
flat
seven

interesting

yourself
control
practice
report
straight
rise
statement

stick
party

seeds

sense
string
blow
famous
value
wings
movement
pole
exciting
branches
thick
blood

lie

spot

bell

fun

loud
consider
suggested
thin
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whose
received
garden
please
strange
caught
fell
team
God

captain

position
entered
fruit

tied

rich
dollars
send
sight
chief
Japanese
stream
planets
rhythm
eight
science
major
observe
tube
necessary

weight

separate
break
uncle
hunting
flow
lady
students
human
art

feeling

meat
lifted
process
army
hat
property
particular
swim
terms
current
park

sell
shoulder
industry
wash
block
spread
cattle
wife

sharp



Tenth 100 words

company
radio
we'll
action
capital
factories
settled
yellow
isn't
southern
truck
fair
printed
wouldn't
ahead
chance
born
level
triangle

molecules

western
church
sister
oxygen
plural
various
agreed
opposite
wrong
chart
prepared
pretty
solution
fresh
shop
suffix
especially
shoes
actually

nose

adjective
fig

office
huge

gun
similar
death
score
forward
stretched
experience
rose

allow

fear
workers
Washington
Greek
women
bought

led
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British
difficult
match
win
doesn't
steel
total

deal
determine
evening
hoe

rope
cotton
apple
details
entire
corn
substances
smell

tools
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located
Sir

seat
division
effect
underline
view
track
create
sugar
column
COWS
northern
dead
repeated
France
afraid
march

conditions



Appendix 1B

Timed repeated oral reading:
Teacher recording sheet

Name Age Grade Date

Explanations: Have the learner read the learner’s copy of the text three or four times. Record the
learner’s final score below. Mark the text for any miscues made.

Bupe Learns a Lesson Word per line

Chipego and Bupe are best friends. They go to school together. Chipego goes 13

to school every day. Bupe does not go to school every day. One day, the 15
teacher gave a maths test to the class. Chipego did well and passed the test. 15
Bupe failed the test. Bupe was upset and learnt a hard lesson. He realised that 15

if you do not go to school every day, you can miss some things that the teacher {17

teaches, and when the teacher gives you a test, you can fail. From then on, Bupe : 16

did not miss a day of school. The next time his teacher gave a maths test, he 17
passed! 1
(109 words)
Miscues Analysis WCPM & Text Level
e  Mispronunciation: write what the learner said WCPM (total number of words read

o Celemeciian SC ___correctly within one minute

e /nsertion:” and the word

e  Substitution: Cross out, write the response — Independent level
e  Omission: Circle the word
e  Repetition:R _______ Instructional level
e Teacher told word: T

Frustration level

*Maodified from Curriculum Development Centre, 2013
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Appendix 1C

Timed repeated oral reading:
Learner copy

Bupe Learns a Lesson

Chipego and Bupe are best friends. They go to school
together. Chipego goes to school every day. Bupe does not go

to school every day.

One day, the teacher gave a maths test to the class.

Chipego did well and passed the test. Bupe failed the test.

Bupe was upset and learnt a hard lesson. He realised
that if you do not go to school every day, you can miss some
things that the teacher teaches, and when the teacher gives

the test, you can fail.

From then on, Bupe did not miss a day of school. The

next time his teacher gave a maths test, he passed!
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Appendix 1D

Fluency recording sheet

WCPM

120
115
110
105
100

Dates
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Appendix 1E

Phrase-cued text with markings

Our Environment, Our Responsibility!

by Rebecca Njuguna and Catherine Groenewald (www.africanstorybook.org)

For ages/ Olowango hill/ stood smiling/ in the middle of
Kwere Plains. //From its side, /came springs which joined
downhill/ to form River Temu. //Its waters were a gift to the
sheep and goats of the area/ as well as to the deer/ that
dwelt in the plains. //

Things were all well/ until Matata became headman.//
He ordered a path to be cleared/ from the top of the hill/ to
its foot.// He wanted it/ so that he could climb uphill easily/
and roll gently down to the bottom.//Olowango hill was
angry with the damage/ to his beard,/ but he was patient.//

During the weekend, / Matata’s children and their
friends/ would climb uphill to play. // They would run/ all
over the place, / breaking twigs and branches. // They lit

fires for their games, / which they would later leave burning.

//

Over time,/ Olowango lost patience.// The dimples
became smaller/ and smaller/ as his face turned/ into ugly

wrinkles.// At last/ the springs were no more.//
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The deer in the plains migrated/ because there was no
more tall green grass/ to play in.// The sheep and goats/
grew thinner and thinner.// Everyone felt the sadness/ of
Olowango hill.//

The people of Kwerere realised/ that something needed
to be done.// They joined hands/ and overthrew Matata,/
the headman.// In Matata’s place,/ they appointed
Baraka.// Baraka immediately ordered everyone/ to plant a
flower/ to honour Olowango.// Baraka and his people/ held
ceremonies/ and brought gifts of pine,/ cedar,/ and cypress

for Olowango.//

No one walked on the hill any longer, / and the grass had
a chance/ to grow tall once again. // Gradually, / the smile
on the face of Olowango hill/ grew broader/ and the dimples
deeper. // Out of the dimples/ the springs ran again. //
Temu was revived. // The plains/ became greener than ever

before. The deer galloped happily once more/ across the

grass. //

‘Long live Baraka, / long live Baraka’,/ the people of
Kwerere sang. // ‘Long live Olowango’,/ said Baraka and his
people. // May our children/ and our children’s children/
forever respect you’.//
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Phrase-cued text without markings

Our Environment, Our Responsibility!

by Rebecca Njuguna and Catherine Groenewald (www.africanstorybook.org)

For ages, Olowango hill stood smiling in the middle of
Kwere Plains. From its side came springs which joined
downhill to form River Temu. Its waters were a gift to the
sheep and goats of the area, as well as to the deer that dwelt

on the plains.

Things were all well until Matata became headman. He
ordered a path to be cleared from the top of the hill to its
foot. He wanted it so that he could climb uphill easily and roll
gently down to the bottom. Olowango hill was angry with the

damage to his beard, but he was patient.

During the weekend, Matata’s children and their friends
would climb uphill to play. They would run all over the place,
breaking twigs and branches. They lit fires for their games,

which they would later leave burning.

Over time, Olowango lost patience. The dimples became
smaller and smaller as his face turned into ugly wrinkles. At
last, the springs were no more. The deer in the plains
migrated because there was no more tall green grass to play
in. The sheep and goats grew thinner and thinner. Everyone

felt the sadness of Olowango hill.
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The people of Kwerere realised that something needed
to be done. They joined hands and overthrew Matata, the
headman. In Matata’s place, they appointed Baraka. Baraka
immediately ordered everyone to plant a flower to honour
Olowango. Baraka and his people held ceremonies and

brought gifts of pine, cedar, and cypress for Olowango.

No one walked on the hill any longer, and the grass had
a chance to grow tall once again. Gradually, the smile on the
face of Olowango hill grew broader and the dimples deeper.
Out of the dimples, the springs ran again. Temu was revived.
The plains became greener than ever before. The deer

galloped happily once more across the grass.

‘Long live Baraka, long live Baraka’, the people of
Kwerere sang. ‘Long live Olowango’, said Baraka and his
people. May our children and our children’s children/ forever

respect you.’
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Appendix 1F

Zambian texts for practice

The texts were randomly sampled and pulled from the grade 4 primary learning programme

(Curriculum Development Centre, 2013).

Tonga

Wanyonyooka Milumbe

Kucikolo cesu kuli musankwa uutegwa Milumbe, wakali kuuma
kapati bbola. Cikolo cesu cakali kuzunda lyoonse mumabbola
nkaambo kanguwe. Mukubula cooler aano mazuba tacicikonzyi
kuuma bbola nkaambo ulaciswa. Tacijisi biya anguzu zyakubeleka
milimo pe. Ciindi coonse ngwakulalalala mubulo. Ategwa badokotela
bakaamba kuti uciswa AIDS naa Sikalileke. Inga nalede ulalombozya
kuya kucikolo kukwiiya akuuma bbola.

Kaonde

Kumanyika Baanyike

Seleyaanyi waalaalaanga tukolooko wa bufuku. Waabuukaanga
foolo kolooko wa lukeelo. Bavyaala baanji kechi baakwaataanga ku
mwiiingilo ne. Lukeelokeelo, seleyaanyi waatapulaanga ne kutuunta
meema. Waapyaangaanga, koovwa bijiilo, kukiisa, kutekezha
mashaamba ne kuteeka nsoongezho. Pa kufuma ku sukuulu, wa
waashaanga, kuteeka ne kupyaangulula nzubo. Ku majimi ba muka
Makomeelo ye ba seendaanga. Pakubweela ba museendeshaanga
byaaneema. Aluno seleyaanyi wiijikeela. Naangawa waakoma,

weendatu na kukolwakolwa. Pano kuumbula ano meepuzho.
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Nyanja

Nkhani

Pomwe pakhala anthu payenera kupatsana ulemu wina ndi
mnzake ndikulemekezanso malamulo agulu. Pamalo pomwe palibe
malamulo, pamakhala palibe mgwirizano. Anthu sapatsana ulemu.
Pamakhala kukangana pa zinthu zopanda pake. Ndipo anthu nthawii
zina amathizimulana palibe cifukwa ceni-ceni. Kutero sikukhala ndi
makhalidwe abwino. Tiyenera kumvera zomwe anzathu amatiuza
mongo kuti kukhala ndi ulemu ndi anthu ncofunikira. Tikamapatsana
ulemu wina ndi mnzake ndikokuti zinthu zidzakhala bwino ndipo
tidzimvera. Conde tiyeni tipereke ulemu kwa anzathu ndi abale athu

nthawi zonse.

Bemba

Besa

Besa aaleesambili pa sukuu lya Ntoto. Bakafundisha baamwene
Besa alofwa ku sukulu umulungu onse. Illyo bailemutandalila,
baasangile nakungumana pa kasuba, impele shilifye umubili onse
kumo napa moona. Bakafundisha baatile, “Yangu mune Besa, kanshi
eco tawishila ku sukulu buulwele bwa mpele? Efilya tulanda ku
sukulu ukuti mulesamba pa mubili lyonse pa kukaana lwala amalwele
ayali nga impele, ifiseseya, inda, na banasuna. Kanshi mune
ulesamba lyonse-lyonse’. Bakafundisha baingila mu ng’aanda umwali
ba Shibesa na ukubafunda ifyakuisunga ubusaka inshita yonse.
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Lunda

Kukabisha Anyana

Kwekala nzhila zhambooka mwakabishilanawu antu
anyana. Nzhila zhenizhi zhaletana kukala kwambooka

mbooka mukuhanda kwawanyana.

Kutwika anyana yuma yalema hinzhila yimu. Kwila
mwenimu kwakiyishana nikukatisha anyana muzhintulu.
Kukanesha anyana kuya kushikola nakuyinka nyidimu
hinzhila yikwawu. Ichi chaletesharia kukisa mbidi yawanyana.
Kutamisha anyana kudi akulumpi nichena chatama. Chuma
ichi chaluwaneshana nikukisanana yitonozhoka yawanyana.
Cheni nawa chaleteshana yikatu yambooka munyizhimba
yawanyana. Anyana awambanda amakwawu emitana
mavumu hanyima yakuyitamisha. Kushilahu kuchanwisha
anyana nyitondu nikuyumina yakudya chaluwa. Ichi
chayikatisharia nyizhimba nikuletesha wukombi. Kutuka
anyana nakuyihosha mazu atama chayihilishana

nakuyikatisha kunyichima.
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Luvale

Umbate Ukakulye Useze Ukasavalile.

Myaka chikuma munyima kwapwile limbo vavulukile
ngwavo Sachiseya.Njolomba namwanenyi Mbwanja vapwile
nakutwama mulifuchi khana. Njolomba apwlle namyaka
makumi atanu nalimwe, Mbwanja apwile namyaka likumi

namyaka itanu naumwe. Njolomba apwile mujike.

Likumbi limwe Njolomba ashinjilile mwanenyi vayenga
nakutonda maphwevo vakavamwangileko seke.Mwana
akanyine nge ngwenyi achili wamundende.Oloze Njolomba
ngwenyi kuvanga vayenga nge phimbi. shima mwayivwilanga

kulivumba.Hakulinga apwile kanyike kaha vayile.

Hakuya mujila yavo vawanyine mangano amaphwevo
vavali.lse am bile kuli mwana ngwenyi, ‘Ami wami ou
wamusuku lungano, yove wamwihi lungano’. Hakuvawana
vaze maphwevo vapwile vamwana nanaye. Shikaho uze
apwile walungano Iwalusuku apwile mwana, walungano
lwalwihi apwile naye. Mbwanja vamushinjilile kumumbata
uze phwevo numba tuhu mukulwane. Hakupwa mukulwane,

phwevo lya Mbwanja avetelenga lunga lyenyi.
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Lozi

Kamunu uziyezwa “Maikulokuwawa

Silimo sesinwi, likokwani ni maikulokuwawa atiseza
Kamunu matuku zaeza mukopano. Mubuleli yomutuna kwa
mukopano wo neeli Mutompehi Nzi. Mutompehi Nzi ali,
'mwaziba kaufela kuli Kamunu ulupilisa maswe ka

kubatakulufeza ka mabeela.

'Eeni, Nzi ubulezi niti!" kwa huweleza kanga Munani ka
linzwi lelitalukile. Kwa mafelelezo, kwaketiwa tukokwani
tonetuipiza HIV kuetelela ndwa ya kufenya Kamunu.
Hakusikafita nako, tukokwani to twakwacisa Kamunu ni
lubasi lwahae. Kamunu ni lubasi lwahae bakenelwa ki matuku
amifuta-futa. Bakula matuku aswana sina litomapa,
musululo, malengwafuba, sifuba ni mambongola. Kamunu
ahela-hela kubatela lubasi Iwahae likalafo. Apalelwa

kusebeza misebezi yahae bakenisa kukula nikukulisa.

Ka kubuza-buza ni kuya kwa lipatela, baziba mikwa
yakuisileleza kwa HIV ni AIDS. Baimuluha kwa butaata
bobutiswa kiHIV niAIDS.

USAID Transforming Teacher Education
60



Appendix 1G

Accommodations for an inclusive classroom

1. Provide additional time for learners.

2. Use visuals to support written text or oral explanations.

3. Repeat explanations.

4. Provide feedback often.

5. Ask learners to repeat explanations to you to check for understanding.
6. Use more than one way to explain explanations.

7. Summarise often to emphasise information.

8. Provide study guides or review sheets.

9. Create breaks between activities.

10. Provide preferential seating.

11. Assign a learning buddy that can help with certain tasks as needed.
12. Assign a notetaker or scribe.

13. Permit lessons to be tape-recorded for review later.

14. Describe any visuals in detail.

15. Provide one-on-one time with the learner to complete activities.

16. Allow learners to recite answers orally if unable to write or write answers when unable to
speak.

17. Provide highlighted notes to learners.

18. Pair advanced learners with learners who need more support.
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Appendix 1H

Mother-tongue based multilingual education
(MTB-MLE) accommodations

The table outlines some of the identified MTB-MLE accommodations that teachers may use to
accommodate learners whose L1 is not the LOI (Marty, Fesmire, & Barnes, 2020). Following the table
are brief descriptions of each of the accommodations.

Accommodation

Paired or partner reading X X

Story re-enactment

Language experience approach

Visual scaffolding

Sandwiching

Teaching with objects or realia

X OIX iX iX IX X

Translanguaging and bridging

Reading gloves

X

Preview-View-Review

Concept sorts

Word walls or charts X

Inside-outside circle

Think-pair-share

Sketch-to-Stretch

Questioning

Get the Gist

Graphic organisers

X X X i X X iX X X

KWL charts X

Paired or Partner Reading: Instead of having learners independently read texts, the teacher can pair
learners together. Again, teachers should aim to pair learners more advanced in the target language
with those needing more support.
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Story re-enactment: This strategy is different from reader’s theatre in that it requires learners to retell
a story by acting it out as opposed to memorising a script to perform. Teachers can provide props or
have learners create props to support the re-enactment.

Language experience approach: In this strategy, the teacher and learners co-create and read a story.
The story is created from an experience that the teacher and learners have shared together. For
example, if the teacher and learners all celebrated a certain holiday or went on a field trip, they could
write about that experience. To create the events of the story, the teacher asks for learners’ input.
Learners are permitted to share their input using their L1. The teacher would repeat what learners say
in the LOI and write responses in the LOI. This activity supports learners’ oral language and vocabulary
skills and builds on their prior knowledge.

Visual scaffolding: This strategy is similar to teaching with objects but also includes the use of other
types of visual aids like illustrations, photographs, or hand drawings. The idea is to connect spoken
words in the LOI to the visuals provided. If possible, the visuals can be displayed in the classroom and
labelled with the LOI and learners’ L1s.

Sandwiching: A teacher would use this strategy to present concepts or directions/explanations to
learners by sandwiching the LOI and learners’ L1. First, the teacher would present the concept or
directions/explanations using the LOI. Then, he/she would repeat this information in the learners’ L1
and then the LOI again. Thus, the L1is sandwiched into the middle of the metaphoric, explanatory

sandwich.

Teaching with Objects or Realia: Some language teaching methods already incorporate this strategy.
Using real objects helps learners make connections between abstract concepts and concrete
experiences. When teaching learners the language or vocabulary of planting a seed, a teacher could
use real materials to plant a seed as a demonstration for learners while using the language, or she/he
could have learners complete the activity in small groups or independently.

Translanguaging and Bridging: This strategy asks teachers to explicitly teach what is similar and
different between the target language and a learner’s L1. Word walls or charts help to support
translanguaging or bridging. There are three main ways that this strategy is used. One way is through
translation techniques; words/phrases/sentences are translated into multiple languages. Another way
is through code-switching; learners can use their L1 as their default language when unable to retrieve
the appropriate word in the target language. Finally, code-mixing provides learners with the flexibility
to transfer grammatical rules from one language to another so that they are still able to communicate.
Overall, this strategy provides learners with the freedom to communicate in ways that work for them.
Their L1 does not hinder their participation in instruction and acquisition of the target language.

Reading gloves: This strategy is used for teaching narrative story elements or expository text elements.
To implement this strategy, teachers need an actual glove or a picture of a glove. For narratives, each
part of the glove represents a narrative element that the teacher has decided to focus on for the lesson
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(e.g. characters, setting, plot, theme, problem/solution). Words or pictures to represent each element
can be glued to a glove.

Preview (L1)-View (LOI)-Review (L1): This strategy requires that teachers set up/introduce the lesson
and activate learners’ background knowledge by using learners’ L1. Concrete objects and visual aids
are also found to support the lesson. The lesson’s content is taught in the LOI. Learners may use their
L1 or the LOI to respond to the teacher’s instruction. Then, the lesson closes with the teacher using the
L1 again and repeating closure in the LOI.

Concept Sorts: This vocabulary-building activity helps learners connect new and previously learnt
words. Teachers create concept sorts by creating word cards for learners to compare and contrast
words or sort according to their features (e.g. synonyms, antonyms). Visuals can be used to support
this strategy as well. There are two types of concept sorts. An open concept sort requires that learners
sort words according to what they would like to do based on their knowledge. (There are no rigid
guidelines.) For closed sorts, teachers provide the categories. Concepts sorts can be created to
accommodate learners whose L1is not the LOI by providing multiple languages on one word card.

Word Walls or Charts: Word walls or charts may be developed and modified to support a range of
instructional activities. Words in the target language would be provided along with any words in the
other languages spoken in the classroom. This tool is enhanced when supported with visuals, pictures,
or drawings. They can be used to teach content-specific words, such as words associated with hygiene
or items in the home. Another way they can be used is to teach a specific skill, like the simple past-
tense. Again, words would be provided in the target language along with their counterpart in the other

languages spoken in the classroom.

Inside-outside circle: This strategy is used to support comprehension of learnt material by answering
questions and discussing information with peers. It offers a unique way to engage learners and
encourages movement. To implement this strategy, the teacher creates two circles, an inside circle
and an outside circle. Learners face each other. The teacher asks a question in the LOI, and the
learners share responses in the language of their choice. The teacher can have learners rotate to new
partners during the activity. If possible, more fluent speakers of the LOI can be placed in the inside
circle so that they can be paired with less fluent learners.

Think-Pair-Share: This strategy is useful for collaborative thinking and creating opportunities for
learners to practise using the target language. Teachers should think strategically about how they pair
learners together. Teachers should aim to pair learners who are more advanced in the target language
with those that need more support. Generally, for this type of activity, teachers would pose questions
to learners, have them think about their responses, and then share their answers.

Sketch-to-Stretch: This strategy helps learners elaborate on their thinking and improve their
comprehension through drawing. One way to use this strategy is during a read-aloud. When the
teacher is reading, the teacher will pause to have learners sketch a drawing of what has happened in
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the story and give learners a few minutes to draw the picture. After the read-aloud, the teacher would
ask some learners to share their sketches and questions about their drawings.

Questioning: Questioning is a universal strategy, but what makes it helpful to learners whose language
is not the LOl is that teachers can permit learners to ask questions in their L1 or the LOI. Teachers can
also teach learners to question while reading and become active readers. To help learners do this,
teachers can provide question stems or frames to prompt them to ask questions during lessons or
reading. They can also teach them that certain questions are helpful to ask for narrative texts and
certain questions are helpful for expository texts. For example, when reading a story, a learner can be
taught to ask—Who are the main characters? When reading expository texts, a learner can be taught
to ask—What is the main idea?

Get the Gist: This strategy can be done in various ways. The general idea of the strategy is to assist
learners in summarising a narrative or expository text in ten words or less. Summaries can be
completed after a single paragraph or multiple paragraphs.

Graphic organisers: Graphic organisers are useful for a variety of classroom purposes. They help to
show the relationship between ideas. They can be written in multiple languages to assist learners
whose L1is not the LOI.

Know-Want to Know-Learnt (KWL) Charts: These charts are helpful to activate learners' background
knowledge, encourage active questioning, promote active listening, and comprehend what they have
learnt. They can use their L1to complete the chart and work independently or with a partner. When
working with a partner, they could be paired with a learner who is more fluent in the LOI.
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Vocabulary

INTRODUCTION

Having a rich vocabulary supports learning about the world and accessing new
understandings or experiences. A robust vocabulary allows people to express
ideas and communicate effectively, whether through speaking, listening,
reading, or writing. Numerous studies have found strong evidence that
vocabulary highly correlates to reading comprehension, the ultimate goal of
reading (Beck, McKeown, & Kucan, 2013). According to Stahl & Nagy (2006),
‘Of all the many benefits of having a large vocabulary, none is more valuable
than the positive contribution that vocabulary size makes to reading
comprehension’. Unfortunately, there are differences in vocabulary knowledge
depending on one's family and community of origin, creating gaps that become
more apparent as reading instruction begins (Hart & Risley, 1995).

This chapter explores how student teachers can structure vocabulary
instruction to address the needs of all learners. It also offers guidance on how to
implement effective, research-based vocabulary practices that are engaging and
inclusive in the classroom environment. Student teachers will learn ways to
create assessments that shed light on learners’ strengths and weaknesses when
it comes to their vocabulary knowledge and provide insight into what learners
need to grow.
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2.1

Learning outcomes

Topics and outcomes from the National Syllabus:

1.5.3

1.6.2

1.6.3

1.6.4

1.6.5

2.2.2

Approach (Key Skills) to Teaching (PLP) Early Grade Reading

1.5.3.1 Demonstrate knowledge of appropriate key skills to teaching early grade
reading

Importance of Assessment

1.6.2.1 Discuss reasons for assessment

Types of Assessment

1.6.3.1 Discuss different types of assessment

Conducting Assessment

1.6.4.1 Explain the procedure for conducting assessment

Assessment and Record Keeping

1.6.5.2 Interpret assessment results to improve learner performance

Peer Teaching

2.2.2.1 Demonstrate skills in language teaching through peer teaching lessons

By the end of this chapter, the student teacher will:

O 00 N O auapbhwWN=

define receptive and expressive vocabulary

differentiate between the three tiers of words

create a list of Tier two vocabulary words from a given text

define a learner-friendly definition and explain why it is important

identify research-based strategies for vocabulary instruction that promote active learning and
multiple exposures

examine vocabulary assessment tools and how they are used

administer and score a vocabulary assessment and interpret the results

identify Mother Tongue-Based Multilingual Education strategies for teaching vocabulary

design and deliver a vocabulary lesson
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2.2

Instructional materials

e Student module

e Primary learning programme (PLP) materials

for any language and grade level

e Accommodations lists (Appendix 1G-1H)

2.3

Key terms

Assessment

Lesson plan template (see section 2.9)
Lesson plan rubric (see section 2.9)

Peer feedback form (see section 2.9)

The process of gathering information to better understand learners’ strengths and weaknesses.

Cognitive load

The amount of information that working memory can hold at one time.

Conceptual knowledge

The knowledge of word meaning as provided for in the context within which it is used.

Context clue

A word or idea surrounding an unknown word in a text that help a learner infer meaning.

Explicit instruction

A systematic method of teaching which is carried out in clear steps, where teachers check for

understanding, and encourage active participation from all learners.

Expressive vocabulary

A bank of words learners can use in speech or writing.

Foil

An incorrect choice on a multiple-choice assessment.

Implicit learning

Learning that happens naturally in day-to-day life without awareness.
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Learner-friendly definition

Using everyday language to help learners make sense of a new word by providing an explanation that
they can relate to and understand.

Realia

An instructional strategy in which real things or concrete objects are used to build vocabulary.

Receptive vocabulary
All the words learners know in conversation or while reading. Includes spoken, writer, and signed

words.

Vocabulary

The collection of words that we use to communicate with one another.
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2.4

What is vocabulary, and why is it important?

Parsons & Branagan (2022) define vocabulary as the collection of words people use to communicate
with one another. The words may be spoken, written, or signed to convey meaning. One of the five
core components of reading instruction, vocabulary is key in teaching learners how to read (see Figure
2.1). Many scholars agree that learners’ knowledge of words is a very strong predictor of their reading
comprehension (Baker, Simmons, & Kame'enui, 1998; Beck, Perfetti, & McKeown, 1982). Learners will
not understand what they are reading without knowing what most of the words mean. Whether
learning about mathematics, science, or social studies concepts, comprehension touches all content
areas. Learners’ success depends upon their level of word knowledge.

Figure 2.1 The reading pyramid (modified from the Ontario Institute for Studies in Education, 2021)

Reading
Comprehension

Reading
Comprehension
Strategies

Oral Language

Text
Structures

Vocabulary Reading e

Knoyvlc_edge * Fluency &
Building Expression Concepts
of Print

Phonological &
Phonemic
Awareness

Letter
Sounds &
Phonics
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2.4.1 Receptive and expressive vocabulary

Vocabulary is broadly categorised as either receptive or expressive. Receptive language involves
listening, while expressive language involves talking or writing (Devries, 2017). Receptive vocabulary
refers to words that a person can comprehend whether in spoken, written, or signed forms. Receptive
vocabulary plays a big part in listening comprehension, which is related to more advanced literacy
skills. It is necessary for understanding classroom directions and navigating social situations. A
person'’s receptive vocabulary is usually much larger than his/her expressive vocabulary because
people generally recognise more words than they regularly use.

Expressive vocabulary relates to the communicative aspect of language—speaking and writing
(Philips, Norris, Hayward, & Lovell, 2017). Expressive vocabulary enables individuals to express their
wants and needs, ask questions, work towards becoming a proficient writer, and engage in meaningful
discussions. Student teachers should provide multiple learning opportunities that engage and grow
both types of vocabulary. In doing so, they support the language and literacy development of their
learners.

The words in individuals’ vocabulary fall on a continuum of their word knowledge level (Honig,
Diamond, & Gutlohn, 2018). It is not as simple as knowing a word or not knowing a word. Instead,
there are four levels of word knowledge (Dale, 1965), as shown in Figure 2.2.

Figure 2.2 Levels of word knowledge

| have heard this | could recognise | know this word
| have never seen word but do not this word in well and could

this word. know what it context and know explain it to
means. a little about it. others.

Effective vocabulary instruction guides learners as they move words along this continuum.
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Activity 1 'H"i‘ Learning outcome: 1 lf

1. With a partner, discuss the difference between expressive and receptive vocabulary.

2. Next, complete the continuum based on the table below to demonstrate that there are many different
levels of word knowledge beginning at ‘I have never seen this word' to ‘| know it well and can explain it to
others'.

' 1 have never seen | | have heard of it, | | could recognise | | know this word

this word. but do not know it in context and well and could

its meaning. know a little explain it to

about it. others.

tyranny

sensitive

dubious

revolution

fortunate

cherish

exquisite

Notes
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2.5

How is vocabulary acquired?

