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Teaching Reading Comprehension Through
Collaborative Strategic Reading

SHARON VAUGHN AND JANETTE KETTMAN KLINGNER

This article provides an overview of collabora-
tive strategic reading (CSR) as an approach to
enhancing the reading comprehension skills of
students with learning disabilities. The following
four strategies that encompass CSR are pre-
sented: Preview, Click and Clunk, ‘Get the Gist,
and Wrap-Up. Procedures for implementing CSR
with collaborative groups and téchniques for
teaching reading comprehension |skills to stu-
dents with learning disabilities are iprovided. The
role of the teacher in enhancing the implementa-
tion of CSR is described, and sarpple teaching
vignettes are included. |

erhaps one of the most impressive findings from

the considerable research condycted with chil-

dren with learning disabilities in the last decade is

the extenr to which they can participate in cogni-

tively challenging academic activities if they are
provided with appropriate supports ([Gersten, Baker,
Pugach, Scanlon, & Chard, in press}. This is particularly
significant because research has docurhented that the
children’s level of performance and the positive out-
comes that ensue are far beyond what would be expected
based on their reading levels (Carnine 1989 Graham
& Harris, 1994; Klingner & Vaughn, |1996; Kiingner,
Vaughn, & Schumm, 1998; Lee & Fradd, 1998). This
suggests that, in addition to the mare fundamental skills
frequently associated with reading instrucdon for chil-
dren with reading disabilities (e.g., phonemic awareness,
word analysis, fluency), most reading programs would
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benefit from comprehension strategy instruction, which
currently is rarely provided.

For example, a year-long study of the instructional
practices for reading used by special educaton resource
room teachers who taught primarily students with learn-
ing disabilities (Vaughn, Moody, & Schumm, 1998)
reported an absence of instruction in reading compre-
hension strategies. Knowing that reading instruction has
been a hotly debated topic, Vaughn et al. followed up
teachers several years later to determine the extent to
which their reading instruction had changed. They
found converging evidence across teachers supporting
the findings from the initial study. Teachers provided lit-
tle or no instruction in reading comprehension (Vaughn.
Moody, Hughes, & Reiss, 1998), Pressley and colleagues
revealed similar findings from a cohort of fourth- and
fifth-grade tcachers (Pressiey, Wharton-McDonald,
Mistretta-Hampston, & Echevarria, 1998) and in first-
grade classrooms (Wharton-McDonald, Pressley, &
Hampston, 1998).

Recently, we have been interested in the extent to
which we could organize successful reading comprehen-
sion strategies (¢.g., main idea, prediction) in a way that
would take advantage of the knowledge of how instruc-
tional conversations facilitate learning (Goldenberg,
1993) and would assist students in learning to “question
the author™ when they read (Beck, McKeown, Hamilton,
& Kucan, 1998, p- 67) and in peer-facititated learning
(Palincsar & Brown, 1984). We were aware that a large
barrier to teachers’ implementing small-group instruc-
uon is the difficulty of having student groups be highly
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functional without ongoing adult support. Therefore, we
decided to embed these comprehension strategies in a
caoperative grouping format (Johnson & Johnson, 1989)
that would be organized to facilirate student learning in
small groups. Hence the name collaborative strategic

reading (CSR).

COLLABORATIVE STRATEGIC READING

Which Reading Comprehension Strategies
Are Taught?

! am overwhelmed by how many reading comprebension
strategies there are to teach. The book | used in college
listed over 14 different veading comprebension skills stu-
dents needed. Do students really need to learn afl of these
strategiest—Mrs. Rankin, middle schos! resource room
teacher

Increasingly, reading experts are suggesting that stu-
dents are hetter off learning a few reading comprehen-
sian strategies very well rather than being bombarded
with a new strategy every month. Providing too many
strategies teaches students that, if they wait long enough,
this too will pass, and that it isn’t really important that
thes fearn it. Pikulski (1998) argued that sound pedagogy
in reading comprehension instruction jwould call for
reaching four or five strategies. Furthermore, the stu-
dents benefit when the strategies taught are emphasized
consistently throughout the grades. For example, at

Flarminge Flementary Schoal in Hialeah, Florida, most

of the weachers, even across grade groupings, teach the
same four comprehension strategies. I\irs. Durell, the
learming dimabiliies specialist at this school, explained
why this 1y so helpful: *I emphasize thg same reading
wamprehension strategies with the studgnes with learn-
ing disabilities. Then they can really apply them in the
tlassraam. B really boosts their confidence.”

