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INTERVENTION STRATEGIES AND ACTIVITIES

You must explicitly teach reading strategies, model using them (Fisher, Frey, & Lapp, 2008; McLaughlin, 
2012), and guide students as they become “marinated” in them (Flynt & Cooter, 2005) so using them during 
reading becomes automatic. In a recent study of students in grades 3 through 8, Fisher et al. (2008) identi-
fied twenty-five effective teachers. These teachers used shared readings to model four categories of strategies: 
comprehension and vocabulary strategies, understanding text structure strategies, and using text features 
strategies. For comprehension strategies, teachers modeled how they activate prior knowledge, summarize, 
infer, predict, clarify, question, visualize, synthesize, evaluate, monitor, and connect passages to the world, 
other text, and personal experiences. When they modeled vocabulary strategies, they looked at word parts 
(affixes, roots, cognates, word families), used context clues, and used other resources, such as peers, dic-
tionaries, a glossary, or the internet. To model understanding text structure, they and their students created 
graphic organizers to illustrate relationships between ideas in compare/contrast, problem/solution, cause/
effect, sequencing, and descriptive texts. Finally, to model how to use text features they explained in detail 
how to read headings and captions; how to study illustrations, charts, tables, and graphs; how to review 
bold or italic words as important vocabulary; how to use the table of contents to predict main ideas and 
supporting ideas; and how to use the index to find a word in the text.

The following activities will help students develop strategies for reading informational text.

ACTIVITY Grades 4–8

Textmasters
Textmasters (Wilfong, 2009) brings literature circles to textbook reading. These textbook circles can be formed 
in a regular classroom or used by reading specialists as they work with groups of four upper-elementary or 
middle-school struggling readers. Like literature circles with fiction, a teacher assigns one task to every member 
of the group. One student is the discussion director, who is responsible for formulating discussion questions. The 
second student, the summarizer, is responsible for summarizing the passage. The third student, the vocabulary 
“enricher,” finds important words and gives definitions for each. The fourth student, the webmaster, is responsi-
ble for creating a graphic organizer of the information.

The students have twenty minutes to read the passage silently and complete their assigned task. Then the 
group spends the next twenty minutes discussing each task and questioning and challenging each other. The final 
ten minutes is used for self-reflection on how they and their peers performed for the day.

If this activity is completed in the classroom, each group thinks of unique ways to present its material (e.g., 
dramatic performance, song, multimedia or art project, Jeopardy game) to the whole class or another audience. 
Wilfong (2009) found the following advantages to this strategy when used in the classroom:

1. Social learning caters to middle-school social needs; students learn from each other especially during discus-
sion and performance time.

2. Students are engaged because they have a duty to perform for their group.
3. Students learn to do different tasks for each session; they learn to take on different leadership roles with peers.
4. They understand the responsibility of being a member of a group.
5. Scores can go up during the research project. For example, Wilfong (2009) found the average score was 

86 percent on the first chapter. On the second chapter the scores rose to 89.3 percent.
6. Students take responsibility for their learning instead of expecting teachers to lecture to them.

ACTIVITY Grades 3–8

Multiple Source Chart for Close Reading and Citing Evidence
The first CCR Anchor Standard for Reading requires students “[t]o read closely to determine what the texts says 
explicitly and to make logical inferences from it; cite specific textual evidence, when writing or speaking to sup-
port conclusion drawn from the text” (p. 10) and Standard 8 requires students to “[a]nalyze how two or more 
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text address similar themes or topics in order to build knowledge or to compare the approaches the authors take” 
(NGACBP & CCSSO, 2010, CCRA for Reading, p. 10).

To facilitate students as they acquire these skills, help them organize their thoughts and the information by 
giving them a graphic table in which to record information. The table shown in Figure 10.6 is based on a study 
of polar wildlife in which students are asked to research and report on two species from polar regions. After stu-
dents have completed their reading and filled out the table, have them present their findings in writing and orally. 
(The blank template for this chart can be found in Appendix D.24.) This chart can be used anytime students are 
asked to read about a topic from multiple sources.

Some possible topics for older students could be oil spills, hurricanes, tornadoes, Jackie Robinson, Rosa 
Parks, Black Wall Street, the Great Depression, the civil rights movement, Japanese internment camps during 
World War II, the Trail of Tears, space exploration, or any appropriate topic that may interest the student. This 
chart is also useful when students are researching multiple online sites.

ACTIVITY Grades 2–5

Science Experiments, Crafts, and Math Games
One way to show struggling readers the importance of reading informational text accurately and interpreting 
it correctly is to have them read about and perform simple science experiments, craft and art projects, or math 
games. You may use the Personal Interest Inventory (see Appendix C.34) to see which area interests the students 
most. Often struggling readers are tactile and kinesthetic learners, and experiments, crafts, and games meet their 

Polar bears’ 
dens

Single room about 6 by
10 feet and 4 feet high;
There is a long tunnel
that leads to the den.

Polar Bears by G. Gibbons (2002). 
Illus. M. Lloyd. Holiday House.

Unpaged

The World of the Polar Bear by  
N. Rosing (2006). Photographs  
by N. Rosing. Firefly Books.

p. 9

Penguins’ 
habits

They live in the sea except when 
they breed.

