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TEACHER EDUCATION AND READING INSTRUCTION
Executive Summary
Introduction

Two secondary questions were posed before the
analysis:

The analysis of reading and reading instruction involves
four interacting factors: students, tasks, materials, and
teachers. It has often been the case that research has
not focused on teachers; it has emphasized students,
materials, and tasks. Recent developments, such as
class-size reduction and the development of standards
for content areas, have highlighted the need for
qualified teachers. In addition, teacher education and
professional development emerged as one of the most
frequently mentioned areas of concern during the
regional meetings. Speakers at meetings of the National
Reading Panel (NRP) also emphasized the need for
consideration of these topics. Given these concerns, a
subgroup was established to survey the research in this
area. The following is a summary of that work.

Background
Teacher education and professional development
represent two aspects of the ways in which teachers
acquire knowledge. In teacher education programs,
prospective teachers are taught in structured programs
before being certified as teachers. The experiences
these preservice teachers have include coursework in
theory and methods as well as supervised teaching.
Once teachers are in the field, having assumed teaching
positions, the emphasis shifts from teacher education to
professional development. This latter context is often
referred to as inservice education. Because there are
dramatic differences in the amount of time spent, the
structure of the program, and the continuity of the
education, the NRP has chosen to analyze the two
contexts separately.
The analysis was guided by three primary questions:
•

How are teachers taught to teach reading?

•

What do studies show about the effectiveness of
teacher education?

•

How can research be applied to improve teacher
development?

•

What findings can be used immediately?

•

What important gaps remain in our knowledge?

Methodology
How was the analysis of the research
literature conducted?
The NRP conducted extensive and systematic searches
for research on preservice and inservice teacher
education and professional development. According to
the methodology developed by the NRP, only studies
that were experimental tests of teacher education or
professional development and that had appeared in
professional journals were included. Each study that
met the initial criteria was coded with variables that
allowed for further analysis.

Results and Discussion
What do the results of the analysis of
studies on teacher education and
reading show?
Despite the fact that there is a much larger body of
work on teacher education, only a very small number of
studies were found to meet the initial criteria. There
were differences between the types of problems
studied in preservice and inservice research. Preservice
research emphasized the learning of methods and use
of materials. Inservice research was much more
eclectic, seemingly related to specific curricular needs
rather than the general instructional needs at the
preservice level.
A second important issue is whether teacher education
is effective. For teacher education to be effective, it
must change both teacher and student behavior. That is,
teachers must adopt new ways of teaching, and
students must show appropriate improvement as a
result. However, it is only for inservice research that
student achievement was measured. For preservice
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Conclusions

work, only teacher outcomes were measured. This is
not entirely inappropriate because this research does
show that teachers adopt the strategies and techniques
they are taught.
Of the inservice research studies, one-half measured
student outcomes as well as teacher outcomes. In all
but a few cases the results showed that the intervention
in professional development produced significantly
higher student achievement.
Because of the small number of studies that constituted
the final sample, the Panel could not answer the
question of how research can be used to improve
teacher education in specific ways. Rather, it is clear
that there is a need for programmatic research to
answer this question.
Additional evidence on this issue is available in the
report from the Comprehension subgroup. The
conclusion with respect to the preparation of teachers
for comprehension instruction is that it requires
extended training with ongoing support. That only a few
studies were found dealing with teacher education and
professional development in comprehension supports
the conclusion of this analysis that a great deal of
research is needed on this issue.

Based on the analysis, the NRP concludes that
appropriate teacher education does produce higher
achievement in students. Much more must be known
about the conditions under which this conclusion holds.
Some issues that need to be resolved include
determining the optimal combination of preservice and
inservice experience, effects of preservice experience
on inservice performance, appropriate length of
interventions for both preservice and inservice
education, and best ways to assess the effectiveness of
teacher education and professional development.

Directions for Further Research
There was little research on how teachers can be
supported over the long term to ensure sustained
implementation of new methods and student
achievement. This is an important issue that needs
resolution, given the resource-intensive nature of
teacher education and professional development.
The Panel found no research in the sample that
addresses the question of the relationship between the
development of standards and teacher education or
professional development. Given the great interest in
developing standards, this is an important gap in our
knowledge.

Almost all the research demonstrated positive effects
on students, teachers, or both. However, the range of
variables was so great for the small number of studies
available that the NRP could not reach a general
conclusion about the specific content of teacher
education programs.

Reports of the Subgroups

What conclusions can be drawn from this
analysis of teacher education and
studies?
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Introduction
The analysis of reading and reading instruction involves
four interacting factors: students, tasks, materials, and
teachers. It has often been the case that research has
not focused on teachers, emphasizing students,
materials and tasks. Recent developments such as
class-size reduction and the development of standards
for reading and content areas have highlighted the need
for, and difficulty in obtaining, qualified teachers.
Although accreditation processes for schools and
colleges of education (National Council for
Accreditation of Teacher Education, for example) and
certification of programs (Association for Childhood
Education International and International Reading
Association) exercise some control over the quality of
teacher preparation, there is a need for the standards
utilized by these governing bodies to be validated by and
predicated on empirical research. (Versions of
standards presently used for accreditation related to
reading literacy are found in Appendix C.)
Teacher education and professional development
emerged as being among the most frequently mentioned
areas of concern during the regional meetings.
Speakers at meetings of the National Reading Panel
(NRP) also emphasized the need for consideration of
these topics. Given these concerns, the NRP agreed to
include a survey of the research in this area in its
report.
Gordon (1985) believed that teacher education originally
(19th century origins) and to date was and is largely
designed as vocational training, based on an
apprenticeship model of education lending its programs
to behavioristic learning, imitation, and repeated
practice. In addition, it has been almost an article of
faith among many teacher educators that there is a
body of knowledge that can (and should) be learned as
a major component of learning to be a teacher. (See, for
example, Shulman, 1986). In addition, Shulman (1986)
called for teacher education to be “research-based.”
Whereas most proposals for improving teacher
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education have presumed to draw on the research
literature, those proposals have not unequivocally called
for the research-based evaluation of teacher education
itself.
There is a growing body of research that shows
correlations between aspects of formal teacher
preparation and quality of teaching or student outcomes.
In a recent study, Darling-Hammond (2000) showed
that teacher quality characteristics such as certification
status and degree in the field to be taught are
significantly and positively correlated with student
outcomes. Darling-Hammond (2000) also reports that
“NAEP [National Assessment of Educational Progress]
analyses found that teachers who had had more
professional training were more likely to use teaching
practices that are associated with higher reading
achievement on the NAEP tests.”
However, there are important caveats associated with
this work. It is correlational and, although suggestive,
does not deal with the detail necessary to provide
specific recommendations for teaching. There is no
way to determine what variables account for the
general relationship. Research that demonstrates causal
relationships might provide more consistent guidance.
Moreover, the work does not give much guidance about
what the content of teacher education or professional
development programs should be.
Other types of reading intervention have also
emphasized teacher education in a variety of ways.
Notable among these is Reading Recovery©. Jongsma
(1990) suggests that teachers go through a type of
“retraining” because Reading Recovery© introduces
new ways of looking at literacy learning. By implication,
all new ways of looking at reading would require some
professional development. Clay (1991) points out the
importance of the initial “training” and subsequent
needs for inservice development.
A note on usage is appropriate here. The NRP has
chosen to use the phrase teacher education rather than
teacher training to reflect what the Panel believes is the
professionalization of teachers and teaching. Although it
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is possible to “train” teachers to use particular methods
to teach, it seems more appropriate to educate teachers
in a professional context that will give them control over
a wide range of decisionmaking tools.

Cruickshank and Metcalf express this sentiment:

The Panel also distinguishes between teacher education
(largely preservice or prior to certification) and
professional development (largely inservice or
postcertification). The Panel has done this for two
reasons. First, it is conceptually important to distinguish
between programs in which participants are essentially
full-time students and part-time teachers and those in
which participants are full-time teachers and part-time
students. The second reason is that the research fell
into these distinct categories. Different concerns and
different research variables and outcomes were
involved in the two different research literatures.
Despite the division, the Panel does believe they are
clearly related.
Taken together, the many theoretical formulations,
empirical findings, and practical concerns suggest how
important teacher education is in the teaching of
reading. It was deemed appropriate to conduct an
analysis of the research on teacher education to
determine what can be supported by research.
The analysis was guided by the three primary questions:
1. How are teachers taught to teach reading?
2. What do studies show about the effectiveness of
teacher education?

Database
To examine the research related to teacher education
and professional development, electronic searches were
performed on the ERIC, PsycINFO, OCLC World
Catalog, and OCLC Article First databases. The search
terms used and numbers of articles returned are
included in Appendix A.
The initial selection process identified more than 300
papers; many of these were nonexperimental and were
therefore not included. The resultant set of studies was
then divided into two categories: research on preservice
and research on inservice or professional development.
The criteria used were that preservice research was
primarily concerned with the training of prospective
teachers before certification or full-time work in
classrooms, whereas inservice work was concerned
with teachers who were already teaching in school
environments.
To supplement the electronic searches, the
bibliographies of the articles identified in the electronic
searches and a recent review of teacher education
research in reading (Anders, Hoffmann, & Duffy, 2000)
were examined for additional citations that did not
appear in the electronic searches themselves.
Appropriate citations that had not been identified in the
electronic searches were added to the pool of research
studies to be examined. There were four studies
reviewed in the comprehension subgroup report on
preparing teachers to teach reading comprehension.
Those four studies were included in the teacher
education analysis as well.

3. How can research be applied to improve teacher
development?
Two secondary questions were also posed prior to the
analysis:
1. What findings can be used immediately?
2. What important gaps remain in our knowledge?

Methodology
There is a widespread belief that there is little research
on teacher education, despite the great interest in the
issue.

Reports of the Subgroups

Literature on the conduct, objectives, and the
effectiveness of training in teacher education is
sparse . . . . Given the historic brouhaha over
training in teacher preparation, it would be expected
that a considerable available related literature would
exist. Such is not the case (Cruickshank & Metcalf,
1990, p. 491).

A total of 32 studies met the final criteria: 11 preservice
and 21 inservice. Because of the way in which the
results of some of the underlying research was
reported, there were more articles than studies. That is,
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there were two instances where two published papers
reported on different aspects of the same research
project. An additional eight studies focused on inservice
on teaching for special education or learning disability
students. These have not been coded but are noted here
as a subgroup of the inservice studies.

Analysis
It was determined that to conduct meta-analyses on
these data would be inappropriate because there is not
a critical mass of studies researching the same
variables or theoretical positions. Moreover, although all
the studies do address the general problems of
improving teacher education, the underlying rationales
for the studies represent an eclectic mix of theories and
conceptualizations.

Consistency With the Methodology of the
National Reading Panel
The methods of the NRP were followed in the conduct
of the literature searches and the examination and
coding of the articles obtained. Because a metaanalysis was deemed inappropriate, the data were
coded using a subset of the coding scheme adopted by
the NRP. These data are contained in Appendix B.

There are also notable programs where teacher
education or professional development is an important
component of the intervention. Reading Recovery© is
one example of such a program; Success for All is
another. However, most of the research studies on
these programs do not include measures of teacher
changes in their results. Again, as in most instructional
research, the focus is on the specific interventions and
student outcomes rather than teacher change. The
Panel did not find studies that met the NRP criteria that
were in either of the two categories.
One reason that teacher education has been ignored in
these research contexts is that researchers believe that
any changes in student outcomes are attributable to the
intervention, which is, in turn, delivered by the
participating teachers. This would logically imply that
teachers had learned to deliver the instruction in the
way the research program dictated. This is, in part, the
criterion of fidelity to the intervention. However, the
issue goes well beyond fidelity of teaching to the many
other variables that relate to teaching rather than to
learning.
Although these studies have not been analyzed as part
of the pool of studies, they have some relevance to the
interpretation of the analysis. Consequently,
recommendations at the end of the analysis have been
influenced by these concerns.