Learners grow their vocabulary capabilities in two main ways: implicitly and explicitly. Implicit learning
happens naturally through participation and interactions in day-to-day life. Learners acquire
vocabulary by engaging in oral-language experiences at home and at school—being read to, reading
books, learning how to do household chores, going to the market, and interacting with other children
and adults. When teachers or parents read aloud books that contain interesting new words, they can
teach children the meanings and, in turn, grow the children’s word knowledge. Learners can also learn
new vocabulary when independently reading by using the context clues. Context clues are the words
or ideas surrounding an unknown word that help a reader to infer meaning. When learners come
across an unfamiliar word, they can use their background knowledge and the narrative’s context to
determine the word's meaning. Still, many higher-level words are unlikely to become part of a learner's
vocabulary without direct, explicit instruction.

Explicit instruction is defined as a 'systematic method of teaching which is carried out in clear steps,
where teachers check for understanding, and encourage active participation from all learners
(Rosenshine, 1987). Research shows that a robust, multi-faceted approach to vocabulary instruction is
effective, not only for learning the meanings of words, but also for improving reading comprehension
(Beck et al., 1982). Such an approach involves explicitly explaining the meanings of words partnered
with thought-provoking, playful, and interactive follow-up activities.

2.5.1 A tiered approach to vocabulary words

Student teachers face the important decisions of choosing which words to focus on when planning for
a lesson. Beck et al. (2013) invite student teachers to consider grouping words into three tiers to guide
their selection (Table 2.1).

Table 2.1 Word tiers (modified from Beck et al., 2013)
Tier Definition Examples

Tier 1 The most basic words. These are words that are likely car, water, child food
learned by everyday experiences.

Tier 2 A wide range of words that learners will encounter with shocked, gallop, agile
frequency as they grow as readers. Words that are used
often and help readers understand text.

Tier 3 Words that are infrequently used, often technical and isosceles, enzyme turbine
related to a specific topic.
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Teachers should focus on Tier 2 words for explicit instruction. One way to consider if a word is Tier 2
is to consider if knowing the word would allow a learner ‘to express themselves in an interesting or
more mature way than they otherwise speak or write’ (Vaughn & Linan-Thompson, 2004). Here are a

few guiding questions for student teachers to ponder:
e Will this word be helpful to learners?
e Do learners know synonyms for this word that could help them gain insight on its meaning?

e Will this word help learners to understand the text better?

Figure 2.3 Three tiers of vocabulary words

Tier 3

Low frequency words
that are context specific

Tier 2

Robust, high frequency words that learners encounter
across the content areas. Often have multiple meanings.
Referred to as 'academic vocabulary' words.

Tier |

Basic, familiar words that are commonly used by most learners in daily conversation.
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Activity 2 ’M‘ @ Learning outcome: 2 /

1. Complete the word sort with your partner. Sort the words from the bottom of the chart into the Tier 1,
Tier 2, or Tier 3 columns.

2. Then, compare your answers with another pair. Make revisions as needed. Be prepared to justify how
you sorted the words.

fire, thesis, shocked, activate, baby, contrast, photosynthesis, emerge, flower, street, animal, concentrate,
devise, table, arachnid, explode, culture, trigonometry, weigh, nocturnal

Notes

2.6

When to teach vocabulary words

The National Reading Panel (2000) emphasises that learners benefit when they are taught the
meanings of words beforethey encounter them in the text. Pre-teaching vocabulary facilitates the
reading of new text by giving learners the meanings of the words before they encounter them. This

practice reduces the number of unfamiliar words encountered and facilitates greater comprehension.
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Teachers can also describe unknown words during reading; however, they should be careful not to
spend so much time describing words that the flow of the story is disrupted.

It is important to keep comprehension as the goal when selecting the number of new vocabulary words
to highlight. Introducing too many at once could overwhelm a learner’s cognitive load, the amount of
information that working memory can hold at one time. Choosing too many words can disrupt
comprehension and lead to frustration. A robust vocabulary approach should include selecting a set of
six to ten words to be introduced and revisited throughout the week. Introduce three to five words in
the first lesson, and then introduce the remainder as the week progresses (Beck et al., 2013).

2.6.1 Introducing new vocabulary words

Let's begin with how not to introduce vocabulary words. If possible, do not say, "‘Who can tell me what
(new word) means?’, especially if you believe that this will be an unfamiliar word for learners. What
typically happens is that learners will begin ‘to guess what the word means and incorrect guesses can
begin to pile in their minds, wasting precious instructional time, and potentially leaving remnants of
those incorrect associations making the actual meaning more difficult to learn’ (Beck et al., 2013;
Simms & Marzano, 2019).

Teachers should also avoid presenting the dictionary definition as a word's introduction. This
technique is problematic for several reasons. Traditional dictionary definitions are often complex, use
vague language, and offer several meanings—none of which is a clear, concise meaning learners can
grasp quickly. Instead, Beck, McKeown, & Kucan (2013) suggest introducing words using learner-
friendly definitions and providing learners with multiple opportunities to meaningfully interact with the
words through explicit and interactive instruction.

2.6.2 Learner-friendly definitions

A learner-friendly definition uses everyday language to help learners make sense of a new word with
an explanation they can relate to and understand. A learner-friendly definition captures the essence of
a word and defines how it is used in a text. Determining a learner-friendly definition takes thought and
consideration. Teachers should determine a learner-friendly definition before presenting a new word
to their class. Consider the following example:

Your class is learning about the Zambian flag (see Figure 2.4 and example 1). You choose the word
‘symbol’ as a Tier 2 word important for your learners to understand. The passage describes the eagle
in flight as a symbol of freedom in Zambia and the ability to rise above the country’s problems.
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Figure 2.4 Zambian flag 1(a)  Thedictionary = A mark or character used as a
definition of conventional representation of an

‘symbol’ object, function, or process (Oxford
University Press, 2022)

1(b) | Learner- A picture or shape that is used to

friendly represent or mean something

Which definition in example 1 would be more accessible to learners? Remember that it can be difficult
to create a suitable learner-friendly definition, even with words you know well. Student teachers may
find it helpful to use available resources. They may start with the dictionary definition and simplify it by
using context, synonyms, or more common language. Websites like the Longman Dictionary of
Contemporary English can also support this process.

Example 2 demonstrates that sometimes learner-friendly definitions will be longer than dictionary

definitions because more explanation is necessary.

2 (a)  Thedictionary = To take or obtain with the promise to return the same or the
definition of equivalent. (Oxford University Press, 2022)
‘borrow’

2 (b) Learner-friendly When you borrow something from someone, you take it and
use it for some time, and then you give it back
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Activity 3 & »> 3;3 Learning outcomes: 2 & 3 1/

1. Read the text below and circle or highlight vocabulary words that you think would be suitable for a grade
5 learner.

2. Then choose one word and try to compose a definition that learners could understand.

3. Afterwards, you will share your list with a small group and discuss why those certain words were
selected.

a’s

Marine Mammals

One marine mammal is the largest animal to be found on Earth. This huge creature, called a
blue whale, can be 27 metres long. The blue whale is also the loudest animal on Earth. It
makes a deep, resounding noise that has no comparison on land or sea. Whenever a blue
whale wants to talk to other whales, it sends out a noise that travels uninterrupted through
the ocean. Other whales can hear the call from many kilometres away.

Vocabulary word:

Learner-friendly definition:

Notes
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Activity 4 =2&

Learning outcome: 4 lf

In your small group, create learner-friendly definitions for the words that follow. The dictionary definitions
have been provided, but student teachers you use other resources too.

passive (adjective)

Accepting or allowing what happens or what others do,

without active response or resistance

Learner-friendly definition:

anticipate (verb)

Regard as probable; expect or predict

Learner-friendly definition:

react (verb)

Act in response to something; respond in a particular way

Learner-friendly definition:

distribute (verb)

Give a share or a unit of (something) to each of a number of

recipients

Learner-friendly definition:

secure (adjective)

Certain to remain safe and unthreatened

Learner-friendly definition:

Notes
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2.6.3 Classroom application

Introducing a class to learner-friendly definitions is only part of helping learners understand a new
word. Learners also need to be engaged in short and lively activities that promote active learning and
include multiple exposures to the vocabulary (Stahl & Fairbanks, 1986). Depending on one vocabulary
instructional strategy will not create the most optimal condition for internalising new words and will
eventually become boring to learners. Instead, student teachers who use a variety of methods
effectively and introduce the words multiple times will have greater success (National Reading Panel,
2000).

Activities in Table 2.2 can effectively reinforce new words and be used with large classrooms of
learners.

Table 2.2 Vocabulary activities

Activity

Word 1. Pre-teach the following words using learner-friendly definitions (e.g.
associations accomplice, enthusiastic, gigantic).

2. Ask learners to associate one of the new words with a presented word or
phrase (make sure the words are posted). Associate means that the word
may be related to that word, a synonym of that word, or an antonym of that
word.

a. Which word would go with excited? (enthusiastic)
b. Which word would go with Auge? (gigantic)
c. Which word would go with a thief? (accomplice)

3. Continue the same process with each vocabulary word.

Examples and 1. Pre-teach the following words using learner-friendly definitions (e.g. calm,
non-examples furious, harmony).

2. Give examples of situations and ask the learners to say 'yes' if the word
would apply to the situation or 'no’ if the word would not apply.

a. If you were sitting quietly under a tree, would you feel calni? (yes)

b. If you just scored a goal in a football game, would you feel ca/ni?

(no)
c. Do you feel ca/mjust before you fall asleep? (yes)

3. Continue the same process with each vocabulary word.
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Activity Description

Making sentences : 1. Pre-teach the following words using learner-friendly definitions (e.g.
freedom, confident, sly).

2. The teacher presents a sentence using one of the words. (e.g. Freedom of
speech is important to me because | want to be able to express my
opinions.)

3. Ask learners to turn to a partner and orally create their own sentence using
the word.

4. Walk around the room listening to learners’ discussions.

5. Ask several pairs of learners to share their answers.

6. Continue the same process for each of the vocabulary words.

Using graphic 1. Draw the graphic organiser on the board. The three vocabulary words will be
organizers ‘envy’, ‘borrow’, and ‘design’.
Word: Definition:
Part of speech:
Sentence:
2. Use the Gradual Release of Responsibility Model (I Do, We Do, You Do) by

demonstrating how to fill out the graphic organiser with the first word—
‘envy’. Learners can follow by writing in their notebooks.

Definition: To want what
someone else has

Part of speech: noun

Sentence: She felt envy when her friend purchased the book that
she had wanted.
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Activity Description

3. Draw asecond graphic organiser. Write the second word—‘borrow’—and
learner-friendly definition and then fill out the rest together (We Do).

Word: borrow

Definition: When you
borrow something from
someone, you take it and

use it for some time, and
then you give it back.

Part of speech:

Sentence:

4. Forthe last word—‘design’—provide the learner-friendly definition and ask
the class to work independently or in pairs to complete the graphic organiser
(You Do).

Activity 5 o » % @ Learning outcomes: 4,5, &7 lf

1. Using three words from the provided list from the lecturer, you will create an ‘Example/Non-example’
vocabulary quiz.

a. First, you will create learner-friendly definitions for each word.

b. Next, you will write at least three ‘Example/Non-example’ sentences for each word that can
be answered with ‘yes' or 'no’, but do not include the answers.

2. After creating your quiz, you will trade your activity with a partner and take the quiz and score it.

a. Toscore, add up the total number of questions that were correct and divide that number by
the total number of questions for a percentage correct. For example, if you got seven out of
the nine questions correct, you would divide seven by nine and get 0.777. Move the decimal
point over two spaces and your peer scored a 78%.

Notes
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2.7

How to assess vocabulary

There are numerous ways to assess learners’ vocabulary skills and knowledge. When assessing
vocabulary, student teachers should be mindful that knowing a word is more than reciting its
definition. Vocabulary can be difficult to assess because it is hard to identify all the new words that
learners encounter. However, student teachers can assess learners’ understanding of the key words
they have been explicitly taught. This can be done informally through observation and note-taking
while learners complete vocabulary activities. It can also happen through more formal assessments.
As stated in the last activity, a teacher will typically add up the total number of questions that were
correct and divide that number by the total number of questions. The result is the percentage of
correct answers. A learner who answered seven out of fourteen questions correctly has 50% correct

answers. A learner who got twelve of fourteen questions correct achieved an 86%.

2.7.1 Examples of assessments

In this section, five options for vocabulary assessment are described: multiple choice; true/false;
example/non-example; synonyms and antonyms; and context interpretation. Teachers should use a
variety of assessments and be intentional with their choice of assessment as each type of assessment
provides a different lens for what the learner knows.

2.7.1.1 Multiple choice

Multiple choice is the most widely used assessment for vocabulary knowledge. Typically, a target word
is presented with four possible definitions or synonyms. One option is correct, and the other three are
foils, or incorrect choices. Multiple-choice assessments can be changed from simpler to more complex
by modifying the types of foils used. See example 3 for possible multiple-choice synonyms and foils for
the word ‘diligent’.

3 Diligent A. Fast
B. Hardworking
Sample Response: B C. Lost
D. Punished

Fill in the blank is also an option for multiple choice assessments (see example 4).

4 Nyambe's poor attendance at school A. impact
will his performance in the B. impress
examination. C. implant
D. implement

Sample Response: A
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2.7.1.2 True or false

A true or false assessment is another format that can determine learners’ understanding of a

vocabulary word. Two instances of this assessment format are presented in example 5.

5 (a) People who have seniority have been True
someplace longer than other people. False
Sample Response: True
5(b) Avriveris larger than a stream. True
False

Sample Response: True

2.7.1.3 Example or non-example

This format asks learners to distinguish between an example of a word and a non-example of a word.

Teachers should design both options to present situations that are similar but require the learner to

identify the correct option (see example 6).

6 (a)  Select the option that is an example of A. A woman member of
‘Proclaim’. parliament refuses to talk to
reporters about the election.
Sample Response: B
B. A woman member of
parliament excitedly tells
reporters which candidate won
the election.
6 (b) Select the option that is an example of A. Your teacher tells you to have

‘Commend'.

Sample Response: B

your parents come in for a

meeting.

B. Your teacher tells your parents
how well you are doing at
school.
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2.7.1.4 Synonyms and antonyms

A synonyms and antonyms assessment requires learners to know enough about a word to decipher
other words that are similar or different (see example 7).

7 (a)  Which two words are similar in A. crook
meaning to scoundrel? _
B. saint
Sample Response: A & C
C. rascal
D. hero

7 (b)  Which word is the opposite of the word A. courageous

brave?
B. frightened

Sample Response: B
C. adventurous

D. daring

2.7.1.5 Context interpretation

Context interpretations ask learners to apply a word's meaning by making an inference based on their
knowledge of the word. This assessment requires a high level of understanding of the vocabulary
words (see example 8).

8 (a) When Sam and | arrived at Misozi's door, | had to urge Sam to knock on the door.
How do you think Sam felt about going to Misozi's house?

Sample Response: Nervous, unsure, hesitant

8 (b) Ganizanitold us that he was a novice, but when we heard him play the silimba, we
knew he had been kidding us.

What do you think Ganizani's si/imba playing was like?

Sample Response: very good, strong, like someone with experience
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Activity 6 =2& @ Learning outcomes: 4 & 5 f

In your small group, discuss the following questions:

1. Why is it important to assess vocabulary knowledge in a classroom?

2. Canyou explain several types of assessment and how they could be used?

3. Read the narrative below and create an assessment using the targeted vocabulary words according to the
instructions from the lecturer.

Vocabulary words: transferred address, eager, debate, nervous

‘It was a beautiful Monday morning at Mwenya Primary School. | arrived early with my
classmates so we could sweep the steps of our classroom and mop the floor before school
began. We were all feeling a little nervous because our grade 4 teacher, Mr. Mbewe, had been
transferred to another school and the class was going to meet our new teacher today.

The bell rang, and we all ran to the assembly ground. All the teachers were present, in addition
to a new adult that we did not know. Soon after singing the national anthem, the head teacher
was ready to address the assembly. He announced that our new teacher was named Miss
Gwandani and that she was excited to guide the grade 4 classroom. She waved to us, and her
smile shined like the brightest light bulb | had ever seen.

After the assembly, we returned to our classroom. Miss Gwandani entered and greeted us
warmly. She let us know that she cares for her learners but expects them to work hard on their
studies. She told us about her dreams of creating a classroom library full of books and that she
was eager to start a debate club too. We were all excited to have her as a teacher and looked
forward to an exciting year!’
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2.8

Mother-tongue based multilingual education
accommodations in vocabulary instruction

In chapter 1, student teachers reviewed the purpose behind mother-tongue based multilingual
education (MTB-MLE) accommodations. Creating a classroom environment that builds vocabulary is
always important. It is essential that teachers provide listening, speaking, reading, and writing
opportunities rich in language to MTB-MLE learners.

The concepts of basic interpersonal communication skills and cognitive academic language
proficiency, discussed first in chapter 1 of Literacy Module |, are also helpful to vocabulary (Cummins,
1981; 2005). When learners begin learning a second language (L2), they become proficient in social
communication skills first. The timing varies, but basic interpersonal communication skills typically
develop between one to two years. Academic language—cognitive academic language proficiency—

takes longer, with development spanning from approximately five to seven years.

Teachers must remember these timelines when designing vocabulary lessons. They should consider
the needs of their learners, how long they have been learning a L2, and what support can facilitate that
development. For learners at early stages of acquisition, teachers should emphasise building listening
vocabulary. Some of the most recent studies on the best practices in literacy instruction have found
that effective vocabulary instruction provides multiple encounters with target words, teaches learners
word analysis skills, and includes frequent practice using words in context (August et al., 2009; Carlo
et al., 2004, Lesaux et al., 2010; Proctor et al., 2009; Lawrence, Snow, & White, 2010). These
accommodations are explained in the following sections: language experience approach, visual

scaffolding, and vocabulary role play.

2.8.1 Language experience approach

The language experience approach integrates speaking, listening, reading, and writing through the
development of a written text based on personal experiences. By drawing on personal experiences,
learners recognize words in print that are orally very familiar to them. Teachers can support learners to
document experiences and ideas by using familiar as well as new vocabulary and modelling ways that
thoughts and words can be written down and later read (Hall, 1970). Learners may use their mother
tongue, while teachers should repeat information in the language of instruction (LOD). If the teacher is
writing the learners’ responses, sentences should be written and read in the LOI. A language
experience approach can be used as an individual or a class project.

The general flow of a language experience lesson is presented in Table 2.3.
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Table 2.3 Recommended flow of a language experience lesson

Procedure/Steps

1. Select the experience or the theme. The discussion can be focused on something that the
class does or experiences together, such as a trip to the market, a meal, a community holiday,
or festivity. If this is not possible, a sequence of pictures that tell a story can be used. It is
important to select a topic that is familiar to the learners.

2. Create the text. After the topic is selected, the teacher and learners, as a group, verbally
create the text. Learners take turns volunteering information in the large group discussion. The
teacher transcribes the information onto the board or chart paper in an organised way in the
LOI. The teacher prompts the learners by asking questions such as ‘What happened
next?’ which helps with recall of events if the class needs prompts to give information.

3. Read and Revise. The class reads the story aloud together and discusses it. The teacher asks
the learners if they want to make any corrections or additions to the story. The learners may
use their L1, but the teacher makes corrections or additions in the LOI.

4. Read and Reread. The final story can be read in a choral or echo style, or both. Learners can
also read in small groups or pairs and then individually. Adding illustrations makes it feel
special too.

Here is an example from a grade 2 classroom that saw a frog at break time (example 9).

S We found a frog at break time. It was brown with raised bumps. It liked to hop up
and down. We let the frog hop back to its home. | hope he is happy.

2.8.2 Visual scaffolding

Visual scaffolding is a strategy teachers can use to help learners better understand the LOI using
visuals. Tangible objects, illustrations, photographs, or drawings allow learners to connect spoken
words in the LOI. Realia is a term for using objects or activities to relate classroom teaching to real life.
Realia provides learners with opportunities to build on their learning using all their senses (Echevarria,
Vogt, & Short, 2010). This strategy encourages active involvement from the learners while supporting
vocabulary development and building background knowledge. Table 2.4 outlines the steps for visual

scaffolding in a lesson.
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Table 2.4 Recommended flow of a visual scaffolding lesson

Procedure/Steps

1.

Identify the specific vocabulary words to be taught in the lesson that can be supported with
visual images, such as drawings, photographs, or concrete objects.

Using the LOI, the teacher leads a discussion using the visual images or objects to connect
with the new vocabulary. Another option is to have the learners make brief presentations
using the pictures and encourage their discussion by asking and answering questions to build
oral language. In this case, the learners can present in their mother tongue, and the teacher
asks questions in the LOI.

Display the illustrations in the classroom. Add labels to the illustrations both in the LOI and
the mother tongue to support learners practising and using the written forms of the words.
The teacher may need to write the words in more than one mother tongue.

2.8.3 Vocabulary role play

Vocabulary role play (Herrell, 1998; Zwiers, 2014) encourages learners to make connections among

their past experiences. The content being studied connects vocabulary in new or unfamiliar ways.

Vocabulary role play ensures that learners are introduced to new vocabulary. It gives learners an

opportunity to discuss and use the vocabulary in an interactive way. Table 2.5 provides a procedure for

using vocabulary role play in a lesson.

Table 2.5 Recommended flow of a vocabulary role play lesson

Procedure/Steps

1.

Identify key vocabulary by selecting words that will be used in a lesson or a text. Make cards
with the words written on them.

Teach the lesson or read the book and stop when you encounter the key vocabulary. Practise
the pronunciation together, discuss the learner-friendly definitions, and act out the words

with gestures, movement, and facial expressions.

Connect the vocabulary to past experiences by asking learners to talk about ways in which
they have heard these words used.

4. Divide learners into groups of three to five members. Give each group a key vocabulary word
and ask them to create a scene where that word is used and demonstrated. Writing simple
scripts is encouraged. Props are encouraged!

5. Perform the scenes for each other and discuss how each group used its vocabulary word

effectively.
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Example 10 outlines vocabulary role play for the word ‘irate’.

10 Example role play for the word: ‘irate’
Learner-friendly definition: the feeling of having a huge amount of anger at once

Ask three student teachers to demonstrate by reading this script.

Learner 1 Hey, Gloria, what's wrong?

Learner 2 You seem really mad! Are you okay?

Learner 3 Someone's eaten my lunch. My (dad) had even packed my favourite
sandwich. | feel like | am going to explode. | am so irate!

Learner1  I'd be irate, too, if someone took my lunch. But, before you explode, take a
breath and calm down. Maybe you misplaced it? Say, isn't that your dad
coming up the path? Look what he is holding.

Learner 3 = Oh,  must have left my lunch at home. Now | am embarrassed! Thanks, Dad.

For Activity 7, each small group will need a vocabulary word with the learner-friendly definition. A list
is provided, or you can create your own. Have these ready on small pieces of paper before groups
create the vocabulary role plays.

Activity 7 =2& @ Learning outcome: 8 zf

Vocabulary Role Play

For this activity, you will demonstrate the vocabulary role play strategy. You will be provided with a
vocabulary word and its learner-friendly definition and given time to create the role play and perform it. This
will help you understand how this MTB-MLE strategy may be useful in your future classroom.

Vocabulary words

elated: extremely happy and excited, especially because of something that has happened or is going
to happen

exchange: the act of giving someone something and receiving something else from them
monitor: to carefully watch and check a situation to see how it changes over a period of time
cooperate: to work with someone else to achieve something that you both want

advise: to tell someone what you think they should do, especially when you know more than they do
about something

recoil: to move back suddenly and quickly from something you do not like or are afraid of
exaggerate: to make something seem better, larger, worse, and so on than it really is
struggle: to try extremely hard to achieve something, even though it is very difficult
daring: involving a lot of risk or danger, or brave enough to do risky things

exhausted: extremely tired or worn out
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Activity 8 2% @ Learning outcome: 8 lf

In your small group, create a vocabulary activity using one of the suggested MTB-MLE strategies. You will be
asked to demonstrate this strategy in front of your peers. One of the members of the group should be the
teacher, and the rest will play the role of the learners. The lecturer will provide instructions on the text and
grade level you should use and may also assign roles for the members in your group. Some suggested roles

are:
a. Group Member 1: Teacher
b. Group Members 2 & 3: Designs activity and receives approval from other team members.
c. Group Members 4 & 5: Finds materials or resources.

Notes
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2.9

Peer teaching and lesson demonstration

This section provides tools for student teachers to create their own lesson plans and provide feedback.

It includes a lesson plan template, rubric, and peer feedback form.

Activity 9

& & @ Learning outcome: 9 I/)

1. Design a vocabulary lesson that demonstrates your understanding of the best practices for teaching and
assessing vocabulary. To help prepare your lesson, some or all of these materials may be suggested by

the lecturer.

a.
b.
C.
d.

e.

Lesson plan template (use the included template or one that you provide)
Zambian or English language primary syllabus

Lesson plan rubric

Peer feedback form

Accommodations lists (see Appendix 1G-1H)

2. After you design your lessons, you will submit your plan to the lecturer for review and feedback according
to the rubric in the text or one provided by the lecturer.

3. Be prepared to teach your lesson in a small group to your peers. You will also be asked to provide
feedback to your peer(s) on their lesson.

Notes
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Lesson Plan Template

Lesson description: Describe the
vocabulary lesson. What grade
level is the lesson designed for?
How long is the lesson?

Strategy(ies): What strategy or

strategies are used in this lesson?

Material(s): Which materials do
you need?

Topics and outcomes from the
primary school syllabus

Accommodations

Introduction

Development

Conclusion
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Plan Rubric

Lesson
Feature

Lesson
description,
materials,

accommodations,

All elements are
included and

clear.

Most of the
elements are
included and

clear.

Many of the
elements are not
included, or this
section lacks

Most of the
elements of this
section are

missing, and it is

topics, and clarity. very unclear.

outcomes

Introduction The introduction | There is evidence | There is little This section may
is strong and of explicit evidence of be missing or
thorough. There instruction, but it | explicit incomplete. There
is evidence of lacks instruction. is no evidence of
explicit thoroughness. explicit
instruction. instruction.

Development

This section is
very well
developed. There
is evidence of
effective practice.

This section could
be more well
developed, but
there is evidence
of effective
practice.

This section is
weak, with little
evidence of

effective practice.

This section may
be missing or
incomplete. There
is very little
evidence of
effective practice.

Conclusion

Thereis a
conclusion to the
lesson with an
appropriate
assessment.

The conclusion is
there, but there
are elements that
may be unclear
(e.g. assessment,
feedback).

The conclusion is
there but does
not accurately
assess the
learner, and/or
feedback is not

given.

This section may
be missing or

incomplete.

USAID Transforming Teacher Education

96




Lesson demonstration peer feedback form

Your name:

Peer's name:

Date:

Lesson topic:

Positive praise Constructive feedback
Give your peer praise for at least two positive Suggest something your peer could do better, or
things you noticed during their lesson. differently, the next time they teach this lesson.

Chapter 2. Vocabulary
97



2.10

Chapter summary

It is a well-established fact that the depth and breadth of a learner’s vocabulary is intrinsically
connected to reading comprehension, the ultimate goal of reading (Beck, McKeown, & Kucan, 2013). It
is also true that not all learners begin from the same starting point as vocabulary acquisition depends
on the words learners are exposed to (Hart & Risley, 1995). The good news is that accelerated growth
can be made through explicit and systematic instruction of vocabulary. This helps learners to grow
their word knowledge while participating in fun, participatory activities (Beck et al., 1982). This is
especially important for MTB-MLE learners. The more words from a L2 learners can internalise, the
more learners can communicate and understand as they build proficiently.

2.11 OLVT_

Assessment of learning F\m

1. How are vocabulary and reading comprehension connected?
2. What is the difference between receptive and expressive vocabulary?

3. Explain your understanding of what makes a Tier 1, Tier 2, or Tier 3 word. Why are Tier 2
words chosen for explicit instruction?

4. What is a learner-friendly definition? Why is it important?
5. What types of assessments are used for vocabulary development generally?

6. What vocabulary-based accommodations should teachers make for MTB-MLE learners?

2.12

Supplementary materials

Longman Dictionary of Contemporary English Idoceonline.com

USAID Transforming Teacher Education
98


https://www.ldoceonline.com/

2.13

References

August, D., Branum-Martin, L., Cardenas-Hagan, E., & Francis, D. J. (2009). The impact of an
instructional intervention on the science and language learning of middle grade English
language learners. Journal of Research on Educational Effectiveness, X4), 345-376.

Baker, S. K.Simmons, D. C., & Kame'enui, E. J. (1998). Vocabulary acquisition: Research bases. In D. C.
Simmons & E. J. Kame'enui (Eds.), What reading research tells us about children with diverse
learning needs: Bases and basics (pp. 183-217). Mahwah, NJ: Erlbaum.

Bauer, L. & Nation, I. S.P. (1993). Word families. International Journal of Lexicography, 6 (4), 253 - 279.

Beauchat, K. A., Blamey, K. L., & Philipakos, Z. A. (2012). Effective Reading Alouds for Early Literacy. New
York: The Guilford Press.

Beck, I. L., Perfetti, C. A., & McKeown, M. G. (1982). Effects of long-term vocabulary instruction on
lexical access and reading comprehension. Journal of Educational Psychology, 744), 506-521.