Polar Wildlife by K. Khanduri (1992). 
Scholastic.

 p. 8

Penguins! by G. Gibbons (1998). Illus. 
by G. Gibbons. Holiday House.

Unpaged

Penguins’ 
food

Krill and other sea
creatures.

Emperor Penguins by C. Hughes, 
online.

p. 6
www.kids.national 

geographic.com/kids/ 
animals/creature 
feature/emperorpenguin/

Penguins’ 
huddles

To stay warm, they huddle close 
together and take turns standing 
in the middle where it is 
warmest. They live in Southern 
Hemisphere

Penguins, by J. Arlington & 
S. Langdon (2009). Gareth Stevens 
Publishing.

p. 27

Penguins! by G. Gibbons (1998). Illus. 
G. Gibbons. Holiday House.

unpaged

Topic Facts Sources Page #/URL

Polar Bears’ 
Habits

They travel many miles in the 
Arctic to find food.

Polar Bears by N. Rosing (2010). 
Photographs by R. Rosing. A Firefly 
Book.

p. 17

Polar Bears by G. Gibbons (2002). 
Illus. M. Lloyd. Holiday House.

Unpaged

Polar Bears, 
Food

Seals, walruses. Small whales, 
fish, other sea life, musk, oxen, 
caribous, and seabirds.

Polar Bears by G. Gibbons (2002). 
Illus. M. Lloyd. Holiday House.

Unpaged

Polar Bears by N Rosing (2010). 
Photographs by R. Rosing. A Firefly 
Book.

pp. 29–40

Figure 10.6 Chart for comparing multiple sources for a topic.
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need to move around and use their hands. Reading directions emphasizes the importance of being able to read 
and comprehend accurately. Permit students to perform the experiment, craft, or game just as they understand 
it from reading the directions, so they learn by trial and error the importance of reading directions correctly. 
Provide inexpensive and safe materials so any possible misinterpretations of directions is not harmful. Science 
experiments are also wonderful ways to incorporate writing, because students can make predictions and keep a 
log of changes throughout the experiments. Read the accompanying Active Learning Box of experiences college 
tutors had when working with tutees. All names are fictitious.

An excellent book to use for science experiments is Rebecca Gilpin and Leonie Pratt’s The Usborne Big Book 
of Science Things to Make and Do (2008); those interested in astronomy may enjoy Kathi Wagner and Sheryl 
Racine’s Everything Kids Astronomy Book (2008), which features facts, trivia, and puzzles. Florence Tempo’s 
Origami Magic (1993) is a great book to use for origami. For struggling readers with a love for math, find math 
learning games that students must read carefully in order to play. Two good books for this are Eric Yoder and 
Natalie Yoder’s One Minute Mysteries: 65 Short Mysteries You Solve with Math! (2010) and Mark Illingworth’s 
Real-Life Math Problem Solving, Grades 4–8: 40 Exciting, Classroom-Tested Problems with Annotated Solu-
tions (2000). Read the vignettes in the box below to see how science experiments can be used to motivate reluc-
tant readers.

BOX: ACTIVE LEARNING

Vignette 1

As part of a course requirement, Mary, an elementary edu-
cation major, was assigned to work with Joe, a third grader, 
twice a week. Each tutoring session was fifty minutes long. 
Mary was encouraged to use science experiments with Joe, 
so she found a recipe to make slime. Mary was convinced 
Joe would love the experiment because he loved science 
and working with his hands. Mary made sure the steps for 
the recipe were written a little below Joe’s reading level to 
ensure success.

Joe was excited and carefully read and followed each 
step. However, he misread the amount of water he had 
to add. Mary remembered from the discussion in her col-
lege class that it was important for the student to per-
form the experiment based on his interpretation of the 
instructions if he was to learn the importance of reading 
instructions carefully. Therefore, Mary let Joe proceed. Need-
less to say, Joe’s slime did not come out with the desired  
consistency.

However, desirable learning did occur. On his own Joe 
said, “Wow! I must have read something wrong! Let’s reread 
the directions.” When he got to the step for adding water 
he realized he read the amount incorrectly. He said, “Man, 
I’m not ready to be a rocket scientist if I make a mistake on 
something so simple!” Joe was not discouraged. He made a 
plea: “I promise to read the directions better if you let me do 
this again.” Of course, Mary did. The small amount of white 
glue and borax powder Joe wasted was worth the learning 
experience.

Vignette 2

Bob, an elementary education major, was assigned to work 
with George, a very active third-grade reader. George could 
not sit still for any length of time. In fact, in the middle of a par-
agraph he would stand up as he continued to read. Because of 
his constant movement, George often omitted words or even 
lines, which resulted in poor comprehension. Bob also noticed 
that George’s fingers were in constant motion as he read and 
that George’s drawings were very detailed and advanced for 
a third grader. George indicated on an interest survey that he 
loved art. Bob decided to try some origami with George.

Wanting George to be successful, Bob wrote the directions 
for constructing an origami frog at George’s easy reading level. 
George carefully read and reread the directions as he meticu-
lously followed each step. The frog was neatly constructed, and 
it jumped! Afterward George asked, “Where did you get these 
directions? I want to do more of these.” Bob showed George 
the book. George picked up another piece of paper, read the 
directions from the book (which Bob thought were too difficult 
for George to read), and made a box that could be inflated. 
Throughout the semester, George wanted to do origami during 
every session. He did not care that he had to read the instruc-
tions in order to correctly construct each object.