Some Additional Considerations in
Research on Teacher Education
When research is conducted on instructional variables,
it is often the case that the participating teachers
receive instruction in the instructional interventions. For
example, when comprehension strategy research is
conducted in classrooms, the instructors (either
classroom teachers or the researchers) must be taught
to conduct instruction in the appropriate manner. In this
sense, almost all of the research the NRP has identified
contains some elements relative to teacher education.
However, in these circumstances, the focus is almost
exclusively on student outcomes, without detailed data
on changes in teacher behaviors. Although the NRP
recognizes the importance of the more general form of
teacher education and professional development, it
determined that these factors would not be included in
the current analysis because of the lack of teacher
performance data.
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Results
In the presentation of results, the research on
preservice teacher education has been separated from
that on professional development with inservice
teachers. The Panel believes this is fundamentally
appropriate because different quality criteria and
outcome measures can be applied to the research
studies. In particular, the criteria of success are
different for the two sets of studies.
That is, for preservice studies, the focus is almost
entirely on changing teacher behavior, without a
concomitant focus on the outcomes of students who are
(eventually) instructed by those teachers. The Panel
found no instances of research in the pool that
continued with preservice teachers as they moved into
full-time teaching positions. There is no inherent reason
why this is the case. The reasons seem, instead, to be
pragmatic and related to the complexities of research
that would be introduced in attempting to follow
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teachers into full-time teaching. Although the lack of
student data limits the conclusions one can draw about
the results of this research, it does provide an important
background for other teacher education and
professional development research. If teacher
behaviors cannot be transformed by changes in the
curriculum in preservice programs, it is unlikely that
teacher behaviors can be changed later.
For inservice research, the ultimate test of success is
whether students benefit from instruction delivered by
teachers as a result of that intervention. Consequently,
the Panel invoked a strong criterion that student
outcomes must be part of the research on inservice
teachers. However, another criterion is also critical. If
there is no change in teachers as a result of the
intervention, it is not possible to attribute changes in
student outcomes to the teacher development
intervention. Other factors must be invoked to account
for the changes in students. Consequently, the NRP
must have both teacher changes and student changes to
agree that inservice interventions are effective.
Although the Panel believes that preservice and
inservice research form two different bodies of work,
they are related in that preservice does provide
evidence for the efficacy of producing teacher change.
Those changes can be important in designing inservice
interventions.

Preservice Studies
Eleven preservice studies met the criteria for this
portion of the NRP analysis. These preservice studies,
with coded information, are grouped in Table 1 in
Appendix B. Table 2 in Appendix B lists two studies that
involved preservice interventions as well as inservice
interventions. Most of the preservice research (ten
studies) focused on elementary reading instruction. Two
(of the ten) studies had a broad range of grade samples,
spanning grade levels from K through 8 and 1 through
6. For one study it was not possible to determine the
grade level.
The content of the teacher education in these studies is
a primary variable in distinguishing among studies. The
11 studies can be classified into the following four
categories. For each category, the number of studies is
indicated in parentheses.
•

Comprehension and strategy instruction:
Questioning techniques (2)

Reports of the Subgroups
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•

General methods: Directed Reading-Thinking
Activities (DRTA); teaching word recognition skills;
Directed Reading Activity (DRA); Informal
Reading Inventory (IRI) (4)

•

Materials: Estimating readability levels; teacher
decisionmaking and awareness of materials (2)

•

Others: Case method; study skills; theoretical
orientations to reading (3)

The majority of the preservice studies reviewed
(10 of 11) reported improvements in teacher knowledge.
Of these ten, two reported mixed or modest effects.
Only one study, which looked at the accuracy of
teachers in estimating the readability levels of materials,
did not report any effect from having either theoretical
knowledge of reading or teaching experience, or both,
compared with a control group with neither theoretical
knowledge nor teaching experience.
The duration of the studies reviewed here ranged from
5 to 6 weeks to about a year, which corresponds closely
to the structure of university-based coursework.
Although these studies show that preservice courses
improved prospective teachers’ knowledge, there is no
way of knowing whether this increased knowledge
actually translates into effective teaching because none
of the studies reports data on the teachers after their
participation in the experimental program.
In the NRP sample, no studies of larger scale
interventions at the program level were found. For
example, there were no experimental studies that
looked at changes in the format of teacher education
programs like the use of professional development sites
or the use of standards-based programs.

Inservice Studies
There were 21 inservice studies that met the criteria for
this review. These studies are listed in Appendix B:
Coding of Studies. There are four groupings: studies that
involved both inservice and preservice interventions
(Table 2), studies that measured only teacher outcomes
(Table 3), studies that measured both teacher and
student outcomes (Table 4), and studies that measured
only student outcomes (Table 5).

Report

The first analysis of the data was to determine the
grade levels of the teachers who participated in the
inservice work. For 18 of the studies, it was possible to
do so. Because the studies often involved multiple grade
levels, there was a total of 70 different samples of
teachers represented in the 18 studies. These data are
represented in Figure 1 on the next page.

It appears to be the case that the emphasis is on
specific methods of teaching reading, rather than the
general methods that characterize preservice research.
There is much less emphasis on the general aspects of
teaching reading. Three studies investigated ways in
which to improve teacher attitudes, reflecting the needs
of teachers on the job.

It is evident that the inservice instruction is targeted at
the elementary grades with approximately equal
emphasis. The numbers of studies across grades 1
through 5 are equal. There are far fewer studies at the
middle and high school grade levels, with only a single
study at each of the high school grades.

Effectiveness of Inservice Instruction

A second analysis examined the focus of inservice
instruction for teachers of reading. Compared with the
work in preservice programs, inservice instruction
seems to be more eclectic, ranging from training in
specific methods (e.g., how to use reading groups) to
more extensive instruction encompassing ways to teach
reading, classroom management, and lesson design. The
topics fell into the following categories, with the number
of studies indicated in parentheses.
•

Comprehension and strategy instruction:
Higher order questioning, explicit instruction in using
reading skills strategically; questioning and studentteacher interactions; Transactional Strategy
Instruction (TSI); questioning and response
guidance cues (8)

•

General methods: Skills vs. Language Experience
Approach (LEA); DRA; whole language; phonics,
question-and-answer, and giving feedback; teaching
a language arts/integrated curriculum (5)

•

•

Classroom management: Small groups; reading
groups; conducting cooperative learning activities;
using performance assessment; translating
Madeline Hunter’s Instructional Theory Into
Practice, focusing on effective classroom
management, motivation and lesson design (5)

Only 11 studies in the NRP pool measured both teacher
and student outcomes. Six other studies measured only
teacher outcomes, whereas four measured only student
outcomes. As noted above, it is necessary to have both
teacher and student outcomes to be able to determine
whether teacher education is effective. If it is, it must
change both teacher and student behavior. That is,
teachers must adopt new ways of teaching and students
must show appropriate improvement if the results are to
be attributed to the new ways of educating teachers.
The measures of teacher change and student outcomes
used in this body of research were a combination of
informal, researcher-designed assessments and
standardized evaluations. As a generalization, the
teacher outcome measures were all researcherdesigned, whereas the student measures tended to be
standardized instruments. At times, student outcomes
were measured with a combination of researcherdesigned and standardized measures. Given that the
researchers designed the treatments, standardized
measures of outcomes often did not exist, necessitating
the development of researcher-designed instruments.
Another set of analyses examined the duration of the
project and the number of hours of instruction delivered.
Figure 2 presents the data on the duration of projects.
Of the 21 studies, only 4 had durations of 6 months or
less. However, the duration of the project is not
necessarily the crucial variable. Where possible, the
total amount of time spent in instruction was also
examined. It was possible to determine the number of
hours of instruction in 11 studies. For many of the
studies, the number of hours of instructional intervention
is not specified; these studies were not included in this
analysis. Often what are reported are phrases like “a
monthly meeting” or “weekly workshops.” No attempt

Impr
oving teachers’ attitudes: Teaching writing
Improving
as a process to facilitate change in teachers’
attitudes to language; improving content area
teachers’ skills and attitudes to teaching reading;
enthusiasm training. (3)
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was made to interpret these; only those studies for which
unambiguous determinations could be made were
analyzed. The data for instructional time are presented in
Figure 3.

Reports of the Subgroups
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Figure 3 shows that for the 12 studies for which
instructional time could be determined, the greatest
number of hours of instruction was 60. The majority of
the studies (8 of 12) presented 15 or fewer hours of
instruction.

Figure 1. Number of Studies as a Function of
eachers for Inservice Research
Grade Levels of T
Teachers
(18 Studies with 70 Grade Samples)
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Reports of the Subgroups

Figure 2. Number of Studies as a Function of
Duration of Inservice Projects (N=20)

Figure 3. Number of Studies as a Function of
Amount of In-Service Professional Development, (N=12)
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Studies Reporting Positive Changes in
Teacher Outcomes

However, three long-term inservice programs reported
by Talmage, Pascarella, and Ford (1984), Miller and
Ellsworth (1985), and Duffy and coworkers (1987a)
showed gains by teachers and significant or partial
achievement gains by students. Because of this
discrepancy, the Panel could find no relationship
between the amount of instructional time (or duration of
programs) and student outcomes. This may be a
function of the limited number of research studies for
which the Panel could make the relevant
determinations.

Seventeen out of the 21 studies reviewed measured
teacher outcomes. Fifteen of these studies reported
significant or modest improvements in teachers’
knowledge or practice. Out of the fifteen studies that
measured student outcomes, 13 reported improvements
in student achievement. One clear trend in the data is
that where teacher outcomes showed significant
improvement, so did student achievement. In studies
where no gains are reported for the teachers, no gains
are reported for the students in the same study. In
general, one can conclude that inservice professional
development does lead to improved teacher knowledge
and practice and improved student achievement.
Because the content of each of these studies is widely
divergent, it is not possible to reach a specific
conclusion about the content of instruction.

It is difficult to compare the studies reviewed here in
terms of the duration of instruction that the teachers
received. Hence, it is not possible to draw specific
conclusions about the relationship between length or
intensity of instruction and outcomes. The duration of
the inservice intervention depends on the specific
objectives and requirements of the program. Sometimes
the intervention consisted of the dissemination by mail
of a manual (Coladarci & Gage, 1984) or two meetings
and the discussion of a teaching manual (Anderson,
Evertson, & Brophy, 1979). It could take the form of a
series of workshops or meetings spread over 2 days
(Scheffler, Richmond, & Kazelskis, 1993) or a year
(Shepard, Flexer, Hiebert, Marion, Mayfield, & Weston,
1996) or three workshops spread over 3 summers
(Spanjer and Layne, 1983). It could also take the form
of a systematic 3-year staff development program
(Stallings, Robbins, Presbrey, & Scott, 1986; Stallings &
Krasavage, 1986). The studies do not report the
duration of the intervention in a consistent manner:
some report the number of hours of instruction,
whereas others report the overall duration of the project
or duration of the staff development program.