Beck, I. J. & Mckeown, M. G. (2007). Increasing young low -income children'’s oral repertoires through
rich and focussed instruction. £lementary School Journal, 107 (3), 251 - 271.

Beck, I. L., Mckeown, M.G. & Kucan, L. (2013). Bringing words to life: Robust vocabulary instruction. New
York: The Guilford Press.

Britton, J. (1970). Language and Learning. Coral Gables, FL: University of Miami Press.

Cain, K. & Oakhill, J. (2014). Reading comprehension and vocabulary: /s vocabulary more Important for
some aspects of comprehension?114, 647 - 662.

Carlisle, J. E. & Nomanbhoy, D. M. (1993). Phonological awareness in first graders. Applied
Psycholinguistics, 14,177 - 195.

Carlo, M. S., August, D., Snow, C. E., Dressler, C., Lippman, D. N., Lively, T. J., & White, C. (2004).
Closing the gap: Addressing the vocabulary needs of English-language learners in bilingual and
mainstream classrooms. Reading Research Quarterly, 3X2), 188-215.

Celik, M. (2003). Teaching vocabulary through code mixing. £L7 Journal volume 57 / 4.
Chomsky, N. (1957). Syntactic structures. The Hague: Mouton
Chomsky, N. (1965). Aspects of theory syntax. Cambridge, M A: MIT Press.

Coady, J. & Huckin, T. (1997). Second language vocabulary acquisition: Rationale for pedagogy.
Cambridge: Cambridge University Press.

Chapter 2. Vocabulary
99



Cummins, J. (1981). The role of primary language development in promoting educational success for
language minority students. In Schooling and language minority students: A theoretical framework
(pp. 3-49). Evaluation, Dissemination and Assessment Center, California State University.
doi:10.13140/2.1.1334.9449

Cummins, J. (2005). 7eaching for cross-language transfer in dual language education: Possibilities and
pitfalls. Alexandria: Teachers of English to Speakers of Other Languages (TESOL). Retrieved

from www.tesol.org/docs/default-source/new-resource-library/symposium-on-dual-

language-education-3.pdf

Dale, E. (1965). Vocabulary measurement: Techniques and major findings. Flementary English, 42, 895-
9011.

Devries, A. B. (2017). Literacy Assessment and Intervention for Classroom Teachers fourth edition. New
York: Routledge.

Devries, A. B. (2019). Literacy Assessment and Intervention for Classroom Teachers. New York: Routledge.

Echevarria, J., Vogt, M. & Short, D. (2010). Making content comprehensible for Elementary English
learners. Boston, MA: Allyn and Bacon.

Elgort, I. (2011). Deliberate Learning and Vocabulary Acquisition in a Second Language. Language
Learning, 61(2), 367 - 413

Flynn, E. E., Hoy, S. L., Lea, J. L. & Garcia, M. A. (2021). Translanguaging through story: Empowering
children to use their full language repertoire, Journal of Early Childhood Literacy, 21 (2) 283 - 309.

Hall, M. A. (1970). Teaching reading as a language experience. Columbus, OH: Charles Merrill.

Hart, B., & Risley, T. (1995). Meaningful differences. Baltimore: Brookes.

Herrell, A. (1998). Exemplary practices in teaching English learners. Fresno: California State University.
Honig, B., Diamond, L. & Gutlohn, L. (2018). 7eaching Reading Sourcebook. Oakland: Arena Press.

Hulstijn, J. H. (2001). Intentional and incidental second language vocabulary learning: A reappraisal of
elaboration, rehearsal and automaticity. In P. Robinson (Ed.), Cognition and second language
instruction, (pp. 258 -286). Cambridge: Cambridge University Press.

Lawrence, J. F., Snow, C. E., & White, C. (2010, October). The words students need. Educational
Leadership, 23-26.

Lesaux, N. K., Kieffer, M. J., Faller, E. S., & Kelley, J. G. (2010). The effectiveness and ease of
implementation of an academic vocabulary intervention for linguistically diverse students in
urban middle schools. Reading Research Quarterly, 452), 196-228.

USAID Transforming Teacher Education
100


http://www.tesol.org/docs/default-source/new-resource-library/symposium-on-dual-language-education-3.pdf
http://www.tesol.org/docs/default-source/new-resource-library/symposium-on-dual-language-education-3.pdf

Manchisi, P. C. (2017). Cormmmunication Language Testing. Lusaka: The University of Zambia Press.

Meng, C. (2016). Joint book reading and receptive vocabulary: A parallel process model. /nfant Child
Development, 25, 83 - 94.

Nation, I. S. P. (2006). How large vocabulary is needed for reading and listening? Canadian Modern
Language Review, 63(2), 59-82.

National Reading Panel, (2000). 7eaching Children to read. An evidence-based assessment on the scientific
research literature on reading and its implications for reading instruction. Washington, D C: National
Institute of Child Health and Human Development.

Nguyen, L. T. C. & Nation, I. S. P. (2011). A bilingual Vocabulary Size Test of English for Vietnamese
Learners. RELC Journal 42 (1), 86 - 99

Oxford University Press. (2022). Dictionary. Retrieved from Oxford Languages: languages.oup.com

Patson, A. & Wilkins, M. (2009). 7eaching adult ESOL: Principles and Practice. Maidenhead: Open

University Press.

Parsons, S. & Branagan, A. (2022). Word awareness 1: Teaching Viocabulary Across the Day, Across the
Curriculum. 2nd edition. Abington: Routledge.

Perfetti, C. A. (2007). Reading ability: Lexical quality to comprehension. Scientific Studies of Reading, 1
(4),357 - 383.

Phillips, L., Norris, S., Hayward, D. & Lovell, M. (2017). Unique contributions of maternal reading
proficiency to predicting children’s preschool receptive vocabulary and reading proficiency.
Early Childhood Education Journal, 45, 111 - 119,

Proctor, P. C., Dalton, B., Uccelli, P., & Biancarosa, G. (2009). Improving comprehension online: Effects
of deep vocabulary instruction with bilingual and monolingual fifth graders. Reading and Writing,
24(5), 517-544.

Rosenshine, B. (1987). Explicit teaching and teacher training. Journal of Teacher Education, 38(3), 34-
36

Simms, J. A., & Marzano, R. J. (2019). The new art and science of teaching reading. Solution Tree

Press.

Stahl, S. A., & Fairbanks, M. M. (1986). The effects of vocabulary instruction: A model-based meta-
analysis. Review of Educational Research, 56, 72-110.

Stahl, S. A., & Nagy, W. E. (2006). Teaching word meanings. Mahwah, NJ: Erlbaum.

Chapter 2. Vocabulary
101


https://languages.oup.com/google-dictionary-en/

Tompkins, G. (2013). Literacy for the 21st century (6th ed.). Upper Saddle River, N J: Pearson
Education.

Vaughn, S. & Linan-Thompson, S. (2004). Research-based methods of reading instruction. Alexandria,
VA: ASCD.

Vaish, V. (2009). Translanguaging pedagogy for simultaneous biliterates struggling to read English,
International Journal of Multilingualism, 16:3, 286 - 301

Zwiers, ). (2014). Building Academic Language, Z2nd ed. Hoboken: Jossey-Brass.

USAID Transforming Teacher Education
102



B\ SCHOOL-TO-SCHOOL
AN INTERNATIONAL

= USAID

\X‘"'// FROM THE AMERICAN PEOPLE W I'i‘l W

Chapter 3 of Literacy Module Il for Student Teachers

Listening Comprehension

This material for a course in the Primary Teachers' Diploma at colleges of education in Zambia is made possible by the support of the American people
through the United States Agency for International Development (USAID) under the Transforming Teacher Education Activity (Cooperative
Agreement No. 72061120CA00006). The contents of this course are the sole responsibility of the Transforming Teacher Education team and do not
necessarily reflect the views of USAID or the United States Government.

2022 Edition

The text and illustrations in this work are licensed under the Creative Commons Attribution 4.0 International

@ @ License. To view a copy of this license, visit http://creativecommons.org/licenses/by/4.0/. Under the Creative

Commons Attribution license, you are free to copy, distribute, transmit or adapt the work as long as you
attribute or credit the original authors and illustrators






Listening Comprehension

INTRODUCTION

Chapter 2 focuses on vocabulary and its importance in understanding and
communicating in spoken and written language. This chapter discusses listening
comprehension, which like reading comprehension, is focused on the processing
and understanding of language, including, in this case, spoken language.
Listening comprehension is a critical component in developing literacy skills in
young learners. Good listening comprehension skills can help learners
understand educational content, follow directions, and understand what others
say. Being a good listener can directly impact learning achievement. It is an
integral part of the foundation of reading comprehension, which will be
discussed further in chapter 4. This chapter focuses on teaching listening
comprehension. It begins with a definition of what it is, followed by how it is
taught and how it is assessed.

Teachers should keep in mind that learners who are deaf or hard of hearing will
experience listening comprehension differently. Teachers should be prepared to
work with other school-level professionals and parents to determine

appropriate accommodations for these learners.
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3.1

Learning outcomes

Topics and outcomes from the National Syllabus:

1.5.3

1.6.2

1.6.3

1.6.4

1.6.5

2.2.2

Approach (Key Skills) to Teaching (PLP) Early Grade Reading
1.5.3.1 Demonstrate knowledge of appropriate key skills to teaching early grade reading

Importance of Assessment
1.6.2.1 Discuss reasons for assessment

Types of Assessment
1.6.3.1 Discuss different types of assessment

Conducting Assessment
1.6.4.1 Explain the procedure for conducting assessment

Assessment and Record Keeping
1.6.5.2 Interpret assessment results to improve learner performance

Peer Teaching
2.2.2.1 Demonstrate skills in language teaching through peer teaching lessons

By the end of this chapter, the student teacher will:

NoupbwnN=

3.2

define listening comprehension.

discuss the importance of listening comprehension.

outline key listening comprehension skills.

identify research-based strategies used to teach listening comprehension skills.
demonstrate understanding of how listening comprehension is assessed.
identify MTB-MLE strategies for teaching listening comprehension.

develop and deliver a listening comprehension lesson.

Instructional materials

e Student module e Lesson plantemplate (see section 3.9)

e ’'Kalulu and the Lion" (Appendix 3A, Activity 7) e Lesson plan rubric (see section 3.9)

e Short narrative text (Appendix 1E, Activity 9) e Peer feedback form (see section 3.9)
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3.3 (o)e)

Key terms

Background knowledge

Knowledge learners have learned both formally in the classroom as well as informally through life

experience.

Genre

A category of literary composition with its own distinctive style, form, or content.

Graphic organiser

A teaching and learning aid used to organise or present information and ideas in a way that is easy for
learners to comprehend.

Inferencing
A meaning making process where readers draw a conclusion by using available information in addition

to background knowledge and experiences.

Listening comprehension

The ability to understand spoken language to extract and construct meaning.

Read-aloud

An instructional practise during which a teachers, parent, or guardian reads a text aloud to a learner.

Reading comprehension

The ability to understand information presented in written form.

Story grammar

The system of rules used to describe the consistent features found in narrative texts.

Story map

A strategy that uses a graphic organiser to help learners explore elements of a story.

Story retell

An instructional practise or strategy involving reconstructing a story that learners have read or heard.

Text structure

The way information is organised in a text.
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3.4

What is listening comprehension?

Listening is one of the four language skills, along with speaking, reading, and writing. Listening is the
first language skill that children acquire. It supports and helps build the other three language skills.
Listening is an active process where a learner must pay attention and make sense of the sounds,
words, and sentences to understand what is being said. It is also important to note that listening is
different from hearing. According to Kline (1996; pp. 7), ‘Hearing is the perception of sound, [while]
listening is the attachment of meaning to the sound. Hearing is passive [while] listening is active’. Rost
(2002) adds that while listening is an active and intentional process, hearing is passive and often

unintentional.

Listening comprehension is made up of two concepts: listening and comprehension. Thomlison (1984)
and Hamouda (2013) describe listening as the ability to recognise and understand what others are
saying, while Tierney (1980) defines comprehension as a creative, multifaceted process in which
learners engage with and think about what is being said. Listening is active because as people pay
attention to the incoming information, they simultaneously process the content by connecting what
they hear to what they already know about the topic. Therefore, listening comprehension is the ability
to process speech and integrate it with prior knowledge.

Activity 1 5 » M Learning outcomes: 1 & 2 lf

Write-Pair-Share
Think about the following questions and write down your thoughts. Later share your responses with a partner.

In your own words, what is reading comprehension?

What makes listening comprehension different from reading comprehension, and how are they similar?
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With examples, explain the difference between hearing and listening.

3.5

Why is listening comprehension important?

Listening comprehension is an integral part of both literacy and language teaching. In both the English
and Zambian language syllabi, learners are expected to learn listening comprehension skills. There are
many reasons why listening comprehension is essential and should be taught in primary schools. Here
are some of the major reasons for teaching listening comprehension, based on Gilakjani and Sabouri
(2016):

e Listening comprehension helps listeners to interpret spoken language by recognising sounds,

defining individual words, and structuring conversational sentences.
e Listening comprehension facilitates vocabulary acquisition and teaches how grammar works.
e Listening comprehension builds comprehension skills.

e Listening comprehension precedes and has a significant effect on the development of speaking
skills.

e Listening comprehension skills may support learners in developing other language skills, including
reading and writing.

e Listening comprehension assists learning in multiple subject areas; to be a successful learner, one
needs excellent listening skills.

It is vital, therefore, for a teacher to teach this skill effectively to the learners by finding engaging
lessons that promote it.
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3.5.1 Listening comprehension skills

Listening comprehension skills are competencies listeners need to help construct meaning and extract

information from speech. When you are read a story aloud, for example, good listening comprehension

skills enable you to understand the story, remember it, discuss it, and retell it. The following are some

listening comprehension skills that learners must learn and develop as they progress through school.

1.

Recognition of literal meaning: Knowledge of a word's meaning is central to comprehension.
When the literal meanings of words are used, listeners should understand they are being used
for their basic meaning, not their figurative meaning.

Understanding vocabulary: Vocabulary occupies a crucial role in listening comprehension.
Vocabulary is essential to effective listening comprehension because comprehension will be

very challenging if learners do not understand the words they hear.

Inferencing: Making inferences is the process of drawing conclusions based on available
evidence, prior knowledge, and life experiences. In listening comprehension, learners make
guesses about what they do not know based on the information available. Thus, inferencing is a

valuable skill in meaning-making.

Identification of theme and main ideas: Identifying the theme and the main idea helps learners
develop summary skills. Learners must identify what the speaker wants the listeners to know
about a topic. To help learners develop this skill, teachers should be explicit about a passage's
topic or theme and ask varying levels of questions about the details.

Drawing conclusions: Drawing conclusions requires learners to make judgements or decisions
on something they heard. This is done after carefully considering the facts and opinions
presented along with any inferences made. For learners to conclude, they must have logical
reasoning and critical thinking skills. Teachers can help learners find the evidence needed to
back up conclusions.

Analytical reasoning: Analytical reasoning requires learners to identify and interpret patterns
within a group of facts. It allows learners to think critically and use logic to answer complex
questions. In listening comprehension, learners need to acquire the ability to critically think
about the read-aloud text or conversations and then apply the reasoning to higher-level
thinking.
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3.6

The listening comprehension process

Listening with understanding (listening comprehension) involves multiple language and cognitive skills
(Kim & Pilcher, 2016). According to Tyagi (2013), the listening process occurs in five stages (Figure
3.D.

Figure 3.1 Stages of the listening comprehension process

Understanding

The hearing and listening stage is when information is taken in. At this stage, learners take in

3.6.1 Stage 1: Hearing and listening

information by sensing stimuli, identifying them in the brain, and giving attention to stimuli. Attention
is usually shown by giving eye contact and turning one’s body to the speaker. The person receiving
information may decide to pay attention to the speaker or decide not to. Deciding not to pay attention
will prohibit any of the following stages.

3.6.2 Stage 2: Understanding

In the understanding stage, listeners attempt to comprehend the meaning of the messages. To make
this possible, speakers should be clear in the way they communicate. Even when listeners have
understood the words of the message, they may misunderstand the speaker because of differences in
people’s background and experiences. If the speaker assumes, for example, that the listener knows a
lot about a topic when the listener does not, she/he might leave out some information, resulting in
poor comprehension. Therefore, good listeners ask questions to clarify or ensure they are not missing
anything. In the classroom, the teacher must often check if learners are following the discussion or the
presentation.

3.6.3. Stage 3: Remembering

The remembering stage is when a listener commits to memory what has been said. Remembering
begins with listening. If one cannot remember something that was said, then that person might not
have been listening effectively. Additionally, if a speaker wants listeners to remember what is said, the
message must be clear and easily comprehended. In addition, it is easier for listeners to remember the
information if they can connect it to what they already know. In this way, new information is easily

stored in long-term memory.
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3.6.4 Stage 4: Evaluating

The evaluating stage is also referred to as making a judgement. This is the stage during which the
listener judges the value of the message. Listeners asks themselves if what is said is sensible. It is likely
for a listener to view a message positively if it is clear, logical, well-connected, and supported with
arguments. On the other hand, if speakers do not present their message logically, the listener's
judgement may be negative.

3.6.5 Stage 5: Responding

The responding stage is also known as giving feedback. It is the final stage of the listening process. In
this stage, listeners indicate if they paid attention and understand what has been shared. Almost
anything a listener does at this stage can be interpreted as feedback. In the classroom situation, if a
teacher asks a question, the learners (listeners) can provide answers, which act as feedback. They may
be asked to recall facts or explain why certain things happened the way they did. Learners may be
asked to suggest what would happen if one event took place in a certain way. These answers will
provide a teacher with information to gauge the learners’ understanding.

Activity 2 2 »» 3;& Learning outcome: 3 /

Round Robin
In your small group, take turns responding to the following question:

1. Which of the stages are observable, and which are not? Be prepared to give examples or justification
for your answer.

Notes

Activity 3 N Learning outcome: 4 f

Round Robin

For this activity, you will practise the stages of listening comprehension by welcoming a class speaker who
will talk about his or her job. During their speech, you will use the Listening Graphic Organiser to take notes.
Make sure that you have something to share for the Responding Stage.
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Listening Graphic Organiser

Read each question and answer it in the space provided below.

Who is speaking, and what do they do for a job?

What topic is the speaker talking about? Write down one of the most important things he/she said.

I
I
1
"
I
1

Do you have any guestions for the speaker? What do you still wonder? Write them here.

AN
I
I
1
1
I
I

1
1
I
I
I
1

3.7

How is listening comprehension taught?

The next section focuses on the teaching of listening comprehension. It clarifies the qualities of a good
listening comprehension lesson and how to teach it.

3.7.1 Qualities of a good listening comprehension lesson

Gilakjani and Sabouri (2016) outline three qualities, or goals, that can guide teachers to create a
quality listening comprehension lesson.

1. Listening comprehension lessons should be carefully and gradually planned. Listening activities

progress from simple to more complex while learners work towards language proficiency.
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2. Listening comprehension lessons should encourage active student participation. Learners
participate by answering questions, providing written answers, and receiving immediate

feedback on performance to promote motivation.

3. Listening comprehension lessons should promote concentration. This skill is vital to recalling
information and can be supported by activating learners’ prior knowledge at the beginning of a
lesson with a writing task or other activity to encourage thinking about a topic.

Remember, the focus of the lesson is teaching, not testing. Checking learners’ responses should be
used for feedback as a way to help learners and teachers know what was understood from a lesson.

3.7.2 Strategies used to teach listening comprehension

There are many strategies teachers can use to teach listening comprehension. Here are a few
mentioned by Devries (2019):

e Collaborative Discussions: Teachers give learners a topic to discuss in small groups. It may be a
topic related to their favourite book or food. This activity aims to teach learners to listen to each
other as they speak and to contribute to the discussion.

e Videos: Videos can be recorded or downloaded from the internet and used to promote listening
comprehension. If the teachers give learners a task during the video, such as writing down the
causes of pollution or anything about the topic, learners can listen attentively to identify the main
ideas.

e Audio Speeches: Audio speeches can be used to teach listening comprehension and to identify
main ideas. Before a teacher plays a speech, the teacher may explain that learners should listen
carefully and try to identify the main points of what is said. The teacher should begin by giving a
task to learners based on the audio speech. Afterwards, learners can share their answers through
class discussions or in small groups. Teachers should be careful in selecting audio that appeals to
the level and interests of the learners.

e Listening to Informational Text: This activity involves a teacher sharing an informational text and
asking learners questions before, during, and after reading. This lesson could begin with some
brainstorming questions based on the text's theme to activate background knowledge. While
reading, the teacher may pose specific questions. After completion, the teacher may ask questions
based on the whole text.

e Writing an Ending to a Story: In this activity, a teacher explains that the class will read a story but
stop at the climax. Learners are then required to write the rest of the story based on their
understanding of what they have heard. This activity helps learners to comprehend the story and
engage in critical and creative thinking.
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e Listening to Step-by-Step Instructions: This listening activity presents oral instructions for a hands-
on activity. The idea is to help learners practise how to listen, understand, and remember
instructions that are given orally. For example, the teacher may give step-by-step instructions on
how to make a fruit juice or how to dilute mazoe juice. Later, the teacher will ask the learners to
follow the same instructions to make the drinks. Alternatively, teachers can instruct learners to
complete a picture by drawing parts of the illustration as each is dictated.

Activity 4 ﬂfj__ Learning outcomes: 4 & 6 lf

Group Story

In this activity, you will be participating in a game called, ‘Group Story’, where each person will add one
sentence with a new a detail to the previous ones to make a story.

Notes

Activity 5 o @ Learning outcome: 4 f

In your small group, collaboratively design a lesson to teach listening comprehension using one of the
strategies in the chapter. One of you will be the teacher and the rest will be learners. Be prepared to
demonstrate your activity with your peers.

Notes
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3.7.3 Lesson procedure for teaching listening comprehension

As explained earlier in the chapter, listening is an important skill, just like speaking, reading, and

writing. Listening comprehension is an active and intentional process which, pedagogically speaking,

requires explicit instruction. Thus, teaching listening comprehension is crucial for developing listening

comprehension skills. Hougen and Smartt (2012; pp. 175) explain that ‘explicit instruction means that

you clearly explain to learners in language they understand, what it is you are going to do and why you

are going to do it". Therefore, the teaching strategies explained in section 3.7.2 have clear and explicit

instructions on what learners need to do during the listening activity because listening, unlike hearing,

is purposeful. In terms of classroom procedure for teaching listening comprehension, the following are

six stages used to teach listening comprehension:

1.

Brainstorming (pre-listening): The idea here is to ask questions or have a brief discussion on
the theme of the text or narrative to be used. Learners need to think about and connect with the
story’s theme before it is read. Learners do so by using their background knowledge to make
sense of the topic via the discussion. While this activity aids learner comprehension, teachers
should ensure that not too much information about the story is given to avoid pre-empting the
story’s details.

Present the teaching point using explicit instruction: Before reading the information text,
narrating the story, or playing the audio, teachers should tell learners what they are expected to
do. If you want learners to note the main idea or a specific piece of information, you should give
these instructions or directions at the beginning.

Read or present the information: Here, the teacher starts to narrate the story or read the
information text. If the source is an audio or video recording, this is the stage when that media
is played. As teachers read or narrate stories, they should ensure that they create mental
images by evoking senses of smell, taste, sounds, sights, touch, or feeling. Hougen and Smartt
(2012, pp. 174) state that ‘good readers [narrators] create mental movies of the text as they
are reading’. Teachers should read or narrate stories with appropriate emotions, tone, voice
projections, facial expressions, and gestures. These help learners create mental pictures, which
enhance comprehension and inference-making. Teachers may also use the questioning
technique while reading to help learners understand and to check if they are following the

narrative.

Retelling and Summarising: After narrating or reading the information text to learners, teachers
can ask the learners to retell aspects of the story or the whole story. While the teacher may
lead a retelling, it is boring to do so, and learners should be actively involved in a listening
comprehension lesson. Learners can also be asked to explain a particular detail in summary
form. These retelling and summarising strategies help to check if learners have understood and

can recall the details. As learners retell or summarise, the teacher will monitor, clarify, and fix.
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As learners give their answers, teachers will identify misunderstandings and loss of detail and

try to clarify or fix the communication breakdown.

5. Exercise: As noted before, the purpose of teaching listening comprehension is not to test, but to
communicate information with the intent of learner understanding. Still, learners may be tested
at the end of the lesson to ensure they understood the lesson. One tactic is to ask learners to
complete a graphic organiser based on the question or instruction given. The teacher will check
the graphics organiser for correctness and help where necessary. Learners can also be asked to
complete the graphic organiser in groups where they may help each other.

6. Conclusion: This is the end of the lesson. The teacher will conclude cognitively by asking a few
recapping questions and socially by praising learners for what they did right in the lesson. The
teacher may also announce further action for the next lesson.

3.7.4 Teacher and learner roles in listening comprehension lesson

The teacher and learners are both active participants in each lesson. The teacher provides explicit
instruction, while learners actively participate in listening and answering questions. The learners can
also initiate classroom interaction by asking their own questions during a lesson. The teacher also
plans the lesson, prepares materials, and manages classroom interaction. Teaching materials need to
be culturally appropriate, rich in vocabulary, and at the level of the learner. The stories and
informational texts should be appropriate to the learners’ grade level. Early-grade learners may not
sustain their attention if the text is too long. Similarly, learners in upper primary require a rich text with
information and vocabulary that is challenging.
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Activity 6 3&: » 'M\ Learning outcomes: 4-6 lf

Five Finger Story Retell

In this activity, the lecturer will read a story aloud. You listen to the story and follow the lecturer’s
demonstration of the Five Finger Story Retell strategy. Then you will be asked to practise the strategy with a
partner according to the lecturers’ instructions.

Notes
Beginning
Characters
Middle
ki (2
End
Setting o
.:{’_ L .
3.8

Assessing listening comprehension

Assessment of listening comprehension skills can be done in different ways. Listening comprehension
differs from reading comprehension, and assessment methods also vary. One way to assess listening
comprehension is by asking questions of varying complexity. To vary the complexity of questions,
teachers may use Bloom’'s Taxonomy (see Table 3.1). Bloom's Taxonomy classifies and distinguishes
levels of human cognition by moving from simple to more complex cognitive demands. Questions are

arranged in multiple levels and range from easier to more challenging. Questions can be asked before,
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during, or after listening, but all should be aimed at challenging learners and making them think.

Remember, teachers should create and write these questions down before presenting a lesson.

Table 3.1 Bloom’s taxonomy question stems for listening comprehension lessons

Remember = These questions ask learners to recall facts. Questions typically begin with ‘what’,
‘when’, ‘'where’, ‘'which’, and ‘who.’

Understand These questions ask learners to explain or clarify something that happened in the
story. Examples: ‘How would you compare...to....?" or ‘What did you observe about...?’

Apply These questions ask learners to relate what they have listened to real life. Questions
for this level may be: "What other way would you choose to...?" or ‘'How would you
solve this problem?’

Analyse These questions challenge learners to break down the information and find evidence
to support the analysis. These questions could be: ‘How can you compare the
different parts of...?" or ‘What are the positives and negatives of ...?’

Evaluate These questions require learners to present and defend their opinion. Common
questions may be: "What is your opinion of...?" or ‘What would you have done if....?’

Create These questions ask learners to propose a solution to a situation using questions such

as, 'What would happen if...?" or 'How would you improve...?’
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Activity 7 E_ » 'ﬁ"i\ @ Learning outcomes: 4 & 5 lf

In this activity, you will be listening to a folktale, ‘Kalulu and the Lion'. At the end of the story, you will be
asked to answer the listening comprehension questions in the chart below with a partner.

Questions using Bloom's Taxonomy with

Kalulu and the Lion

Remember What type of animal is Kalulu?

Understand Why was Lion unable to roar?

Apply Could Lion's problem happen in real life? Why or why not?
Analyse What lesson did Lion learn?

Evaluate What would you recommend as an alternative title for this story?
Create Create a different solution to solve Lion’s problem.

Notes

Extension activity: With the same partner, write as many questions as you can for each of the levels. Then
compare with another pair of student teachers.
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3.8.1 Assessments for reading comprehension lessons

Having looked at the levels of questions that can be asked in a listening comprehension lesson, it is

important to discuss the four assessment types.

1.

Question and answer (orally): This is the most common way to assess listening
comprehension. A question-and-answer format can be used during or after the listening
activity. Questions should vary in complexity.

Retell the story: After a teacher reads or tells a story, learners can practise retelling the story
with a partner. The ‘5 Finger Retell’ is a kinaesthetic method for practising retelling narrative
stories; learners only need their hands.

Graphic organisers: Teachers can also use graphics organisers to assess learners’
comprehension (see section 3.9.2 for more details). Teachers may give the learners a graphics
organiser at the beginning of a lesson and ask them to complete it with details as they listen to
the story. Learners may complete a graphic organiser during and after a story is read aloud.

Products: This is a type of assessment where learners may be asked to write an essay, draw
something, make a presentation, or speak on a specific topic based on the listening activity. It is
called ‘products’ because a learner is asked to produce something from the listening

comprehension activity.