The following four reading comprehehsion strategies
are taught throwgh collaborative strptegic reading
SR proviesing and predicting (Preview), monitoring
tor understandimy and \‘u('ahu|ary knrowl dgc (Click and
bk mam vdes (Ger the Gist), and self-questioning
aned passage understanding (Wrap-Up). i These reading
coanprehension stratepies have been demonstrated to be
cffectve m enbanong students” understanding of text, as
well as i improving skidls ar reading fof meaning for a
range of learming nvpes, meluding students with learming
disalnhvies, low achwvers, and seudents who are not
natve Fnghsh langoage speakers (Klingner & Vaughn,
Potn, Pabinesar & Hrown, 1984, Wong, 1979 Waong &
[ones. 19825 Furthermaore, these strategies have been
effectine with a range of grade levels including elemen-
tan. muddle. and high school students {Alfassi, 1998;
Rosenshine & Mester, 19494).

How Are Reading. Comprehcnsion
Strategies Taught?

Each of the four reading comprehension steategies s
taught to the class as a whole by the classroom teacher e
the special education teacher. The teacher describes the
strategy, models its use, role-plays the implementanon ot
the strategy with the class, and calls on selected studenta
to demonstrate the implementation of the strategy  The
strategy is applied regularly (several times 4 weeky with
expository text (e.g., during reading and language arts,
with newspapers or student papers, during social stidics)
until all students understand and can use the siratcyn
with confidence, This nay rake 2 to 3 weeks with vounger
students (third-graders) or 1 week with older sandents
{middle and high school students).

Each of the strategies is taught separately, and proce
dures for integrating them are provided by the teacher
after the students acquire two of the four strategies. Both
Click and Clunk and Get the Gist are practiced during
reading. These strategies contrast with Preview, which
occurs prior o reading, and Weap-Up, which aconrs
after reading. The sidebar provides a visual overview of
each of the strategies and when they arc used. A deserip-
tion of how each of the four strategies arce taught follows.

PREVIEW. The purpose of the Preview is 1o motvate
the students” interest in what they are reading, to activane
background knowledge, and to assist the students in gen-
erating predictions about the text to be read. Students
are taughr to scan the material quickly, looking for clues
about the story, the context, the setting, the main char
acters, and the critical features of what they are gaing 10
read. Students are provided with about 2 to 3 minutes
to preview the text while searching for information tn
assist them in formulating predictions and connecting
their prior knowledge on the subject with their anticipa-
tions of reading content. Students are then provided
with about 6 minures to discuss what they have learned,
to develop predictions, and to share the connections they
have made between what they already know and what
they are abour to read. The goals of Preview are for stu-
dents to (a) generate interest and enthusiasm for what
they are about to read; (b) stimulate their background
knowledge, previous experiences, and vocabulary refaced
to what they are about to read; and (c) provide an oppur-
tunity for them to develop hypotheses about what they
will read and predicdons about what they will learn,
Mr. Ortiz taught students to Preview by asking them
to think about the previews that they had seen when they
went to the movies. “Tell me, when you see a preview,
how long does it last? . . . That’s right, it only lasts a cou-
ple of minutes. What do you learn from the preview?
He then prompted the students to consider what they
learned about setting, characters, genre, history, and so
forth. He asked questions such as “What do you learn
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STEPS IN COLLABORATIVE
STRATEGIC READING

Preview

We preview before reading. Previewing has two steps:

* Praimstorming. Think about what you already know
about the topic _

* Predicting. Find clues in the title, subheadings, or pic-
tures about what you will learn. Skim the text for key-
words that might give you hints.

Click and Clunk

We find clicks and clunks while we are reading. When
we understand what we read, everything “clicks” along
smoothly. Bur when we don't understand, “clunk,” we
stop. When we get a clunk, we use the following fix-up
strategies to figure out what the clunk means:

¢ Reread the sentence with the clunk and the sentences
before or after the clunk, looking fur clucs,

* Reread the sentence without the word. Think about
what would make sense.

* Laok for a prefix or suffix in the word.

* Break the word apart and lock for smaller words,

¢ Use a picture.

* Ask for help.