Bob also used George’s interest to help his writing skills. 
George did not like to write. However, when Bob invited 
George to write in his own words some of the instructions 
for his favorite origami structures so he could share them 
with friends, George readily agreed. Through the writing expe-
rience, George learned the importance of writing directions 
clearly so others could understand them.
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ACTIVITY Grades K–6

Read-Alouds
All teachers, especially those who teach grades K–3, should give students more access to informational texts. One 
way to do this is through read-alouds. During a read-aloud, a teacher can show students how informational texts 
differ from narrative text and what strategies she uses to make sense of expository text.

First, write on the board any new vocabulary words related to the topic that the students will hear in the 
text. Pronounce the words and give the students ample time to repeat them until their pronunciation is correct. If 
necessary, give a short explanation of the word. Also before reading, you can activate students’ prior knowledge 
by creating a K-T-W-L-E chart (see the explanation later in this section). While making the K-T-W-L-E chart, 
encourage students to generate questions about the topic and list things they would like to learn.

Next, while reading the informational text, show your students how the pictures, charts, and figures are 
used to explain concepts and to give additional information. Also explain that with informational text you do 
not need to start at the beginning and read each page. Demonstrate how to use the index to find and read only 
relevant pages. Also show how on some pages the information is given in boxes and that the order in which one 
reads them does not matter.

Read-alouds should not be limited to trade books—newspapers, magazines, or websites can pique students’ 
curiosity of current events. Demonstrate how you find an article that interests you, and how you connect the new 
information to your prior knowledge. The Washington Post’s “KidsPost,” available online at www.washington-
post.com/lifestyle/kidspost/, features current events and other related articles that interest students in grades 3–8.

Magazines with useful read-aloud articles include the following Scholastic publications:

1. Clifford the Big Red Dog (PreK–K): an interactive magazine that promotes development of early learning skills.
2. Let’s Find Out (K): articles about science, social studies, and language arts topics that reinforce the five read-

ing components of phonemic awareness, phonics, vocabulary, comprehension, and fluency.
3. Let’s Find Out Spanish (PreK–K)—the Spanish version of Let’s Find Out.
4. Scholastic News Magazine (different magazine for each elementary grade from 1–6): each issue has high-

interest articles about current events.
5. Scholastic News Bilingual (different magazine for each elementary grade from 1–6): each issue of this Scholas-

tic magazine is bilingual; students read a page in English and flip the magazine upside down to read the same 
article in Spanish. Each month has two issues—one issue focuses on science topics and one issue focuses on 
social studies.

6. Storyworks Magazine (3–6): each issue is composed of fully illustrated, original children’s literature that has 
engaging reading and writing activities based on the issue’s story.

Magazines for students ages 9 to 14 include:

1. FACES Magazine: explores the people, places, and cultures of the world
2. Cobblestone Magazine: features articles about American historical events
3. Dig: features articles about archaeology
4. Cricket: includes quality fiction and nonfiction and invites students to submit poetry and essays for different 

contests

After reading an informational text selection, help students create graphic organizers to show the relation-
ships between the concepts and help them remember the facts (see graphic organizers later in this section).
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Born in 
Boston

Went to 
school

Worked 
in soap-
and- 
candle 
shop

Worked in 
brother’s 
print shop

Opened 
own 
print 
shop

Got
married

Published 
Poor Richard’s 
Almanac

Represented 
colonies in 
England

Represented 
colonies in 
France

Helped
write
peace 
treaty

Delegate to 
Constitutional 
Convention

Died in 
Philadelphia

1706 1714–
1716

1716–
1718

1718–1723 1728 1730 1732–1758 1765–1775 1776–1785 1782 1787 1790

ACTIVITY

English Learners Grades 4–8

Partner Reading and Content Too (PRC2)
English learners need practice reading informational texts that include technical vocabulary. Partner Reading 
and Content Too (PRC2) is a strategy in which two English learners collaborate on reading a text together. The 
teacher is the silent observer and cheerleader.

First the partners preview the book or passage by discussing the pictures and their captions. Then the part-
ners read a two-page spread silently. Then each partner rereads his page (his side of the text) again and writes 
two questions to ask his partner. After both have completed reading and writing their questions, the first partner 
reads his page orally and asks his questions. The two students discuss the information and answer the questions. 
Then the second partner reads his page orally and they discuss that information and answer his questions. At the 
end of each two-page spread, they write down important vocabulary terms in their personal notebook and write 
definitions in their own words.

ACTIVITY Grades 2–5

Graphic Organizers for Expository Text Structures
“Mapping is thinking: constructing and creating the organizational design of ideas, selecting the information 
that is relevant and sorting this into its proper place, relating all facts to the whole and relating facts to other 
facts, and finally responding with personal reaction to the material” (Hanf, 1971, p. 229). Graphic organizers 
map how ideas are connected in an informational text. Heubach (1995) found that graphic organizers helped 
poor readers comprehend the material, which improved their attitude about informational books. Of course, 
educators know that when readers’ attitudes improve, they will spend more hours reading.