Activity 8 o =" @ Learning outcomes: 4 & 5 /

Select a story to use for a listening comprehension assessment based on the lecturer's instructions. After
reading the story, you will design a set of questions that could be presented during the reading of the text or
at the end of the reading to assess learners’ comprehension. The questions should represent different levels

of complexity according to Bloom's Taxonomy. Organise the questions they create by organising them into a
chart like in Activity 7. The lecturer will review your questions and provide feedback.
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3.9

Mother tongue-based multilingual education
accommodations and listening comprehension

Several MTB-MLE accommodations can support the listening comprehension needs of learners whose
MT is not the LOI. This section includes six strategies identified by Marty, Fesmire, & Barnes (2020):

1. Preview-view-review
2. Graphic organisers
3. Questioning

4. KWL charts

5. Concept sorts

6. Sketch-to-stretch

3.9.1 Preview-view-review

The Preview-View-Review strategy facilitates comprehension by activating prior knowledge and
explaining fundamental concepts of the topic. Specific activities can be used before, during, and after
reading a story aloud. During pre-reading or before the lesson, the teacher speaks in the learners’ first
language (L1) or the language most learners are fluent in. During the read-aloud, the teacher reads the
text in the LOI. Learners may answer questions in either their L1 or the LOI. After reading, or presenting
the lesson, the teacher summarises the information in either the learners’ L1 or the LOI. Next, the
teacher and learners discuss the information in the L1. The teacher then goes over the same
information in the LOI.

3.9.2 Graphic organisers

A graphic organiser is a tool used to organise concepts or information in way that makes them easy to
understand. Graphic organisers combine text and images to show relationships between different
concepts. Graphic organisers help simplify information for learners and provide visual representations.
Learners can fill in each area of the graphic organiser in their L1 and then translate to the LOI. Annex F
contains copies of graphic organisers for easy duplication.

3.9.3 Questioning

Questioning is the process of asking and answering questions while reading. Questioning keeps the
listeners involved, supports comprehension, and reduces frustration. When learners ask themselves or
the teacher questions, they clarify what they understand and highlight what they do not understand.
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Learners can ask questions in their L1 or in the LOI. Teachers can re-read the text to address what

learners do not understand.

3.9.4 KWL charts

The KWL chart help learners identify what they know (K) and want to learn (W) before a lesson. After
the lesson, they recognise what they learnt (L). The chart is divided into three sections, and the
learners complete the sections related to the part of the lesson being taught (see Figure 3.2).

Figure 3.2 KWL chart

Know Want to Know Learnt

3.9.5 Concept sorts

Concept sorts is a strategy for teaching new vocabulary words that are related by teaching words that
are in the same category. It can also be used when listening to stories in a new or different language,
including the LOI. Learners compare, contrast, and sort words according to certain features. These
activities allow learners to explore the properties of words and reinforce their knowledge. Some
advantages to these activities include learning word structure, understanding connections, facilitating
multi-sensory experiences, and using word knowledge to construct meaning. In a concept sort,
learners sort words into different categories based on header words. Header words represent the
name of each category for word sorting.

There are two types of concept sorts: open sort and closed sort (Pettigrew, 1995). An open sort
requires that learners sort words according to what they would like to do based on their own
knowledge; there are no rigid guidelines. For closed sorts, teachers provide the categories learners
should use for sorting. Teachers can choose to use words in the L1, LOI, or both, depending on their
word and content knowledge in each language.

3.9.6 Sketch-to-stretch

Sketch-to-stretch (S2S) is a strategy that can improve learners’ comprehension by encouraging them

to stretch their thinking and understanding of concepts. This strategy supports both learners'’ listening
and reading comprehension using visualisation. The learners create mental pictures of what they have
heard. During reading, learners can draw pictures that address story elements, such as the characters,
setting, events, or plot. They can make a drawing of what they think is the message of the story. After

the teacher finishes reading, the learners can fold a piece of paper in squares and draw pictures of the
beginning, middle, and end. Depending on the grade and skills, learners can label the picture with a

Chapter 3. Listening Comprehension
123



phrase or sentence. Learners who use their L1 can be encouraged to write the words in the LOI. When
the picture(s) are completed, teachers can ask learners to share their sketches and explain how they
connected with the text.

Activity 9 & @ Learning outcomes: 4-6 lf

In this activity, you will practise the ‘Sketch-to-Stretch’ strategy according to the lecturer's instructions.

Sketch-to-Stretch

Sketch your response to the story in the box provided. Do not worry about the artistic quality, just sketch
your reaction.

Describe your sketch and your reaction to the story in the space provided.
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3.10

Peer teaching and lesson demonstration

This section provides tools for student teachers to create their own lesson plans. It includes a lesson
plan template and rubric. There is also a peer feedback form that student teachers can use to provide
feedback to their peers after the lesson demonstration.

Activity 10 2 ="1-@- Learning outcome: 7 /

1. Design a listening comprehension lesson that demonstrates your understanding of the best practices
for teaching and assessing vocabulary. To help prepare your lesson, some or all of these materials
may be suggested by the lecturer.

a. Lesson plantemplate (use the included template or one that you provide)
b. Zambian or English language primary syllabus

c. Lesson plan rubric

d. Peerfeedback form

e. Accommodations lists (see Appendix 1G-1H)

2. After you design your lessons, you will submit your plan to the lecturer for review and feedback
according to the rubric in the text or one provided by the lecturer.

3. Be prepared to teach your lesson in a small group to your peers. You will also be asked to provide
feedback to your peer(s) on their lesson.

Lesson Plan Template

Lesson description: Describe the
listening comprehension lesson.
What grade level is the lesson
designed for? How long is the

lesson?

Strategy(ies): What strategy or
strategies are used in this lesson?
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Lesson Plan Template

Material(s): Which materials do
you need?

Topics and outcomes from the
primary school syllabus

Accommodations

Introduction

Development

Conclusion
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Plan Rubric

Lesson
Feature

Lesson
description,
materials,

accommodations,

All elements are
included and

clear.

Most of the
elements are
included and

clear.

Many of the

elements are not
included, and/or
this section lacks

Most of the
elements of this
section are

missing, and it is

topics, and clarity. very unclear.

outcomes

Introduction The introduction | There is evidence | There is little This section may
is strong and of explicit evidence of be missing or
thorough. There instruction, but it | explicit incomplete. There
is evidence of lacks instruction. is no evidence of
explicit thoroughness. explicit
instruction. instruction.

Development

This section is
very well
developed. There
is evidence of
effective practice.

This section could
be more well
developed, but
there is evidence
of effective
practice.

This section is
weak with little
evidence of

effective practice.

This section may
be missing or
incomplete. There
is very little
evidence of
effective practice.

Conclusion

Thereis a
conclusion to the
lesson with an
appropriate
assessment.

The conclusion is
there but there
are elements that
may be unclear
(e.g. assessment,
feedback).

The conclusion is
there but does
not accurately
assess the
learner, and/or
feedback is not

given.

This section may
be missing or

incomplete.
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Lesson demonstration peer feedback form

Your name:

Peer's name:

Date:

Lesson topic:

Positive praise

Give your peer praise for at least two positive
things you noticed during their lesson.

Constructive feedback

Suggest something your peer could do better, or
differently, the next time she/he teaches this

lesson.
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3.11

Chapter summary

This chapter has looked at various issues related to listening comprehension skills. Teaching listening
comprehension as a skill helps learners acquire related skills through exposure to various strategies
and spoken language activities. The qualities of a good listening comprehension lesson and strategies
used to teach listening comprehension are outlined. The chapter has also considered how listening
comprehension is taught and assessed. Student teachers should be able to prepare lessons, teach, and
assess listening comprehension without confusing it with reading comprehension. Chapter 4 focuses
on reading comprehension and will clarify how listening comprehension differs from reading

comprehension.

3.12 OLVT_

Assessment of learning F\m

1. What is the difference between hearing and listening?
2. Why is listening comprehension said to be an active skill?

3. Using what you have learnt on listening comprehension development, discuss how you can

enhance learners’ listening comprehension development.
4. Explain how to help learners develop the strategies used in listening comprehension.

5. Write the procedure you would take to teach listening comprehension using a song.
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Appendix 3A

Story from activity #5

Kalulu and the Lion

(Adapted from Kalulu and the Hare, 1979)

Once upon a time, a big Lion, the king of the forest,
decided that all old animals must be sent away. That way
there would be only young and strong animals in the forest,
and no elderly animals occupied the space and ate the food
reserved for the young ones. Naturally, all old and infirm
animals were banished mercilessly. But one clever old Hare,
called Kalulu, escaped the punishment and hid himself in a
cave out of sight of the others. Only the son of Kalulu knew

the whereabouts of Kalulu.

When all was done, the forest became normal for a time,

and the animals forgot all about the Lion’s cruel decision and
deeds.

One day, however, while the Lion was asleep, he kept his
mouth wide open, as he had a bad cold. A long Snake passing
by, thinking it to be a hole, entered the Lion’s mouth and

made itself very comfortable in the Lion’s throat.

The Lion could not roar. To add to his discomfiture,

whenever the Snake changed position inside his throat, the
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Lion experienced terrible pain. Therefore, he announced in
sign language that if anyone charmed the Snake out of his

mouth, the Lion would reward him richly.

Many young animals came forward, but none could lure
the wretched Snake out of its warm and comfortable hole. As

a result, the Lion grew more and more angry and restless.

At last, the young son of Kalulu hatched a plot. He
ventured near the Lion and whispered into his ear that he
had recently seen a wise person in a cave, who could come

and cure his malady.
‘Bring him to me at once!’ declared the Lion.

At this command, the young Hare lost no time in running
to his father in the cave. He narrated to him all the events
taking place in the forest and requested him to come and
help the young animals solve the Lion’s problem. Sure

enough, Kalulu the Hare was delighted to be of help.

He decided to disguise himself as a great magician,
rather, a witch doctor. He tied a skin cap to his head, conch
shells around his body, and a garland of tiger teeth around
his neck. In this way, he looked very impressive, indeed, as a
witch doctor. Kalulu and his son then caught a small Mouse

in a trap and set off to see the Lion.
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The Lion had by then grown thin and tired, because he
had been unable to eat anything for several days. His senses
had grown weak, and he could not see clearly. He, however,

bade the magician to set to work immediately.

To play his part fully, Kalulu made a great show of
dancing rhythmically and uttering spells and invoking the
spirits of the dead. Meanwhile, he quietly left the mousetrap

in front of the Lion’s open mouth.

After a short time, as he was singing the mafic chants,
the Snake inside the Lion’s throat became more and more
aware of the smell of a Mouse near by and slipped out of the
Lion’s mouth to investigate. At once, the Lion felt a great
relief form pain. Roaring with joy, he hugged Kalulu to his

chest.

‘Dear friend’, he called with great emotion, ‘name your

price now, and I will grant it this very minute!’

The Hare, modest as all hares go, said ‘Your Majesty, I
need nothing for myself. I only request a boon for the sake of
others. Please grant that all old animals are allowed to live in
the forest. At a time of need like this, when the young
animals find themselves helpless to solve the problem, an old

and experienced animal would still be of some help.’
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The Lion realized his previous mistake and immediately

agreed to this request.

Thereafter, all animals were allowed to live for ever and

ever in the forest.

The End
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Reading Comprehension

INTRODUCTION

Comprehension is the goal of reading instruction. However, it is not a goal easily
achieved without the support of skilled and knowledgeable teachers who
understand what comprehension is, its relationship to other skills, and how it
should be taught and assessed. In chapter 3, best practices in comprehension
instruction and assessment were provided within the context of listening to
stories and texts read orally. This chapter focuses on the best practices of
reading comprehension, the comprehension or meaning-making of printed text.
Proficiency in reading comprehension requires many skills, some of which have
been explored in previous chapters and modules—phonological and phonemic
awareness, concepts of print, phonics, decoding skills, fluency, and vocabulary.
Student teachers should reflect on how reading instruction, as a whole, should
be shaped to support the end goal of comprehension.
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4.1

Learning outcomes

Topics and outcomes from the National Syllabus:

1.5.3

1.6.2

1.6.3

1.6.4

1.6.5

2.2.2

Approach (Key Skills) to Teaching (PLP) Early Grade Reading
1.5.3.1 Demonstrate knowledge of appropriate key skills to teaching early grade reading

Importance of Assessment
1.6.2.1 Discuss reasons for assessment

Types of Assessment
1.6.3.1 Discuss different types of assessment

Conducting Assessment
1.6.4.1 Explain the procedure for conducting assessment

Assessment and Record Keeping
1.6.5.2 Interpret assessment results to improve learner performance

Peer Teaching
2.2.2.1 Demonstrate skills in language teaching through peer teaching lessons

By the end of this chapter, the student teacher will:

ooNOTTITHAHAWN=

define reading comprehension.

explain the relationship among the other components of literacy and reading comprehension.
outline the key reading comprehension skills that good readers develop.

identify research-based strategies to develop learners’ reading comprehension skills.

identify and develop questions that assess different levels of understanding.

outline the key differences between narrative and expository text.

demonstrate understanding of the different types of comprehension assessments.

identify MTB-MLE strategies for teaching reading comprehension.

develop and deliver a reading comprehension lesson.
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4.2

Instructional materials

e Student module e Lesson plan template (see section 4.11)
e Story: Dima and the Owl (Appendix 4B) e Lesson plan rubric (see section 4.11)
e Story: Pam Pam Bird (Appendix 4C) e Peer feedback form (see section 4.11)
e Primary Literacy Programme (PLP) teacher e Accommodations for an inclusive classroom
guides (Appendix 1G-1H)

(o)
4.3 0,0
Key terms

Background knowledge

Knowledge learners have gained formally in the classroom and informally through life experience.

Cold read
An assessment strategy in which a learner is asked to read an unseen text for the purpose of a running
record.

Expository

Non-fiction texts that give facts and information about a topic.

Fiction
Literature created from the imagination, not presented as fact. It may be based on a true story or
situation.

Genre

A category of literary composition with its own distinctive style, form, or content.

Graphic organiser
A teaching and learning aid used to present information and ideas in a way that is easy for learners to
comprehend.

Narrative

Any type of writing that relates a series of events. Includes both fiction (novels, short stories, poems)

and non-fiction (biographies, news stories).
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Non-fiction

Writing that is about facts or real events.

Reading comprehension

The ability to understand information presented in a written form.

Schema

A mental framework containing the background knowledge and prior experiences that we have about
a topic, concept, or idea that help us to make connections with newly learnt information.

Story grammar

The system of rules used to describe consistent features found in narrative texts.

Text comprehension strategy

A conscious plan or set of steps used to make sense of text or skill. Enables a reader to extract or

construct meaning from the written word.

Text feature

Component of a story or article that is outside or apart from the main body of a text. Example: table of

contents, index, glossary, pictures, and captions.

Text structure

The way information is organised in a text.
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e

Activity 1 :&- ) Learning outcome: 1 lf

Jot Thoughts Brainstorming

In a small group, brainstorm any strategies from the listening comprehension chapter that would apply to
reading comprehension. Jot down your thoughts on a piece of paper using the chart example below.

Shared Strategies between Listening and Reading Comprehension

Shared

Strategies

4.4

What is reading comprehension?

Reading comprehension is the process of simultaneously constructing and extracting meaning from
written text (Honig, Diamond & Gutlohn, 2018). The reading pyramid illustrates how reading
comprehension is developed by building numerous other skills (Figure 4.1). In other words, the degree
to which a learner comprehends texts depends on how well the learner develops prerequisite skills.
Young readers who can decode and read texts accurately, with good prosody and appropriate pacing,
may think they are good ‘readers’. However, they are not proficient readers if they do not comprehend
what they are reading. It is crucial that when teachers teach reading fluency, they include
comprehension skills and emphasise that comprehension is the goal of reading.
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Figure 4.1 The reading pyramid (modified from the Ontario Institute for Studies in Education, 2021)

Reading
Comprehension

ke

Reading
Comprehension
Strategies

Oral Language

Text
Structures

Vocabulary Reading S

Knowledge Fluency &

Building Expression Concepts
of Print

Phonological &
Phonemic
Awareness

Letter
Sounds &
Phonics

Reading comprehension is not just reading. It consists of several interrelated features: the reader, the
text, and the activity with related tasks. These interrelated features are situated within a social and
cultural context (Figure 4.2).

Figure 4.2 Interrelated features of reading comprehension

Reader

What are the reader's
characteristics?

Social and Cultural
Context

Activity
What is the purpose?

Text

What is the genre?

What processes are required? e
How complex is it?

What outcomes are expected?

4.4.1 The reader

Each learner comes to the reading task with their own abilities, background knowledge, characteristics,
and motivations. This means that the text itself does not contain all the information needed to
understand the text. Comprehension emerges through its interrelated components. Consider example
1.
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1 The elephant was found lying alone in the tall grass making a low rumble. Inching closer, AN
the ranger noticed a gash on its trunk.

Upon reading these two sentences, a reader is likely to reach several conclusions. For example, the
elephant, though still alive, may have been hurt by a predator and is not well enough to be disturbed by
the ranger’s presence. The reader may also assume that the scene described takes place in a national
park because the elephant was found by a ranger. Readers with sufficient background knowledge may
also conclude that it may be strange for the elephant to be alone because elephants normally travel in
herds. Readers who are unaware of the term ‘ranger’ would need help making sense of the text. This
example demonstrates the role that our life experiences play in comprehending what we read.

4.4.2 The text

The text itself dictates how a reader will interact with it. If it is a familiar text, a reader may make
connections and understand the text in ways that a reader who is unfamiliar with it would not.
Narrative and expository texts are organised differently and have distinct features that require readers
to shift how they read. Narrative texts tell stories, whereas expository texts provide information and
facts about a topic.

4.4.3 The activity with related tasks

Texts are read for different purposes, and teachers design tasks for various learning objectives. A
learner may read a recipe to find out how to bake a cake or a poem to understand how a poet uses
metaphor. Books and stories can be read for entertainment, or there may be academic purposes, like
understanding literary themes. Teachers may design reading comprehension activities—completing
graphic organisers, writing journal entries or short responses, or answering comprehension

questions—that require different processes.

Teachers also design activities or tasks to assess different levels of comprehension. A reader may
understand texts at certain levels but not all. Also, not all levels are created equal. There are five levels
of comprehension (Devries, 2019), as shown in Figure 4.3.
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Figure 4.3 Five levels of comprehension

Five levels of Literal Can the learner answer 'who', 'what', 'where', and
. 'when' questions?
comprehension

Lexical Does the learner understand the meaning of key
vocabulary?

Interpretative Can the learner answer 'what if,, 'how', and 'why'
questions?

Applied Can the learner relate the information to previous
knowledge?

Affective How does the text make the learner feel?
How does the learner relate socially and emotionally to
the text?

4.4.4. The social and cultural context

Reading takes place within a social and cultural context. Classroom activities should reflect the norms,
attitudes, beliefs, and knowledge within a community. How teachers organise classroom activities is
also a contextual element. Teachers group learners together in a variety of ways to complete tasks. For
example, learners may be paired together or work collaboratively in small groups. In this way, learning
emerges through sociocultural interactions.
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Activity 2 ‘ Y >»

=
ol

Learning outcomes: 1 & 2 lf

Write-Pair-Share

Consider the following questions and write your answers below. Later, share your responses with a partner.

What is reading comprehension?

How would you explain the relationship among the other components of literacy and reading
comprehension? How do they support reading comprehension?

Activity 3 & Learning outcomes: 1 & 2 /

Self-evaluation of Reading Strategies
1. Think about the different strategies you use when reading and comprehending a text.

2. Individually and privately fill out the following self-evaluation form, which will ask questions about the
comprehension strategies they use before reading, during reading, and after reading.
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Questions

Before you read

ENS

Do you set goals for your reading?

Do you preview the text?

Do you make predictions about what the

text will be about?

During reading

Do you visualise images in your mind while

reading?

Do you take notes while reading?

Do you reread certain sections?

Do you check to see if your predictions
were accurate and adjust them as

necessary?

Do you connect the text to what you

already know to make inferences?

Do you paraphrase or summarise passages?

After reading

Do you reread certain sections as

necessary?

Do you reflect on your reading?

Do you think about what you have learnt,

and how it can be used in the future?
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4.5

Key reading comprehension skills

Proficient readers use strategies and processes to help them comprehend text while reading. These
strategies and processes are used before, during, and after reading. Figure 4.4 outlines proficient
readers’ actions (modified from Pressley & Afferbach, 1995 as cited in Honig et al., 2018).

Figure 4.4 What proficient readers do while reading

mamm DBefore reading

* Set a goal for reading
* Preview the text
* Make predictions about what the text will be about

mmmmw  During reading

* Read the text in order from beginning to end

* May skim sections, focus on sections, and reread sections

* Visualise images while reading

* Relate the main idea and details to their goal for reading

* Check accuracy of their predictions and adjust as necessary
* Monitor and repair comprehension

* Infer by connecting the text to what they already know

* Paraphrase and summarise passages

* Respond to and evaluate the text

mmmm  After reading

* Reread certain sections as necessary

* Summarise

* Reflect

* Think about how what they learnt may be useful in the future

Activity 4 3&‘ Learning outcomes: 1 & 2 lf

Round Robin

In a small group, reflect on your self-evaluation checklist. Take turns sharing your reflections with your peers.
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4.6

Teaching reading comprehension

Teaching reading comprehension is challenging for many reasons. Two things that make it particularly
complex are that teachers cannot see learners’ thought processes while reading, and learners cannot
see what other readers are thinking (Tompkins & Rodgers, 2020). However, teachers can make
comprehension visible through explicit instruction. They can teach strategies that proficient readers
can use and provide learners with plenty of opportunities to practice and engage.

This section introduces student teachers to the best practices of reading comprehension, inclusive of
both narrative and expository text. Later in the chapter, the differences between teaching narrative and
expository text are drawn out. Reading comprehension instruction is outlined according to the widely
used and research-supported comprehension strategies. These strategies are both cognitive and
metacognitive. According to Tompkins & Rodgers, (2020) cognitive strategies are the strategies that
learners use to help them make meaning from text. Conversely, metacognitive strategies help learners
‘think about what they are thinking about’ and decide if they are aware of whether or not they are
comprehending what they read.

4.6.1 Characteristics of effective reading comprehension instruction

For reading comprehension instruction to be effective, teachers must teach comprehension strategies
explicitly, using scaffolding to support learners as they develop their skills. Effective comprehension
instruction includes (modified from Honig et al., 2018, pp. 624):

1. Building learners’ knowledge through rich and meaningful content

2. Building learners’ confidence in using strategies as well as their ability to use them

3. Developing learners’ metacognition so that they are aware of when to use strategies

4. Teaching learners why, when, and how to use a variety of strategies

5. Teaching learners how to choose and apply appropriate strategies for diverse texts and tasks

Teachers design explicit comprehension instruction according to four main steps: direct explanation,
model, guide practice, and independent practice. These four main steps are a common feature of most
literacy and language lessons. Each of these steps is described in Table 4.1, along with the
accompanying roles of the teacher and learner for each step.
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Table 4.1 What explicit instruction should look like (modified from Honig et al., 2018)

Teacher's Role Learners’ Role

Step

Direct Teachers should explain what each Learners should listen to the teacher and
explanation | strategy is, how to use the strategy, why | understand what the strategy is and why
the strategy supports comprehension, it helps support their comprehension.

and when to use the strategy.

Modelling Teachers should model using the Learners should observe the teacher
strategy through demonstration with modelling the strategy to understand
authentic texts and thinking aloud how it works and how they can apply it

(sharing their thought processes) while on their own.
reading and using the strategy.

Guided Teachers should guide and assist Learners should practise using the
practice learners as they begin to apply the strategy and think aloud while they are
strategy. They should provide feedback reading. They should discuss how they
to learners during this process. are using the strategy, respond to their
teacher's feedback, and make changes to
how they use the strategy if necessary.

Independent | While learners are working Learners should apply the strategy
practice independently, teachers should monitor | independently and to a new or novel
their progress to see if they need more task(s).

support. At this time, learners should be
applying the strategy to a new task.

Effective teachers explicitly teach what to do before reading, during reading, and after reading through
direct explanation, modelling, guided practice, and independent practice. The next section outlines the
key strategies of reading comprehension.

4.6.2 Comprehension strategies

Proficient readers demonstrate specific behaviours while reading. They use different processes and
strategies for the three main stages of a reading activity—before, during, and after. Although reading
narrative and expository texts require some different skills, some general strategies are applicable
across genres (Honig et al., 2018; Simms & Marzano, 2019):

1. Monitoring comprehension

2. Connecting to world knowledge

3. Predicting
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Recognising text structure
Asking questions
Answering questions

Visualising and constructing mental images

© N oo v oA

Summarising

4.6.2.1 Monitoring comprehension

Monitoring comprehension requires metacognition, or the awareness of what we are thinking about
(Reutzel & Cooter, 2021); thus, it is a metacognitive strategy. Good readers can realise if what they are
reading makes sense and what they should do to improve their comprehension—for instance,
rereading text or referring to a dictionary. Good readers can also hear if a word they are reading makes
sense in a sentence and stop to self-correct (Devries, 2019). Since monitoring comprehension is a
metacognitive strategy, it is embedded within any other comprehension strategy (Honig et al., 2018).
Questions good readers might ask themselves include:

e What do | understand?

e What do | not understand?

e Isthisinformation consistent with what | already know about the topic?
e Iswhat | know relevant to what is in the text?

e |s my prediction correct?

e How should | change my prediction?

e Which parts of the text represent the text structures of narrative or expository text that | have
learnt about?

e What questions do | have about the text? Can | answer my own questions?
e Does the illustration, image, or photograph match what is being presented in the text?

e Does the end, conclusion, or summary make sense and reflect what | read in the text?

4.6.2.2 Connecting to world knowledge

Good readers connect what they are reading to their schema or background knowledge. Learners need
to read and engage in rich conversations in educational and social contexts. The more knowledge
readers possess, the more they can make sense of the world around them and any new information
they encounter. Good readers also have a greater depth of vocabulary that becomes accessible when
they meet new words, which assists in their comprehension. A schema can be thought of like a folder
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in a computer that contains memories and opens to additional folders and files. As more information is
inputted, more files and folders are created. However, a robust schema may not be enough, and
teachers should ‘teach [learners] how to use their background knowledge appropriately by assessing
how the new information fits with, expands upon, or changes that they already know’ (Honig et al.,
2018, pp. 619).

Activity 5 & »> 'M‘ @ Learning outcomes: 3 & 4 f

In this activity, you will practise connecting to world knowledge by activating your schema.

1. Look at the front cover of ‘'The Water Princess’ below and read the description.

The Water Princess, by Susan Verde, takes place in Burkina
Faso where Georgie and the girls in her village need to
walk long distances each day to collect water.

2. Fill out the ‘"Making Schema’ graphic organiser while thinking about what you already know about water
scarcity and access to clean drinking water.

Making Schema

Good readers use what they already know to help them better learn and understand what they are

reading.

Book Title:

Schema

What | already know:
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3. Compare your form with a partner and answer the following questions.

e How was your schema similar or different?

e Were you able to make new connections by hearing another person’s schema?

Notes

4.6.2.3 Making predictions

Making predictions is a higher-level skill that helps readers focus on their reading and guide them
(Almasi, 2003, as cited in Honig et al., 2018; Devries, 2019). It is ‘'making an informed guess about
what will come next in a reading, based on world knowledge and clues from the text’ (Honig et al.,
2018, pp. 619). Making predictions helps engage readers on the reading task, interrelate ideas through
reading, and reinforces that reading is more than processing words correctly (Devries, 2019).
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Activity 6 E Learning outcome: 4 lf

Follow the lecturer’s demonstration of making predictions based on the picture on a cover of a book such as
the one below or one that the lecturer provides.

Notes

4.6.2.4 Recognising text structure

Text structures are the way that a text is organised. Readers must be explicitly taught the differences
between narrative and expository text structures. This orients them to the text and the activity.
Narrative texts generally follow the same structure or story grammar. They have a plot that is
organised chronologically or sequentially with a beginning, middle, and end. They have characters, a
setting, and a theme or message. Expository texts are informational texts that vary in text structure.
For example, recipes, steps to designing something, and an essay on lions all have a different text
structure. The examples below show the difference between a narrative graphic organiser and an
expository graphic organiser.
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Figure 4.5 Narrative graphic organiser

Title of the Story

Prediction Characters Setting

Beginning

Theme or Message

Figure 4.6 Expository graphic organiser

Main ldea

Detail #1

Detail #2

Detail #3

Conclusion

Paragraph Summary
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4.6.2.5 Asking questions & answering questions

Good readers ask themselves questions while reading. They are active—they interact or negotiate with
texts to comprehend what they are reading. Effective teachers check learners’ comprehension of texts
through questioning. Recall from section 4.4 that there are different levels of comprehension. This is
important for teachers to remember as they create questions for their learners. The quality of the
questions provides the potential for quality answers (Boyles, 2018). Webb's Depth of Knowledge
(DOK) and Bloom'’s taxonomy are helpful tools in developing questions that range in complexity. Both
tools help teachers develop questions that will result in answers with depth, leading to quality answers
that demonstrate learners’ comprehension. The DOK framework divides questioning into four levels of
increasing complexity (see Figure 4.7) and Bloom's taxonomy has six levels (see Figure 4.8). The
fourth level on the DOK matrix is the highest level of questioning, and as is shown on Bloom's
taxonomy, the highest levels are analysing, evaluating, and creating.