Studies Reporting No Change in Teacher
Outcomes
Three studies (Coladarci & Gage, 1984; Morrison,
Harris, & Auerbach, 1969; Stallings & Krasavage,
1986) reported no change in teacher outcomes, in at
least some of the conditions in the research projects. In
two of these studies, where student outcomes were
measured, student achievement did not improve either.
A closer look at these studies reveals two interesting
points. First, one study (Coladarci & Gage, 1984) did
not involve any formal instruction for teachers. Instead,
teachers in the treatment group were given “teacher
education packets” consisting of materials on a diverse
range of topics, including behavior management, largegroup instruction, use of question-and-answer, phonics,
questioning, and feedback strategies.
Second, all three studies were long-term projects. The
study in which teachers received no formal instruction
lasted about a year. The other two were 3 years in
duration. Morrison and colleagues (1969) caution
against using short-term results to validate teacher
education efforts because, in the course of their 3-year
study, they found that teachers and administrators
reverted to what they had been doing before the project
began. Stallings and Krasavage (1986), at the end of
their 3-year study, also reported that teacher and
student outcome measures actually declined although
gains by teachers and students were reported during the
first 2 years of the study.
Reports of the Subgroups

Two other issues were difficult to assess. The Panel
was unable to determine the amount of resources
(personnel, equipment, and materials) from the reports
of the research. This amount would have a direct
bearing on the ultimate effectiveness of the
interventions. It was also not possible to find any
experimental research on inservice professional
development that related to the issues surrounding
standards-based education.
The NRP did not conduct a separate analysis of the
research on preparation of teachers for comprehension
instruction. An extensive analysis of this research is
included in the report from the comprehension
subgroup.
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teachers. There is simply no research that demonstrates
this in a positive fashion. Because most of the research
demonstrates the effectiveness of teacher education
interventions, there is no reason to envisage a different
outcome for preservice teachers.

Summary of Findings
The NRP is encouraged by the fact that there is a
growing body of experimental research on teacher
education and professional development. Although this
body of research does not, at present, converge on
highly explicit and specific recommendations for
teacher education, it does suggest that teacher
education is successful in most contexts. It also clearly
indicates that when teacher education is successful,
student performance improves as well.

Implications for Reading Instruction
How can research be applied to improve
teacher development?

At the outset of the review, five questions were listed
that guided this analysis. In the following summary,
there are first some general comments about what was
found with regard to each of the questions. Following
that is a more interpretive summary.

Summary Answers to the Specific
Questions for the Review
Unfortunately, the Panel was unable to answer all five
questions with the same level of confidence, simply
because the data were insufficient. The following
paragraphs summarize the information from the analysis
relevant to each of the questions.
•

How are teachers taught to teach reading?

The Panel found no single method that produced results
that clearly indicated unquestioned superiority. Rather,
an eclectic mix of methods was found that ranged from
macro to micro in their focus. There was an emphasis
on methods at the preservice levels contrasted with an
emphasis on particular instructional problems at the
inservice level. As indicated above, there were simply
too many approaches in this small sample to allow
conclusions about any one specific method.
•

Although there is no single, consistent set of findings
that points to specific conclusions, the research has
some general implications for effective teacher
education and development. First, research can
determine which of the interventions in teacher
education are most effective. Moreover, characteristics
of successful teacher education interventions are
beginning to emerge. This research suggests that there
is a need, particularly at the inservice level, for
extensive support (both money and time) on a
continuing basis for teacher education efforts. It is also
the case that the support must be continued for an
extended period of time. The report on Teacher
Preparation by the comprehension subgroup reaches
similar conclusions.

What findings can be used immediately?
The studies analyzed in this report do not converge on
specific findings with regard to content. Rather, the
research suggests that teachers can and do learn to
change and improve their teaching. So long as the
interventions themselves are based on solid research
findings, the interventions in teacher education should
produce positive results for teachers and for their
students. The research does have implications for the
manner in which teacher education is conducted. These
implications are discussed more thoroughly in
subsequent sections.

Additional Conclusions About Teacher
Education and Professional Development

What do studies show about effectiveness of
teacher education?

The set of results for these studies shows
overwhelmingly that interventions in teacher education
and professional development are successful. That is,
teachers can learn to improve their teaching in ways
that have direct effects on their students. Although this
was demonstrated only for inservice interventions, there
is no reason to believe this is not the case for preservice

The most obvious conclusion about the research
reviewed is that it clearly demonstrates that teachers
can be taught, in both preservice and inservice contexts,
to improve their teaching. For preservice teachers, this
means that prospective teachers do adopt the teaching
methods and attitudes they acquire during the course of
their education. Inservice teachers not only demonstrate

5-13

National Reading Panel

Chapter 5: Teacher Education and Reading Instruction

Directions for Further Research

improvement in their teaching; this improvement leads
directly to higher achievement on the part of their
students. These findings were demonstrated in an
overwhelming majority of the research studies
reviewed.

What important gaps remain in our
knowledge?
Perhaps the most apparent feature of the research
analyzed in this study is that there are significant gaps in
our knowledge of teacher education and development
across the board. Part of the difficulty is that highquality teacher education research is expensive and
requires intensive collaborative efforts from all the
stakeholders. In subsequent sections, the Panel details
what it considers the most important questions that need
to be resolved.

However, there is insufficient research to draw exact
conclusions about the content of teacher education and
professional development programs. Rather, a wide
range of techniques and content seemed to produce
improvement in teaching and in student outcomes. The
body of research on these topics is fragmented when it
comes to this level of questioning. There are studies of
specific methods of teacher education with specific
content as well as more general studies that offer no
guidance on content.
Teacher attitudes do change as a result of intervention
in both preservice and inservice contexts. This is an
important finding because it is the predisposition of
teachers to change that makes change possible. Without
a change in attitude, it is extremely difficult to effect
changes in practice. Most of the research that
measured attitudes demonstrated that attitudes did
change as a result of the interventions, indicating that at
least one of the major prerequisites for teacher change
can be taught.
Teacher practices improve as a result of education, but
it is not clear for how long these changes are sustained.
Teachers may use the new methods only when
observed. Although some of the studies in this sample
were long term, exceeding 2 years, there is little
evidence on the sustainability of the interventions. That
is not to say that the interventions were not sustained,
but that in most of the studies there was simply no
evidence presented that spoke to this issue.
Student achievement outcomes can be improved as a
result of teacher development. For inservice studies that
measured both teacher and student outcomes, this was
a clear finding. These studies represent the most
effective types of research, recognizing the need to
assess both teachers and students. However, even in
these studies, sustainability of the student improvements
is an issue that was not addressed.

Reports of the Subgroups

The Panel found no studies in the sample that
addressed questions related to the development of
standards. Therefore, it makes no conclusion about the
efficacy of establishing either content standards for
students or for teaching teachers on the basis of those
standards. Many of the interventions clearly include
elements that are also contained in many standardsbased programs. However, too many other factors are
involved to be able to attribute causal relationships.
The Panel also found that the reporting of studies was
inconsistent. Many studies were not described in
sufficient detail to make comparisons. Foremost was a
lack of consistent attention to the amount of instruction
and the frequency of instruction in the description of the
studies, which makes it difficult to tell whether it was
reasonable to expect either success or failure in
individual studies. Some studies reported only the
number of sessions, others only the amount of
instruction, and still others neither.
Another important oversight was a description of the
resources (personnel, time, money, facilities, etc.)
required to implement particular programs. It was often
impossible to tell what it would take to implement some
of the interventions. Consequently, no assessment could
be made about the cost-effectiveness of most of the
programs or interventions.
There is a large body of nonexperimental literature that
addresses teacher education issues. Under the
guidelines established for the review, this literature was
to be used to help interpret findings from the analysis of
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the experimental literature. However, because of the
lack of convergence in the experimental research, the
Panel was unable to bring this nonexperimental
literature to bear on the current analysis.
The NRP believes that the nonexperimental literature is
a rich source for future research programs. Teacher
education research involves particularly complex
problems. Doing the research is expensive and time
consuming. Therefore, one particular contribution of the
nonexperimental literature may be to provide a source
of problems to be studied under more controlled
conditions. That is, the descriptive literature could be
brought to bear to reveal current practices, variables,
and so forth, that seem promising (or not) under general
conditions. Such insights could guide research that looks
more closely at causal relationships or in more specific
situations. In addition, the Panel refers the reader to the
conclusions of the Text Comprehension report, in the
belief that the principles underlying them apply more
broadly to other subject areas and could also serve to
guide future research in teacher preparation.
The small set of experimental studies reviewed does not
allow us to address all the questions that originally
guided the analysis. Some of these remain unanswered
because of the eclectic nature of the work found. Many
are unanswered because they were not addressed
specifically in the experimental body of research. There
was a great deal of nonexperimental research that fell
outside the scope of the experimental domain examined.
This research addresses a few of the relevant questions
that are listed below, but not all and certainly not
definitively. A general conclusion here is that although
we have a great deal of knowledge about teacher
education, much more remains to be learned.
Many of the questions are unanswered because of the
resource intensity of teacher education research. It
takes a great deal of time and money to do teacher
education research in ways that will yield appropriate
answers. It takes a commitment from stakeholders, and
it takes a great deal of coordination among them.
Rarely do all of these elements come together in a way
that admits of experimental research.
However, simply providing money and time is
insufficient. High-quality teacher education research
must bring together persons who are engaged in quite
different endeavors in school contexts. They are used

to having control over their own domains and often do
not want to relinquish control to any outside influences.
Moreover, new “alliances” need to be formed. For
example, to answer the questions about effectiveness of
preservice education, graduating teachers will need to
be followed as they assume teaching jobs. Those who
do the preparation of teachers will have to work with
persons in the new locations where the graduates work.
(Because schools rarely hire teachers en masse, the
alliances may have to span districts or other geographic
locations to be able to study teachers in sufficient
numbers.)
To accomplish the kind of reforms that accompany
teacher education improvement requires years of
sustained effort at keeping all elements of the system in
balance. All of this must take place against a backdrop
where the participating individuals may change over the
course of a research project. Placed against the other
demands (tenure, teaching, publication) on many
academic researchers, commitments to the long-term
nature of teacher education research often seem
daunting.
In addition to the appropriate resources, stronger and
more coherent conceptualizations of teacher education
and professional development are needed. These
conceptualizations need to combine research from a
wide variety of perspectives and paradigms to provide
the most coherent description of teacher education
possible. Such conceptualizations will guide research in
more systematic ways, rather than allowing the highly
eclectic forms of investigations that characterize
current teacher education research. There are excellent
examples of good teacher education research; more are
needed, as is better reporting of the results as they are
disseminated so that subsequent research can build on
completed research rather than begin anew with each
effort.
We need to find out how teachers can be supported over
the long term to ensure sustained implementation of new
methods or programs, as well as the sustainability of
student achievement. There is a trend in the research
analyzed that suggests that teachers may revert to their
original methods of teaching; it is important to determine
how best to have teachers maintain any improvements
they make in their teaching abilities.
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Another problem that needs to be addressed in teacher
education research is the precise nature of the
interventions. In the literature the NRP analyzed, there
is only sparse information on the precise content of
what teachers were taught. Rather, there is a mix of
techniques, methods, theories, and materials that are
often confounded with each other in the instructional
contexts. Some of the instructional methods focus on
teacher attitudes while others focus on the use of
specific materials. This question should be addressed in
a systematic way.
There is a need to develop and refine the ways in which
we study the link between teacher education and
student outcomes. Only a few inservice studies looked
at both teacher and student outcomes. None of the
preservice research made the link between teacher
outcomes and ultimate student performance. Although
all the inservice research that reported improved
teacher outcomes also reported improvement in student
achievement, there is no evidence that this is true for
preservice programs.