As discussed earlier in this chapter, informational text is usually organized in specific patterns, and graphic 
organizers show how the information within a particular passage is related. Each expository pattern has a dif-
ferent type of graphic organizer. Mosenthal (1994) found that direct instruction in text organizational patterns 
before, during, and after reading improves comprehension and aids contextual understanding.

Note that all graphic organizers should be concise, clearly depict relationships, and be free of clutter. At first 
you should model how to construct the correct type of organizer and map the information. Later you can con-
struct the organizer and have the student map the information. Graphic organizers can be used as a pre-reading 
strategy to see what a student already knows about the topic. During reading, the information can be filled in 
as the reader learns new facts. After reading, the student can use it for recalling the information. Figures 10.7 
through 10.13 show graphic organizers that can be used for various organizational patterns.

•	 Chronology or sequence. The timeline in Figure 10.7 is based on David Adler’s A Picture Book of Benjamin 
Franklin (1990). The graphic organizer in Figure 10.8 depicts the butterfly’s life cycle.

•	 Description or enumeration. Figure 10.9 is based on William George’s Box Turtle at Long Pond (1989).
•	 Classification. A graphic organizer used to show classification should clearly indicate the hierarchy of various 

categories. Figure 10.10 depicts the three levels of government.

Figure 10.7 Graphic organizer: Timeline.

Timeline based on Adler, D. (1990). A Picture Book of Benjamin Franklin. New York: Trumpet Club.
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Moth or
butterfly

Larva or
caterpiller

Chrysalis Lays eggs

Figure 10.8 Graphic organizer: Sequence or life cycle.

Racoon red eyes
spots on shell

brown

rocks–days

inside logs,
under brush–nights

under leaves–rainy

can hide in shell
cannot swim Habitat

AppearanceEnemies

Characteristics

BOX TURTLE

Figure 10.9 Graphic organizer: Description or enumeration.

Organizer based on George, W. (1989). Box Turtle at Long Pond. New York: Trumpet Club.

3 LEVELS OF GOVERNMENT

Federal State Local

Leader—President Leader—Governor Leader—Mayor

Figure 10.10 Graphic organizer: Classification.
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How they are alike

How they are different in regards to

breathing apparatus

type of breathing

body temperature

insulation

hair

HUMANS

y

1. Both are mammals.
2. Both nurse young.
3. Both are warm-blooded.

DOLPHINS

nose blowhole

thinks to hold breath thinks to breathe

98.78 F 98.68 F

fat blubber

body hair all through life only few whiskers at birth

Figure 10.11 Graphic organizer: Comparison/contrast.

Organizer based on Cerullo, M. (1999). Dolphins: What They Can Teach Us. New York: Scholastic.

Magma accumulates into blob

Magma rises into lithosphere

Magma collects in reservoirs

Reservoirs enlarge as hot magma melts rock

Magma rises along pipe that leads to earth surface

VOLCAN
O

ER
UP

TS

Figure 10.12 Graphic organizer: Cause/effect.

Organizer based on Watt, F. (1993). Earthquakes and Volcanoes. New York: Scholastic.
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Move to
California

Problems DUST BOWL Solution

No irrigation systems

No reservoirs

No rain

Crops shriveled

Dust storms

Low prices for crops

Low prices for livestock

Bankruptcy

Lost homes/farms to bankers

Figure 10.13 Graphic organizer: Problem/solution.

Organizer based on Stanley, J. (1992). Children of the Dust Bowl: The True Story of the School at Weedpatch Camp. New York: Trumpet 
Club Special Edition.

card stacking/glittering generalities provides calcium

works faster

doesn’t use systemic drugs

costs less

neutralizes more acid

Tums!

Figure 10.14 Graphic organizer: Persuasion.

•	 Comparison/contrast. Various organizers may be used to show comparisons and differences between two enti-
ties. Venn diagrams are often used for this purpose (refer back to Figure 1.2, p. 5), while Figure 10.11 shows 
a different type of organizer to compare and contrast.

•	 Cause/effect. Figure 10.12 depicts the events that result in the eruption of a volcano. The information is taken 
from Fiona Watt’s Earthquakes and Volcanoes (1993).

•	 Problem/solution. The problem/solution graphic organizer in Figure 10.13 is based on Jerry Stanley’s Children 
of the Dust Bowl: The True Story of the School at Weedpatch Camp (1992).

•	 Persuasion. You can use any advertisement from a magazine or newspaper to show how corporations per-
suade consumers to buy their products. The graphic organizer in Figure 10.14 is based on a Tums advertise-
ment and is an example of card stacking.
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The graphic organizer in Appendix D.30 represents a chart that can be used as a prewriting tool for argu-
ments (see Chapter 12), but it also can be used to demonstrate a reader’s understanding of arguments. Notice 
that the counter argument is stated, but not supported. Teachers of older students may require students to find 
counter argument “facts”; however, the one provided would meet the CCSS Reading: Informational Text stand-
ards through grade 4.