Figure 4.7 Webb's ‘Depth of Knowledge’ Figure 4.8 Bloom's taxonomy
Level | Level 2 High
Recall Skill and Concept order E :
valuating
thinking
skills Analysi
Webb's Depth of nalysing
Knowledge
Low
Level 3 Level 4 .orc.:ler Understanding
Strategic Thinking Extended Thinking thinking
skills Remembering

These tools or constructs help teachers determine whether the questions they have developed include
higher-order questions. Comprehension of texts requires more than basic recall. If teachers only ask
recall questions, their learners are not making the most of their reading experience. Teachers use
higher-order questions to encourage critical thinking and help learners transfer information to novel
situations. Tables 4.2 and 4.3 include questions teachers can ask at each level for Webb’s DOK and
Bloom's taxonomy.
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Table 4.2 Webb's 'Depth of Knowledge' levels and questions

When did...happen? How would you compare ...?

How can you find the meaning of...?
Who was...”?

How can you recognise...”?

How would you contrast...?

How would you apply what you learnt to
develop...?

How would you classify?

Canyourecall...?

ike?
Can you select..? How are...alike"

; ?
What might you include on a list about...”? How are...different?
Who discovered...?

How would you describe...”?

How would you summarise?
How could you organise?
What do you notice about...?

Level 3 Level 4

Write a research paper on a topic.

What conclusions can you draw about...?

How would you adapt...to create a different...? Describe the common themes that are found

5
Can you predict the outcome if...? across...

What is the best answer and why? Analyse information from multiple sources.

What conclusions can be drawn from the text? What information can you gather to support

i ?
What is your interpretation of the text? your ideas about...:
How would you describe the sequence of...?
What would happen if...?

Can you elaborate on the reason...?

Table 4.3 Bloom’s taxonomy levels and questions

Level Questions

Remembering What do you remember about...?
How would you identify/recognise/define...?
Describe what happens when....

How is/are...?

Where is/are...?

Which one? Who was...? Why did...?

What is/are...?

When did...”?

List the...in order.

Chapter 4. Reading Comprehension
159



Level Questions

Understanding How would you compare/contrast....to....?
How would you tell the difference between....?
How would you generalise/express....?

What can you infer from...?

What did you observe about...?

How can you describe/identify...?

What would happen if....?

What is the main idea of...?

Applying What actions would you take to perform...?
What other way would you choose to...?

What would be the result if...?

How would you demonstrate/change/modify/develop...?
Why does...work?

What examples can you find that...?

How would you solve...?

Analysing How can you classify...according to....?
How can you compare the different parts of....?
What explanation do you have for...?

How is ... connected to...?

What are the positives and negatives of...?
What is the analysis of..?

What can you infer about...?

What ideas validate...”?

Why do you think...?

What is the problem with...?

Evaluating What is your opinion of...?
What would you suggest...?
How could you verify...?
Rate/rank the importance of...

Determine the value of....

Creating What alternative would you suggest for...?
How would you explain the reason...?
How would you generate a plan to...?
What would happen if...?

How would you portray...?

How would you elaborate on the reason...?

USAID Transforming Teacher Education
160



Activity 7 @2@ ©: Learning outcome: 4 f

1. Readthe story ‘Dima and the Owl’, from Appendix B according to the lecturer’s instructions.

2. Inyour small group, create comprehension questions for the story according to the lecturer's
instructions. You may be asked to create questions based on the Depth of Knowledge Levels or
Bloom's Taxonomy. You should have at least four comprehension questions for each level and be
prepared to share to the class.

Bloom’'s Taxonomy Levels and Questions

Level Record your best question for each level

Remembering

Understanding

Applying

Analysing

Evaluating

Creating

Depth of Knowledge Levels and Questions

Record your best question for each level.

Level 1 Level 2

Level 3 Level 4
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4.6.2.6 Visualising and constructing mental images

Proficient readers visualise what they read about (Honig et al., 2018). In narrative texts, mental images
appear in a proficient reader’'s mind to help them to imagine what is happening in a story, what
characters look like, and how characters sound when they speak. When reading expository texts, such
as the life cycle of a butterfly, a reader might imagine all of the phases from the egg to its emergence
from the chrysalis as a butterfly. Narrative stories often lend themselves to changing visualisations like
a movie playing in your head.

Activity 8 E_ Learning outcome: 4 /

Follow the lecturer’'s demonstration of visualising and constructing mental images as s/he reads an excerpt
from the story, Magnificent Homespun Brown. The author, Samara Cole Doyon, uses very descriptive words to
describe her Meme's quilt.

Magnificent Hormespun Brown™

Magnificent homespun brown

Like the family tree on Meme's homemade quilt
Forged from fabrics of every shade from creamy

To amber, to deep secret.

Each inch, a poignant memaoir,

A personal story, a portrait,

Lovingly sewn into another,

Names and dates held together in the form of roots,

Trunk, limbs, and leaves.

(A ‘quilt’ is a duvet or bedspread, and ‘poignant’ means something with strong emotional effect, touching or
moving incident, for example.)

*Author: Samara Cole Doyon, lllustrator: Kalyani Juanita

Notes
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4.6.2.7 Summarising

Being able to summarise a text demonstrates comprehension and is a higher-order thinking skill.
Summarisation requires the synthesis of information. Proficient readers can reflect on what they have
read and retell it in their own words in a succinct way that retains the meaning of the text. Teachers
can support learners’ summary skills using graphic organisers (Figures 4.5 and 4.6). In classrooms
with limited resources, teachers can draw graphic organisers onto chalkboards or use chart paper that
can be displayed somewhere in the classroom. A specific strategy that is useful for summarising is
called 'Get the Gist’ (Vanderbilt University, 2022). The directions for this strategy are in Figure 4.9.

Figure 4.9 'Get the Gist' directions and graphic organiser

Get the Gist

The purpose of this strategy is to help learners identify the main ideas in texts while they are

reading. When learners can identify the main ideas, they are more likely to comprehend what they
are reading (Vanderbilt 2022). To ‘Get the Gist' learners are asked to identify the main idea in ten
words or fewer. First the teacher selects a passage for learners to read and then has them identify
the main idea by following the steps indicated in the graphic organiser.

Is the passage mostly about a person, place, or thing?

Which person, place, or thing is being discussed?

What is being said about that person, place, or thing?

Restate the main idea of the passage in 10 words or less.

For younger learners, teachers can ask them to create an ‘artistic summary’ by creating a picture,
collage, timeline, or cartoon strip that summarises a text (Ellery, 2005, as cited in Reading Rockets,
n.d.). Teachers might use some of the following prompts to guide learners to create their own artistic
summary:

e What words from the story help you to create a picture?

e What was the focus of the story?
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e Think about all the parts of the story and put them together as if you were going to tell the story to

someone who has never heard it before.
e What details in the story are most important?
e Which words help you to understand the story?

e What are the most important ideas?

Activity 9 & Learning outcome: 4 f

Get the Gist

Reread the story, ‘Dima and the Owl’ and create a 'Get the Gist’ summary about the story. Your summary
must contain fewer than 10 words, which can be a challenge! Be prepared to share.

Get the Gist

Is the passage mostly about a person, place, or thing?

Which person, place, or thing is being discussed?

What is being said about that person, place, or thing?

Restate the main idea of the passage in 10 words or less.

4.7

Teaching comprehension of narrative text

All comprehension lessons require the explicit teaching of reading comprehension skills. All reading
comprehension strategies presented in this chapter apply across narrative and expository texts.
However, there are differences between narrative texts and expository texts. These differences impact

USAID Transforming Teacher Education
164



how teachers teach comprehension of these texts. This section begins with narrative text. Before
getting into a narrative comprehension lesson, it is important to understand the structure of narrative
texts.

4.7.1 Story grammar

A narrative text tells a story and has a story grammar. At a basic level, a story grammar includes:
e Plot: the events in the story

e Characters: who the story is about

e Theme: the main meaning or message of the story

e Setting: where and when the story takes place

There is also always a problem or conflict as well as a solution. The conflict in the story is the issue
that the characters are facing. It leads to the end of the story in which the problem is resolved. The
narrative text's protagonist is the hero or heroine of the story, whereas the antagonist is the villain or
the protagonist’s rival. In upper grades, teachers may include other elements, such as the climax—the
turning point of the story.

Table 4.4 lists questions teachers may ask to help learners understand the story grammar of narrative
texts (modified from Honig et al., 2018).

Table 4.4 Story grammar questions

Setting Where and when does the story take place?

Who is the main character?
Characters

What does the main character want to do?
What does the main character look like?
What are the main character's traits?

Who are the other significant characters in the story?

Problem What is the problem in the story?

What does the main character want to do, or what tough decisions
does the character face?

What reason or reasons does the character have for solving the

problem?
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Story element Questions

Plot What does the main character do to solve the problem?
What happens as the character tries to solve the problem?
What are the main events of the story?

Solution How is the problem solved?
Does the main character solve the problem?
What is the final attempt that solves or fails to solve the problem?
Is there a twist in the story, or an unexpected situation that happens
that creates an unexpected resolution?

Theme What is the lesson that the main character learns?
What did you learn from the story?
What is the moral/message of the story?
What does the author want the reader to know?

4.8

Teaching comprehension of expository text

Expository texts contain information about a topic, concept, or idea. They tell information and facts
and are the central texts of academic subjects (Snow, Griffin, & Burns, 2005). The primary purpose of
an expository text is to inform, explain, or persuade. Table 4.5 lists some common types of expository

texts.

Table 4.5 Types of expository texts

e Autobiographies e Magazines e Signs

e Biographies e Forms e Websites
e Brochures e News articles e Recipes

e Directions e Textbooks

Expository texts are often more difficult to comprehend because readers often lack relevant prior
knowledge (Wolfe & Woodwyk, 2010). Additionally, reading and understanding expository text
requires more abstract thinking than reading a narrative text (Honig et al., 2018). Expository texts
require readers to compare and contrast information, recognise cause and effect relationships,
synthesise information, and evaluate solutions for problems. Expository texts often contain more
complex vocabulary and sentence structures as well as various types of text features (see Figure 4.10)
that teachers must teach explicitly (Reutzel & Cooter, 2021).
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Figure 4.10 Expository text features

Text Feature

Close up

Definition

Magnifies details on a picture
or photograph that allows
reader to see details

Example in Practice

Types of Print

Bold, italics, coloured, or
highlighted text signals a

word's importance

Mixed-methods research: To help our partners
go beyond questions of what children are
learning to understand why some children are
learning more than others, we introduced a
mixed-methods approach to research projects
in Mali, Sierra Leone, and the Philippines
Combining quantitative data with qualitative

decontextualized assessment results. With
our help in establishing benchmarks and
intermediate targets, partners and governments
in Djibouti and Malawi can better gauge student
performance

Collaborative support to schools: Building on
lessons learned from 15 years in Guinea, we

met with teachers, principals, parents, and
officials in Tanzania, asking them to identify
strengths and challenges in Arusha's education
systems. Together the group brainstormed
locally sustainable strategies for improving
education, health, and engagement (the Whole
Child Model). As a result of these conversations,
STS worked with local partners to train teachers
on effective methods for teaching reading and
mathematics in the early grades.

List

Bullet points or numbered lists
signal key points and make lists
easier to understand

A few glimpses from our work in 2018:

developed b

to help children read

educational needs in communities displaced by the ony

obstacles that keep gl

In the Democratic Republic of the Congo, evaluation tools and int

In Ethiopia, the results of an STS-designed evaluation

active dashboards

S wege used to visualize progress and take action to improve programs

In Syria, information from a household survey conducted by STS was used to identify

stem were used to identify the

s from attending school

In Ghana, a math program designed and piloted by STS showed significant gains in

student learning — gains so substantial that the government decided to scale the program

nationwide.

the policies,

Based on work in Morocco, the Philippines, and India, STS shared lessons learned about

acher training, and parental support needed to reach some of the world's

most vulnerable children, including those with sight and hearing disabilities.

Contact

Information

Allows the reader to contact

the author or learn more

[llustration

Understanding what something
could have looked like in more
detail than words alone

el

Afghanistan Zambia ] Pakistan

{

L 8

g

Sidebar

Provides the reader with
additional or explanatory

information

;?
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Text Feature Definition Example in Practice

Glossary

Glossary Defines words contained in the

text: often found at the rear of a

Entrez PubMed2 == ot

1

f biot
by the NCBI Coafast fosfasf sl Insfiese

blstsd
sl aslasoee

3 f
sled by the NOBI afs fogjlkasjlsf £

book or article

43 44 45 °
Visual Organises numbers or . B L
2 2 1.8
Representation | information in a way that is III I I Ill I
easier to understand
Caption Tells what the picture or

illustration is about

Thinking Minds/'l_ﬁ‘
Solutions.

b

Headlngs Helps readers |Ocate Sectlons Research and Evaluation Curriculum and Training

and anticipate what the content

is about

Keyword or Important words in the text;

Guidewords often bolded and found in the e e e
glossary

Moreover, the coherence or clarity of the writing is more complex in expository text. This includes the
extent of information that is provided to support the main idea, how well information is organised, how
well the author uses signal words, how precise the language is, and how well the author transitions
between points (Armbruster, 1996, as cited in Honig et al., 2018).

Teaching expository texts requires explicit instruction on the structure of each type of expository text
used and explicit teaching of the comprehension strategies that will aid in understanding the text.

There are five main types of expository texts that readers encounter in primary grades.

1. Description
Compare and contrast
Cause-effect

Problem and solution

Uoa W

Sequence
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When teaching each type of expository text, teachers should share the type of words that learners

commonly see when they read those types of texts. These are called signal words. When learners

notice signal words on their own, they can identify the type of text they are reading. Consequently,

they are more likely to understand how to approach comprehending the text and draw meaningful

relationships from it.

Graphic organisers are a key support to helping learners comprehend expository texts. Graphic

organisers are helpful because they allow learners to:

1. Organise information in the text that is aligned to the underlying text structure

2. Conceptualise how concepts fit within the structure of the text

3. Focus on what is most important

4. Examine relationships among text concepts

5. Write summaries that are well-organised

Table 4.6 describes the standard expository texts and their associated signal words or phrases.

Graphic organisers for each type of text follows in Table 4.6.

Table 4.6 Expository texts and associated signal words (Clark, Jones, & Reutzel, 2013; Honig et al., 2018)

Descriptive A main idea is supported by details and | for example, importantly, is, have, has,
examples are

Compare or Two main ideas are presented inaway | compared to, differently from, similar

Contrast that shows how they are similar and to, similarly, the same as, like, on the
different other hand

Process/ The steps of a process are expressed in | first, next, then, afterwards, finally,

Sequence sequential order before

Cause & Effect A main idea is presented in a way that | because, if, so, then, as a result,
explains what happened and why it consequently, therefore, thus, since
happened

Problem & A problem is presented, and a solution | the question is, the problem is, if, then,

Solution is offered the solution to, to solve
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Figure 4.1 1 Expository graphic organisers

Question and Answer Sequential
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w
2nd 4th
Compare Contrast Cause-Effect
Problem Solution Descriptive
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Activity 10 o [E¥ »» 'ﬁ"i‘ @ Learning outcomes: 4 & 5 1/

Write-Pair-Share
1. Think about the following questions and write down your thoughts.

o Why isitimportant to explicitly teach text structure?

o What could happen if you do not teach text structure?

2. Meet with a partner to discuss your answers and complete the Venn Diagram below to compare and
contrast the features of narrative and expository text.

Narrative Text Expository Text
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4.9

How is reading comprehension assessed?

As reading comprehension is a complex process, there are many assessments. No single assessment

can show everything a teacher needs to know about a learner's comprehension abilities (Hougen &

Smartt, 2021). Some schools provide curriculum materials with comprehension assessments. Even

then, teachers should use their knowledge of how to observe comprehension and devise ways that

they feel are most effective for their own classroom and their learners’ needs.

Some of the most common comprehension assessments may be categorised as:

1.

Formal assessments: These assessments are given according to a set standard of directions
and provide information on learners’ strengths and weaknesses, their reading level, and how
well they do compared to a set criterion. A summative assessment is a type of formal
assessment that teachers can use to determine whether learners have made progress on a unit
of skills.

Curriculum-based assessments: This is a formal assessment that tests or measures learners’
progress with what has been taught in the curriculum. This assessment type helps the teacher

know whether learners are progressing toward learning outcomes.

Progress monitoring: This assessment is conducted frequently over time and closely monitors

learners’ progress, especially those identified as struggling readers.

Interviews and questionnaires: These assessments are informal and can be administered to
individuals or groups of learners. Teachers use them to help them understand what learners
think during comprehension and the strategies they use or misuse.

Observation: Teachers write anecdotes about learners’ behaviours during reading activities

with these informal assessments. They are usually in a checklist or note form.

Taking all of these assessments into consideration, ‘nothing is more relevant for making discoveries

about levels of comprehension than careful observation of [learners] engaged in reading and

discussions with them about the processes they use to gain meaning’ according to Hougen & Smartt

(2021, pp. 191). They suggest that teachers can effectively assess learners’ comprehension abilities by

asking questions about understanding or the strategies used. These authors further recommend that

when conducting comprehension assessments, teachers should only use texts that are, at minimum, at

the learners’ instructional level. This means that learners should read about 95% of the words in a text

accurately.
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4.9.1 Data-driven instruction

Assessments are not helpful if they do not guide teachers’ instructional decisions. Teachers need to,
for example, modify their instruction to meet their learners’ individual needs. Modification is part of
being a reflective teacher. Teachers who reflect on their instructional practices are more effective.
Assessments are also not as practical if learners are unaware of their progress toward meeting
learning goals. Learners should receive ongoing feedback from their teacher(s) to understand what
they need to focus on and improve. Table 4.7 suggests questions that learners and teachers should ask
themselves regarding learners’ progress toward comprehension goals.

Table 4.7 Questions to help guide instructional decisions (Hougen & Smartt, 2021)

Questions for teachers Questions for learners

What do these learners need? Am | improving my reading comprehension
ills?
What do | need to do differently for my learners skills’
or this particular learner? Do | know how to be successful with this reading

. . 5
What strengths can | build upon? activity/assignment

How should | group my learners? What are my strengths and weaknesses when
reading for understanding?
Am | moving too fast? Am | moving too fast for

some learners and not others? What areas do | need help with?

Am | moving too slowly, and for which learners?
Is there a problem with my instruction?

Where did the learning breakdown?

One way to discuss learners’ feedback is to conduct individual conferences with learners. In a large
classroom, this could be challenging. Instead, teachers might create a checklist and decide on a
schedule to meet with learners to discuss their progress.

The effectiveness of the teaching and learning cycle depends on how reflective and responsive a
teacher is with their instruction. The questions teachers ask themselves from Table 4.7 inform
whether they need to pre-teach specific skills, provide more guided practice, or reteach certain skills.
Pre-teaching means that teachers are aware that their learners may struggle more with a specific
concept and will increase the scaffolding that learners need to access the content at a level that is right
for them. Sometimes a teacher will notice that their learners need more support through guided
practice with a skill already taught. These things happen in the classroom as it is not realistic for all
learners to become proficient with a single lesson on comprehension skills. Teachers must align their
instruction to meet their learners’ needs.
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There are also times when it is apparent that a learner or a group of learners did not meet learning
expectations. When this happens, teachers cannot simply move on to the next topic and expect
learners to learn it later. Developing reading skills is like building a house. If a brick or a series of bricks
are missing from the house, then the house is faulty. Similarly, if learners are missing or have

underdeveloped skills, their comprehension will falter.

4.9.2 Comprehension assessment types

Schools may provide specific assessments established by the school’s curriculum. This chapter offers
some examples that are easy to create and implement to supplement these materials or create
materials if none are available.

Student teachers need to understand that there are two ways of looking at learners’ comprehension
abilities:

1. Does the learner comprehend what has been taught?
2. Canthe learner apply what they have learnt to novel texts?

What this means is that during a unit, teachers should be formatively assessing learners’ progress and
adjusting instruction to meet needs. Student teachers should be providing feedback to their learners,
and formative assessments are for learning. A teacher should conduct a summative assessment at the

end of a unit to determine if learners can apply what they have learnt.

4.9.2.1 Using Bloom’s taxonomy

Earlier in the chapter, student teachers were taught that different levels of comprehension range from
lower complexity to higher complexity. Bloom's taxonomy and Webb’s DOK were used as examples of
frameworks that could be used to develop questions that probe learners’ comprehension. During
instruction, teachers use comprehension questions to assess learning, but these questions can also be
developed into a formative or summative assessment (Figure 4.12). This assessment can be adapted
for narrative or expository text.

Figure 4.12 Bloom's taxonomy assessment (adapted from Reutzel & Cooter, 2021)

Literal (Low Level)

Who, what, when, where, how?

Remember
|dentification and recall of Describe....
information
i 2
Understand Retell...in your own words®

. .. S
Organisation and selection of What is the main idea of ...

facts and ideas
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Inferential Level (Higher-Order Thinking)

How is ... an example of ...?
Apply P

i ?
ke 5 Bt ulles, smd How is ... related to ...~

principles Why is ... significant?

5
Analyse What are the parts or features of ...-

Separation of a whole into Classify ... according to ....

component parts Outline, draw, or diagram ...

How does ... compare or contrast with ...?
What evidence can you list for ...?

. . 5
Synthesis What would you predict or infer from ..."

i ?
Combinations of ideas to How would you create or design a new ...t

. . . . 5
form a new whole What might happen if you combined ... with ...7

What solutions would you suggest for ...?

Evaluative Level (Higher-Order Thinking)

Do you agree with ...?
What do you think about ...?
What is most important about ...?

Evaluation
Development of opinions,

judgements, or decisions
How would you prioritise ...?

How would you decide about ...?
What criteria would you use to assess ...?

4.9.2.2 Running records

In chapter 1, student teachers learnt about running records and how they can assess fluency and
comprehension. Thus, a running record is a valuable and effective tool for teachers to learn a lot about
a learner’s reading skills quickly. Remember that to create a running record, teachers need to begin by
finding or creating texts at a learner’s instructional level; text(s) that the learner has not yet read.
When assessing comprehension, teachers would need to create a list of questions for that running
record or ask that learners retell what they have read about. The complexity of the questions will vary
according to the complexity of the text. This passage (Figure 4.13) was used in chapter 1for a running
record.
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Figure 4.13 Running record example

Timed Repeated Oral Reading: Teacher Recording Sheet

Name Age Grade

Date -

Explanations: Have the learner read the learner’s copy of the text three or four times. Record the

learner’s final score below. Mark the text for any miscues made.

Bupe Learns a Lesson Word per line

Chipego and Bupe are best friends. They go to school together. Chipego goes 13

to school every day. Bupe does not go to school every day. One day, the 15
teacher gave a maths test to the class. Chipego did well and passed the test. 15
Bupe failed the test. Bupe was upset and learnt a hard lesson. He realised that 15

if you do not go to school every day, you can miss some things that the teacher {17

teaches, and when the teacher gives you a test, you can fail. From then on, Bupe | 16

did not miss a day of school. The next time his teacher gave a maths test, he 17
passed! 1
(109 words)
Miscues analysis WCPM & Text level
e  Mispronunciation: write what the learner said WCPM (words read correctly

T ___ dvided by total number of words

e /nsertion:” and the word

e Substitution: Cross out, write the response — Independent level
e  Omission: Circle the word
o Repetition:R __ Instructional level
e Teacher told word: T

Frustration level
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To transform this into an assessment that also tests comprehension, the teacher could ask the learner

to retell the story. Alternatively, the teacher could add questions the learner would answer after

reading the text:

1.

2.

6.

7.

Who are the main characters of the story?
What is the setting of the story?

How do the main characters know each other?
Why did Bupe fail his maths test?

How did failing his maths test make Bupe feel?
What lesson did Bupe learn in this story?

How do you know that Bupe learnt a lesson?

When assessing comprehension, it is acceptable to have the learner refer back to the text because a

comprehension assessment is not a test of memory, but understanding. Also, remember that a running

record can be used for both narrative and expository text.

4.9.2.3 Oral retelling

Teachers can assess learners’ comprehension of narrative or expository texts by asking them to retell
what they read about (Reutzel & Cooter, 2021).

4.9.2.3.1 Steps to an oral retelling of a narrative text

1.

Gather materials, including a narrative text at the learner’s instructional level and recording
sheet (Figure 4.14).

Ask the learner to read the story aloud or silently if you know the learner is already a proficient
decoder.

Ask the learner to retell the story as if she/he is telling it to someone that has never heard it.
Guide the learner’s retelling with prompts as needed:
a. What happened at the beginning of the story?
b. What happened next? What happened to the main character?
c. What was the setting? Where did the story take place? When did the story happen?
d. What was the problem in the story? How did the character solve the problem?

e. What happened at the end of the story?

Chapter 4. Reading Comprehension
177



Figure 4.14 Narrative retelling recording sheet (modified from Reutzel & Cooter 2021)

Narrative Retelling: Teacher Recording Sheet

Learner's name: Date: _ Grade: _

Title of story:

General explanations: Give one point for each element included, as well as for ‘gist’. Give one point
for each character named, as well as for such words as boy, gir/, or dog. Credit plurals (friends, for

instance) with two points under characters.

Setting
a. Begins with an introduction
b. Indicates main character
c. Other characters named

d. Includes statement about time or place

Obijective

a. Refersto main character’s goal or problem to be solved

Events
a. Number of events recalled
b. Number of events in story

c. Score for ‘events’ (a/b)

Resolution

a. Tells how main character resolves the story problem

Sequence
Summarizes story in order: setting, objective, events, and resolution.

(Score two for correct order; one for partial order; zero for no sequence.)

Possible score: Learner's score:

*Modified from Reutzel & Cooter, 202 |
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4.9.2.3.2 Steps to an oral retelling of expository text

When creating expository retelling assessments, a teacher wants to know how well learners can
reconstruct the content of the text by retelling the main ideas and details as well as explaining how the
text is organised. The expository retelling steps are as follows:

1. Gather materials, including an information text (passage or book) at the learner’s instructional
level and scoring rubric (Table 4.8).

2. Ask the learner to read the text (upper primary learners) or listen to the text (early grade
learners).

3. Ask the learner to retell what she/he read as if she/he were retelling it to someone who has not
read the text before.

4. Guide the learner's retelling with prompts as needed:
a. What was the main idea of the text?
b. Tell me more about...

c. lIsthere anything else you can tell me about...?

Table 4.8 Rubric for expository retelling

Expository Retelling Rubric

Characteristics of retelling

The learner included all of the main ideas and supporting details.
The retelling was organised sequentially.

The learner infers beyond the text and can relate the text to his/her own life.
The learner understands text organisation.

The learner summarises and can give opinions and justify them.

The learner may ask additional questions.

The retelling is cohesive and complete.

The learner includes most of the main ideas and details.
Most of the retelling was done sequentially.

The learner can relate the text to his/her own life.

The learner understands text organisation.

The learner gives an opinion.

The retelling is fairly complete.
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Expository Retelling Rubric

Characteristics of retelling

The learner includes some of the main ideas and details.
Most of the retelling was done sequentially.

The learner understands text organisation.

The learner gives an opinion.

The retelling is fairly complete.

The learner includes only a few of the main ideas and details.
The learner has difficulty retelling information sequentially.
The learner may give irrelevant information.

The learner gives an opinion.

The retelling is fairly incomplete.

The learner gives details only.
The learner’s retelling is very poor.
The learner gives irrelevant information.

The retelling is very incomplete.

4.9.2.4 Graphic organiser assessment

Graphic organisers can be used for either narrative or expository assessments. Reutzel & Cooter

(2021) recommend, however, that it is most appropriate to conduct an expository assessment with a
graphic organiser for learners between ages 8-12. Here are the general guidelines for using a graphic
organiser for narrative assessments, followed by guidelines for teachers when using expository texts.

4.9.2.4.1 Steps for a graphic organiser assessment of a narrative text

1. Gather materials, including a selection of stories for learners to choose from and a blank
graphic organiser.

2. Askthe learner to read the story he/she chose.

3. After the learner has finished the story, give her/him the blank graphic organiser and review
how it is formatted with the learner.

4. Ask the learner to complete as much graphic organiser as possible.

5. Collect the graphic organiser to analyse.
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4.9.2.4.2 Steps for a graphic organiser assessment of an expository text

1. Gather materials, including a selection of stories for learners to choose from and a blank

graphic organiser.

2. Ask the learner to read the text.

3. After the learner has finished the text, provide him/her with the blank story maps so that

she/he chooses the one that learner thinks works best for the text that she/he has read. This

helps you decide whether the learner understands how the text is organised.

4. Ask the learner to complete as much of the graphic organiser as he/she can.

5. Collect the graphic organiser to analyse.

4.9.2.5 Other assessment examples

Teachers can also create assessments according to different types of question formats. Four of the

most common formats are multiple choice, true or false, open-ended, and cloze.