Get the Gist

We ger the gist after reading each paragraph or section
of a passage. To get the gist means to surmmarize or
restate the most important idea. Do not include thelsup-
porting details. State the gist in your own words tsing
the following cues:

* Decide who or what the paragraph is mosdy about
(the topic).
* Name the most important idea about the topic,

Wrap-Up

We wrap up after finishing the day' n.';ldlng assagnr*‘lcm
Wrap-Up inciudes:

= Asking (teacher-like) questions abour the PaAYYagT
* Reviewing by thinking about what was impertang thar
you learned from the day's reading assignmem.

Compliments and Suggestions

W think of a compliment 10 give the pervan o the
right about how they did in todays activiry. We phase
compliments and gve suggestuons 1o help da better nex
tme.

Note From Strateqies for Teaching Studunts vatt  oe’r g arfl
Behawior Problerns i 214 Fugure % 16 e 7. 5 Bos gead
Vaughn, 1938, Bostgr Aslyr & Baonr Logipwgre © 1R Ly [X S
Bacon Repnoteq wetr peert s
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trom the clothing the characters wear? What do you
learn from the buildings, cars, and rerrain where the
maovie s filmed?” He also asked students if they had ever
seeh a preview and made predictions about what the
mevie woukd be about or how much they might like it
and turned our to be wrong. Then he told students that
he was going to ask them to develop previews, He
wanted them to “very quickly™ scan a text and o deter-
mimge

* what their reading is abour,
* what they already know about the reading; and
* what they want t learn fronn reading the rext.

Now Mr. Ortiz demonstrated how to preview, He pro-
vicled all his students with a brief reading (2-3 pages;
vapy, book, or newspaper). e said ro them, “I am going
tor show you the kinds of skills you need 1o use when you
preview.”

i Fast, Iread the tithe,

2 Necond, 1 look to sce if theve ave any pictures, din-
grams, figures, or tables to belp me better under-
stawd what 1 ane abont to read.

i Third, read cach beading and think about whar it
HIOANs.

+ Fourth, ook for key words thar are either in bold,
underiined, or i italics and 1 consider what they tell
e ahout the reading. _

S AF 1 bave time, 1 read the first pavagraph and the
dust pavagraph.

Now. | am going to do ir.

[e tlked aloud o students about how he was imple-
menting each of the components of the preview. Then
he said to them, “Okay, now I am réady to tell you what
I think this reading is abour, what I know about it, and
what | predict I will fearn. [ am going to write these on
the hoard so that, when ] finish reading, I can see if | was
right and I can add information to my list.”

On a separate day or later that same day, Mr. Ortiz
asked a group of students to sit in a cirele in the front of
the room and to demonstrate the Preview strategy for
the entire class. He provided all students with the same
reading and asked them to model for the rest of the class
how they would apply the Preview strategy. Mr. Ortiz
provided support, feedback, and guidance as the group
of students demonstrated the process for the entire class.
He provided multiple opportunities over the next week
to use the Preview strategy with the class as 2 whole and

in small groups until all students were able to preview
with ease. '

CLick AND CLUNK.  The purpose of Click and Clunk
is to teach students to monitor what they are reading and
to think about information in the text that they know
more about and information that is causing them diffi-
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culties. Many students with learning disabilities display
inactive learning styles (Torgesen, 1981) in which they
appear more passive as learners and less engaged with
the learning task. This inactive learning style is often a
batrier for students in acquiring information from text
and knowing when to use fix-up strategies to repair what
they don't know. For example, Bos and Filip (1984)
revealed that students with learning disabilities are less
able than their nondisabled peers to monitor their com-
prehension while they read so that they recognize that
what they are reading doesn’t make sense or that there is
a word they don't know. As CSR is designed to be used
with expository text, learning to monitor what they read
and stopping and reflecting on what they don’t under-
stand is an important strategy for students with learning
disabilities to acquire. The goals of the Click and Clunk
strategy include

1. Activating students’ self-monitoring so that they are
able to recognize when they are following the infor-
mation in the text and when they are not;

2. Teaching students to identify when they know more
about something they are reading;

3. Providing students with practice in identifying key
words and principles that they do not understand;
and l

4. Teaching students to grapple with thd text and o
consider it an opportunity to understand what the
author is communicating, whar they know and can
contribute, and what else they need to know.