ACTIVITY Grades 5–8

Lesson Cycle
Montelong, Herter, Ansaldo, and Hatter (2010) suggest that teachers working with one struggling student or a 
small group use the following cycle for comprehension of informational text. First, introduce the main vocabu-
lary words necessary to make sense of the information. Next, teacher and students read the passage in unison 
and discuss the information, agreeing on what type of text structure the author used and identifying the signal 
words used in the passage. For example, if the information is given in sequential order, the author will use signal 
words such as first, next, finally. Then teacher and students complete a graphic organizer as they read. (See Fig-
ures 10.7–10.14 for examples of organizers for each type of text.)

Students create their own copies of the graphic organizer and use them to write a summary.

ACTIVITY Grades 3–8

Questioning Technique for Struggling Readers
The CCSS require that all students, including struggling readers, read closely and make inferences while reading 
complex text. When working with struggling readers on a one-on-one basis, Stricklin (2011) suggests that you 
use books at the students’ instructional level and teach them the following strategies:

1. After reading the title, encourage the student to ask “I wonder. . . ” questions. Guide him to consider what he 
would like to learn about the topic. Remember to choose a book that interests the student.

2. While reading, the student should use honest clarifying statements such as “I was confused when. . . . ” Direct 
the student to reread sections that may help clarify any misunderstandings.

3. During and after reading, the student should ask “how?” and “why?” questions so she begins to think on a 
higher level.

4. After reading the student should ask: “So what is the big idea?” This will help her summarize the main ideas 
and not get hung up on unimportant facts.

Once students use these strategies successfully for informational texts at their instructional level, they can use 
them with more complex texts. Allington (2013) posits that if students are initially given reading materials at 
their easy or instructional reading level, they will ultimately be successful readers.

ACTIVITY Grades 2–6

K-T-W-L-E
The K-W-L method was developed by Donna Ogle (1986) as an aid to help students become active readers of 
informational text. This modification of the K-W-L addresses the CCSS anchor standard stating that students 
must “cite specific textual evidence” (NGACBP & CCSSO, CCRA for Reading, 2010, p. 10). The K-T-W-L-E is 
often used in classrooms, but it is also a useful strategy to use individually with a struggling reader. Here are the 
steps involved in using the activity:

1. Construct a chart by dividing a piece of paper into five columns as in Figure 10.15. Label the first column K, 
which stands for “what I KNOW about the topic.” Label the second column T, for “what I THINK I know 
about the topic.” Label the third column W, for “what I WANT to learn about the topic.” The fourth column, 



Copyright material from [Beverly A. DeVries (2019), Literacy Assessment and Intervention for Classroom Teachers, Routledge]

labeled L, stands for “what I LEARNED about the topic.” The fifth column, labeled E, stands for “EVIDENCE 
I found in the text.” In this column, the student provides the source and page number or URL of where the 
information was found.

2. Write the topic across the top of the chart and ask the student to dictate everything she knows about it. 
Perform the role of scribe for young children so they do not withhold information due to spelling concerns. 
During the discussion, find out where and when the student learned the information. That way you will know 
if a struggling reader has learned about bats, sharks, or whales from viewing educational programs on TV or 
from listening to books read by an adult.

3. In the second column ask the student what she thinks she knows about the topic and ask her why she is not 
sure about the information. Again let the student dictate as you transcribe her thoughts.

4. Using the third column, have the student tell you everything she wants to learn about the topic. From this step 
you may find that although the text matches the student’s reading level, it may not contain any new informa-
tion and thus bore her. In such cases, find more appropriate materials for the reader at her instructional level.

5. After reading the passage(s) have the student tell you what she learned.
6. In the last column, help her locate the page in which the information was found. If you begin with only one 

book or website, you can write the source on the bottom of the chart; however, if you read from more than 
one text, write the source and page number or URL in the fifth column.

7. Now go back to the first column to see if all the background knowledge is accurate. Then refer to the second 
column to see if the student learned everything she wanted to. If not, the two of you may want to seek another 
source on the same topic.

Later, consider having the student fill out the K-T-W-L-E chart herself, permitting her to use inventive 
spelling or look up the words. K-T-W-L-E is a helpful strategy to use with a struggling reader because it helps 
you determine the student’s background knowledge. K-T-W-L-E also actively involves the student in the read-
ing process by encouraging her to think about what she would like to learn. Finally, K-T-W-L-E indicates if 
the student comprehended the material. As a variation to keep young students interested in this widely used 
activity, create the chart in the shape of the topic being discussed (e.g., a whale, tree, building). Figure 10.15 
has a short sample of a K-T-W-L-E constructed by a teacher and a student, and Appendix D.25 contains a 
blank form.

K T W L E

Penguins are black
and white
They live up north

I think they lay
eggs
I think they are
always in the
water

Where they live
If they lay eggs
What they eat
What fish eats
them

They live in Antarctic
(South), South
America, southern
tip of Africa and
southern tip of
Australia.
Some penguins have
more colors than
black and white
On land, they live in
colonies

Map, p. 9
pp. 6–7
p. 10

Figure 10.15 Sample of a K-T-W-L-E chart completed by a teacher and student.

Based on Morgan, S. (2005a). Penguins. Laguna, CA: QEB.