Table 4.9 illustrates the question types as they could be used for checking comprehension of the

passage 'Anna’s Beautiful Garden'.

1

Anna's Beautiful Garden

A garden is a place where plants grow, bees buzz, vegetables grow, and we relax.

A girl named Anna had a small but fantastic garden. There were so many green
tomatoes in the garden. They would not be ripe before the frost set in. She
wondered if she could make a kind of jam. She decided to go and buy some nice
jars. In Anna's garden there were also many fruit trees, vegetables and other
plants. Many living creatures fed on Anna's garden like baby birds in their nest,
earthworms in soil, and house flies sting in the fresh air of her garden. It provided
fresh air to the family. The thing Anna loved most about her garden was that she
learnt a lesson from it. The lesson is that we are not made only for ourselves but
for others. As Anna, her family, birds, insects, trees, flowers, and all creatures
directly and indirectly feed on the garden. Besides this, it is good for their health
to eat fresh foods, breathe fresh air and live in a fresh environment. All this is
because of the garden.
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Table 4.9 Question types for checking comprehension

Open-ended

What did Anna need the nice jars for?

Multiple choice

What did Anna need the nice jars for?
a. for drawing water
b. for keeping jam

c. for storing tomatoes before they ripen

True/False

True or False? Anna needed the nice jars for her tomato jam.

Cloze

Activity 11 3&& @

She wondered whether she could make a kind of jam. She decided

to go and buy somenice________.Inthe ___,there were also
fruits, vegetables and other _. The thing she __most
about her garden was thatshe _____ alesson fromit.

Learning outcome: 7 f

Prepare an assessment to administer to one of your peers in your group according to the lecturer's

instructions.

Notes
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4.10

MTB-MLE accommodations and reading
comprehension

Marty, Fesmire, & Barnes (2020) compiled numerous MTB-MLE strategies to accommodate learners
whose first language (L1) is not the same as the LOI. These strategies, outlined in this section, can also
assist teachers working with learners who have skill-specific comprehension problems. The strategies

that are specifically helpful to reading comprehension instruction are included in this section.

4.10.1 Language experience approach

The language experience strategy developed by Marty, Fesmire, & Barnes (2020) begins with learners
writing about a shared experience in their L1. They work in small groups and document their
experiences using a familiar language. The teacher supports them in documenting the experiences and
ideas using the familiar language and expanded vocabulary and modelling how their thoughts and
words can be written down and later read. Learners may use the L1, and the teacher repeats their
responses in the LOI. After recording the experience, the teacher can then ask comprehension
questions about their experience and/or have learners participate in the formulation of questions that
could be asked about their experience.

4.10.2 Visual scaffolding

Scaffolding is a strategy involving using actual objects, illustrations, photographs, and drawings
whenever possible. The teacher uses visuals along with the LOI to support the learners as they
associate the words with the visuals. For texts with vocabulary words that learners have little
experience with, it is helpful to support their comprehension of the text with visuals. This helps to

make learning more concrete as it associates the words in the text with visual references.

4.10.3 Think-pair-share

Think-Pair-Share is a cooperative learning strategy in which learners must be in pairs and share in the
L1 or LOL. To build comprehension, the teacher asks learners to think about a question silently and
share the answer or thoughts with a partner. The teacher will later call on some learners to share their
responses. Teachers can use this method strategically by pairing learners who are more fluent in the
LOI with those who are less fluent.

4.10.4 Translanguaging and bridging

The strategy requires individuals to use their knowledge of multiple languages in learning. Activities
here include translation, code-mixing, and code-switching. The teacher supports learners by using L1
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and LOl interchangeably during classroom discussions, instructional activities, and project work. This
strategy will provide a solid foundation of knowledge and communication skills in both languages.

4.10.5 Story re-enactment

This strategy involves the teacher or the learner providing props or objects, costumes, pictures, or
other items to make the learning feel more natural. The learners will retell a story they have read by
acting it out in sequence. This strategy promotes comprehension, reading fluency, and vocabulary
building. Opportunities are created for multiple readings, discussion, clarification, and oral and physical

story recreation.

4.10.6 Preview-view-review

In this strategy, comprehension is achieved by activating prior knowledge and explaining fundamental
concepts of the topic. There are specific activities used before, during, and after reading a story that
the teacher reads aloud to the learners. Example 2 describes this process using learners who speak
Nyanja as their L1.

2 (a) Preview At the beginning of the lesson, the teacher gives the learners a AN
(Nyanja) story to read in a language familiar to them, for example Nyanja.
The teacher gives explicit instruction of what learners will be

expected to discuss in the L1.

2 (b) View In small groups, learners discuss the story in English and create
(Nyanja or English) a story map to show the elements in the story—characters,
setting, events, problem, and solution of the story. The teacher
will discuss these in the LOL.

2 (¢) Review The teacher asks learners comprehension questions, and they
(Nyanja) discuss the story in Nyanja.

After reading, the teacher will summarise the information. The teacher and the learners will discuss in
L1 and thenin LOI.

4.10.7 Get the gist

The strategy involves learners identifying the topic or main idea in a paragraph or text read and writing
a one-sentence summary per paragraph. After the sentences for each paragraph are written, a
sentence for the whole text is constructed. The teacher gives instructions with examples of the
process to be done. Learners either work in pairs or small groups to read the text together and do the
activity. This strategy can be used with learners in grade 3 and upwards.

4.10.8 Graphic organisers

A graphic organiser is a teaching and learning tool used to organise concepts or information to make it
easy to understand. Graphic organisers can benefit learners who are learning a new language. Learners

can use them to simplify explanations and information about presentations, and they can present
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information in their L1 on all parts of the graphic organiser and then translate the information to the
classroom language. This strategy keeps the learner involved while supporting comprehension and
reducing frustration. Some graphic organisers already referenced in the chapter are found in Figures
4.5 and 4.6.

Activity 12 3;& @ Learning outcome: 9 f

Create an activity using your assigned MTB-MLE strategy to demonstrate to the class. Each group creates
one activity to demonstrate where one of the student teachers plays the role of the teacher and the others
play the role of learners. You will need a sample text to use. Use any text from the appendices of this chapter
or an alternative provided by the lecturer.

Notes

4.11

Peer teaching and lesson demonstration

This section includes a sample lesson in which a teacher uses a variety of strategies to teach a
narrative reading comprehension lesson. A sample lesson for an expository text is provided in
Appendix 4A. There is also a template provided for student teachers to design their own reading
comprehension lesson, a rubric for scoring, and a peer feedback form.

Sample narrative reading comprehension lesson

Grade Level: 5

Text: Pam-Pam Bird: Traditional San Story, by Manyeka Arts Trust

Materials: The story, narrative graphic organiser

Suggested Map of Southern Africa to show the Kalahari Desert, pictures for vocabulary words
materials:
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Comprehension

Visualising, making predictions, summarising, and asking questions

skills focus:
Vocabulary hunter, wise man, healer, tempt, veld (optional: screeched, free, celebrate,
words: success)

Before reading:

I.  Pre-teach vocabulary words by giving learners ‘learner friendly

definitions’ of the words and providing examples in context.

Teacher: ‘Today, we are going to read a story called, Pam-Pam Bird. It is a

traditional story from South Africa. Before we read, | want to teach you

some of the vocabulary words you will hear. This will help you comprehend

the story better. These words are:’

Word: Hunter

Learner friendly definition: A hunter is someone who kills animals

for food.
Word: Wise man

Learner friendly definition: A wise man or a wise woman is
someone whom people believe to be the wisest person in a village

or small town, and they may seek his or her advice or knowledge.
Word: Healer

Learner friendly definition: A healer is someone who has
knowledge about how to heal people from things that are bothering
them like sickness or disease.

Word: Tempt

Learner friendly definition: When you tempt someone, you make
the person feel like doing something that the person may not have
thought of doing before.

Word: Veld

Learner friendly definition: Veld is another word for grassland, a
type of landscape which is wide and open.

Il.  Make predictions about what the story will be about based on the title

and previewing the cover of the book.

Teacher: Let’s read the title of the story. The title of the story is Pam-Pam

Bird. It’s a traditional San story. The San people are the oldest inhabitants

of South Africa. What do you think this story is going to be about?
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Learner: | think the story is going to be about a bird that looks like the
picture on the front. It’s a blue bird with some purple or pink on it.

Teacher: That is a good prediction. | wonder what will happen with the
bird. | wonder if there are any people in the story. What do you think? Do
you think it will be a fiction story or a story that really happened? What
stories have you already read about birds?

Preview the strategies that you will use with learners while reading the
story.

Teacher: Good readers use strategies while they are reading to make sense
of what they are reading. Today, we are going to practise some strategies
that we have been learning about already this year. (If possible, the teacher
can refer to charts hanging in the classroom that give clues about how
readers use the strategies.)

Making predictions

We have already practised making predictions, but we will continue to
make predictions as we read the story. When we make predictions, we are
thinking about what will happen, and then we confirm whether our
predictions are correct.

Visualising

We are also going to practise visualising. This means that when we are
reading, we want to have a picture in our mind of what is happening in the
story. I'll be showing you pictures, but you can still have pictures in your

mind.
Asking questions

Another strategy we are going to use is asking questions. As we read the
story, | want you to ask yourself questions to guide your thinking while you
make sense of what is happening in the story. I'll help you with this while

we read.
Summarising

At the end of the story, we’ll have an activity where we summarise what
the story was about by completing a graphic organiser.

During reading:

Read page 1 and ask the following questions:
a. What pictures did you see in your mind while | was reading?
b. Why did Pensa want to catch the bird?
c. What was Pensa’s problem? Why did he have this problem?
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VI.

VII.

d.

e.

What do you think is going to happen next?
What were you wondering about while | was reading?

Read page 2 and ask the following questions:

a.

m 0 o0 T

What did Pensa do next?

What pictures did you see in your mind while | was reading?
Was your prediction correct?

What did the healer tell Pensa to do?

Do you think the healer’s advice is good advice?

Should Pensa listen to the healer?

What were you wondering about while | was reading?

What do you think will happen next?

Read page 3 and ask the following questions:

What did Pensa not know?

What pictures did you see in your mind while | was reading?

Why do you think the healer told Pam-Pam that he told the hunter
how to catch him?

Who do you think is going to win?

How do you think Pam-Pam feels about what the healer said?

How do you think Pensa would feel if knew that the healer knew
Pam-Pam?

What do you think will happen next?

What were you wondering about while | was reading?

Read page 4 and ask the following questions:

d.
e.

How did Pensa prepare for the hunt?

What pictures did you see in your mind while | was reading?
How would you describe Pensa’s character? (e.g. hardworking,
resourceful)

What do you think will happen next?

What were you wondering about while | was reading?

Read page 5 and ask the following questions:

a.
b.
C.
d.

Were you surprised, or did you expect Pensa to catch Pam-Pam?
What pictures did you see in your mind while | was reading?
What do you think will happen next?

What were you wondering about while | was reading?

Read page 6 and ask the following questions:

a.
b.
C.

What pictures did you see in your mind while | was reading?
What were you wondering about while | was reading?
What do you think is going to happen next?

Read page 7 and ask the following questions:

a.

What pictures did you see in your mind while | was reading?
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VIII.

b. What were you wondering about while | was reading?
c. Why does Pam-Pam say that Pensa will have no more feathers for
his arrow?
d. What does Pam-Pam promise s/he will do if Pensa releases
him/her?
e. Do you think that Pensa will release Pam-Pam? Why or why not?
Read page 8 and ask the following questions:
a. Was your prediction correct?
b. Was it worth it to Pensa to set Pam-Pam free?
¢. What questions do you still have?
d. What pictures did you have in your mind while | was reading?
Read page 9 and ask the following questions:
a. How do you think it made Pensa feel celebrated?
b. Would you have done the same thing as Pensa? Would you have set
Pam-Pam free? Why or why not?
c. Do you think Pensa made a good choice? Why or why not?
d. What did you learn from this story? What was the lesson?

After reading /
Assessment

The teacher divides the class into small groups to work with peers on
completing a story map. Start by reviewing the features of the story map.
(Teacher displays a story map on the board or on chart paper.)

a. This activity as it is written into this lesson is conducted as if the
teacher has already explicitly taught the learners how to use story
maps. The teacher would have already modelled this for learners in
previous lessons.

The teacher reviews each section of the story map with learners checking to
see that they know what information goes into each section of the map. The
teacher also emphasises that she/he wants the learners to use the
vocabulary words in their graphic organiser and reviews each of the
vocabulary words with them by asking them to explain what each of the
words were and how they were used in the story.

Next, the teacher divides learners into groups and assigns them each a
section of the graphic organiser. This is one way that the teacher could have
organised the roles for completing the graphic organiser. (These groups are
intentional based on data.)

a. Learner A: To write the characters and the setting of the story

b. Learner B: To write what happened at the beginning of the story

c. Learners C & D: To the main events from the middle of the story

d. Learners E & F: To write what happened at the end and explain the
lesson that was learnt
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IV.  While the learners are working on their graphic organiser, the teacher goes
around the room providing feedback and checking to make sure that they
are on the right track. When necessary, the teacher redirects learners.

V. At the end of the activity, the teacher has groups share with each other to
see how their graphic organisers were similar and/or different and gives
them time to revise their work.

VI. Finally, the teacher collects their work and provides feedback to each group
after she/he reviews them.

VII.  Asan option, the teacher displays the learners’ work to celebrate how well

they did on the activity.

Activity 13 3;3 @ Learning outcomes: 4,7, & 8 f

1. Inyour small group, analyse the lesson plan for features reading comprehension according to the
lecturer’s instructions.

2. Respond to the following questions in Think-Pair-Share (pairs) or Round Robin (circulating around the
group):

a. What do you think worked well in this lesson?

b. What do you think could have been better?

c. What accommodations could have been made in this lesson to accommodate differently abled
learners?

d. What, if any, accommodations could be made for learners whose L1is not the LOI?
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Activity 14 & & -@: Learning outcomes: 4 & 7-9 lf

1. Design a reading comprehension lesson that demonstrates your understanding of the best practices
for teaching and assessing reading comprehension. To help prepare your lesson, some or all of these
materials may be suggested by the lecturer:

a. Lesson plantemplate (use the included template or one that you provide)
b. Zambian or English language primary syllabus

c. Lesson plan rubric

d. Peerfeedback form

e. Accommodations lists (see Appendix 1G-1H)

2. After you design your lessons, you will submit your plan to the lecturer for review and feedback
according to the rubric in the text or one provided by the lecturer.

3. Be prepared to teach your lesson in a small group to your peers. You will also be asked to provide
feedback to your peer(s) on their lesson.

Lesson Plan Template

Lesson description: Describe the
reading comprehension lesson.
What grade level is the lesson
designed for? How long is the
lesson?

Strategy(ies): What strategy or

strategies are used in this lesson?

Material(s): Which materials do
you need?

Topics and outcomes from the
primary school syllabus

Accommodations
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Lesson Plan Template

Introduction

Development

Conclusion
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Lesson Plan Rubric

Lesson
Feature

Lesson
description,
materials,

accommodations,

All elements are
included and

clear.

Most of the
elements are
included and

clear.

Many of the

elements are not
included, and/or
this section lacks

Most of the
elements of this
section are

missing, and it is

topics, and clarity. very unclear.

outcomes

Introduction The introduction | There is evidence | There is little This section may
is strong and of explicit evidence of be missing or
thorough. There instruction, but it | explicit incomplete. There
is evidence of lacks instruction. is no evidence of
explicit thoroughness. explicit
instruction. instruction.

Development

This section is
very well
developed. There
is evidence of
effective practice.

This section could
be more well
developed, but
there is evidence
of effective
practice.

This section is
weak with little
evidence of
effective practice.

This section may
be missing or
incomplete. There
is very little
evidence of
effective practice.

Conclusion

Thereis a
conclusion to the
lesson with an
appropriate
assessment.

The conclusion is
there, but there
are elements that
may be unclear
(e.g. assessment,
feedback).

The conclusion is
there but does
not accurately
assess the learner
and/or feedback

is not given.

This section may
be missing or

incomplete.
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Lesson demonstration peer feedback form

Your name:

Peer's name:

Date:

Lesson topic:

Positive praise

Give your peer praise for at least two positive
things you noticed during their lesson.

Constructive feedback

Suggest something your peer could do better, or
differently, the next time they teach this lesson.
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4.12

Chapter summary

This chapter introduced student teachers to reading comprehension, which is the ability to make
meaning from or understand printed text. Comprehension consists of many complex processes
dependent upon many skills that must be developed before a reader can begin comprehending text
proficiently. Student teachers learnt that the action of reading consists of the interrelated factors of the
reader, the text, and the activity, which are situated within a social and cultural context. For example,

teachers can probe learners’ understanding of varying levels of comprehension.

Comprehension instruction must be explicit and provide a direct explanation of reading strategies. To

do this, teachers must also model these strategies and provide learners with plenty of opportunities to
practice them with their peers and independently. There are key strategies that apply to reading both

narrative and expository texts: 1) monitoring comprehension; 2) asking questions; 3) answering

questions; 4) summarising; 5) visualising; 6) making predictions; and 7) recognising text structure.

Assessing learners’ comprehension requires teachers to be flexible and creative. Teachers should
assess comprehension during learning and after learning. Some examples of assessments that
teachers can use were provided. For example, teachers can create assessments with different
comprehension questions, use graphic organisers, or ask learners to retell stories or information in

expository texts.

Moreover, several MTB-MLE strategies were also included in this chapter to help student teachers
think about how best to serve the learners that they will have in their classrooms who do not speak the
LOL.

4.13 OI-VT_

Assessment of learning '/\roﬁ

1. What skills must learners be proficient in before becoming skilled at reading comprehension?

2. Describe the relationship between the reader, the text, the activity, and the sociocultural
context relating to reading comprehension.

3. Consider the following statement and explain what it means using evidence from the text to
support your answer. (Being able to read a story does not mean that you comprehend the
story.)
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4. How can teachers use Bloom'’s taxonomy or Webb's DOK to help develop reading

comprehension lessons?

5. What are the key comprehension strategies, and why are they necessary to teach?

6. How can teachers use graphic organisers during instruction and also for an assessment?

7. What is the difference between a cognitive strategy and a metacognitive strategy?

8. Why is it important to make accommodations for learners whose L1is not the LOI? Which

strategies are you excited about using, and why?

4.14

Supplementary materials

Additional Books:

Bloom’s Taxonomy:

Get the Gist:

Graphic organisers:

Webb's Depth of Knowledge:

Writing a Summary:

The Water Princess, by Susan Verde (2016), published by G.P. Putnam's
Sons Books for Young Readers

Sulwe, by Lupita Nyong'o (2019), published by Simon & Schuster
Books for Young Readers

Magnificent Homespun Brown: A Celebration, by Samara Cole Doyon (2020),
published by Tilbury House Publishers

education.illinoisstate.edu/downloads/casei/5-02-
Revised%20Blooms.pdf

iris.peabody.vanderbilt.edu/module/csr/cresource/q2/p07

teacherspayteachers.com/Product/Summarizing-Graphic-Organizer-
3675011

teacherspayteachers.com/Product/FREE-Summarizing-Graphic-
Organizers-Print-and-Digital-3363317

windham-schools.org/docs/DOKWheelSlideforTeachers.pdf

readingrockets.org/strategies/summarizing
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Appendix 4A

Sample expository reading comprehension

outcomes from
the primary
syllabus:

Lesson In this grade 5 reading comprehension lesson, the teacher will divide learners in
Description pairs to do the reading activity. This lesson should be concluded within the day.
Materials: text from science, graphic organiser, word cards

Vocabulary: composed, hydrogen, orbit, gases, celestial, asteroid

Techniques: asking and answering questions, oral and written response

Topics and e Component: 5.2. Reading

e Topic:5.2.1. Intensive reading

e Specific Outcome: 5.2.1.1. Read a passage and answer multiple choice,
surface and inference questions

Before reading:

|.  Teacher introduces the purpose of the lesson.
[l.  Teacher will give the background knowledge on the topic:

a. Teacher: Have you ever thought of the earth where we live? What
is its shape? Do you know of any other term that refers to the
earth? We are going to read a text on the solar system. What do
you already know about the solar system? Teachers will allow
learners to explain what they know about the solar system. Prior
knowledge has been activated.

b. Today we are going to read a text on ‘The Solar System’. We will
be monitoring understanding of the text by asking and answering
comprehension questions orally and then in writing as we make
back referencing to the text to find or confirm the answer to the

comprehension question asked.
[ll.  Teacher will ask learners to explain the title of the text

IV.  Teacher to ask the learners to predict what the story is about based on the
title.

V.  Teacher will give a clear explanation on how the reading activities will be
conducted.
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During reading:

Teacher will model reading the first two paragraphs loudly to learners in
order to model and demonstrate how to read a text applying the reading
strategies.

Teacher will pause and ask oral questions based on the read paragraphs.
Teacher will ask learners in pairs to alternate reading the paragraphs and
ask themselves questions to aid understanding and to be taking note of
difficult words in the text

Teachers ask learners to write down names of planets on the cards as they
hear them mentioned in the text and put them according to their order.

After reading:

VI.

VII.

When each pair has finished reading, the teacher will start a group
discussion about the text. Teacher will ask oral questions to check reading
comprehension.

Teacher will ask learners to bring out the difficult words they discovered in
the text and explain the meanings of those words

Teacher will ask pairs to check each other's activity to confirm if they have
arranged those planets read in the text according to their order

Teacher asks three pairs to come in front and read out the order of the
cards representing the planets.

Teacher asks the learners to take out their exercise books and do a quick
write of the important points in the text and share with their peers.
Teacher asks learners to draw the solar system to explain the order of the
planets as represented in the text.

Finally, the teacher will ask learners to answer multiple choice questions
based on the text in their exercise book.
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Appendix 4B

Dima and Owl

Traditional San story

In the old days, there were two people, Dima and Owl. Owl
owned the sun, water and fire. Dima did not have any of these things
and lived in darkness with his family.

Dima tried to make a garden, but he could not grow vegetables
because there was no sun. Everybody suffered because there was no

sun.

When they hunted animals to eat, they hung the meat in the
trees to dry, but it rotted because there was no sun.

One day, Dima decided to visit Owl. When they served food,
Dima wondered why Owl's food tasted so good. He wondered if it
was because the food grew in the sun and it was cooked in fire.

Secretly, Dima made a plan. He decided to dance. He wanted
everyone at Owl's place to gather around him and see him dance. He
was a good dancer. Owl and his family admired the beautiful
dancing.

When it grew dark, Owl decided to fetch the sun from his
house so that he could still watch Dima's dancing. Owl kept

the sun in an animal skin bag inside his hut.
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He carried the sun out from his house and held it high up
above his shoulders. Now it was light. Everyone could see far

into the distance.
Soon everyone was dancing in the light of the sun.

Dima crept closer to the sun while he was dancing. Owl
held on to the sun but after a while he forgot about it

because he enjoyed the dancing so much.

He saw how beautifully Dima danced. He too wanted to

dance like this.

Suddenly, Dima took his fighting stick and hit the sun

into the air like a ball.

The sun travelled so far that it remained forever in the

sky. It gave everyone light all day.

Dima ran away so fast that Owl could not find him. He
stayed far away for a long time. After a while, he disguised

himself and went back to Owl's place.

The children recognised him and said, ‘There is the man

who stole our sun!’

The adults did not agree with the children and said, ‘No,

this is not the man who stole our sun.’
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They saw that this man was an old dancer. He wore a lot
of beads around his body. They were magic dancing beads

and they made people dance.

It was not long before everyone was dancing. They
danced the whole afternoon, until the sun began to set. It

became too dark to see the magic dancer.

Owl said to his wife, ‘Go and look in my bag and fetch the

moon.’

Owl held the moon high above his shoulders and it lit up

the darkness for all to see the dance.

While they were dancing, Dima moved closer and closer

to the moon, for he had a plan.

He took his fighting stick and hit the moon high up into

the air.

Once again, he ran away from Owl. This time he stayed
away for a very long time, until Owl's family forgot all about

him.

Dima disguised himself again and returned to Owl's
place. This time he wanted Owl's fire. Owl had the firesticks

hanging around his neck.

Dima joined Owl under a tree and the two men started

playing an old clapping game called gi.
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They clapped and clapped and as they clapped some
more, Owl's firesticks started jumping around his chest to

the rhythm of the clapping. Clap-clap, clap-clap.

Dima tried to grab the firesticks, but Owl threw them

over his neck so that they hung across his back.

They clapped the whole day long. The rhythm of the
clapping made Owl forget all about the firesticks. When they
swung around onto his chest once more, Dima grabbed the

firesticks and ran away.

Owl and his family ran after Dima, but he made a clever
plan. He had a bag full of thorns and threw them onto the
ground behind him. This stopped Owl and his family from

chasing him. They could not cross the thorns on the path.

Dima could not wait to make fire. He rubbed and rubbed
the sticks. He blew and blew the ember in a little dry grass

until a tiny flame appeared.

The fire grew and lit the whole veld and each time the
flames reached a tree, Dima said, ‘From now on people will

be able to make a fire with each tree on earth.’

A long time passed. When Dima finally returned to Owl's
place, he found no one but a little boy playing with wooden

animals.
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Dima asked the boy to show him where they kept their
water. The boy led him to the place of water. Dima saw the

big djaba, the huge clay pot in which the family stored water.

Dima pretended to leave for his home, but he secretly
turned round to the place of water. He turned the huge pot

over so that the water started flowing on the ground.

Dima quickly jumped over the flowing water to the other
side. Then he was safely across the river of water where Owl

could not find him.

This is why the whole earth has rivers full of water
today. This is why we have the sun, moon and fire, because

of the magician Dima.

THE END
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Appendix 4C

Pam-Pam Bird

Author - Traditional San story

© Manyeka Arts Trust 2014

[llustration - Manyeka Arts Trust Creative Commons: Attribution 4.0

Language - English

Level - Read aloud

Source www.africanstorybook.org

Original source www.manyeka.co.za

Pam-Pam Bird

Traditional San Story

Manyeka Arts Trust

Pensa was the best hunter in the whole
Kalahari Desert. He brought home fat

animals and fed his family well.

There was this bird, the Pam-Pam bird,
which Pensa wanted to catch. The bird's
tail feathers were perfect for his arrows.
The problem was, he could never

manage to trap or shoot Pam-Pam.

Pensa's arrows would fly through the air
just like a bird - if only he could catch

Pam-Pam and pull out his tail feathers!
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Pensa went to the wise man, their
healer. He asked for help. ‘Please guide
me to catch the Pam-Pam bird. I need
his feathers for my bow and arrows.
What must I do to catch him?’

The healer replied, ‘Go and make a fire.
When all the insects run away from your
fire, you must catch the smallest of
them. Make a trap and place this little
insect inside your trap. It will tempt the

Pam-Pam bird.’

Pensa did not know that the healer and
the Pam-Pam bird were friends. Pam-
Pam often visited the healer. They

exchanged stories.

‘T warn you’, said the healer when Pam-
Pam bird visited him. ‘I have told the

hunter how to catch you. When you see
a fire in the veld, you must fly far away.

I want to see which one of you will win.’
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In the meantime, Pensa started his hunt
for the Pam-Pam bird. He sat in the veld
and rubbed and rubbed his fire sticks.

When the smoke appeared, he blew into
the fine grass around his fire sticks, until
the little flame appeared and became a

fire.

The insects around the flaming grass
flew away, but Pensa managed to catch
a young grasshopper. He put it into his
trap.

The Pam-Pam bird could not resist the
juicy young grasshopper in Pensa's trap.
He decided to fly down and grab it
quickly with his sharp beak.

Pensa heard Pam-Pam bird's cry, ‘Pam-

pam, pam-pam, pam-pam.’

Pensa ran to his trap. The bird was

trapped!
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Pam-Pam bird begged Pensa to set him

free.

‘Oh no’, said Pensa, ‘I have wanted to
catch you for a very long time. Today
you are mine! Your feathers will make
my arrow fly through the air, just like

?

you.

Pam-Pam bird screeched, ‘If you kill me
you will have no more feathers for your
arrow when these are worn out, because
I will be dead. Set me free and I promise
to give you new feathers with each full

moon.’

Pensa let Pam-Pam go.

As Pam-Pam walked away, he thought,
‘Am I really free?’
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Pensa went home and made new arrows.

When the people saw his new arrows,
they exclaimed, ‘O-o, look at this hunter!
He carries the Pam-Pam bird's feathers
in his arrows. Now he will hunt well and
bring us good food. We shall have a
feast!’

That night, the healer led the people in a
fire dance to celebrate the hunter's

success and Pam-Pam bird's freedom.