Ms. Lang raught students to Click and Clunk by
describing a «fick as something that “you really get. You
know it just ‘clicks.”” Simultancously, she snapped her
fingers. She continued,

When something dicks, you veally wnderstand ir. It is
sumething that you “get,” and you may even know more
abowt it than what is provided m rext. For example, [
zas vewding u newspaper article this morning abaut how
tv grew tumatees. Well, the article réally clicked for we
because I've been growing tumatoes for 14 years. I really
understovd what the author meant When she said that
yur bave 1o space the young plants @t least 12 inches
apart. o, she mentioned that no matter how burd you
1vy, sume of yuur plants will die. | know that firsthand.

Ms. Lang then proceeded to ask stbdents if they could
remetnber when they read an arricle, magazine picce, or
book in which it really clicked, After students seemned to
get the adea of wex dicking, she explained what o dunk
was. “A clunk iv bke when you run into s hrick wall. You
just really don’t understand the point the author is mak-
ing ar a ward the author is using, Perhaps it is a new
vocabulary word that is central to understanding the
picee. Thats a dunk.” ‘Then she told students thar
she was going to read a short piece aloud o them. She

wanted them to listen carefully and to sec if any of the
words or ideas in the article were clunks for-them. She
asked them to write down their clunks and then told
the students that they would discuss their clunks with the
class as a whole. In this way, she introduced the entire class
to Click and Clunk, In subsequent lessons, she provided
opportunities for students to identify clunks in what they
read, in presentations she provided in class, and when
other students.were providing ideas. In Ms, Lang’s class,
students became real “clunk detectors”—always listening
and reading carefully to determine if there were words or
ideas that required clarificadon. In this way, Ms, Lang was
continually asking students to monitor their understand-
ing when they were reading and listening,

After students learned to recognize clunks, they also
needed to learn to implement the strategies that would
assist them in “de-clunking” difficult words and ideas.
Ms. Lang realized that, although the dictionary can be a
valudble tool, it is not the only strategy for figuring out
the meaning of a difficult word or text. For this reason,
she taught students to use fix-up strategies to assist them
in repairing the meaning of challenging text. These
fix-up strategies are effective when students are reading
expository text, but significantly less effective when read-
ing narrative text. While teaching the students the fix-up
strategies, Ms, Lang had each student write the strategy
on a card, which she called a “clunk card.” These cards
(see Figure 1) served as reminders to assist students in
applying effective strategies when they read.

GET THE GIST. The purpose of Get the Gist is to
teach students how to determine the main idea of a pas-
sage. Mrs. Cally, a special education teacher, noted

For many years, . . . I wonld ask students to tell me the
main idea. Whar would happen is that they would then
either tell mie everything we bad just vead, or they wonld
shrug their showlders and say nothing.

Many teachers have had similar experiences. It seems
that students either have no idea of how to begin to tell
the main idea or repeat everything as though it were the
main idea,

Finding the main idea is frequently touted as an
important reading comprehension skill, and although
many teachers may ask students to tell them the main
idea, few teachers teach youngsters how to identify the
main idea, With Get the Gist, students are taught o
identify the most important point in the text by rephras-
ing the key idea in their own words. Some researchers
have suggested that it is useful to limit the number of
words children can use for summary statements to 10
words or less (Fuchs, Fuchs, Mathes, & Siminons, 1997).
The intent is to assist students in providing the gist in as
few words as possible, while conveying the most mean-
ing and excluding unnecessary details,
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)
Clunk Card #1 Reread the sentence with
the clunk and the sentences before or after

the clunk looking for clues.

Clunk Card%g Reread the sentence
without the word. Think about what

would make sense.

Clunk Card #3 Look for a prefix or suffix

in the word that might help.

Clunk Card #4 Break the word apart and

ook for smaller words.

Figure t.  Framples of clunk cards.

Mrs. Cally taught her students to Get the Gist by
facusing on a two-paragraph section of text at a dme.
While students read the two paragraphs, she asked them
to think about what they are reading and to identify the
most important who or what in the passage. Then she
asked students to tell her what they selected as the most
important who or what. After students provided their
responses, she asked them to provide evidence from the
passage to support their answer. Also, she asked other
students in the roum whether they agreed or disagreed
and what evidence they could provide to support their
view, Students were also asked to list the mdst important
point{s) about the most important who or what. Finally,
she raught students to put it all together in a sentence.
She initially taught students to use this process in a large
group and later by working in smaller groups. Students
listened to the gists written by other groups and com-
pared them. Mrs. Cally asked students to:vote on the
best gist and 1o discuss what made that gist so effective.
She encouraged swudents to consider thi; when they
composed gists in the furure. j