Name: Kit Date: 10/13
___________________________________________________________________________________________________________

Topic: Penguins

ACTIVITY Grades 2–5

Inference Training
If a struggling reader does not connect book knowledge with everyday experiences, then learning seems 
irrelevant. Inference training stresses the importance of a student relating the information to her personal 
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life (Anthony & Raphael, 1996). The following is an example of a teacher and a student engaging in infer-
ence training:

TEACHER: Today we are going to read about hurricanes. Do you know anything about a hurricane?
STUDENT: No.
TEACHER: Have you ever heard of a tornado?
STUDENT: Oh yes! My grandpa’s house blew away in a tornado!
TEACHER: What caused his house to blow away?
STUDENT: Really strong wind!
TEACHER: Well, a hurricane is somewhat like a tornado. Both have strong winds and both are natural disasters, 

meaning that nature causes them and not humans. Today we are going to read about the hurricane named 
Andrew. Look at the pictures and tell me where you think it took place.

STUDENT: Some place by an ocean and where there is this kind of tree (pointing to a picture of a palm tree).
TEACHER: That’s correct. Do you know what this tree is called?
STUDENT: No.
TEACHER: A palm tree.
STUDENT: Oh, I think they are in places where it is hot all year long.
TEACHER: Yes, they are. Where do you think the Andrew hurricane was?
STUDENT: I think it was in Texas because it is hot there all the time and I think it is on the ocean.
TEACHER: It is hot in Texas most of the year, but we will have to read and see if Andrew was a hurricane in Texas. 

When do you think Andrew happened?
STUDENT: I think it was in the 1800s; long before there were weather people.
TEACHER: That is an interesting observation; we’ll have to read about it and see if that is true. Do you think it 

was a bad one?
STUDENT: It looks like everything was destroyed and some people were killed (as she looks at the pictures).

The student reads the passage to the teacher, affirming or changing predictions as she reads. The student will 
learn that many aspects of her predictions were incorrect, but she was correct about some people dying.

After reading the passage, the teacher relates the information to the student’s personal experience. Students 
from the Midwest can distinguish hurricanes from tornadoes by looking at the endurance of the storms, the wind 
speeds, and the rainfall.

ACTIVITY Grades 3–8

Question–Answer Relationships (QARs)
Kinniburgh and Shaw (2009) expanded Raphael’s (1986) question—answer relationship strategy in science class 
by having students classify questions into four categories: (1) literal questions for which answers are found in 
one place in the text, (2) literal questions for which answers are found in the text but require students to search 
several places, (3) inferential questions whose answers require students to use the text and their background 
knowledge, and (4) inferential questions that students can answer only by using their background knowledge. 
Make four columns on a whiteboard, poster board, or sentence pockets for younger students, and write ques-
tions for the four categories you will ask before, during, and after the reading. During each phase, read the ques-
tions and ask students to decide in which category the question should be placed. Then they answer the question. 
If the answer is found in the text, students must state where they found the answer. After all the questions are 
discussed, assign another passage from the internet or another book and have the students write questions for 
each category. Kinniburgh and Shaw (2009) found that students were able to answer more questions correctly 
because they were required to determine if the question was literal or inferential and if the answer was found in 
the text or if they had to use their background knowledge.

The following are some example questions based on the online article “Far-Out Foods” (http://ngexplorer.
cengage.com/pathfinder/1011/pdf/pa_teachersguide_1011.pdf):

•	 Literal question, found in one place: “What is an anthropologist?”
•	 Literal question, found in a number of places: “What insects are good for people to eat?”
•	 Inferential question, using the text and background knowledge: “Are termites nutritious?”
•	 Inferential question, using only background knowledge: “Is it possible that Americans consume insects with-

out even knowing it? If so, when or how?”
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Strategies and Activities to Use Before Reading

ACTIVITY Grades 1–8

Survey of Text Features
This strategy allows you to help a student examine the features of a textbook to predict what he will learn. (Some 
trade books have the same features.) First, encourage him to look for the text features that aid the reader. Using the 
table of contents, for example, helps struggling readers sort out main ideas from unimportant details (Bluestein, 
2010). It can also help them to identify and follow the text’s organizational structure. By looking at a detailed table 
of contents, you can help students create timelines if the information is given in chronological order. For chap-
ters organized descriptively, comparatively, or according to some other system, you and your students can create 
graphic organizers gleaned from the headings and subheadings (see Figures 10.7–10.14). Next, ask the student to 
predict what he thinks he will learn from reading the selected passage. Activate his prior knowledge by asking if he 
knows anything else about the topic. If the book contains a glossary or index, convey to the student how helpful 
these can be. If he cannot figure out the definition of a term from context clues while reading, he simply needs to 
check the glossary for a definition or look in the index to see where else that topic is discussed.

Then turn to a selected chapter and help the student read the captions of the pictures. Again, the purpose is to 
generate interest and activate prior knowledge. Sometimes by talking about a picture, you introduce vocabulary 
that will be a part of the reading material. A student will then have heard the terms in context before reading the 
passage. After previewing the pictures, help the student read chapter headings and subheadings to predict how 
they are related to one another. Lastly, read with the student any questions at the start of the chapter. If there are 
none, then the student should read the questions at the end of the chapter. This will help the student focus on the 
main points of the chapter. Reading all of the text features will help a struggling reader to become familiar with 
vocabulary and the topic before he attempts to read.