And since that day, all the good hunters
remember the story of the Pam-Pam
bird, to tell their children as a memory of

days gone by.
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Children’s Literature

INTRODUCTION

Learning to read does not end with decoding words. Learners should transition
from this stage to being able to read for pleasure and learning. The acquisition of
decoding skills is the beginning of reading, but true comprehension is the key to
unlocking the world of information, knowledge, and entertainment that books
can provide. Most of our learners, however, never transition to this wonderful
world; they end at the stage of laborious decoding and never gain the fluency and
comprehension skills necessary to enjoy the next part. One becomes a fluent
reader by reading frequently and widely so that many words become sight words
because they are found in books. In addition, learners need exposure to various
reading materials. Each genre of literature—fiction, non-fiction, poetry, and so
on—provides a richer understanding of how we experience and interpret the
world around us. Learners become more well-rounded readers when provided

with an array of children’s literature.

The primary reason learners remain trapped in the decoding stage is that most
schools lack reading materials or children’s literature. Even in schools fortunate
enough to have some children’s literature, many do not take reading seriously.
Books remain locked up in cupboards, when they should be in the hands of eager,
young readers. Many teachers are not prepared to assist learners in transitioning
to the independent and enjoyable reading of books, and many may not possess
the knowledge to teach various genres.

In chapter 4, student teachers were introduced to best practices for teaching
comprehension as generally applied to narrative and expository texts. Some of
the main features of narrative and expository texts were explored, and some
types of reading materials were shared. This chapter introduces student teachers
to the wide range of children’s literature that exists, including multicultural
literature; how to choose appropriate books or reading materials for early-grade
learners; strategies for using children’s literature in the classroom; and resources
for teachers that may help them in finding children’s literature for their

classroom when printed materials are unavailable in their schools.
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5.1

Learning outcomes

Topics and outcomes from the National Syllabus:

3.3.1

3.3.2

3.3.3

3.3.4

3.3.5

3.3.6

3.3.7

Meaning and Importance of Literature
3.3.1.1 Define literature
3.3.1.2 Explain the value of literature

Types of Literature (oral and written)
3.3.2.1 Recognise different types of literature

Forms of Literature
3.3.3.1 Distinguish oral forms of literature from written forms of literature

Genres of Literature
3.3.4.1 Identify different types of literature genres

Literary Terminologies
3.3.5.1 Explain different literary terminologies

Figures of Speech
3.3.6.1 Recognise and use figures of speech in writing

Poetry
3.3.7.1 Recognise and demonstrate understanding of different types of poems
3.3.7.2 Compose poems and songs on cross-cutting issues

By the end of this chapter, the student teacher will:

ooNOTTITDDAHAWN=

explain why children’s literature is important to the early grade reading classroom.
determine the differences between oral and written forms of children’s literature.
distinguish the genres and subgenres of children’s literature.

explain the literary terminologies associated with each genre.

recognise figurative language in text.

demonstrate understanding of the elements of poetry by creating a poem.

design and demonstrate a poetry activity that can be used in a primary school classroom.
understand why multicultural literature is important to the multilingual classroom.
demonstrate understanding of how teachers choose appropriate literature for learners.
conduct a field observation to learn about the literature resources available in a local school.
recognise the various sources where children’s literature is found.

analyse online children’s literature resources to determine their utility for the classroom.
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5.2

Instructional materials

e Student module

e Field Observation Form (see Appendix 5A)

[e)®)
(e X©)

5.3

Key terms

Character

A participant in the story. Example: protagonist, the main character; antagonist, the character opposed
to the main character.

Children’s literature

Oral or written materials of high literary quality for children. May include books and magazines as well
as oral forms like poems, stories, and riddles.

Climax

The highest or most important point in the plot of a literary work.

Denouement

The final part of a literary work—such as a play, film, or narrative—when conflict is resolved.

Expository

Non-fiction texts that give facts and information about a topic.

Figurative language

The use of words or phrases that mean something more or different from their literal meanings of the
words. Example: metaphors

Figure of speech

A form of expression used to convey meaning or heighten effect by comparing one thing with another
thing that has a familiar meaning or connotation.

Frustration level

A measure of a learner’s ability to read texts with 89% or less accuracy. Texts that are inappropriate
for instructional use or independent reading
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Genre

A category of literary composition with its own distinctive style, form, or content.

Independent reading level

A measure of a learner’s ability to read texts with 99% or higher accuracy.

Instructional level

A measure of a learner’s ability to read texts with 90% to 94% accuracy.

Multicultural literature

Literature that embraces many different people’s way of life, including those marginalised in society.

Narrative

Any type of writing that relates a series of events, including both fiction (novels, short stories, poems)

and non-fiction (biographies, news stories).

Picture book

A text or book format in which both words and illustrations are essential to the meaning of a story.

Plot

The organisation of incidents in a narrative.

Point of view

The perspective of the narrator of the story. Refers to whether a story is written in the first person,
second person, or third person. First person: stories told from a character's perspective, uses the
subject I'. Second person: stories that use the pronoun ‘you’; the reader is part of the story. Third
person: stories told by the narrator about other characters.

Setting

The place and time a story occur in. Example: a market in the morning; a house after dinner.

Subgenre

A category or subdivision within a genre.

Theme

The main idea or thesis of a particular literary work. The main lesson learnt from a novel or story.
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5.4

What is children’s literature, and why is it
important?

Activity 1 3&3 Learning outcome: 1 f

Round Robin

In your small group, take turns sharing responses to the following questions:

1. What does ‘children’s literature’ mean to you?

2. What were your experiences with children’s literature when you were a primary grade learner?
3. What are your favourite children’s books?

4. Why do you think children’s literature is important?

Notes

Children's literature may be defined as 'high-quality trade books...covering topics of relevance and
interest to children through prose and poetry, fiction, and non-fiction’ (Short, Brown, & Tomlinson,
2005, pp. 4). Books that are high-quality, relevant, and exciting to learners are skilfully written and
reflect learners’ emotions, experiences, and understanding of life. They are also original, meaningful,

and include age-appropriate language that stimulates learners’ imagination.

This contrasts with books meant to teach learners to read, such as the decodable books referenced in
chapter 1. Some books are so well-written that adults even enjoy them. Take, for example, When Stars
Are Scattered, by Victoria Jamieson and Omar Mohamed. The book is multi-layered because it can be

interpreted differently; each time one rereads it, one discovers new meanings.

5.4.1 Importance of children’s literature

Literature is, first and foremost, supposed to be enjoyed. This should be the primary goal of exposing
learners to literature. Once learners can read fluently and enjoy reading, they will be readers forever.
Literary works—novels, short stories, poetry, and biographies, to name a few—are written by authors
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to entertain, but in the process of doing so, they also educate. Burwitz-Melzer (2014, pp. 6) states that
‘children’s literature offers excitement, fun, and many new ideas to young people. From entertainment,
learners may acquire experiences that might be difficult to forget, and if they are good ones, they may
have a positive impact on their lives'. The stories we read are about life experiences, the joys and
sorrows people go through and what they learn from such experiences. Learners also learn from such
experiences; they become empathetic and are inspired in various ways to be good, upright people.

There are five main reasons why children’s literature is important:
1. Literacy development
2. Personal and cultural identity
3. Imagination and creativity
4. Emotional intelligence and creativity Development

5. Personality and social development

5.4.1.1 Literacy development

The importance of children'’s literature in literacy development cannot be overemphasised. It
contributes in several ways to the development of reading and writing skills. Frequent reading of
stories and other forms of literature makes learners fluent readers. They are exposed to words, and as
they come across them frequently, they become sight words that they can recognise instantly without
sounding them out. The more of these sight words they acquire, the faster their reading rates become.
This acquisition of fluency frees their working memory to process the meaning of what they are
reading, so their reading comprehension improves. Reading comprehension also improves because
learners can use the structures of stories, expository texts, and other forms of literature to process
information (see the chapters on reading fluency and comprehension in this module). For example,
learners who read stories often eventually internalise the structures of those stories; they know how
they are organised and developed. Therefore, they can predict what will happen in a story; they ask
internal questions when things don't work out the way they had predicted. In this way, reading is very

interactive, and comprehension is enhanced.

In terms of writing, learners grow as writers as they read and try to imitate writing the stories they
read. They learn to recognise story grammars (the structures of stories) and different writing styles
and try to imitate them.
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5.4.1.2 Personal and cultural identity

Literature helps learners to discover who they really are. In literature, learners learn about the history
of their country and ethnic group. In doing so, they discover their roots and cultural identity. This is
very important as it helps learners become responsible people who are culturally literate. They
appreciate their culture and that of other people they read about. They learn possibilities of who they
could become.

5.4.1.3 Imagination and creativity

Childhood is a period of imagination. Learners enjoy a make-believe world. Learners’ imaginations are
inspired when they read books about other lands, people, or fantasies. It makes them creative. They
can also be inspired to write imaginative pieces imitating what they read. This can be the foundation
for future literary careers.

5.4.1.4 Develop emotional intelligence and creativity

Learners become more empathetic when they read good stories. This enables them to feel for others
and to take on other people’s sorrows and joys. In this way, learners develop emotional intelligence,
which in Southern Africa is part of the concept of vbuntu'to value human life and dignity’. Murove
(2014) describes wbuntu as 'treating other people with kindness, compassion, respect, and care’ (pp.
37). When learners are exposed to literature, they grow in wisdom—they learn how to express their
emotions and interact in good ways with others. They learn to look at life situations from different
perspectives, which may help them think critically and have different solutions to their problems.
Krashen (2014) notes that children’s literature also imparts practical knowledge. When learners are
practical, they become analytical and good problem solvers. Additionally, because of the imaginative
aspect that literature provides to learners, they develop creativity in everything they do. This enables
them to do things differently and even be able to overcome the obstacles they may face.

5.4.1.5 Children’s literature encourages personality and social development

What we have said above refers to learners’ social development. As learners interact with literature,
they are exposed to various personalities. From such, they may learn to be kind, loving, caring, helpful,
and friendly. This may help them to be accommodating of other people’s views and not always think
about themselves (McGinley & Kamberelis, 1996). These essential skills may help learners develop
empathetic personalities as they try to emulate what they experience through literature.

It also must be mentioned that in Zambia, as alluded to above, many people have not had the

opportunity to develop a passion for reading. This is partly due to poor reading fluency in both English
and Zambian languages, as well as limited access to literature. Learners who develop reading fluency
in primary school are more likely to read widely. This can lead to a reading culture that can be passed

on to future generations.

Chapter 5. Children’s Literature
219



Activity 2 ’M‘ Learning outcome: 1 f

Think-Pair-Share
1. Think about the following questions:

O Based on the reasons discussed as to why children’s literature is important, what would you add
to your response from Activity 1?

o Which, if any, reasons do you relate to the most?

2. Share your response with a partner.

5.5

Genres and subgenres of children’s literature

Children’s literature is found in oral and written forms. It is often divided first into narrative and
expository genres, which are further divided into subgenres. In this context, genre simply refers to how
a text is classified. Many of the narrative subgenres also pertain to oral literature. This section begins
with a discussion of oral children's literature, a significant form of literature in Africa, and then moves

to narrative and expository genres.

5.5.1 Oral children’s literature

In Zambia, as in many other African countries where oral culture is still strong, many learners have
more access to oral literature than written books. Oral literature, as Finnegan (2012) puts it, ‘is by
definition dependent on the performer who formulates it in words on a specific occasion—there is no
other way in which it can be realised as a literary product’ (pp. 2). To illustrate this, think of dirges. A
dirge is a funeral lamentation or a way to show one's grief or sorrow for the deceased. The aesthetic
value of these is only realised in the emotional situation of a funeral. As the poet sings, facial
expressions and wailing contribute to the impact of the words uttered. If the same lamentation is done
during a more joyous moment, the effect would not be the same.

As the term suggests, oral literature is transmitted through the spoken word. It is performed at an
occasion and cannot be repeated identically. Each performance is bound to be different for obvious
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reasons. For example, the health, motivation of the performing artist, the behaviour of the audience,
and so on can all affect the performance. In contrast, written literature, once it is done, remains fixed.
Written literature allows for more detailed study and evaluation, while oral literature is evaluated as it
is being performed; one must be attentive to appreciate it fully.

Oral literature, as performed in Zambia, often requires the full participation of the audience.
Sometimes, the audience co-creates the work. For example, the audience joins in the singing during
storytelling and sometimes contributes to running commentary. In some cases, people even play
drums and dance. It is thus more interactive than the solitary reading of a written text. Oral literature
must be passed on from one generation to another by word of mouth. It continues evolving and can
exist in different versions as subsequent performers add or remove some parts. There is no fixed

authorship; it is the property of the community.

Activity 3 3&3 Learning outcome: 2 lf

Round Robin

In your small group, take turns discussing your experiences with oral literature according to these guiding
qguestions:

1. What is oral literature, and why is it important to African society?
2. Why did you think preliterate societies depend on oral literature?

3. How could you use oral literature in the classroom?

5.5.2 Narrative genres

Narratives are divided into narrative non-fiction, fiction, and other forms like drama, poetry, and verse
(see Table 5.1). Narrative non-fiction includes autobiographies and biographies. Although they tell
factual information, autobiographies and biographies are considered narratives because they tell
stories in sequential order. Autobiographies are stories written by the person who lived the story, and
biographies are stories written about people by other people. Learners get inspired by reading about
great people and what they accomplished. They can imagine themselves doing similar things in the
future. Fictional narratives are stories that did not happen, although they may be based on real events,
people, and historical times. Some brief descriptions of the subgenres include:
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Realistic fiction: These stories attempt to reproduce reality, a representation of people’s lives.
They show events that could happen in the real world—the characters seem real and portray a

contemporary setting. Realistic fiction sometimes incorporates actual people, places, or events.

Historical fiction: These stories are set in the past that could have happened. Authors often
blend historical facts with imaginary characters and an invented plot. The events are
constructed around actual historical events and authentic period settings with accurate
historical figures.

Fantasy: These stories have imaginary settings and times in which things that happen may not
be possible in the real world. In fantasies, animals and inanimate objects may talk, and
impossible things are possible.

Mystery: These are stories in which the events include clues that lead to the resolution of a

crime or a puzzle.

Science fiction: This form of imaginative literature projects the future on the Earth or other
planets based on scientific facts and principles. It is based on extending physical laws and
scientific principles to their logical outcomes. They include stories about what may occur in the
future.

Horror: These stories are meant to create fear in the reader and are more often written for older
children.

Humour: These stories include heavy elements of humour to invoke laughter on behalf of the
reader.

Folklore: These are stories that teach shared customs and traditions of a specific culture.

Drama: These stories are performed in the form of a play (longer to perform) or reader’s
theatre (short scripts for the classroom).

Poetry and verse: These are oral or written expressions of feelings and ideas often heavily
conveyed with imagery and figurative language and rhythm but do not always rhyme.

All narrative stories have similar structures and features, excluding poetry and verse. Structurally, they

are written in chronological order. This means that they have a beginning, middle, and end in their

simplest form. There is always a setting that establishes where and when the story takes place.

Narratives also always have a plot. Plot refers to the sequence of events in the story. Generally, a

problem or conflict is presented at the story’s beginning, and the events unfold until the problem is

resolved. The characters of the story may be humans, animals, or inanimate objects. Among the

characters, there is usually a protagonist (hero or heroine) and an antagonist (villain). Narratives also

have a theme or themes and/or morals. The themes are general truths taught through the story’'s plot
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as the characters work through the problem or problems that lead to the solution. Morals are lessons
that readers should have learnt from reading the story.

Although there are similar structures and features of all narratives, there are narrative subgenres, each
with its unique characteristics. Remember that some narrative subgenres are conveyed both in written
and oral forms. There may also be some subgenres that are not included in Table 5.1, and some
cultures worldwide may have their own unique subgenres that are also not included. Children's
literature is quite expansive and cannot be wholly explored through the limitations of a single chapter.

Table 5.1 Narrative subgenres

Fantasy Biographies Drama
Science fiction Autobiographies e Plays
Horror e Reader's theatre
Humour Poetry and Verse
Mystery e Prose
Historical fiction e Limericks
Realistic fiction o Freeverse
Folklore e Haikus

e Fables Oral literature

e Myths

e Legends

e Epics

e Riddles

e Folktales

*Note: Although biographies and autobiographies tell information or facts, they are considered narrative non-fiction

because they tell a story through a series of connected events.

5.5.2.1 General guidelines for teaching narratives

In the chapter on reading comprehension (chapter 4), it was learnt that when teachers teach narrative
texts, they not only focus on learners’ comprehension of the story but also on the story’s structure and
the features of the specific narrative being taught. Any comprehension strategies for teaching
comprehension can be used for any narrative genres presented in this chapter.

Thus, when designing a lesson plan using any narrative genre, teachers should begin by considering
the following questions:
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1. What is the specific genre of this text?

2. Have | taught this genre before? If so, what do my learners already know? If not, what genre
features do | need to explicitly teach?

3. What Tier 2 vocabulary words do | need to pre-teach before introducing the text to my
learners? (Revisit Chapter 2: Vocabulary if needed.)

4. What tools can | use to support my learners’ comprehension of the text?
a. Graphic organisers
b. Visuals
c. Realia
5. What types of questions should | ask to guide my learners in comprehending the text?

6. What type of assessments would best indicate whether my learners have understood the genre
of the text?

7. How can | integrate writing into my reading lesson? (Student teachers will learn how to
integrate writing into their reading lessons in Literacy Module Il1.)

To build on what was learnt previously in the module, this chapter includes more information on
poetry and verse in section 5.5.2.2, as it was not included in previous chapters. This chapter also goes
further into folklore in section 5.5.2.3, a widely acknowledged genre in this context.

5.5.2.2 Poetry and verse

According to Short, Brown, and Tomlinson (2005), poetry is the concentrated expression of ideas and
emotions through precise and imaginative words carefully selected for their sonorous and rhythmical
effects’ (pp. 78). This definition brings out features that differentiate prose, or the normal everyday
use of language, from poetic language. The latter is said to be succinct or very brief, yet very
expressive. Fewer words are used to express deep emotions and thoughts. This is often achieved
through imagery and figurative language, such as metaphors, which suggests meanings beyond their
literal definitions (see Language Module | for a discussion of figures of speech). Poetic language also
involves selecting and arranging words to achieve rhythmical effects that can affect the poem'’s
meaning.

For example, verses are words arranged in such a way that a regular beat formed by stressed and
unstressed syllables, called a metrical pattern, creates a rhythm. The stanzas, or groups of lines, often
end in rhyme. This is where words have similar endings, as in ‘bright’” and ‘light’. Learners enjoy reciting
(saying aloud) stanzas that have this regular rhythm, especially in nursery rhymes. For instance,

consider this stanza from a well-known nursery rhyme by Jane Taylor (example 1).
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Twinkle twinkle, little star,

How | wonder what you are!
Up above the world so high,

Like a diamond in the sky.

Apart from the sound effects mentioned above, poetry also has the following elements (example 2).

2 (a)

Assonance involves the repetition or similarity of vowel sound(s) in a line.
Abantu aba abengi abasia [Bemba]

‘These many people who have come’

2 (b) Alliteration is the repetition of a consonant sound at the beginning of adjacent words.
The silver snake slithered silently by’

2 (c) Consonance is the repetition of a consonant sound in a line of words.
Umuntu umutali umunang'ani  [Bembal
‘a tall lazy person’

2 (d) Onomatopoeia is the resemblance between the word and the sound it describes.

dumbwi'sound of a stone falling in water’
patapata ‘slippers’
chipopoma ‘waterfall’ [Nyanja]

Figures of speech refers to the use of expressions that describe, compare, and contrast one object,

idea, or feeling with another one. See example 3 for ways this is done.

3 (a)

A simile is a direct comparison, typically using ‘like’ or ‘as’ to show similarities or AN
differences.
Enaa nge nsoka miu cani [Bemba]

‘He moves silently like a snake in the grass’.

3 (b) A metaphor is an implied comparison without the use of words such as ‘like’ or ‘as.’
Nii galu! [Nyanja]
‘He is a dog’

3 (c) Personification is giving human qualities to animals or objects.
‘As it fell, the tree groaned, “l would have produced fruits to feed these people. There will
be hunger in the land".’

3 (d) Hyperbole is an exaggeration to highlight reality or the ridiculousness of a situation.
Hyperbole appeals to learners’ strong sense of absurdity.
‘She ran faster than the speed of lightening.’

3 (e) Imagery is the painting of mental pictures in words. This is designed to bring to life ideas

and create unusual connections that provoke thought.

‘The towering trees, with their vividly green leaves, glistened beneath the sun’s morning
rays.’

Each language has its own type of poetic forms. For instance, a Japanese haiku is a three-line poem

that includes a total of 17 syllables. In Zambian languages, the following types of poetry are found:

Chapter 5. Children’s Literature
225



e Panegyrics: praise poems, court poetry

e Elegiacs: funeral dirges, lamentations

e Religious poetry: hymns, prayers, incantations

e Special purpose poetry: working songs, hunting songs, war songs
e Lyric poetry: a short poem that is sung

e Topical and political songs: political campaign songs

e Children’'s songs: lullabies, nonsense songs, singing games (such as, busitele), morale boosting
songs, or action songs

Activity 4 'HZ' @ Learning outcomes: 3-5 f

Praise poetry has long been one of the most widely used poetic forms in parts of Africa. In African literary
tradition, a praise poem refers to a series of celebratory words applied to spirits, people, animals, and places
that capture the essence of being praised. Glenis Redmond, an African-American poet with ancestral ties to
Nigeria, has perfected this art form and enjoys teaching praise poetry to children. She says praise poems are
made up of metaphors and similes—forms of comparison relating the writer to an object, a person, a colour,
or a feature in nature. Each line is a celebratory declaration, an act that places oneself on the continuum of
ancestry. She leads her poetry lessons with one of her praise poems, ‘New Wings'.

Follow along as the lecturer reads ‘New Wings' with expression and reverence.
NEW WINGS

| am a daughter of the dust.

| am a true sister of the yam.

| come from a long line of serious brown women
that don't take no mess or apologize for living.
| am birth from the morning earth

deep, rich and free.

My middle name Gale

describes how | move in this world
sometimes gracefully other times stormy.
Glenis, welsh for valley.

| have dwelt there far too long.

| am a raven

am a crow.

| am a nappy bat.

| am a mosquito.

Call me anything black

that has wings

and

flies.
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Activity 5 ; » B @ Learning outcomes: 3-6 lf

Write a Glenis Redmond praise poem according to the lecturer and the guidelines created by Redmond (See
supplementary materials for more)

1.

Heritage. (Literal and metaphoric) For example: | am as my grandfather’'s withered hands that pushed the
plough on the soil.

Height. (Literal and metaphoric height) For example: | am as tall as my mother’s earnest daily prayers
cast up for me.

Colour. (Personality and skin tone) For example: | am sunburst orange with a streak of grey, or  am the
colour of cream adding joy to the recipe.

Animal. Compare yourself to an animal. For example: | am the crow who always remembers the stories of
the people below the treetops, or | am the play of an intelligent dolphin reminding us to be our best
selves.

Nature. Compare yourself to the natural world. For example: | am the rays of the sun shooting through the
clouds.

How You Walk in the World. For example: | do not walk, | dance through life on tip toes that twist to the
beat of my own drum.

Profession or Wannabe Profession, Pastime, or Hobby. For example: | am the burnt orange globe that is
swallowed by the hoop. The roar of the crowd inspires me. The endless days of practice give me a deep
satisfaction.

5.5.2.2.1 Teaching with poetry and verse

Teaching with poetry and verse is an attractive addition to any early grade reading classroom because

of the unique way it can express emotions and create mental images. It is also fun for learners to recite

and write. The Children’s Poetry Archive (2022) has a collection of audio poems and ways for teachers

to include poetry in their classrooms. These poems are recorded in English and are helpful in teaching

English language and literature, but the strategies used can be applied to poems from other languages.

This chapter includes some strategies for teaching poetry from this resource in Table 5.2. Each of the

strategies can be used with any poem the teacher chooses.
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Table 5.2 Strategies to use for teaching with poetry and verse (modified from The Children’s Poetry Archive, 2022)

Strategy

Other skills taught

Description

Teaching mood | Prosody 1. Have different readers read the same poem aloud
(feeling) and and point out the differences in prosody (expression)
meaning when others read the same poem.

2. Have learners listen to the real author read the poem
or an expert reader (the teacher) to note how the
mood or feeling changes.

Teaching Comprehension 1. Ask learners to close their eyes while a poem is being
visualisation Vocabulary read to them.

2. Ask learners to share what they saw in their minds.

3. Have learners draw a picture about what they saw in
their minds.

Teaching rich Comprehension 1. Choose a poem that illustrates a ‘soundscape’ and
language Viocabulary ask learners to notice all the sounds that they hear.
and/or 2. Learners could write a list of the sounds and write

ODAENE poielE their own poem with these sounds.

3. Learners could also demonstrate the sounds as the
poem is being read.

Teaching Prosody 1. Pair learners together to practise a poem. They could
fluency take turns reading stanzas or lines.
Teaching 1. Choose a poem that has a definite rhythm.
rhythm and 2. Allow learners to move with the rhythm of the poem.
creative

. or
expression

1. Choose a poem that learners could act out/perform

or mime. (When the same poem is performed by
different groups of learners, it would show how
poems can be understood and expressed differently
by different readers.)
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Activity 6 ’M\ I ERCs Learning outcomes: 3-7 f

1.

With your partner, create a poetry activity that you could demonstrate for your peers.

2. Choose anidea from the list in Table 5.2 and use a poem from any language. The lecturer may have

additional instructions.

5.5.2.3 Folklore

The shared cultural knowledge of customs and traditions, including oral traditions, constitutes folklore

and is part of the narrative fiction genre. The word ‘folk’ means people, so these traditions and

customs are the collective creations of people in communities. Oral traditions are part of this folklore

and are referred to as oral literature, which is created in societies and passed on from one generation

to another by word of mouth. Sometimes these oral traditions get written down and thus lead to the

development of written literature. Folklore is meant to preserve culture as it provides insights into the

upheld values and beliefs of particular groups of people. It is also meant to entertain, of course. Below

are brief descriptions of the subgenres of folklore:

Myths: These stories arise in societies to explain various things about the world and life. They,
for example, explain why some things are the way they are and also justify how things are done.
These are not scientific explanations. For example, they may explain how an ethnic group came
to be or even how human beings were created. There are fantastic stories of how, for example,
a tortoise got a cracked body, why a lion roars, and so on.

Epics: These are long stories of human adventure and heroism recounted in many episodes,
sometimes in verse. Epics are grounded in mythology, and the characters can be both human
and divine. The hero, however, is always human or superhuman, and the setting is earthly but

not always realistic.

Legends: These are stories based on reality or supposedly real individuals and their marvellous
deeds. The setting may be natural or fantastic. In many ethnic groups in Zambia, origin stories
involve legendary figures. An example is Nyambe, the founder of the Lozi ethnic group. In
Bemba folklore, the mother of the Kings Mumbi Mukasa was also a mythical, legendary figure

with no clear origin.
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e Folktales: These are stories created in societies to entertain and educate. Many are about
animal characters, such as ka/ulu'hare’ who represents people and their behaviour in society. In
some Zambian languages, there are folktales that learners can read and enjoy.

e Fables: These are simple stories that teach a moral and are similar to a parable. Fables usually
have animal characters that personify human behaviours. At the end of each parable is an

explicitly stated moral lesson.

e Riddles: A riddle is ‘a mystifying, misleading, or puzzling question posed as a problem to be
solved or guessed’ (Merriam-Webster, 2022). In the Zambian context, riddles are usually
associated with child’s play. Learners pose questions or make puzzling statements for friends to
determine the meaning or reference. The two synonymous words used in the definition above
indicate that riddles can be in the form of complex problems to be solved—enigmas—or
puzzling ones that often involve puns or the use of words with double meanings—conundrumes.
Riddles can involve analogies or comparisons of things, such as objects in different situations,
the use of sounds to suggest something, and so on. In many Zambian societies, children must
follow some conventions when playing the riddle game. For example, in Bemba, the one posing
a challenge begins by saying ‘coo’ as shown below in example 3(a).

3 (a)  coo'That or there'

3 (b) cise'Let it come’

3 (a) That which went naked and came back clothed. (riddle)

3 (b) A groundnut! (Answer)

Then it is the respondent’s turn to say a riddle, and the game continues. Sometimes it can be a very
competitive game. Playing these riddle games usually occurred in the evenings during storytelling.
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Activity 7 3&‘ Learning outcomes: 2-4 /

Round Robin

In your small group, take turns sharing any stories (oral or written) you know from the subgenres discussed
above and write the title and a brief description. If possible, record what age group you think this story is
appropriate for.

Legends

Folktales Fables Riddles

Notes
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Activity 8 'HZ‘ @ Learning outcomes: 3 & 4 f

Listen to the lecturer and reflect on the following questions.