This is how Mrs. Cally demonstrated Get the Gist.
She began by giving students a short passage from the
Weekly Reader. She asked them to read two paragraphs
from the passage and, while they were reading, to think
about what the story was mostly about. After they fin-
ished reading, she wrote the following words on the
board: person, place, thing. Then she told| students to
identify whether the section they just read was mostly
about a person, a place, or a thing. All of the students
agreed that it was mostly about a person. She then asked
them to name the person it was mostly abput, and the
class agreed that it was Thomas Edison. Mrg. Cally con-
dnued, “Good. We all agree that it is mostiyjabout a per-
son and the person is Thomas Edison. Now, | want vou
to tell me the most important point abgut homas
Edison.” As swdents responded, she asked other stu-
dents whether they agreed that the response provided
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was the most important point. If they agreed, they
needed to say why. If they disagreed, they needed to alter
the point to improve it. Finally, she said, “Okay, we've
refined the main point that we read. Now [ want each of
you to write one sentence that summarizes what we said.
Keep your sentence as brief as possible and fewer than
12 words.” Selected students then read their sentences
aloud, and Mrs. Cally asked students to assist her in
determining whether the sentences were good gist sen-
tences.

WRAP-UP.  Wrap-Up i Iike Preview in that it occur
only once during the process, but different because it i
at the end of reading the text rather than at the begine
ning. The purposc of Wrap-Up is to give students an
opportunity to review what they have read o assist with
understanding and remembering what they  have
learned. Also, when students are reading expository e,
Wrap-Up can serve as a study strategy.

Mrs. Royal ininally taught her students to wrap up by
learning o generate questions aboutr what they have just
read. She realived that, for many students, knowing how
toask questinns ahout what vou have read might pro-
duce fairly low-level, detarl questions, o she wrow
“question stans” on 3 hubletin board and raughs her stu-
dents how 16 nse these questian stems to formulare ther
own questions. The queston stems incladed

* What do you think would happen at

* How would you compare and conrasr

¢ How do you think |
been prevented:

s How were o and
the samer Pitferene?

* liow woukl vou interpret

could have



* Who could have made a difference in the ending?
{ What would they have had to
do?

-_—

After students gained confidence and skills in question
asking, Mrs. Royal taught her students to sk questions
that represented a range of difficulty. She taught her sty
dents that questions can be categorized as $10.00 ques-
vons, $20.00 questions, $30.00 questions, or $40.00
questions. She taught them to cansider the following cri-
teria for evaluating questions:

* $10.00 questions are ones where the answer is right
in the text and can be provided in one or two words.

* $20.00 questions are ones where the answer is right
in the text but requires more than a couple of words
to give.

* 330.00 questions are ones where the answer is in the
text but you have to have read the text and o com-
pose the answer yourself based on what you've read,

* $40.00 questions are ones where the individual has
to use his or her own previous experiences and inte-
grate them with what they have learned from the
text, L
Through examples and practice, students learned- to

generate questions that represented a range of difficulty

and to provide answers to these questions. When stu-
dents began to work in a group, they were provided with
colored paper the size of index cards. Each color of paper
represented a question level (e.g., yellow = $10.00 ques-
tion; green = $20.00 question). Thus, depending on the
number of cards they were provided and the color of the
cards, students in the group worked together to generate

a question on one side of the card and the answer on the

back. After the groups finished their work, Mrs. Royal

called on selected groups to provide their $10.00 ques-
tion to the class. Group members called on other groups
to answer their question. The process continued until
the groups were asking each other $40.00 questions.

These question and answer cards can be used for many
purposes, including

* asa review activity for groups who complete their
work carly;

* as a source for a jeopardy game that can ve played
with the entire class or by a small group;

* as questions that will appear on a future test;

* as review questions for studying a large section of
material; and

* as a resource for students who are learning:to write
good questions. .

It is important for students to learn to ask questions

and to anticipate the types of questions that can be aske_ld '

when they read expository text. This assists them-in

learning the types of study skills that will enfance thewe
knowledge and performance in content are

A A L‘|a<~:('¢ [1TRRNY
and in the future.

pr Are Collaborative Groups Used in (.5R?