Reports of the Subgroups

Because teacher education is a labor-intensive
endeavor, new ways of instruction need to be developed
that make it possible for instruction to be more
effective. In the sample of studies, the Panel found a
total of seven preservice and inservice research studies
that used various forms of technology to improve
teacher education. This is a promising direction.
Computer technology has made the use of video
modeling and simulation even more available than it has
been. The use of either simulated or real teaching
cases, linked with appropriate instruction, can provide
supplemental experiences to classroom instruction in
teaching.
The list of questions that remains is a long one.
However, there is a growing consensus on many
elements of the problems in teacher education and
professional development. The technology to improve
teacher knowledge and performance exists. Positive
changes in teacher education have been demonstrated
by a wide variety of interventions. Further studies are
needed to address the problems that remain.
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OCLC World Cat

OCLC Article First

PsycINFO

ERIC

4

4

1,350

558

4

5

733

4

5
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education
Teacher education
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Preservice reading
teachers
Training reading
teachers
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PsycLIT 1887- 1999
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Pre se rvice
Te ache r
Ed ucatio n

Inse rvice
Te ache r
Ed ucatio n

Te ache r
Training

Te ache r
Pre p aratio n

Inse rvice

Pre se rvice

Te ache r
Ed ucatio n
Pro g ram
Evaluatio n

Staff
De ve lo p me nt

Pro fe ssio nal
De ve lo p me nt

De ve lo p me nt
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Pre se rvice Te ache r Ed ucatio n
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33

Inse rvice Te ache r Ed ucatio n
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1

625

Te ache r Training

541

1

89

1,181

Te ache r Pre p aratio n

174

1

6

28

319

Inse rvice

709

3

625

118

17

1,704

Pre se rvice

366

33

35

52

5
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885

Te ache r Ed ucatio n Pro g ram
Evaluatio n

2

0

0

0

0

0

0

2

Staff De ve lo p me nt

84

0

53

14

3

75

17

0

445

Pro fe ssio nal De ve lo p me nt

138

5

39

12

8

106

35

0

90

1947

Re ad ing

213

5

44

85

27

84

76

0

25

51

Writing

94

5

9

19

5

27

35

0

9

43

Lite racy

55

3

6
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9
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26

0

6
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Sear
ch Terms Used and Number of Ar
ticles Returned
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Articles
Additional Searches:
Professional development <and> teacher - 247
Reading <and> inservice <and> teacher education - 52
Reading <and> writing <and> literacy -438
Reading <and> preservice <and> teacher education -35
Reading <and> writing <and> literacy <and> teacher education -14
Reading <and> writing <and> literacy <and> teacher education program evaluation - 0
Reading <and> writing <and> literacy <and> teacher training -1
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Table 1: Pre s e rvice Studie s
Autho r, Date , &
Pub lishe r
Co p e land , W.D.,
& De cke r, D.L.
(1996). Te aching
and Te ache r
Ed ucatio n,12(5),
467-481.

Jo hnso n, C.S., &
Evans, A.D.
(1992). Lite racy
Re se arch, 10.

Ex p /
Quasi

Q

Q

Co ntro l:
Ye s/No

No

No

Pre &
Po st:
Ye s/No

Ye s

Ye s

Typ e o f Te ache r Training &
Duratio n

Pre 9

Gro up -b ase d d iscussio n
e xp e rie nce with vid e o o f DRTA
with 4th g rad e stud e nts 6
we e ks

Pre 22

Que stio ning te chniq ue s: a)
share d inq uiry; b ) b asal re ad e r
q ue stio ns c) q ue stio n & answe r
re latio nship s (QAR). Six class
se ssio ns o f 100 minute s = 100
minute s

Pre 37

Dire cte d Re ad ing Activity
(DRA) [vo cab ulary,
b ackg ro und , & mo tivatio n,
g uid e d sile nt re ad ing , &
co mp re he nsio n q ue stio ns]
instructio n via le cture &
d iscussio n vs instructio n via
vid e o & simulatio n 1 se me ste r
(infe rre d )
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Pre /Inse rvice

Kle sius, J.P,
Se arls, E.F., &
Zie lo nka, P.
(1990). Jo urnal o f
Te ache r
Ed ucatio n,41(4),
34-44.

Ye s +
Rand o m

E

Ye s +
Rand o m
assig n-me nt o f
te ache rs
in
e xisting
p ro g ram

No

No

Pre 121
n=?
attritio n
no t
re p o rte d

Le arning stud y skills and
co nte nt (to p ic: fund ame ntals o f
re ad ing ) co ncurre ntly. 1
se me ste r (infe rre d )

De p e nd e nt Me asure s: Te ache r (Tr)
& Stud e nt (St)

Find ing s

4*

Tr: Ho w te ache rs inte rp re te d
(me aning -making ) vid e o d ata &
imp ro ve d afte r g ro up d iscussio n.
Analyze d b y to p ics.
St: No ne

Mo re than o ne -third o f the to p ics
d iscusse d we re ad o p te d , transfo rme d , o r
cre ate d b y the re sp o nd e nts to d e scrib e
the ir o wn me aning -making 3 we e ks late r.

E le

Tr: Typ e o f q ue stio ns d e sig ne d b y
trs afte r training .
St: No ne

Numb e r & p e rce ntag e o f re stricte d thinking
and lite ral q ue stio ns d e cre ase d while
re late d and e xte nd e d thinking q ue stio ns
(e sp . critical thinking ) incre ase d .

E le

Tr: Classro o m o b se rvatio ns o f
te ache rs
St: No ne

The re we re no sho rt-te rm d iffe re nce s in
p e rfo rmance b e twe e n the 2 instructio nal
g ro up s, b ut tho se instructe d with vid e o tap e
and simulatio n re taine d and use d the
info rmatio n b e tte r fo r a lo ng e r p e rio d o f
time .

No t
state d

Tr: 1) Surve y o f Stud y Hab its &
Attitud e s
2) Vo cab ulary: Stanfo rd Diag no stic
Re ad ing Te st
3) Co mp re : Stanfo rd DRT
4) Re se arche r-d e sig ne d MCQ
co urse co nte nt te st
St: No ne

Exp e rime ntal g ro up had sig nificant g ains
o n surve y o f stud y hab its and attitud e s and
co urse co nte nt. The co ntro l g ro up tuto re d
child re n in an e le me ntary scho o l. This
sug g e sts that p re se rvice te ache rs lack
p ro ficie nt re ad ing hab its b ut can imp ro ve
with le sso ns o n stud y skills taug ht at the
same time as co nte nt instructio n.
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Olso n, M.W., &
Gillis, M. (1983).
Re ad ing Wo rld ,
124-133.

E

Gr

Tyre , B.B. &
Knig ht, D.W.
(1972). So uthe rn
Jo urnal o f
Ed ucatio nal
Re se arch, 6(3),
113-122.
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We d man, J.M.,
Hug he s, J.A., &
Ro b inso n, R.R.
(1993).
Inno vative
Hig he r
Ed ucatio n, 17(4)
231-241.

We d man, J.M.,
& Mo utray, C.
(1991). Re ad ing
Re se arch and
Instructio n, 30(2),
62-70.

E

Ye s. 3
Gro up s +
rand o m

Ye s

E

Ye s.
Assig ne d
to tre atme nt
& co ntro l
b ase d o n
No
GPA.
Co ntro l
n=30;
tre atme nt
n=47

E

Ye s. 3
g ro up s (A,
B, C).
Assig nme nt
b y GPA.
Eq ual
No
numb e rs o f
lo w,
mid d le , &
hig h.
Pro b ab ly
rand o mize d

Pre
72

Te aching wo rd -re co g nitio n skills
G1: classro o m instructio n
sup p le me nte d with co mp iling
an anno tate d list o f te aching
te chniq ue s G2: instructio n
sup p le me nte d with b asal
re ad e rs, p re p aring le sso n
p lans, & vie wing vid e o s o f
te aching G3: stud ying b asals,
p re p aring le sso n p lans, &
te aching child re n. Duratio n no t
re p o rte d .

Pre
77

Using co o p e rative le arning
ap p ro ach to he lp p re se rvice
te ache rs le arn Info rmal Re ad ing
Inve nto ry (IRI) co nce p ts and
p ro ce d ure s. 3 we e ks.

Pre
36

Que stio ning : Lite ral, te xt-b ase d
infe re ntial q ue stio ns (TBIQ) and
Prio r Kno wle d g e -b ase d
infe re ntial q ue stio ns (PKBIQ) A:
Lite ral & infe re ntial q ue stio ns
taug ht. B: Lo we r & hig he r le ve l
q ue stio ns in b asals we re
taug ht. C: No instructio n in
q ue stio ning . Instructio n o n
classro o m use s o f lite rature . 8we e k p ro je ct.

E le
(infe rre d )

1-6

J r e le

Tr: 1) Pho nics Te st fo r Te ache rs 2)
Te st o f Pho nics Princip le s 3)
Califo rnia Pho nics Surve y
St: No ne

Tr: 2 me asure s a) Re se arche rd e sig ne d MCQ b ase d o n
Analytical Re ad ing Inve nto ry
(Wo o d s & Mo e , 1981).
Ad ministe re d e nd o f 3 we e ks. b )
Que stio ns o n p articip ants'
p e rce p tio ns o f the syste matic
co o p e rative le arning ap p ro ach.
Tre atme nt g ro up o nly.
St: No ne

Tr: Writte n q ue stio ns & aud io
re co rd o f q ue stio ns g e ne rate d
d uring d iscussio ns
St: No ne

Pho nics Te st fo r Te ache rs and Te st o f
Pho nics Princip le s ind icate d sig nificant
g ain in kno wle d g e o f wo rd re co g nitio n
skills fo r all g ro up s. No sig nificant g ain
re p o rte d whe n me asure d b y Califo rnia
te st. This sup p o rts the use o f tuto rial o r
p racticum e xp e rie nce s to g e the r with
le arning o f the o ry in p re se rvice me tho d s
co urse s.

Tre atme nt g ro up sco re d sig nificantly
hig he r than co ntro l g ro up o n IRI le arning
o utco me s me asure . The le cture me tho d ,
use d alo ne , ap p e ars sig nificantly le ss
e ffe ctive fo r he lp ing stud e nts le arn skills
and p ro ce d ure s. But co o p e rative
le arning alo ne is no t sufficie nt as 32% o f
the p articip ants p e rce ive d liste ning in
class as an e ffe ctive way to le arn. A
b alance b e twe e n trad itio nal le cture
me tho d and vario us co o p e rative
le arning activitie s sho uld b e use d .

Bo th Gro up s A & B g e ne rate d TBIQ with
hig he r o ve rall fre q ue ncy & p e rce ntag e
than C. As mo re p ractice was p ro vid e d ,
fre q ue ncy o f TBIQ incre ase d fo r all
g ro up s' q ue stio ns. Gro up B p e rfo rme d
sig nificantly hig he r than A o r C fo r TBIQ.
All g ro up s fo rmulate d PKBIQ. Gro up C
aske d mo re g e ne ral q ue stio ns than A o r
B.

Chapter 5: Teacher Education and Reading Instruction

Reports of the Subgroups

Table 1: Preservice Studies (continued)

Table 1: Pre s e rvice Studie s (continue d)

We d man, J.M., &
Ro b inso n, R.
(1988). Re ad ing Q
Imp ro ve me nt,
25(2), 110-116.
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Wham, M.A.
(1993). Jo urnal o f
Re se arch &
Q
De ve lo p me nt in
Ed ucatio n, 27(1),
9-17.

No

No

Ye s

Ye s

Pre
27

Pre

Te ache rs' kno wle d g e o f
re ad ing and its e ffe cts o n
d e cisio nmaking p ractice s and
aware ne ss o f mate rials. 1
se me ste r (infe rre d )

E le

Me tho d s o f te aching re ad ing K8. Und e rg rad uate co urse wo rk +
stud e nt te aching e xp e rie nce
with co o p e rating te ache rs.
N=35 Final p hase o f the stud y K-8
e xamine d chang e s in
o rie ntatio n fro m p re -co urse wo rk
to p o st-stud e nt te aching .
Duratio n: ab o ut 3 se me ste rs

Tr: Me asure s o f d e cisio nmaking
(p ro b le m-so lutio n and analysis b y
"tho ug ht units" and p e rce p tio n) (3p o int scale ).
St: No ne

Tr: De Fo rd 's The o re tical
Orie ntatio ns to Re ad ing Pro file
(TORP) 6/35 te ache rs we re
vid e o tap e d to e nsure co nsiste ncy
b e twe e n re ad ing instructio n and
re sp o nse s to TORP.
St: No ne

Particip ants' d e cisio n-making p ractice s and
mate rials use chang e d fro m p re te st to
p o stte st. Po stte st tho ug ht units re late d to
d e cisio ns ad d re sse d p ractice s re q uiring
instructio nal re e valuatio n o r chang e . The
numb e r o f mate rials me ntio ne d sub stantially
incre ase d fro m p re te st to p o stte st.