1. How could you use riddles in the classroom to teach children’s literature?

2. What features of riddles are important to teach explicitly?

5.5.3 Expository genres

Expository texts are also referred to as informational texts. They teach factual information about a
topic or explain aspects of the biological, social, or physical world (Pappas, 1986). By doing this, they
have the potential to engage learners’ curiosity so that they can share the information with others.
Since informational books are about reality, the events, people, places, and ideas must exist. They
enable readers to connect new information with their current understandings and experiences (Short
et al.,, 2005), enhancing their understanding of the world around them. Some descriptions of some of
the expository subgenres are included in Table 5.3.
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Table 5.3 Expository subgenres

Subgenre Description

Biological science Study of life and living things

Physical science Study of inanimate natural objects (e.g. physics, chemistry)

Applied science Use of scientific knowledge to meet practical goals (e.g. engineering)
Social science Study of humans, society, and social relationships (e.g. psychology)
Humanities Study of humans across time (e.g. philosophy & history)
Instructional manuals | How to do something or build something (e.g. cookbooks)

Other Maps, atlases, brochures

5.5.3.1 General guidelines for teaching with expository texts

In the previous chapter on reading comprehension, it was learnt that teaching expository texts, like
narratives, requires teachers to focus not only on learners’ comprehension of the information in the
text but also on the story's structure and the features of the specific text. Any comprehension
strategies for teaching comprehension can be used for any expository genres referenced in this
chapter. Thus, the same questions to guide teachers’ lesson planning when using expository texts are
similar to narrative texts. It must be reiterated here, however, that expository texts have more
variation in text structures and features. Therefore, it is imperative that teaching expository texts
involves the following:

1. Use graphic organisers that are unique to the expository text being taught
2. Explicitly teach the differences between expository text structures

3. Explicitly teach the text features unique to the expository text and how they contribute to the
understanding of the text—for instance, captions, illustrations, headings, subheadings,

diagrams, maps, and timelines.

Chapter 5. Children’s Literature
233



Activity 9 ’M\ Learning outcome: 3 lf

Think-Pair-Share
1. Independently review Table 5.1 and Table 5.3 and answer the following questions to themselves:
a. Which narrative and expository genres are my personal favourites?
b. Which are my least favourites?
c.  Which genres am | unfamiliar with?
d. Whydo | thinkitis important for learners to be exposed to a variety of genres?
2. Share your response with a partner.

Notes

5.6

Multicultural literature

Multicultural literature is that which encompasses literature from all cultures. It includes books about
people and their individual or group experiences within a particular culture, including mainstream
cultures and especially those that have been marginalised and disregarded by dominant cultures
(Short et al., 2005). Therefore, multicultural literature can be defined as a literature that embraces
many different people’s ways of life; it brings to light differences between people, including those
caused by language, race, gender, class, ethnicity, and identity. When used in the classroom, it
encourages learners to know and appreciate other people's lives without prejudice.

For learners, multicultural literature has a variety of benefits as follows:

e It serves as apowerful tool for young people to gain a better understanding and acceptance of
both their own and others’ cultures.

e |t gives young people who are members of marginalised groups the opportunity to develop a
better sense of who they are and of their agency.
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e |t addresses contemporary issues of race, religion, poverty, and exceptionalities from the
perspectives of members of those groups, hence challenging prejudice and discrimination.

e Learners are given a more complete understanding of past events as the perspective of the
marginalised and global cultures are added to history through multicultural literature.

e It builds a determination to work for a more equitable future in learners as they realise the
social injustices endured by particular people around the world.

e It encourages a deeper understanding and appreciation of the geographical and historical
content encountered in textbooks and later content-area studies.

e It provides authenticity through literature written by insiders to a country, religion, or ethnic
group and enables members of that group to define themselves.

e |t develops a bond of shared experiences with learners of other ethnicities and nations and
enables them to acquire cultural literacy with a global perspective.

e It enhances the learners’ ability to fully participate and function in the world.

5.6.1 Choosing multicultural literature for the classroom

If teachers are fortunate enough to have the resources and/or access to various books, they should
consider the learners and cultures in their classroom and community and how these cultures could be
represented through books in the classroom. There are essential things to remember, however, when
choosing multicultural literature for the classroom (Boston University African Studies Center, n.d.).
Teachers should pay attention to whether the text accurately depicts the culture being represented, is
free of stereotypes, and the illustrations are accurate and add meaning and benefit to the text. Some
online resources with lists of multicultural literature can be found in supplementary resources. These
include Good Reads and Edutopia (please see Supplemental Materials for links). The following section
discusses choosing appropriate books for the classroom as it applies to all types of children’s
literature.
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Activity 10 o [E¥ »» M -©- Learning outcomes: 8 & 9 lf

Write-Pair-Share

Think about the following questions and write a response. Later, share your response with a partner.

1. What are the benefits of using multicultural literature in the classroom?

2. What should teachers consider when selecting multicultural literature?

Notes
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5.7

Children’s literature and age appropriateness

Children’s literature plays an integral part in their holistic development. When exposing learners to
literature, however, teachers need to consider the kind of literature given to them. This should be
literature appropriate to their age level. If the literature's appropriateness is not considered, learners
may not benefit from reading them. Short et al. (2005) note that ‘when choosing literature for children
such as books, there is a need to consider practical aspects such as physical development and their
concentration span’ (pp. 12). These aspects are essential as teachers determine if the child can
concentrate and understand the concepts in the literature. If not well handled, this might result in the
child being frustrated, hence failing to benefit from literature. Therefore, teachers and caregivers
should ensure that such aspects are considered to achieve the best results from the literature.

Exposing learners to the literature of their age level has many benefits, such as heightening motivation,
enhancing confidence, and developing and applying specific reading comprehension strategies.
Learners are motivated to continue reading when content and language are at their age level because
they gain confidence by being able to read and understand the materials without much difficulty. This
helps them to reach an independent reading level where they understand what they are reading
without difficulties and assistance. Cer (2016) says that ‘the relation between a child and the book is
directly associated with a child’s cognitive level’ (pp. 78). When children understand the content of
literature, they will develop an interest in that book and may read it carefully so as not to miss the
point.

Additionally, age-appropriate children’s literature should express their world—that is, their ideas,
emotions, joys, fears, and concerns—and be able to answer their many questions. This may help
learners to understand themselves, their communities, and the world around them. As a result, their
holistic development may be enhanced. Cer (2016) argues that books that are not age-appropriate
may negatively impact the child's development. This remains true because when the language and
content of a particular literature are advanced for a group of learners, they may fail to read and
comprehend what it is all about and hence be stuck at the frustration level. This may discourage

learners from continuing to read.

On the other hand, if the literature is elementary, it will not provide enough room for practice and
growth among learners. Therefore, it is vital to consider the age appropriateness of literature before
learners are exposed to it so that it may benefit them. Questions for teachers and learners to consider
when choosing books are listed in Table 5.4.
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Table 5.4 Questions for teachers and learners when choosing books

Questions for teachers Questions for learners

1. Is the learner able to read the book 1. Canlread most of the words on a page? If
independently? | cannot read more than five words on the

2. How motivated is the learner to read the page, the book may not be appropriate for
book? me.

. e
3. Has the learner read other books like this? 2. Have I read other books like this:

3. Am linterested in the topic (expository
texts)?

4. s the content age-appropriate? (Adult
themes are not appropriate for early
grade readers.) 4. Why am | choosing this book?

a. Am |l ‘judging a book by its cover’?

b. Did | read the back of the book to
get an idea of what the book is
about?

Activity 11 5 Learning outcome: 9 /

Think about the Zambian context and respond to the following questions:

1. What types of books would you suggest for the different age groups in primary school—grades 1-2, 3-4,
and upper primary?

2. Why isit important for teachers to be critical when choosing children’s literature in the classroom and
choosing appropriate books for their learners?
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5.8

Other ways to engage learners with children’s
literature

Engaging learners with literature helps to capture their attention and invites their participation in
fictional and informational story worlds. The literature learners are to be engaged with should be
authentic, well-written, and supported by significant experiences that bring learners and books
together for various purposes. Learners should be exposed to literature for mainly three purposes
(Figure 5.1)

Figure 5.1 Three purposes for literature exposure

reading reading

Wiael critically reading strategically

for personal purposes to inquire about the world

to learn about literacy

Reading widely means reading a range of books of various genres and topics. Although literature itself
is not a subject in primary school, learners should be introduced to literature through extensive reading
during reading instruction. In schools with class libraries, learners are given opportunities to read
independently by selecting books they want to read. Some time is set aside for this class library lesson
once or twice a week. When learners finish the books they are reading, they select others. Sometimes
teachers might ask the learners to talk about the books they have read or write a short report.

Reading critically to inquire about the world involves reading to consider serious issues in children’s
lives, society, and content areas. These experiences help learners to become critical and
knowledgeable readers and thinkers. The literature for this experience may be beyond their reading
ability. Learners may also engage with literature as part of thematic studies or inquiries within content
areas such as maths, science, and social studies. In this case, literature becomes a tool for
understanding the world, considering broader social and scientific issues and facilitating learners’

interest in a topic.

Reading strategically refers to creating strategic readers who reflect on their reading processes and
text knowledge. Learners with a range of effective reading strategies and text knowledge can solve
problems when encountered to develop reading proficiency. Engagements with literature that focus on
learning about literacy include guided reading, guided comprehension, conferencing, and mini-lessons

in which learners read books to examine their current reading strategies and develop new strategies.

Therefore, teachers must read all the children’s books available to help them reflect on the above
ideas. As much as possible, teachers should also develop materials—writing down stories such as
folktales which can be typed and printed in simple forms. Learners can also be introduced to digital
books like those on the African storybook project. Digital books can be printed. Teachers should
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consider doing translations from English, for example, to their familiar languages on the same
websites. Ways to fulfil the three primary purposes of engaging learners with children’s literature are
discussed next.

5.8.1 Three simple ways to include children’s literature

Three simple ways that children’s literature can be included in a given school day are:

1. Independent reading: Teachers can allot time for learners to read independently for personal
purposes or to inquire about certain things. Ten minutes of independent reading time is
appropriate for young learners, and teachers can increase this time at their discretion. The
more books available to learners, the more successful independent reading will be in the

classroom.

2. Guided reading or shared reading: Teachers teach comprehension skills through children'’s
literature in whole-group or small-group settings. Learners can also be paired to read books or
texts together.

3. Read Alouds: Teachers read stories aloud for learners to enjoy and to be exposed to modelled
fluency. Literacy skills can also be emphasised during read alouds.

Balancing these experiences enhances learners’ development as readers and morally upright human
beings. Reading widely involves learners’ engagement and demonstration from older readers such as
caregivers and teachers. This kind of reading aims to create a lifelong habit of reading in learners. Wide
reading provides learners with a broad background to develop comprehension and interpretation
strategies, promotes positive attributes about reading, and encourages the development of lifelong
reading habits. It also enhances learners’ fluency and the integration of reading strategies.

5.8.2 Read alouds

Reading aloud by caregivers and teachers is very important for learners’ acquisition of reading
strategies and positive attitudes toward reading (Moussa & Koester, 2021; Simms & Marzano, 2019).
Additionally, reading aloud encourages learners to love reading and literature by helping them share
exciting and thought-provoking books. It can expand learners’ reading interests and expose them to
new genres. Reading aloud increases learners’ abilities to think critically and understand connected
discourse and expands and enriches their vocabulary. Reading aloud together as a class provides a
model of expressive, fluent reading. It helps learners build knowledge and interest in ideas related to
classroom inquiries and units and, in doing so, helps learners develop a sense of community and

relationship.
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5.8.2.1 Preparation for reading aloud activities

Preparation is also essential to the success of read aloud activities. Start by removing any distractions
from the learners’ vicinity. Instruct learners on how they should sit and demonstrate that they are
paying attention.

Book selection is critical to reading aloud activities. The books to be read must be enjoyable and age-
appropriate for the learners. These may include a variety of poems, short stories, picture books, and
chapter books of different genres and moods. There must be a balance of men and women as main
characters from different backgrounds and cultural settings. It is also important that teachers do not
choose books for the classroom that perpetuate negative stereotypes. For example, girls and boys
should be represented equally doing household chores.

When first reading aloud to a new class, you need to start with shorter and easier books that are
popular with learners. You may gradually build to longer, more challenging books as you become
acquainted with learners’ interests and abilities. When using oral literature, teachers should know that
some oral traditions are meant to be told only at certain times of the year or to particular audiences,
and so are not appropriate to be published as a book that could be read at the wrong time or place.
Instead, they are only to be shared orally. Teachers can bring stories to life through personal
expression and interpretation and use them to establish a close relationship with learners. Oral
storytelling should be a regular part of the classroom read-aloud experiences.

5.8.3 Book talks

A book talk is an oral presentation by a teacher, caregiver, or learner who tells about a book to
motivate other learners to read it. This builds interest in books and encourages independent and wide
reading. To conduct a compelling book talk, teachers should consider these tips:

e Choose books that you like or that you think learners will enjoy

Have the book available to show learners as you talk about it
e Keep the book talk brief
e Tell the topic and something about the action in the story, but do not tell the plot

e Choose groups of books that share the same theme; talk briefly about each book and how it fits
with the others

e After a book talk, place the book on a table for learners to peruse and consider

5.8.4 Using writing to support children’s literature

Writing and reading go together, as student teachers will learn more about in Literacy Module I11.
Comprehension skills are supported by learners’ development in responding to literature in writing and

writing their own narrative and expository compositions. This is also why student teachers need to
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understand the importance of teaching learners the differences between the features and structures of
narrative and expository texts and support their understanding of how these texts are structured
through graphic organisers.

Activity 12 & = Learning outcome: 10 f

Field Observation
1. Visit a school in your community to learn more about the literature resources available in that school.

2. Complete the field observation form in Appendix 5A during the observation. Instructions for the activity
are included on the form.

5.9

Sources of children’s literature for the classroom
and online resources

In the Zambian context, teachers may find it difficult to provide their learners with rich and varied
children’s literature. They may also be unaware of the various types of sources of children’s literature,
what makes them different from each other, and how to find sources online. Table 5.5 provides a list of
different sources of children’s literature, which is indicated in the table for those that can be found

online.

Table 5.5 Sources of children’s literature

Decodable Books written for the purpose of teaching
readers learners how to read; they teach decoding skills
and include sight words.

Trade book A range of books that largely includes picture ; 9
rade books g gely includes pictu W&ﬂdiﬂ
books, novels, and non-fiction books. Little Voice
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Source

Levelled readers

Description

Books written according to different levels of
readers; levels are systematically determined
by the length of sentences, formatting,
vocabulary, text features, and topics.

Example

32 STEP mmaREADING'

1 Am Smart

G, .

P
Suzy Copeezi

by
ilusiratest oy Eren Unfen

Graphic novels

Comic strips developed into full-length stories;
they are heavy with illustrations or images
linked to text.

Poetry Literature that is shorter in form written to
express feelings and ideas; it has a certain style
and may or may not rhyme.

Children’s Periodicals issued weekly, monthly, quarterly

magazines with articles and illustrations that are related to
a specific theme.

Digital books Books that are scanned and uploaded to be
read online; some may include interactive African
features like audio or hyperlinks to definitions Sto ry book
of words in the text.

Audiobooks Books read and recorded onto compact discs storybookszambia.net

(CD) or other media formats that can be
downloaded and listened to on phones, tablets,

or computers.
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Description

Video recordings | Some books can be found and read by people storylineonline.net

on YouTube or other websites.
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Activity 13 & Learning outcome: 11 /

1. Complete the survey below to see how familiar you are with the various sources of children’s literature.
2. Circle the sources of children’s literature you were least familiar with (the first two columns).

3. Turninyour survey to the lecturer.

What is your familiarity with children’s literature?

Explanations: For each form of children’s literature, tick the appropriate column that describes your

familiarity.

Sources Little to no Know what they Know what they Know what they

exposure, not are but have had are, have had alot | are, have had a lot
really sure what minimal exposure of exposure of exposure, and
these are know where to find

them

Decodable readers

Trade books

Levelled readers

Graphic novels

Poetry

Children’s magazines

Digital books

Audiobooks

Video recordings

Other: Is there
anything not on the
list that you could

share?
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Activity 14 ; S Learning outcome: 12 /

Learn more about how to find reading materials online and how you can use these materials in your future
classrooms. You will need access to the internet. The instructions are included below.

Webquest: Online Reading Resources

This Webquest will help you to become familiar with online resources that are helpful to teachers
when teaching children’s literature. You will need to explore each website and complete the
guestions for each one.

Websites and Questions

www.africanstorybook.org

What did you find useful about this website? Could you use this resource to support your

reading instruction? If so, how?

www.storyberries.com/category/african-stories-for-kids

What did you find useful about this website? Could you use this resource to support your

reading instruction? If so, how?
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www.getepic.com

What did you find useful about this website? Could you use this resource to support your
reading instruction? If so, how?

childrens.poetryarchive.org

What did you find useful about this website? Could you use this resource to support your
reading instruction? If so, how?

storylineonline.net

What did you find useful about this website? Could you use this resource to support your
reading instruction? If so, how?
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storybookszambia.net

What did you find useful about this website? Could you use this resource to support your
reading instruction? If so, how?

florida.pbslearningmedia.org/collection/btl07-ex/t/k-1/k1.textcomp

What did you find useful about this website? Could you use this resource to support your
reading instruction? If so, how?

en.childrenslibrary.org

What did you find useful about this website? Could you use this resource to support your
reading instruction? If so, how?
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5.10

Chapter summary

This chapter introduced student teachers to the scope of children'’s literature and its value. The various
oral and written children’s literature genres were explored, including narrative, expository texts, and
multicultural literature. Student teachers learnt that comprehension skills can be taught through
children’s literature and that there are guidelines for choosing appropriate books for teachers to use in
the classroom but also for learners to consider when they choose their own books for reading
independently. Three simple ways for teachers to integrate children’s literature in the classroom were
highlighted: 1) independent reading, 2) shared or guided reading, and 3) read alouds. It was also
discussed how important it is for learners to read widely, critically, and strategically. Teachers can
support wide reading by providing learners with time to read independently and by introducing books
to learners through book talks. Critical and strategic reading emerges through instruction using
children’s literature. The importance of children’s literature in literacy development cannot be
overemphasised. It lays a strong foundation on which reading and writing skills are built. Learners must
be exposed to a wide variety of literature to benefit wholly from it for their moral and literacy
development.
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5.11

Assessment of learning (\(Oﬁ

1. What is children’s literature, and why is it important? Include at least three values mentioned

in the chapter and how you personally relate to these values.

2. Distinguish the key differences between oral and written literature and emphasise why oral

literature is valuable to the classroom.

3. What are the differences between narrative and expository text, and what are the

implications of these differences to teaching and learning?

4. Explain the importance of multicultural literature and what teachers should remember when

selecting multicultural literature for the classroom.

5. Why is age appropriateness important when choosing literature for learners, and what

should teachers consider when determining if a book is appropriate?

6. Give three reasons why children's literature is essential to literacy development.

5.12

Supplemental materials

African Storybook Project:
Children’s Poetry Archive:
Edutopia:

Goodreads:

How to create a praise poem:

Zambian Story Tellers:

africanstorybook.org

childrens.poetryarchive.org

edutopia.org/article/22-diverse-book-choices-all-grade-levels

goodreads.com/shelf/show/multicultural-literature

hmhco.com/blog/how-to-write-a-praise-poem

library.ucsd.edu/dc/collection/bb46461452
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Appendix 5A

Field observation form

Explanations: Complete the chart for your assigned school. You will need to observe three different
classrooms as indicated on the chart. If the school has a library, you will also need to visit the library.

Observation Questions

Grade 1 Classroom

Was there a classroom library? If so, describe the classroom library. Who has access to the library?
Are the learners permitted to take books home? If learners cannot take books home, when can they
access them? If there is not a classroom library, describe the reading materials that exist in the
classroom and learners’ access to them. What types of reading materials are there? Are there enough

materials for all the learners? What is the condition of the reading materials? Describe any other
relevant observations.
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Grade 3 Classroom

Was there a classroom library? If so, describe the classroom library and learners’ access to the library.
If not, describe the reading materials that exist in the classroom and learners’ access to them. What
types of reading materials are there? Are there enough materials for all the learners? What is the

condition of the reading materials? Describe any other relevant observations.
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Grade 5, 6, or 7 Classroom

Was there a classroom library? If so, describe the classroom library and learners’ access to the library.
If not, describe the reading materials that exist in the classroom and learners’ access to them. What
types of reading materials are there? Are there enough materials for all the learners? What is the

condition of the reading materials? Describe any other relevant observations.
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Library
(If there is no library, do not complete this section.)

Describe the library and the reading materials that exist. What types of reading materials are there?
Are there enough materials for the range of grade levels in the school? What is the condition of the
reading materials? How do learners access the materials? How is the library organised? What does

the library look like? Describe any other relevant observations.
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Module Summary

Good work, student teachers! You have made it to the end of Literacy Module Il and are well on
your way to becoming an exceptional teacher. This module built on the five main components of
literacy taught in Literacy Module | and introduced you to children’s literature.

In chapter 1, you learnt about reading fluency, the ability to read text accurately with an appropriate
pace and prosody (expression), and its connection to other early literacy skills like phonological
awareness, phonemic awareness, the alphabetic principle, and decoding skills. When learners can read
fluently, they spend less effort on reading and more effort on comprehending what they read. You
learnt that fluency is taught through explicit instruction that provides opportunities for learners to
practise, practise, practise. You also learnt some specific techniques for teaching fluency—partner
reading, echo reading—and assessing fluency—running records.

Chapter 2 introduced you to vocabulary instruction, how it should be taught, and how it should be
assessed. You learnt that the words we hear, read, and understand (receptive vocabulary) may be
different than the words we use to express ourselves (expressive vocabulary). There are also different
levels of word knowledge. Recognising a word and having some understanding of it is not the same as
being able to use the word in context. You explored the three tiers of vocabulary and found that when
teachers choose vocabulary words to teach, they focus on Tier 2 words. You also learnt that when
teaching words, you should use learner-friendly definitions that capture the essence of the word.
Finally, you learnt various ways teachers assess vocabulary—multiple-choice, true/false, and
identifying synonyms/antonyms.

Chapters 3 and 4 taught you the best practices for teaching listening and reading comprehension.
Although both chapters taught comprehension skills, learners develop listening comprehension skills
first. Thus, with a strong foundation in listening comprehension skills, learners can transfer what they
have learnt to reading comprehension. Some of the key takeaways from these chapters is that all
comprehension lessons should explicitly teach learners the strategies needed to comprehend the
specific text used for instruction—narrative or expository. Another is that teachers should support
learners’ comprehension with graphic organisers, which help learners conceptualise the structure of
the text. Finally, all lessons should be accompanied by varying levels of questioning so that some
questions recall basic information and others encourage higher-order thinking.

In chapter 5, you learnt about some of the narrative and expository genres and subgenres of children's
oral and written literature found in print and digital formats. Although many schools may lack the
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resources to provide a rich selection of children’s literature, you must be aware of what exists. That
way, you will understand how to use what your classrooms have available. Finally, you are encouraged
to think innovatively about the texts used to teach literature.

You should be filled with pride at how far you have come in your preparation to become a primary
grade teacher. The knowledge that you have gained has provided you with a strong foundation in
the research-based practices that have been most effective for teaching literacy. May you continue
to learn and develop your abilities to become the best teacher.
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Glossary

Accuracy

A measure of a learner’s ability to read text without
errors; a good reader reads with little to no errors.

Assessment

The process of gathering information to better
understand learners’ strengths and weaknesses.

Assisted reading

A fluency intervention to build fluency skills in which a
struggling reader is supported by a proficient reader—
peer, teacher, parent—who provides immediate
feedback.

Automaticity
The ability to read words quickly and accurately.

Background knowledge

Knowledge learners gained both formally in the
classroom and informally through life experience.

Character

A participant in the story.
Example: protagonist, the main character; antagonist, the
character opposed to the main character.

Children’s literature

Oral or written materials of high literary quality for
children. May include books and magazines as well as
oral forms like poems, stories, and riddles.

Climax

The highest or most important point in the plot of a
literary work.

Cognitive load
The amount of information that working memory can
hold at one time.

Cold read
An assessment strategy in which a learner is asked to
read an unseen text for the purpose of a running record.

Conceptual knowledge
The knowledge of word meaning as provided for in the
context within which it is used.

Context clue
A word or idea surrounding an unknown word in a text
that helps a learner infer meaning.

Decodable text

Text in which most of the words connect to phonics
instruction and curriculum materials.

Denouement

The final part of a literary work—such as a play, film, or
narrative—when conflict is resolved.

Echo reading

A fluency intervention during which a teacher reads
aloud a text by phrase or sentence, modelling
appropriate fluency, and then asking the learner to
repeat it back. Also known as choral reading.

Explicit learning

A systematic method of teaching which is carried out in
clear steps, where teachers check for understanding, and
encourage active participation from all learners.

Expository
Non-fiction texts that give facts and information about a
topic.

Expressive vocabulary
A bank of words learners can use in speech or writing.

Fiction
Literature created from the imagination, not presented as
fact. It may be based on a true story or situation.

Figurative language

The use of words or phrases that mean something more
or different from their literal meanings of the words.
Example: metaphors
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Figure of speech

A form of expression used to convey meaning or
heighten effect by comparing one thing with another
thing that has a familiar meaning or connotation.

Foil
An incorrect choice on a multiple-choice assessment.

Frustration level

A measure of a learner’s ability to read texts with 89% or
less accuracy. Texts that are inappropriate for
instructional use or independent reading.

Genre
A category of literary composition with its own
distinctive style, form, or content.

Graphic organiser

A teaching and learning aid used to present information
and ideas in a way that is easy for learners to
comprehend.

High frequency word
A word that occurs most often in written materials.

Implicit learning
Learning that happens naturally in day-to-day life
without awareness.

Independent reading level

A measure of a learner’s ability to read texts with 99% or
higher accuracy.

Inferencing

A meaning making process where readers draw a
conclusion by using available information in addition to
background knowledge and experiences

Instructional level

A measure of a learner’s ability to read texts with 90% to
94% accuracy.

Learner-friendly definition

Using everyday language to help learners make sense of
a new word by providing an explanation they can relate
to and understand.

Listening comprehension

The ability to understand spoken language to extract and
construct meaning.

Miscue analysis

An assessment that helps teachers see if there are
patterns in the errors. Can help teachers provide
feedback and targeted instruction.

Multicultural literature

Literature that embraces many different people’'s way of
life, including those marginalised in society.

Narrative

Any type of writing that relates a series of events.
Includes both fiction (novels, short stories, poems) and
non-fiction (biographies, news stories).

Non-fiction
Writing that is about facts or real events.

Oral reading fluency

A measure of a learner's ability to read texts accurately
and at an appropriate rate with expression or prosody.

Partner reading

A learning strategy for developing fluency in which two
learners are paired to read a shared text.

Phrase-cued reading
A text used to train learners to recognise the natural
pauses that occur between phrases in reading.

Picture book

A text or book format in which both words and
illustrations are essential to the meaning of a story.

Plot
The organisation of incidents in a narrative.

Point of view

The perspective of the narrator of the story. Refers to
whether a story is written in the first person, second
person, or third person. First person: stories told from a
character's perspective, uses the subject ‘I'. Second
person: stories that use the pronoun ‘you’; the reader is
part of the story. Third person: stories told by the
narrator about other characters.

Predictable text

Text that provides multiple repetitions of words and
phrases. Allows learners to memorise the patterns and
make predictions using the pictures.

Prosody

The process of reading with expression and appropriate
phrasing.
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Rate
The speed of reading.

Read-aloud

An instructional practise during which a teacher, parent,
or guardian reads a text aloud to a learner.

Reader’s theatre

A fluency activity where learners are divided into small
groups to practise and perform a script.

Reading comprehension

The ability to understand information presented in a
written form.

Realia

An instructional strategy in which real things or concrete
objects are used to build vocabulary.

Receptive vocabulary

All the words learners know in conversation or while
reading. Includes spoken, written, and signed words.

Repeated reading

A fluency activity where learners practise reading the
same text multiple times until desired fluency levels are
attained.

Running record
An assessment tool that provides insight into a learner’s
reading as it is happening.

Schema

A mental framework containing the background
knowledge and prior experiences with a topic, concept,
or idea help make connections with newly learnt
information.

Setting

The place and time a story occur in.
Example: a market in the morning; a house after dinner.

Sight word

A word that learners are taught to recognise instantly. In
English, these may be decodable.
Example: ‘the’, 'to’, ‘of’, ‘a’, ‘come’, ‘by’, ‘which’

Story grammar

The system of rules used to describe consistent features
found in narrative texts.

Story map
A strategy that uses a graphic organiser to help learners
explore elements of a story.

Story retell
An instructional practise or strategy involving
reconstructing a story that learners have read or heard.

Subgenre
A category or subdivision within a genre.

Text comprehension strategy

A conscious plan or set of steps used to make sense of
text or skill. Enables a reader to extract or construct
meaning from the written word.

Text feature

Component of a story or article that is outside or apart
from the main body of a text.

Example: table of contents, index, glossary, pictures, and
captions.

Text structure
The way information is organised in a text.

Theme

The main idea or thesis of a particular literary work. The
main lesson learnt from a novel or story.

Timed repeated oral reading

An instructional practise or strategy for monitoring
learners' fluency development under timed conditions.

Translanguaging

Purposeful pedagogical alternation of language use in
spoken and written forms and receptive and productive
modes.

Vocabulary

The collection of words that we use to communicate
with one another.

Words correct per minute

Calculating the ratio of words read correctly and
accurately per minute. Often abbreviated as WCPM.
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