After students have demonstrate expertise on all of
the strategies previously presented (e.g., Proview, Clak
and Clunk), they are ready to implement these strategies
within their cooperative groups. Coaperative Eroups can
be effective ways for students with diverse learning alul
ities' to acquire information and improve reading com
prehension, Fowever, several features of cooperative
groups must he represented: (a) students need to repre-
sent heterogeneous reading levels, (b} students need 10
have defined roles and need to knaw how to implemen:
these roles, and (c) the groups must have hoth academic
and social goals.

Mr. Jacobs established his cooperative groups, by
ensuring that each of the groups had a better reader and
that the poorer readers were distributed across tie

“groups. Then he made sure thatthe had 4 student wih

strong leadership skills and that there were no studencs
in the group who continually disagreed with cach other.
He then taught all the students the roles in their groups
for implementing CSR. Possible roles inchuded the (ol
lowing:

® Leader; Helps the group implement the assignment
by focusing on the four strategies and ensuring that
each member has opportunities to participate,

* Clunk Expert. Reminds the students of the Steps 1o
follow for figuring out a word.

* Gist Expert. Reminds the students of the steps to tol-
low to figure out the main idea,

* Announcer. Calls on members to read or share an idea
and represents the group when the teacher calls the
groups back for reporting to the class as a whole.

Also, if teachers were asking groups to submit a
report as a group rather than individually, the clunk
cxpert recorded all %lunks and solutions, and the
gist éxpert recorded their gists. The announcer recorded
the Wrap-Up, and the leader recorded the Preview,
After students knew their roles, Mr. Jacobs got the
groups working. All of the students in the group wery
given the Same text to read and, at least inidally, ic
leader selected students to read the text aloud, stopping
after every two paragraphs to Click and Clunk and to
Get the Gist. Initially. Mr. Jacobs asked one student in
cach group to record the clunks and one student ro
record the gists. After students became more skillful in
working in their groups, implementing their roles, and
appiying the strategies, Mr. Jacobs introduced them to

CSR Learning Logs, in which each student recorded
their lcamning.
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CSR Learning Logs

An integral part ot CSR s the CSR Learning Log.
Fearnmg Logs enable students o keep track of learning
a< it happens: They make great study guides when sta-
pled rogether or shipped into a binder or falder desig-
nated for a specitw unit of study, Some teachers create
then own Learning Log forms for students, specifying
the days topic and the seetions of a texthook chaprer that
students are expected w read. Other teachers use generic
forms that can be applied to any reading assignment,

Mrs Danwa reabzed that CSR Learning Logs were
very smlar 1o the K-W-L charts (see Figure 2) that her
students already knew how 1o complete (Ogle, 1986).
Ihus, the Learning Log form that she created for her
studentes {see Figure 3) is similar 1o one developed for
MWL K Wol i a strategy that connects very well
with the Preview and Wrap-Up strategies of CSR. The
A in KWL reminds students to think about what they
already Anow about a opic. The W prowpts them to
think about what they Want to learn (or predict that they
Will learn). Atter reading, the £ assists them in thinking
about what they have Learned. Note that the sample
CSR Learning Log in Figure 3 does not include a spacs
tor students to write their gists, Mrs. Damon, like many
teachers who use CSR, did nor ask students to keep a
writen record of gists, preferring instead to limit seu-
dents toa more quickly accomplished oral discussion of
the man wdea of each section.

K. wWhat do we already Know about this topic?
(mitials of each student go after what they kiow)

-~

All students scan the text for 2 minutes.

W. What do we want to learn? What do we
think the teading will be about?

All students participate in CSR unti] the
entire text is read,

L. What are the most important things we
Learned? List the predictions that were corTect.

Figure 2. Integrating K-W-1, into CSR.
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What Is the Teacher’s Role?

The role of the teacher in implementing CSR is con-
siderable. Initially, the teacher provides the model and
the think-aloud insights that allow each student to see
the strategy at work. The teacher also provides sufficient
examples and opportunities for individual and group
practice, so that each student becomes 2 proficient
implementer of tach of the strategies. After students
become proficient in the use of cach of the strategies, the
teacher models how the strategies are integrated when
teading text. The teacher also provides an overview of
how collaborative groups work and teaches students the
roles and responsibilities of each member of the group.
After the groups are functioning, the reacher’ role is to
guide and provide feedback to groups while they work.