Mo re than half (54%) d id no t e xp e rie nce
any chang e in the o re tical o rie ntatio n
thro ug ho ut the co urse . This find ing ap p e ars
to sup p o rt the vie w (Lo rtie , 1975) that the
majo r influe nce shap ing future te ache rs'
co nce p tio ns o f te aching is p ast e xp e rie nce
as p up ils. The curre nt stud y sug g e sts that
the me tho d s co urse s and the stud e nt
te aching e xp e rie nce are o nly mo d e stly
re late d to chang e s in the the o re tical
o rie ntatio ns o f p re se rvice te ache rs.
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Autho rs, Date , &
Pub lishe r

5-28

Le vin, B.B.
(1995).
Te aching and
Te ache r
Ed ucatio n,11(1),63-79.

We ste rmark, T.I.,
& Crichlo w, K.A.
(1983).
Re ad ing
Psycho lo g y: An
Inte rnatio nal
Quarte rly, 4, 129139.

Pre &
Po st:
Ye s/No

Exp / Quasi

Co ntro l:
Ye s/No

Q
Particip ants
fro m
e xisting
p ro g ram.

Ye s. No t
re p o rte d
whe the r the re
was rand o m
assig nme nt.
Each g ro up
had e q ual
numb e rs o f
stud e nt,
b e g inning ,
and
e xp e rie nce d
te ache rs.

Q

Ye s. No t
rand o m: 4
g ro up s (1, 2,
No
3, and 4) fro m
e xisting
e nro llme nt

Ye s

Pre /
In-S

Typ e Of Te ache r Training &
Duratio n

8 p re
16 in

Case me tho d in te ache r
e d ucatio n.
2 case s: te aching writing in 4th
g rad e Re ad ing & writing ab o ut
case vs. re ad ing , d iscussing ,
& writing . Ab o ut 5 we e ks

72:
36
p re +
36 in

Estimating re ad ab ility le ve ls
G1: The o re tical & situatio nal
kno wle d g e o f re ad ing
G2: Situatio nal kno wle d g e o nly
G3: The o re tical kno wle d g e
o nly
G4: No kno wle d g e
o f the o ry o r p ractice .
1 se me ste r (infe rre d )

Gr

De p e nd e nt Me asure s:
Find ing s
Te ache r (Tr) & Stud e nt (St)

4*

Tr: analyse s o f writte n
re sp o nse to case s
St: No ne

E le

Tr: Accuracy in e stimating
re ad ab ility sub je ctive ly
co mp are d to actual
re ad ing le ve l o f mate rials.
St: No ne

Op p o rtunity to re ad , write , and d iscuss a
case affe cte d te ache rs' thinking ab o ut the
case . Fo r e xp e rie nce d te ache rs,
d iscussio n was a catalyst fo r re fle ctio n
and me taco g nitio n. Le ss e xp e rie nce d
te ache rs and p re se rvice te ache rs we re
ab le to clarify and e lab o rate the ir thinking .
Only re ad ing and writing ab o ut a case
p ro vid e d little stimulus fo r te ache rs to
e lab o rate the ir und e rstand ing o r incre ase
the ir p e rsp e ctive s o n issue s in the case .

No e ffe ct. Te ache rs vary wid e ly in
e stimating re ad ab ility. All g ro up s
e stimate d re ad ab ility e q ually accurate ly,
and accuracy d e cre ase d as re ad ab ility
le ve ls incre ase d fo r all g ro up s.
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Table 2: Studie s of Both Pre s e rvice and Ins e rvice

Table 3: Ins e rvice Studie s with Te ache r Outcome M e as ure s Only
Autho r/s, Date &
Pub

Dup uis, M.M.,
Asko v, E.N., &
Le e , J.W.
(1979).
Jo urnal o f
Ed ucatio nal
Re se arch, 73(2),
65-74.

Ex p /
Quasi

Q

Co ntro l:
Ye s/No

Ye s. No nrand o m
assig nme nt.
Co ntro l g ro up
co nsiste d o f
te ache rs fro m
the same
scho o l b ut
no t p art o f the
p ro je ct.

Pre &
Po st:
Ye s/No

Pre /
In-S

Ye s;
te ach- In
e rs
127
o nly.
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Q

Ye s. No t
rand o m.
Existing
classro o ms
use d .

No

In
27

Te aching co nte nt are a te ache rs
ho w to te ach re ad ing
(d iag no sis, mo tivatio n,
o rg anizatio n fo r instructio n,
mate rials se le ctio n, skills
d e ve lo p me nt, e valuatio n, e tc.).
Also aime d to imp ro ve
attitud e s to ward te aching
re ad ing in the co nte nt are a
classro o m. Vid e o tap e s use d .
Duratio n: 1 ye ar. Training
ho urs: ab o ut 45 ho urs.

Que stio ning & te ache r-stud e nt
inte ractio ns (tr- q ue stio ns, stanswe rs, tr-sustaining /
te rminating fe e d b ack).
COGNET: Co g nitive Enrichme nt
Ne two rk. Exp lo re d re latio nship
b e twe e n me d iate d le arning
inte ractio ns (b ase d o n
Vyg o tsky & Fe ue rste in) and
q ue stio n d yad variab le s.
Duratio n: 3 ye ars. Mo re than
60 ho urs o f training .

Gr

Jr
hig h

K, 1,
2, 3

De p e nd e nt Me asure s: Te ache r (Tr)
& Stud e nt (St)

Find ing s

The attitud e g ains mad e b y the
e xp e rime ntal g ro up s we re sig nificantly
g re ate r than tho se o f the co mp ariso n
g ro up s. Mo rale ap p e are d no t to have
b e e n a sig nificant facto r in d e te rmining
te ache rs' attitud e s to inte g rating re ad ing
Tr: Te ache r attitud e to ward
instructio n in co nte nt are as. Sig nificantly
te aching re ad ing , te ache r mo rale ,
mo re e xp e rime ntal g ro up te ache rs
chang e d fro m no nmaste ry to maste ry at
te ache r skill le ve l in te aching
re ad ing , and staff rating s o f te ache r p o stte st. The inte rrate r re liab ility o f
jud g ing te ache r chang e canno t b e
chang e .
St: No ne .
d e te rmine d . Rating s (o b se rvatio ns)
se e me d to ind icate that chang e s we re
re fle cte d in classro o m p ractice . But
o ve rall, te ache rs' kno wle d g e o f re ad ing
skills d id no t imp ro ve as much as
ho p e d .

Tr: Ob se rvatio nal analysis b ase d
o n Me d iate d Le arning Exp e rie nce
Ob se rvatio nal Analysis Syste m
(Gre e nb e rg , 1990); Bro p hy &
Go o d ' s Te ache r-Child Dyad ic
Inte ractio n Syste m (1969).
St: No ne

The d e g re e to which te ache rs p ro vid e d
me d iate d le arning was b ase d o n
kno wle d g e and skills o n ho w to facilitate
the le arning p ro ce ss. Exp e rime ntal
g ro up sho we d hig he r le ve ls o f use o f
me d iate d le arning , e .g ., asking mo re
p ro ce ss q ue stio ns and acce p ting p artially
co rre ct answe rs. The y we re ab le to ask
q ue stio ns re q uiring child re n to cho o se
b e twe e n re sp o nse s and e nco urag e d
the m to think mo re d e e p ly thro ug h
re p hrasing and g iving clue s. Limitatio n:
small samp le .
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Gre e nb e rg , K.H.,
Wo o d sid e , M.R.,
& Brasil, L.
(1994). Jo urnal o f
Classro o m
Inte ractio n, 29(2),
1-9.

Typ e o f Te ache r Training &
Duratio n

Autho r/s, Date , &
Pub lishe r

Ho o ve r, N.L., &
Carro ll, R.G.
(1987).
Te aching &
Te ache r
Ed ucatio n, 3(3),
179-191.

Ex p /
Quasi

Q

Co ntro l:
Ye s/No

No

Pre &
Po st:
Ye s/No

Ye s;
te ache rs
o nly

Pre /
In-S

Typ e o f Te ache r Training &
Duratio n

In
53

Training in using re ad ing
g ro up s was p ro vid e d .
Te ache rs we re also traine d to
use a se lf-asse ssme nt
che cklist to e valuate the ir o wn
re ad ing instructio n o n
vid e o tap e .
Duratio n:
ab o ut 6 mo nths.
32 ho urs o f training .

Sche ffle r, A.J.,
Richmo nd , M., &
Kaze lskis, R.
(1993).
Re ad ing
Psycho lo g y: An
Inte rnatio nal
Quarte rly, 14(1),
1-13.

K-7

De p e nd e nt Me asure s: Te ache r
(Tr) & Stud e nt (St)

Tr: Rand o m se le ctio n o f vid e o
tap e d d ata (37%) was mad e and
aud ite d b y the re se arche rs
using the se lf-asse ssme nt
che cklist.
St: No ne

Pro je ct was d e sig ne d fo r
te aching b e g inning re ad ing
instructio n to d isad vantag e d
urb an child re n.
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Mo rriso n, C.,
Harris, A.J., &
Aue rb ach, I.T.
(1969).
Re ad ing
Re se arch
Quarte rly, 4, 366395.

Gr

Q

Q

In
92

Ye s

Ye s

No

Ye s.
Te ache rs
o nly.
Pre -te st, In
p o st-te st, 55
and
d e laye d -p o stte st

Two ap p ro ache s co nsisting
e ach o f two me tho d s: a) skills
ap p ro ach (b asal re ad e r &
p ho no visual me tho d ); b )
Lang uag e Exp e rie nce
Ap p ro ach (LEA & LE Aud io Visual; d ) Pilo t (co mb inatio n o f
LEA & wo rd re co g nitio n).
Duratio n: 3 ye ars. Training
ho urs: no t re p o rte d .

Who le lang uag e . Duratio n: 2.5
mo nths 2 d ay-lo ng wo rksho p s.
Ab o ut 12-16 ho urs o f training .

1, 2, 3

K-8

Tr: Attitud e inve nto ry &
inte rvie ws
St: N = 1378 (starte d );
re p licatio n stud y, N = 679
St: No ne

Tr: The o re tical o rie ntatio n to
re ad ing as me asure d b y the
De Fo rd The o re tical Orie ntatio n
to Re ad ing Pro file (TORP)
St: No ne

Find ing s

Pre - and p o stte st d ata sho we d that
the se lf-asse ssme nt p ro ce d ure was
e ffe ctive in he lp ing te ache rs imp ro ve
instructio n. Te ache rs re p o rte d
sig nificant imp ro ve me nts in the ir
te aching b e havio r, which is sup p o rte d
b y the q uantitative d ata. Unanswe re d
q ue stio n: whe the r the imp act o f se lfasse ssme nt p ro ce d ure is sustainab le .

Re sults ind icate d that te ache rs we re
no lo ng e r using the e xp e rime ntal
mate rials in the same way the y d id
whe n the stud y was in p ro g re ss and
had , in fact, re ve rte d to a p atte rn o f
instructio n similar to what the y had
b e e n d o ing . Ad ministrative p o licie s
p e rtaining to g ro up ing also re ve rte d
b ack to what the y we re . The stud y
cautio ns ag ainst using sho rt-te rm
re sults to valid ate te ache r e d ucatio n
e ffo rts.

A sig nificant main e ffe ct was fo und
amo ng the p re -, p o st-, and d e laye d p o st-trial sco re s fo r the to tal TORP
sco re s. As a g ro up , the sub je cts
mo ve d sig nificantly clo se r to a who le
lang uag e o rie ntatio n fro m the p re - to
the d e laye d -p o st-trial me asure .
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Table 3: Ins e rvice Studie s with Te ache r Outcome M e as ure s Only (continue d)

Table 3: Ins e rvice Studie s with Te ache r Outcome M e as ure s Only (continue d)
Autho r/s, Date , &
Pub lishe r

Sp anje r, R.A., &
Layne , B.H.
(1983).
Jo urnal o f
Ed ucatio nal
Re se arch, 77(1),
60-62.