ACTIVITY Grades 2–6

Pre-Reading Plan (PReP)
The pre-reading plan (PReP) is a questioning strategy used to activate prior knowledge and to develop a student’s 
interest in the topic (Anthony & Raphael, 1996). The following is an example of a discussion between teacher 
and student before they read a book about caves:

TEACHER (ASKING GENERAL QUESTIONS ABOUT CAVES): Have you ever heard of stalactites and stalagmites?
STUDENT: I think so.
TEACHER: What do you think they are?
STUDENT: I think they are the icicles that are in caves.
TEACHER: Do you know anything else about them?
STUDENT: I think the stalagmites hang from the cave and the other ones come out of the floor of the cave.
TEACHER: Where did you learn all that?
STUDENT: I saw a show on TV about going down into a cave. It was really cold and dark in it.
TEACHER: That sounds interesting. I think the stalagmites come out of the cave’s floor and the stalactites hang 

from the ceiling. But let’s read and find out for sure which is correct.
STUDENT: I think you are right. I remember the man hit his head on a stalactite and it was hanging from the 

ceiling.

PReP is especially helpful to correct a student’s misconceptions about a particular topic.

Strategies and Activities to Use During Reading

ACTIVITY Grades 2–5

Think-Aloud for Informational Text
The purpose of the think-aloud strategy is for you to model what proficient readers do to make sense of a text 
(Davey, 1983). In this strategy, choose a passage that has new vocabulary and unfamiliar information, and then 
perform the following steps:
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1. Read the title or heading of the passage and make predictions about the topic. “I think this will be about 
_____”; or “I think I will learn _____”; or “This subheading tells me I will also learn _____.”

2. Describe the images that come to mind as you read the passage. For example, “I can almost feel (or hear or 
see or smell) _____.”

3. Give analogies that relate the material to your personal life. “I (saw/heard/tasted/felt) ________ that is very 
similar to (topic of passage).”

4. Verbalize passages or phrases that you don’t understand. This helps the student understand that proficient 
readers do not need to know everything to succeed.

5. Demonstrate the strategy you use to understand the passage (e.g., rereading, looking at a diagram or picture, 
looking up a word in the glossary, or reading ahead to see if the concept is explained).

Figure 10.16 is an example of a think-aloud using the section “Running Rivers” (pp. 30–31) in John Farn-
don’s book All About Planet Earth (2000).

After you model a think-aloud, have the student do a think-aloud while you observe. The think-aloud should 
become a regular habit for struggling readers.

Figure 10.16 Think-aloud based on John Farndon’s All About Planet Earth.

Based on Farndon, J. (2000). All About Planet Earth. New York: Anness Publishing.

1. The title “Running Rivers” tells me I will maybe learn why rivers run, where they come from, and where they go.
2. I could almost hear the noise of the “Thundering Water.”
3. It reminds me of noise at Niagara Falls. I could not even hear my sister talking to me when we went to Niagara 

Falls even though we were standing right by each other. It also smelled like rain water as it roared over the ledge.
4. I still don’t understand why a river winds. I would think that the closer it got to the sea, it would just go straight. 

I wonder if I can find out some more information about why rivers wind instead of going straight.
5. This diagram helps me better understand the three reaches of a river and how it becomes broader. I am surprised 

that many rivers don’t become so broad in the lower reaches that they become lakes.

+ 1. Bats live in colonies.
+ 2. Bats live in caves.
– 3. They sleep during the night.
– 4. Bats are almost deaf.
– 5. Bats have excellent eyesight.
+ 6. Echolocation is continuous high-pitched sounds.
+ 7. Glowworms are found in New Zealand caves.
+ 8. A glowworm’s rear end gives off light.
– 9. Glowworms trap flying insects in their mouths.

CORRECTION OF FALSE STATEMENTS
3.  Bats sleep during the day.
4.  Bats have excellent hearing.
5.  Bats are almost blind.
9.  Glowworms trap insects with sticky threads that 

they have spun.

Figure 10.17 Checklist for Caves by Jenny Wood.

ACTIVITY Grades 2–5

Checklist
The checklist strategy allows students to see reading as an active process, in which they constantly analyze what 
is being read. You can model the process for students using the following steps:

1. Prepare statements about a passage that are either true or false.
2. Together with students read the statements before beginning to read the passage.
3. As you read, place a (+) before each true statement.
4. At the end of the reading, go back and reword the false statements to make them true. If necessary, you and 

the students should reread the material.

Figure 10.17 is a checklist that a teacher and student completed while reading “Into the Bat Cave” from 
Jenny Wood’s Caves: Facts and Stories and Activities (1990).
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ACTIVITY Grades 3–6

Request
ReQuest is a good strategy for struggling readers because you and the students reverse roles. The students ask 
you the questions, and you provide the answers. The following steps are used with ReQuest:

1. Together with students, silently read a paragraph.
2. Have the students ask you a question that can be answered after reading the passage. It is the students’ respon-

sibility to clearly state the question. If it is not clearly stated say, “I don’t understand the question.”
3. If the question cannot be answered from the material read, ask students to help you find the answer.

This strategy is especially enjoyable for students if you occasionally give an incorrect response. You, of 
course, are checking the students’ comprehension. This activity teaches students to formulate good questions 
and that the answers to some questions are right there in the book, while others demand they “read between the 
lines.” Ciardiello (1998) found that when students formulate questions, they internalize new information and use 
higher-level thinking skills.