Many teachers find it useful to provide an overview to
the class about what they are going to read prior to ask-
ing groups to implement CSR. This overview can
include

telling students the topic;

connecting the topic to previous lessons;

teaching proper nouns; and

providing instructions about the number of pages to
read, the amount of time for students to work in
their groups, and the activiry that must be cormipleted
when the time is up.

Teachers also find it useful to pull the groups together
and to provide debriefing and whole-class instruction
following the implementation of CSR. During this time
teachers may

* ask annpuncers from the group to identify their
. clunks and to discuss clunks thar several groups iden-
tified; this also provides opportunities €o practice
tclunk strategies;

*:ask announcers from cach group to identify a gist
“from a designated passage, compare gists across
groups, and discuss what makes a gist very good; and

* . give groups an opportunity to ask other ETOUPS ques-
itions that they generated during Wrap-Up.

ConcLusI0N

Teachers who have used CSR report that they appre-
ciate how it gives them a strategy for implementing read-
ing comprehension strategics and study skills with
expository text. They also tell us that they like being able
to include a range of students with diverse reading and
learning abilities. Most of all, teachers tell us that they
enjoy warching their students learn how to learn and
think when they read.



s

Today's Topic

Date
Before Reading: During Reading; Afiter Reading:
PREVIEW CLUNKS WRAP U/P
What I Already Know About the

Topic

What I Want to Learn/
What | Predict I Will Learn

Queations About the Important
Ideans n the Passage

What I Learned

Figure 3.  Fxample of 2 CSR Learning Lag.

ABOUT THE AUTHORS

Sharon Yaughn, PhD, is a professor in the College of Education at
The University of Texas at Austin and director of the Texas Center for
Reading and Language Arts. Her research interests focus on the aca-
demic and social functioning of students with reading and learning dis-
ahilities. Janette Kettman Klingner, PhI}, is an assistant professor at
the University of Miami, Department of Teaching and Learning. She
is the eoordinator of graduate programs in reading and learning dis-
ahilities, and a professor in residence at one of the University’s profes-
siunal development elementary schools. Her current research ihterests
include puecomes for students with learning disabilities inclusion class-
roums and reading comprehension strategy instruction. Address:
Sharon Vaughn, University of Texas at Austin, Dept. of ‘Speciaf
Fducaunn, SZB 36, Austin, TX 78712-1290.

REFERENCES

Alfassi, AL (1998). Reading for meaning: The efficacy of regiprocal
teaching 1n fostering reading comprehension in high schéol st-
dents o remedial reading classes. American Fducational Research
Juurnal. 35, 309-332,

Beck. I 1. McKeown, MG, Hamilwon, B 1, & Kucan, [ (1998,
Sprng/Summer). Geing at the meaning. American Educarot, 22(1),
LUSYER .

B, G5 & Bilip, 1) (1984, Comprehension monitoring in learning
divabled and average students. Journal of Learning Disabilities, 17(4),
2M-233, i

Carmne, 13 (1989, “Leaching enmplex content to leamning disabled
students: The rede of eehnalogy. Exceptional Children, 55, 324-533.

Fuchs, D)., Fuchs, L. 5., Mathes, P. (5., & Simmons, D.C. (1997.|. IPeer—
assisted learming strategies: Making classrooms more respogsive o

diversicy. American Education Research Journal, L), 1?4—2(?6. .
' ) : Scanfon, D., & Chard,D. (in

Cersten, W, Baker, M., Pugach, M., lon, : Hing. Tn

press). Contemporary research on special education teaching.

V. Richardson (Ed.), Handbook on rescarch an traching (Aih ed 1 Noew
York: Macmillan.

Goldenberg, L. “993). Instt‘l.l.ctim\ﬂ LONVETSATONs: Prmnnlmg i
prehension through discussion. Beading Teacher, 46, 116- 324

Graham, $., & Harris, K. R. (1994). Implications of constractivism b
“ teaching writing to students with special needs. The Jourmal of
Special Educatian, 28, 275-189.

Johnson, D. W., & Johnson, R. T. {1989). Cooperative learning: Wha
special educarors need to know. Tée Pointer, 77, S-10.

Klingner, J. K., & Vaughn, 5. {1996). Reciprocal teaching of reading
comprehension strategies for students with learning disabilines
who ust English as a second language. The Elemtentary School
Journal, 94, 275-293.

Klingtier, J. K., Vaughn, 5., & Schumm, J. §. (1998). Collaborauve
strategic reading during social smdies in heterogencous fourth
grade classrooms. The Elementary School Journal, 99(1), 3-22.