Ex p /
Quasi

Q

Co ntro l:
Ye s/No

No

Pre &
Po st:
Ye s/No

Ye s.
Te ache rs
o nly

Pre /
In-S

Typ e o f Te ache r Training &
Duratio n

In
78

Te aching writing as a
p ro ce ss to facilitate a
chang e in te ache rs' attitud e
to lang uag e . Wo rksho p
curriculum ad ap te d fro m
Be rke le y' s Bay Are a Pro je ct
(1977). Duratio n: 3 ye ars.
3 wo rksho p s o ve r 3
summe rs. Training ho urs no t
re p o rte d .

Gr

De p e nd e nt Me asure s: Te ache r
(Tr) & Stud e nt (St)

Find ing s

38 e le m.mid -sch.;
41 se c.p o st-se c.

Tr: Te ache rs' attitud e s we re
asse sse d using the Lang uag e
Inq uiry (Fro g ne r, 1969) inve nto ry.
The instrume nt co ve rs stand ard s
in using Ame rican Eng lish. and
o n lang uag e stud y & te aching .
1 missing p re te st sco re , n=78
St: No ne .

The p o stte st me an was sig nificantly
g re ate r than the p re te st me an. The
p ro ce ss ap p ro ach to writing may
influe nce te ache rs' attitud e s to ward
lang uag e (i.e ., le ss rule b o und &
p re scrip tive , mo re se nsitive to
usag e acco rd ing to p urp o se and
co nte xt).
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& Pub lishe r
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And e rso n, L.M.,
Eve rtso n, C.M.,
& Bro p hy, J.E..
(1979).
Ele me ntary
Scho o l Jo urnal,
79(4), 193-223.

Bake r, J.E..
(1977). Ontario
Psycho lo g ist,
9(4), 57-62.

Ex p /
Quasi

Q

Q

Co ntro l:
Ye s/No

Ye s. No t truly
rand o m. 10
tre atme nt
(o b se rve d ); 10
co ntro l; 7
tre atme nt (no t
o b se rve d ). All
in e ach scho o l
assig ne d to
co ntro l o r
tre atme nt.

Ye s (stud e nts
o nly). No t
rand o m. N =
18 (co ntro l)
and N = 18
(tre atme nt)

Pre &
Po st:
Ye s/No

No

Ye s;
stud e nts
o nly

Pre / In-S

Typ e o f Te ache r
Training & Duratio n

In 27

Instructio nal mo d e l fo r
p ro mo ting e ffe ctive
instructio n in small g ro up s
in the e arly g rad e s.
Duratio n: 1 ye ar. Minimal
training . Te ache rs re ad a
manual and 2 me e ting s
we re he ld . Training ho urs:
No ne .

In 18

Classro o m co nsultatio n
mo d e l (IS/C) to imp ro ve
re ad ing instructio n fo r
und e rachie ving re ad e rs.
Strate g ie s includ e : 1)
stimulus variatio n 2)
re info rce me nt te chniq ue s 3)
re sp o nse g uid ance cue s 4)
q ue stio ning te chniq ue s.
Vid e o tap e s (o f e le me ntary
& se co nd ary te ache rs &
the ir stud e nts) use d fo r
training . Duratio n: 4.5
mo nths. 10 wo rksho p s (+ 6
atte nd e d p re vio usly) Ab o ut
10-15 ho urs o f training

Gr

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt (St)

1

Tr: Ob se rvatio ns o ve r 1 ye ar
to e nsure imp le me ntatio n o f
the mo d e l. St: Class me ans
we re re p o rte d . 27 classe s.
Me asure s o f stud e nt re ad ine ss
(Me tro p o litan Re ad ine ss Te sts,
Le ve l 1) and re ad ing
achie ve me nt.

4

Tr: N = 18. Te ache rs' rating s o f
re le vance o f the inse rvice
se ssio ns and writte n
e valuatio ns, ind icating chang e s
in attitud e s, value s and
b e havio r. St: N = 36
(und e rachie ving re ad e rs taug ht
b y 3 te ache rs) De p e nd e nt
me asure s: Gilmo re Oral
Re ad ing Te st (Accuracy &
Co mp re he nsio n sub te sts);
Scho ne ll Grad e d Wo rd
Re ad ing List; Me tro p o litan
Achie ve me nt Te st (MAT):
Ele me ntary Sp e lling Sub te st.

Find ing s

The tre atme nt classe s (whe the r
o b se rve d o r uno b se rve d ) had hig he r
ad juste d achie ve me nt sco re s.
Diffe re nce s in te ache rs' b e havio rs in
the co ntro l and e xp e rime ntal g ro up s
we re o b se rve d , b ut no t all can b e
attrib ute d to the tre atme nt. The
tre atme nt te ache rs e xhib ite d mo re o f
tho se b e havio rs asso ciate d with
achie ve me nt. Ove rall, the co nte nt o f
the tre atme nt p ro b ab ly had e ffe cts o n
stud e nt achie ve me nt, b ut o the r
e ffe cts (e .g ., scho o l e ffe cts) canno t
b e rule d o ut.

Chang e s in the te ache rs includ e d
incre ase d aware ne ss o f q ue stio ning
te chniq ue s, imp ro ve me nt in p lanning
skills and intro d ucing co nce p ts
se q ue ntially, re q uiring and illustrating
p rincip le s o f thinking , utilizing o ral
d iscussio ns to e nco urag e stud e nt
writing , allo wing time fo r co ncre te
p re se ntatio ns o f co nce p ts. The
re sults we re sig nificant in stud e nt
p e rfo rmance fo r thre e o f the fo ur
d e p e nd e nt me asure s. The MAT
(sp e lling te st) d id no t sho w sig nificant
d iffe re nce s b e twe e n tre atme nt and
co ntro l sub je cts.
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Table 4: Ins e rvice Studie s with Te ache rand Stude nt Outcome M e as ure s

Table 4: Ins e rvice Studie s With Te ache r and Stude nt Outcome M e as ure s (continue d)
Autho r/s, Date ,
& Pub lishe r

Bo o k, C.L.,
Duffy, G.G.,
Ro e hle r, L.R.,
Me lo th, M.S., &
Vavrus, L.G..
(1985).
Co mmunicatio n
Ed ucatio n,
34(1), 29-36.

Ex p /
Quasi

E

Co ntro l:
Ye s/No

Ye s.
Rand o mly
assig ne d .

Pre &
Po st:
Ye s/No

No

Pre / In-S

In 22

Typ e o f Te ache r
Training & Duratio n

Dire ct Exp lanatio n me tho d .
Te ache rs we re traine d in
the use o f e xp licit
e xp lanatio ns o f re ad ing
skills and p ro ce sse s. Lo w
re ad ing g ro up s. Duratio n:
no t re p o rte d . 3 training
se ssio ns. Numb e r o f
training ho urs no t re p o rte d .

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt (St)

5

Tr: Te ache rs in co ntro l and
e xp e rime ntal g ro up s o b se rve d
and rate d o n e xp licitne ss o f
the ir e xp lanatio ns, using a
rating scale d e ve lo p e d b y the
re se arche rs. St: Afte r e ach
le sso n, at le ast 5 stud e nts
we re inte rvie we d o n strate g y
aware ne ss: - What d id yo u
le arn? - Why is it imp o rtant? Ho w d o yo u d o it? No
me asure s o f stud e nt strate g y
usag e o r re ad ing
achie ve me nt.

2

Tr: No fo rmal me asure s we re
use d altho ug h le sso ns we re
o b se rve d . Tre atme nt classe s
we re o b se rve d to have mo re
p ro mine nt d iscussio n o f
strate g ie s than co mp ariso n
re ad ing g ro up s. St: a)
Strate g ie s inte rvie w to asse ss
aware ne ss o f co mp re he nsio n
and p ro b le m-so lving
strate g ie s. b ) Re te lling
q ue stio ns to asse ss stud e nts'
re te lling and se q ue ncing o f 2
sto rie s. c) Think-alo ud task to
d e te rmine whe the r stud e nts
we re mo re te xt- o r re ad e rb ase d in the ir re sp o nse s to
p ro b e s. d ) Stand ard ize d
sub te sts o f re ad ing
co mp re he nsio n and wo rd
skills (Stanfo rd Achie ve me nt
Te st [SAT]).

Find ing s

Stud e nts o f tre atme nt te ache rs
sco re d sig nificantly hig he r than
stud e nts o f co ntro l te ache rs o n
strate g y aware ne ss. Tre atme nt
te ache rs we re rate d as sig nificantly
mo re e xp licit in the ir e xp lanatio ns
than co ntro l te ache rs. Tre atme nt
te ache rs also b e came mo re e xp licit
in the ir e xp lanatio ns o ve r time . The re
was a sig nificant p o sitive re latio nship
b e twe e n stud e nt me taco g nitive
aware ne ss and te ache r e xp lanatio n,
i.e ., as te ache rs b e came mo re
e xp licit in the ir e xp lanatio n, stud e nts'
rating s o f aware ne ss incre ase d .
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Gr

Q

Ye s. Te ache rs
we re no t
rand o mly
assig ne d .

Ye s (fo r
stud e nts)

In 10
te ache rs
60
stud e nts
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Bro wn, R.,
Pre ssle y, M.,
Van Me te r, P., &
Schud e r, T.
(1996). Jo urnal
o f Ed ucatio nal
Psycho lo g y, 88
(1), 18-37

Transactio nal Strate g ie s
Instructio n (TSI),
e mp hasizing jo int
co nstructio n o f te xt
inte rp re tatio ns and stud e nt
strate g y usag e . Stud e nts
re ad b e lo w 2nd g rad e
le ve l. Duratio n: 1 acad e mic
ye ar. Training ho urs: no t
re p o rte d . The e xp e rime ntal
g ro up te ache rs d id no t
re ce ive training fo r this
stud y. All had e xte nsive
p rio r e xp e rie nce with TSI.

Stud e nts o f tre atme nt te ache rs
sco re d sig nificantly hig he r than
stud e nts o f co ntro l te ache rs o n the
co mp re he nsio n and wo rd skills
sub te sts o f SAT. The y also sho we d
sig nificantly g re ate r imp ro ve me nt o n
the se me asure s o ve r the co urse o f
the stud y. Stud e nts o f the tre atme nt
te ache rs re calle d mo re lite ral
info rmatio n and we re sig nificantly
mo re inte rp re tive in the ir re te lling o f
the sto rie s. Stud e nts o f tre atme nt
te ache rs re p o rte d mo re aware ne ss o f
co mp re he nsio n and wo rd -le ve l
strate g ie s than d id the stud e nts o f
co ntro l te ache rs.

Autho r/s, Date ,
& Pub lishe r

5-34

Co lad arci, T., &
Gag e , N.L.
(1984).
Ame rican
Ed ucatio nal
Re se arch
Jo urnal, 21(3),
539-555.

Co nle y, M.M.W.
(1983). Re ad ing
Te ache r, 36(8),
804-808.

Ex p /
Quasi

E

E

Co ntro l:
Ye s/No

Ye s

Ye s. Te ache rs
in e ach scho o l
we re rand o mly
assig ne d

Pre &
Po st:
Ye s/No

Pre / In-S

Typ e o f Te ache r
Training & Duratio n

Gr

Ye s;
p re and
p o st fo r
te ache rs
&
stud e nt- In 32
s. 28
classe s
(d ata
availab le)

Te ache r e d ucatio n
p acke ts (TEP) b y
Crawfo rd e t al., 1978
we re g ive n to tre atme nt
and co ntro l g ro up
te ache rs. TEP co nsiste d
o f a) b e havio r manag e me nt & d iscip line b )
larg e -g ro up instructio n,
use o f Q&A, & p ho nics
e xe rcise s in re ad ing ; c)
q ue stio ning and
fe e d b ack strate g ie s.
The re was no fo rmal
training ; te ache rs we re
aske d to fo llo w what was
g ive n in the g uid e line s.
Duratio n: Ab o ut 1 ye ar.
Fo rmal training : No ne .