Strategies and Activities to Use After Reading

ACTIVITY Grades 3–5

Scanning
Provide opportunities for students to practice scanning while they find answers to textual questions. Too often 
struggling readers begin looking for an answer by reading from the beginning of the passage. This is time con-
suming and unnecessary. Teach them instead to check headings to determine if the answer can be located in a 
particular section. If the question asks for a date teach students to scan the page for numerals, such as 1776 or 
2002. If the question asks for a name, the students should be taught to scan the page for the capital letters of 
proper nouns. Struggling readers need to remember that definitions can often be located by boldface or italic text. 
These dates, names, and definitions are easy for the eye to locate when scanning the printed page. Demonstrate 
to struggling readers what to do when looking for dates, names, and definitions. Then have them practice the 
strategy with you.

ACTIVITY Grades 2–6

Learning Logs
Learning logs are an after-reading strategy that connects reading and writing and are associated with all types of 
informational texts, including textbooks, trade books, computer programs, internet sites, and magazines. With 
learning logs, students recall what they have read and then articulate it in a concise summary. After you have read 
and discussed a text with students, have them close all reading materials and write about what they have learned. 
Carefully analyze what the students write to see if they recall the main ideas or get stuck on unimportant details. 
Determine if the students can explain concepts in logical order and if they can summarize. As an additional task, 
have the students exchange logs with a partner to share information. Figure 10.18 presents a learning log entry 
and the teacher’s analysis. This student has just read Octopus’ Den (1997) by Deirdre Langeland. Figure 10.19 
is a science log of a second-grade student.
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March 1: Octopus
An octopus eats crabs and glass. He has funny eyes. He squirts ink.
He eats snakes and apples. I learned how to draw a circle with lines.

Teacher Analysis
The following information is incorrect. The octopus does not eat glass or snakes.
The text states: “When he is sure it is safe, Octopus snakes an arm toward
the piece of glass and snatches it back to the safety of the rock. For a
moment he investigates it, the suckers on his arms tasting [not eating] the
new object and feeling its shiny-smooth surface.”
The last statement in the log is also incorrect. The text states: “The tiny
opening is the size of an apple.” The octopus does not eat apples.
Obviously, this reader reads concrete words and paints mental pictures
of those objects, which causes the reader to see the octopus eating
snakes and it is apparent that the reader is not aware that these
words have multiple meanings and uses.

(From the student’s final statement, the teacher also realizes that the child does not know the term graphic organizer.)

Figure 10.18 Learning log entry and analysis.

Figure 10.19 Sample science log, second grade.

ACTIVITY Grades 3–8

Collaborative Approach
Meyer (2010) suggests the reading workshop format used with fiction reading should also be used with informa-
tional texts. This strategy is based on Vygotsky’s (1978) social learning theory and the evidence-based approach 
of the QAR (Raphael & Au, 2005; see the activity earlier in this chapter). In the reading workshop, all students 
read the same informational text—from either a trade book or an online source—based on the topic they are 
studying in the textbook, such as natural disasters or the U.S. Civil War. Students write three types of questions 
on three different sticky notes after they have read the passage. The first is a “burning question,” maybe a ques-
tion about the definition of a word or clarification of the text. The second is a “wondering question,” which 
begins with “Perhaps. . .,” “Could. . .,” “I wonder. . .,” “What could?,” or “What if. . .?” The third is a clever 
connection thought. These statements begin with “This reminds me of”; “I remember when”; “Another text like 
this is”; “I didn’t realize that”; or “Aha!”

After all the sticky notes are posted to a board that has three columns, students discuss their questions, 
answer them, or find answers to them.
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Figure 10.20 Sample response to QCT.

ACTIVITY Grades 6–8

Question Connect Transform (QCT) for Informational Text
This instructional strategy (Richards, 2006) was introduced in the Intervention section in Chapter 8, but it can 
also be used with informational text. In this technique, you guide the students to question the moral issue of a 
text. The students then connect that issue to their own lives and write about how they can take action to help 
transform society.

For example, after reading an online article about space junk, Ms. Snyder asked her students to write about 
the moral issues raised in the article. Figure 10.20 shows Dan’s response to the three-part QCT.

ACTIVITY Grades 2–7

Dramatizing Informational Texts
Many teachers associate dramatizations with narrative stories and may never have considered having students 
dramatize a concept. For example, young students can act out how a tiny caterpillar eventually becomes a but-
terfly. Older students can act out the digestive system or the functions of the heart, or a part of Lewis and Clark’s 
journey across the plains. McLaughlin (2012) encourages dramatizing concepts as a type of comprehension 
assessment in order to give kinesthetic learners an opportunity to display what they know.

Question: I do not believe it is right for humans to pollute space with rockets used to place satellites in space.

Connect: I have not personally shot a rocket into space, but many times my neighbor has tossed paper cups and 
hamburger wrappers on our lawn. It is messy so my dad makes me clean it up.

Transform: I can write my U.S. Congress members and share the ideas from this article and ask them to write a bill to 
eliminate unnecessary rockets so we do not add to the space trash that is already up there. I could write a poem about 
all the space waste and ask our local newspaper to print it on the front page. I could also write our state’s science 
department at the research university and ask them to research how we can collect trash that is in space.