Lee, (0, & Fradd, §. (1998). Science for all, including students from
non-English language backgrounds. Educational Researcher. 17141,
12-21. -

Ogle, D. M. (1986). K-W-L: A teaching model that develops acive
reading of expository wxt. Reading Teacher, 39, 564570,

Palincsar, A. S., & Brown, A. L. (1984). The reciprocal teaching ol
comprehension-fostering and comprehension-inonitoring activ
ties. Cognition and Instructfon, {, 117-175.

Pikulski, J. J. (1998, February). lmproving reading achicvement: Mujor
instructional considerations for the primary grades. Paper presented ae
the Commissioner’s Second Annual Reading Conference, Austin,
Texas.

Pressley, M., Wharton-McDonald, R., Mistretta-Hampston, &
Echevarria, M. {1998). Literacy instruction i 10 fourth- and fifth.
grade classrooms in upstate New York. Seientific Studies of Reading.
2, 159-194.

Rmenlslslj.nt, B., & Meister, C. {1994). Reciprocal teaching: A review of
the research. Review afF.du:alinmf Research, 64, 476=530. 4 een

‘[orgesen, J. K. (1981). The relationship between memory and aien-

[mifm irlJ learrEing disabilivies. Exceptional Education Quarterhy, H3).

51-59,
Vov. 24, No. 5, M 1883 201

-



Vaughn, $.. Moody, 8., Hughes, M. T., & Reiss, M. {1998). Reading
instrauction in the resmerce room: A foliow-up. Manuscript in preparation.

Vaughn, §., Moody, 5., & Schumm, J. 5. (1998). Broken promises:
Reading instruction in the resource room. Excepiional Children, §4,
211-226.

Wharton-McDonald, R., Pressley, M., & Hampston, J. {1998).

1 steracy instruction in nine first-grade classrooms: Teacher charac-

teristics and student achievement. The Elementary School Journal
99(2}, 101~128.
Wong, B. Y. L. (1979). increasing retention of main ideas thraugh
questioning strategies. Learnimg Disabiliry Quarterly. 2, 4247
Wong, B. Y. L., & Jones, W' (1982}. Increasing meta-comprehension
in learning disabled and normally schieving students through self-
questoning training. Learning Disabiliry Quarterty, 5. 228-240.

jcontimued from p. 283)

Rose, T, L., & Beattie, |. R. (1986). Relative effects of teacher-directed
and taped previewing om oral reading. Learming Disability Quarterly.
92.193-199,

Royer, ). M. (1997). A cogmitive perspective on the assessment, diag-
nosts, and remediation of reading skills. In GG. Phye (Ed.), Handbook
of academic learning (pp. 199-234). San Diega, CA: Academic Press.

Royer, ]. M., & Sinatra, G. M. ({994). A cognitive thenretical approach
to reading diagnostics. Educarional Psychology Review, 6. 81-113.

Salend, 8. )., & Nowak, M. R. (1988). Effects of peer-previewing on LD
students’ oral reading skills, Learning Disatulity Quarterly, 1. 47253,

Samuels, 8. ]. {1979). The method of repeated readings. The Reading
Tracher. 4. ANV-S0R.

Samuels, 8. J. 11987} Informauon processipg abihies and reading.
Journat of Learning Duabilitses. 200 1812

Seruggs, T) E., & Masoopieri, M A 1140%), Tutoning and wrudenrs
with special needs. [n K. Topping & S Ehly (Eds.. Porrediuged
fearming (pp. 165-182). Mahwah. NI Frlhaum

Simmons, . €., Fuchs. D.. Fuchs, I. & Hodge. | P, x Mathes P (.
{1994}, Importance of msireenonal complexry and role reCIpris ity
to classwide peer tutnning. Learmng Dhisabritries Researck o= Practice.
¥ M1B-212

Sindelar, P T (1947). Increasny reading Auency Trachng Excertionad
Children, 19, 596

Sindelar, 2T Monda, L. Foo& OYShea, L] 198 Fffecr o
repeated readings on anstructional- and mastery-level readers
Jaurnal of Educavional Research, 83, 2200224

Brandon Hall School

We would like to remind our
subscribers that Intervention

in School and Clinic 15 not
published between May and
September. Therefore 1t wall be
several months before you recdive
your next issue of /ntervention.
Have a pleasant summer
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