4,5,6

Ye s, fo r
stud e nts
o nly

Co mp re he nsio n
instructio n (lite ral,
infe re ntial, critical, and
cre ative ). Includ e d hig he r
o rd e r q ue stio ning
te chniq ue s. No te :
Stud e nts we re all b lack &
fro m lo w so cio e co no mic
b ackg ro und s. The y we re
se le cte d b e cause the y
re ad b e lo w the natio nal
no rm fo r the ir ag e le ve l.
Duratio n: 6 mo nths.
Ab o ut 10-15 ho urs o f
training .

Grad e 6
mate rials
we re
use d ;
stud e nts
we re
ung rad e d

In 32

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt (St)

Find ing s

As an e xp e rime nt, this stud y faile d to
co rro b o rate the p o sitive re sults
Tr: Classro o m o b se rvatio n p re o b taine d p re vio usly in similar
and p o sttre atme nt. Ob se rvatio n
classro o m-b ase d e xp e rime nts.
re co rd s yie ld e d ro ug h
To ward the e nd o f the scho o l ye ar,
e stimate s o f the e xte nt to
the e xp e rime ntal g ro up te ache rs d id
which te ache r b e havio r
no t sho w ap p re ciab ly g re ate r
re fle cte d TEP
co nfo rmity to the TEP
re co mme nd atio ns St:
re co mme nd atio ns, no r d id the ir
Co mp re he nsive . Te st o f Basic
classe s imp ro ve in e nd -o f-ye ar
Skills was use d .
acad e mic achie ve me nt.

Tr: Ong o ing fo rmative
e valuatio n. St: Gate sMacGinitie Re ad ing Te st
(le ve l E)

Te ache rs b e ne fite d (e vid e nt fro m
q ualitative d ata d uring inse rvice
e valuatio ns and fe e d b ack), b ut mo re
imp o rtant we re sig nificant
co mp re he nsio n g ains fo r stud e nts.
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Table 4: Ins e rvice Studie s With Te ache rand Stude nt Outcome M e as ure s (continue d)

Table 4: Ins e rvice Studie s With Te ache r and Stude nt Outcome M e as ure s (continue d)
Autho r/s, Date ,
& Pub lishe r

Duffy, G.G.,
Ro e hle r, L.R.,
Me lo th, M.S.,
Vavrus, L.G.,
Bo o k, C.,
Putnam, J., &
We sse lman, R.
(1986). Re ad ing
Re se arch
Quarte rly, 21(3),
237-252.

Ex p /
Quasi

E

Pre & Po st:
Ye s/No

Ye s; rand o mly
assig ne d

1) Ye s:
Base line
d ata o n
te ache r
e ffe ctive ne ss
thro ug h
o b se rvatio ns
+ p o sttre atme nt
o b se rvatio ns.
2) Ye s:
stud e nts
we re
me asure d
p re - and
p o st- o n
stand ard ize d
te st.

5-35

Co ntro l:
Ye s/No

E

Ye s.
Rand o mly
assig ne d .

Ye s

In 22

In 20
148
stud e nts

Typ e o f Te ache r
Training & Duratio n

Exp licit instructio n and
e xp lanatio n in using re ad ing
skills strate g ically. Lo w
re ad ing g ro up s. Duratio n: 7
mo nths. 1 me e ting &
p re se ntatio n + 10 ho urs o f
training .

Dire ct Exp lanatio n with a
fo cus o n e xp laining the
re aso ning asso ciate d with
skill and strate g y usag e .
Lo w re ad ing g ro up s.
Duratio n: 1 acad e mic ye ar.
Training ho urs: 12

Gr

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt
(St)

5

Tr: Rating s o f te ache rs'
instructio nal e xp lanatio ns
(transcrip ts) St: Rating s o f
"aware ne ss" afte r le sso ns
(transcrip ts): 5 stud e nts
inte rvie we d p e r te ache r.
Gate s-MacGinitie Re ad ing
Te st (1978) Time take n
fo r co ntro l and tre atme nt
g ro up s to d o the te st.

3

Tr: Re se arche r-d e sig ne d
rating instrume nt was
use d to rate transcrip ts o f
te ache rs' e xp lanatio ns fo r
e xp licitne ss. St: a) SAT
(co mp re he nsio n & wo rd
skills sub te sts) b )
Michig an Ed ucatio nal
Asse ssme nt Pro g ram
(MEAP) [d e laye d
p o stte st] c) Le sso n
inte rvie ws (imme d iate ly
fo llo wing a le sso n) &
co nce p t inte rvie ws (at the
e nd o f the ye ar) d )
Sup p le me ntal
Achie ve me nt Me asure
(SAM) [re se arche rd e sig ne d ] e ) Mo d ifie d
Grad e d Oral Re ad ing
Parag rap h (GORP)

Find ing s

Te ache rs who we re traine d we re rate d
sig nificantly hig he r than tho se in the
co ntro l g ro up in e xp licit strate g y
instructio n. Stud e nts in the e xp e rime ntal
g ro up s sho we d sig nificantly mo re
aware ne ss o f re ad ing strate g ie s. But
the re we re no achie ve me nt g ains in
co mp re he nsio n. The q ualitative d ata fro m
3 g o o d te ache rs and 3 le ss e ffe ctive
te ache rs sho we d the fo rme r p ro d ucing
sig nificantly g re ate r g ro wth in
achie ve me nt. Stud e nts in the tre atme nt
g ro up to o k lo ng e r to co mp le te the
p o stte st.

The tre atme nt te ache rs we re fo und to b e
mo re e xp licit in e xp laining the re aso ning
asso ciate d with using re ad ing skills than
we re the co ntro l te ache rs. On SAT,
stud e nts o f tre atme nt te ache rs sco re d
sig nificantly hig he r than stud e nts o f
co ntro l te ache rs o n wo rd skills, b ut no t
o n co mp re he nsio n. Stud e nts o f
tre atme nt te ache rs sco re d sig nificantly
hig he r than stud e nts o f co ntro l te ache rs
o n MEAP. Stud e nts o f tre atme nt te ache rs
sco re d hig he r also in -Le sso n inte rvie ws
-Co nce p t inte rvie ws -SAM (Part 2 o nly,
no t Part 1) -Mo d ifie d GORP te st.
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Duffy, G.G.,
Ro e hle r, L.R.,
Sivan, E.,
Rackliffe , G.,
Bo o k, C.,
Me lo th, M.S.,
Vavrus, L.G.,
We sse lman, R.,
Putnam, J., &
Bassiri, D.
(1987).
Re ad ing
Re se arch
Quarte rly, 22 (3),
347-368.

Pre / In-S

Autho r/s, Date ,
& Pub lishe r

Mille r, J.W., &
Ellswo rth, R.
(1985).
Ele me ntary
Scho o l Jo urnal,
85(4), 485-496.

Ex p /
Quasi

Q&
E

Co ntro l:
Ye s/No

Ye s.
a) No t rand o m
fo r N = 143
b ) Rand o m fo r
N = 33

5-36
Stalling s, J.,
Ro b b ins, P.,
Pre sb re y, L., &
Sco tt, J. (1986).
Ele me ntary
Scho o l Jo urnal,
86(5), 571-587.

Q

Ye s. No t
rand o m.

Pre & Po st:
Ye s/No

1) Ye s fo r
te ache rs
2) No
co mp le te
p re te st d ata
fo r stud e nts,
b ut b ase line
was
e stab lishe d
thro ug h
p re te st
sco re s o f
e q uivale nt
stud e nts.

1) Ye s,
te ache rs
we re
o b se rve d
b e fo re
training .
2) Ye s fo r
stud e nts

Pre / In-S

Typ e o f Te ache r
Training & Duratio n

In
141/143

Fo ur se me ste r-lo ng
co urse s aime d at imp ro ving
re ad ing instructio n:
a) asse ssme nt o f re ad ing
le ve ls & skill ne e d
b ) d iffe re ntiatio n o f
instructio n
c) use
o f d ive rse instructio nal
mate rials
d)
Dire cte d Re ad ing Activity
(DRA) as b asic fo rmat fo r
le sso n p re p aratio n; e ) sto ry
d iscussio n te chniq ue s
f) p ro mo tio n o f re cre atio nal
re ad ing & d e ve lo p ing
stud e nt re ad ing inte re sts.
Duratio n: 2 ye ars. Training
ho urs: no t re p o rte d .

In
13
te ache rs;
208
stud e nts

Mad e line Hunte r' s
Instructio nal The o ry into
Practice to imp ro ve
instructio n and classro o m
manag e me nt. Fund ing was
g ive n b y NIE to imp ro ve
re ad ing and math o f
Chap te r 1-e lig ib le child re n.
2 se le cte d scho o ls had the
hig he st p e rce ntag e o f
Chap te r 1-e lig ib le child re n
in the ir scho o l d istricts (50%
& 55%). Re p o rts d ata fro m
1982-1983 (II), 1983-1984
(III). Duratio n: 3 ye ars.
Training ho urs: no t
re p o rte d .

Gr

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt
(St)

2-5

Tr: a) Kno wle d g e o f
re ad ing asse sse d b y the
Inve nto ry o f Te ache r
Kno wle d g e o f Re ad ing
(Artle y & Hard in, 1975). N
= 143. No t rand o m. b )
Me asure me nt o f actual
te ache r b e havio r.
Classro o m o b se rvatio n.
N = 16 (e xp ). N = 17
(co ntro l). Rand o m.
St: Califo rnia
Achie ve me nt Te st. (N =
511). Po st-inse rvice
training p ro g ram
co mp ariso n o f
p articip ating and no np articip ating te ache rs'
stud e nts.

1-4

Tr: Quality and q uantity o f
p ro g ram imp le me ntatio n
we re me asure d b y
Instructio nal Skills
Ob se rvatio n Instrume nt
(ISOI) & Time -Off-Task
Ob se rvatio n Syste m,
q ue stio nnaire s &
inte rvie ws. De sig ne d b y
the re se arche rs.
St: a) Re ad ing and math
achie ve me nt sco re s.
b ) Rate o f stud e nt
e ng ag e me nt as
me asure d b y Time -OffTask syste m.

Find ing s

Te ache rs who had mo re kno wle d g e o f
re ad ing , b ut le ss e xp e rie nce and fe we r
co lle g e d e g re e s, o p te d to p articip ate in
the inse rvice co urse . Te ache r attitud e s
to ward re ad ing instructio n sho we d
sig nificant d iffe re nce s o n thre e (ad juste d )
p o stte st me ans: 1) g ro up ing child re n o n
the b asis o f inte re sts has no p lace in a
re ad ing p ro g ram (traine d te ache rs
d isag re e d mo re stro ng ly); 2) if a child
d o e s no t re sp o nd to p ho nics instructio n,
he sho uld b e taug ht to re ad b y sig ht
(traine d te ache rs ag re e d mo re stro ng ly);
3) re ad ing is a skill and must b e
p ractice d if p ro ficie ncy is to b e achie ve d
(traine d te ache rs ag re e d mo re stro ng ly).
Traine d te ache rs (N = 16) d e mo nstrate d
hig he r imp le me ntatio n le ve ls o f d e sire d
b e havio rs in all six are as than d id a
samp le o f no np articip ating te ache rs (N =
17). A p o stho c analysis sho we d that
the re we re sig nificant d iffe re nce s in
stud e nt achie ve me nt at 0.05 le ve l.

Te ache rs imp ro ve d in the ir instructio nal
skills sig nificantly o ve r 4 mo nths. The
rang e in te ache r p e rfo rmance was
re d uce d . Stud e nts mad e sig nificant g ains
in re ad ing d uring Phase s II & III o f the
stud y and in math d uring Phase II, b ut
instructio nal skills and e ng ag e d rate d id
no t co rre late with g ain. Limite d Eng lishsp e aking (LES) stud e nts b e ne fite d fro m
the p ro g ram. The ir g ains e ach ye ar in
re ad ing and math we re mo re than tho se
o f the o the r child re n in the stud y.
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Table 4: Ins e rvice Studie s With Te ache r and Stude nt Outcome M e as ure s (continue d)

Table 4: Ins e rvice Studie s With Te ache r and Stude nt Outcome M e as ure s (continue d)
Autho r/s, Date ,
& Pub lishe r

5-37

Stalling s, J., &
Krasavag e , EM.
(1986).
Ele me ntary
Scho o l Jo urnal,
87(2), 117-138.

Q

E

Co ntro l:
Ye s/No

Ye s. No t
rand o m

Ye s. Te ache rs
we re rand o mly
assig ne d

Pre &
Po st:
Ye s/No

Pre / In-S

Ye s fo r
te ache rs 450
&
stud e nts
stud e nts

Ye s

In
19

Typ e o f Te ache r
Training & Duratio n

As ab o ve . Re p o rts d ata
fro m 1984-5 (IV). Scho o ls
se le cte d had the hig he st
p e rce ntag e o f Chap te r 1e lig ib le stud e nts. Duratio n:
as ab o ve . Training ho urs:
as ab o ve .

Enthusiasm training fo r
te ache rs. Vid e o tap e s use d
fo r p o stco nfe re ncing .
Duratio n: 2 we e ks.
10 ho urs o f training .

Gr

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt
(St)

1-4

As ab o ve

1-5

Tr: Te ache rs we re
o b se rve d p re - and
p o sttraining . Variab le s
includ e vo cal d e live ry,
e ye s, g e sture s,
mo ve me nts, facial
e xp re ssio ns, wo rd
se le ctio n, acce p tance o f
id e as, and o ve rall
e ne rg y.
St: Attitud e s to re ad ing
me asure d b y the SRA
Primary Le ve l (p re and
p o st).

Find ing s

Se ve n o f te n te ache rs' re ad ing and math
ISOI sco re s d ro p p e d in 1985. Stud e nt
e ng ag e d rate s in re ad ing and math
d ro p p e d sig nificantly in 1985.
Co mp ariso ns with matche d co ntro l
scho o ls o n stand ard ize d te sts sho we d
g re ate r g ains amo ng co ntro l stud e nts
fro m 1984-1985. LES stud e nts g aine d
mo re than Eng lish-sp e aking stud e nts.
Inco nsiste ncie s in te ache r b e havio rs and
stud e nt re ad ing achie ve me nts in all ye ars
o f the stud y. Evid e nce is no t stro ng fo r a
link b e twe e n imp le me ntatio n o f the
Hunte r mo d e l and stud e nt achie ve me nt.

The co ntro l g ro up sho we d so me g ains,
b ut no t as much as the e xp e rime ntal
g ro up . Training le d to incre ase d le ve ls o f
o b se rvab le te ache r e nthusiasm. Only
o ne o f the fo ur d ime nsio ns o f the stud e nt
me asure sho we d sig nificant chang e .
The re was a d ro p in the "Exp re sse d
Re ad ing Difficulty" d ime nsio n, sho wing
le ss p e rce ive d d ifficulty with re ad ing .
He nce , te ache rs' hig he r le ve ls o f
e nthusiasm p o sttraining had an e ffe ct o n
stud e nts' attitud e s to re ad ing .
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Stre e te r, B.B.
(1986).
Re ad ing
Psycho lo g y: An
Inte rnatio nal
Quarte rly, 7(4),
249-259

Ex p /
Quasi

Autho r/s, Date ,
& Pub lishe r

5-38

Talmag e , H.,
Pascare lla, E.T.,
& Fo rd , S.
(1984).
Ame rican
Ed ucatio nal
Re se arch
Jo ur nal, 21(1),
163-179.

Ex p /
Quasi

Q

Co ntro l:
Ye s/No

Ye s. No t
rand o m

Pre &
Po st:
Ye s/No

Pre / In-S

Ye s.
Te ache rs
and
In
stud e nts
107
(e xce p t
1st
g rad e )

Typ e o f Te ache r
Training & Duratio n

Incre asing te ache rs' skills in
co nd ucting co o p e rative
le arning activitie s.
Duratio n: 3 ye ars. Training
ho urs: no t re p o rte d .

Gr

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt
(St)

2-6

Tr: Classro o m
o b se rvatio ns, inte rvie ws
and p re - and
p o stme asure s o f te aching
p ractice s and te ache r
attitud e s we re use d .
St: 1) Stud e nts'
p e rce p tio ns o f the ir
classro o m le arning
e nviro nme nt we re
o b taine d .
2) Re ad ing
Co mp re he nsio n &
Lang uag e Arts
achie ve me nt me asure d
b y d istrict stand ard ize d
te sts (Scie nce Re se arch
Asso ciate s, Inc.)

Find ing s

Co o p e rative le arning strate g ie s can b e
le arne d e ffe ctive ly b y te ache rs thro ug h
lo ng -te rm inse rvice p ro g rams. The re
we re p o sitive e ffe cts o f te ache r
e xp e rie nce with co o p e rative g ro up ing o n
stud e nt p e rce p tio ns o f co o p e ratio n.
The re we re so me e ffe cts o n stud e nts'
re ad ing sco re s b ut no t fo r lang uag e arts.
So me amb ig uity still e xists in acco unting
fo r the influe nce o f co o p e rative le arning
o n achie ve me nt. The re are p ro b ab ly
o the r unme asure d o utco me s o f the
p ro je ct that he lp e d raise stud e nt
achie ve me nt.
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Table 4: Ins e rvice Studie s with Te ache r and Stude nt Outcome M e as ure s (continue d)

Table 5: Ins e rvice Studie s With Stude nt Outcome M e as ure s Only
Autho r/s, Date , &
Pub lishe r

Blo ck, C. (1993).
Ele me ntary
Scho o l Jo urnal,
94(2), 139-151.

Ex p /
Quasi

E

Co ntro l:
Ye s/No

Ye s. Classe s
we re
rand o mly
assig ne d .

Pre &
Po st:
Ye s/No

Ye s (fo r
stud e nts)

5-39
Q

Ye s. No t
rand o m: use d
te ache rs fro m
e xisting
classro o ms

No

Re se arch
assistants
we re
use d .
No . no t
re p o rte d .
352
stud e nts

In
10
te ache rs
12
stud e nts

Typ e o f Te ache r
Training & Duratio n

Gr

Strate g y instructio n in a
stud e nt-ce nte re d
curriculum, i.e ., stud e nt
cho ice o f o b je ctive s and
mate rials. Duratio n: 8
mo nths.
Training ho urs:
no t re p o rte d .

Tr: No ne
St: a) Io wa Te st o f Basic Skills was
ad ministe re d p o stte st. It was no t
re p o rte d whe the r this was use d at
p re te st.
b ) Ob se rvatio ns: The last le sso n
taug ht in e ach e xp e rime ntal and
co ntro l class was vid e o tap e d and
rate d fo r le ve ls o f co mp re he nsio n
2-6 and thinking ab ilitie s se e n in
d iscussio ns.
c) Stud e nts' se lf-e ste e m, id e a
g e ne ratio n, and re fle ctive thinking
ab ility we re asse sse d p re - and
p o stte st.
d ) Re aso ning ab ility was
me asure d using the Califo rnia
State De p artme nt o f Ed ucatio n
State wid e Asse ssme nt Te st (1989).

Stud e nts "we re
e xp e rie ncing at le ast so me
d ifficulty le arning ho w to
re ad ."
1-ye ar stud y.
Training ho urs: no t
re p o rte d .

2

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt (St)

Tr: No ne
St: Se ve ral me asure s o f re ad ing &
strate g ic p ro ce ssing (instrume nts
no t state d ) (re f: Bro wn e t al. Te ch
re p o rt). Instrume nts are d e scrib e d
in Bro wn, Pre ssle y, Van Me te r, &
Schud e r (1996), Jo urnal o f
Ed ucatio nal Psycho lo g y, 88(1),
18-37.

Find ing s

Exp e rime ntal stud e nts sco re d
sig nificantly hig he r than co ntro ls o n the
p o stte sts fo r re ad ing co mp re he nsio n,
vo cab ulary, and to tal b atte ry sco re s. No
sig nificant d iffe re nce s we re fo und
b e twe e n the two g ro up s' sco re s o n the
Eng lish g rammar p o stte st.
On the b asis o f vid e o tap e d le sso n
o b se rvatio ns, rate rs ranke d stud e nts in
e xp e rime ntal classe s as "b e tte r thinke rs"
than co ntro ls. Exp e rime ntal stud e nts d id
b e tte r than co ntro ls o n me asure s o f se lfe ste e m, id e a g e ne ratio n, ab ility to
transfe r thinking skills to re al-life
situatio ns, re fle ctive thinking , re aso ning ,
and p ro b le mso lving .

TSI stud e nts: a) le arne d mo re ab o ut
strate g ic p ro ce ssing and use d strate g ie s
o n the ir o wn mo re fre q ue ntly while
re ad ing a challe ng ing sto ry;
b ) acq uire d mo re info rmatio n and
d e ve lo p e d riche r und e rstand ing fro m
sto rie s re ad ;
c) sho we d g re ate r g ains o n stand ard ize d
co mp re he nsio n and wo rd stud y skills.
Te ache rs b e lie ve d it incre ase d stud e nts'
se lf-co nfid e nce and e njo yme nt as
re ad e rs, imp ro ving inte ractio ns amo ng
stud e nts d uring re ad ing . Te ache rs also
fo und it challe ng ing to te ach stud e nts to
use a re p e rto ire o f strate g ie s.

Appendices

National Reading Panel

Bro wn, R., ElDinary, P.B.,
Pre ssle y, M., &
Co y-Og an, L.
(1995).
Re ad ing Te ache r,
49(3), 256-258.

Pre / In-S

Autho r/s, Date , &
Pub lishe r

Re id , E.R.
(1997).
Be havio r and
So cial Issue s,
7(1), 19-24.

Ex p /
Quasi

Q

Co ntro l:
Ye s/No

Pre & Po st:
Ye s/No

No

Ye s. No t
rand o m.
Tre atme nt
scho o ls
vo lunte e re d
and co ntro l
scho o ls
we re
matche d o n
SES d ata.

Ap p ro ximate ly
p re me asure s
ap p ro p riate fo r
3rd g rad e rs
use d and
co mp are d with
o utco me
sco re s at the
e nd o f the
ye ar.

Typ e o f Te ache r
Training & Duratio n

In
N no t
state d

Training fo r a lang uag e
arts/inte g rate d curriculum: wo rd
re co g nitio n, vo cab ulary
co mp re he nsio n, stud y skills,
sp e lling , p e nmanship , p ro o fing ,
writing , and lite rature . Training
includ e d the ab o ve , using
strate g ie s that p re ve nt failure
and manag e me nt syste ms to
e nab le all stud e nts to le arn.
Micro co mp ute rs use d to te ach
typ ing , re ad ing , and sp e lling in
K-8. Duratio n: 1 ye ar. 5-d ay
se minar. Ap p ro ximate ly 30-35
ho urs.

In

Pe rfo rmance asse ssme nt in
re ad ing and math. Afte r scho o l
wo rksho p s we re he ld we e kly
fo r a who le ye ar alte rnating
b e twe e n re ad ing and math.
Duratio n: 1 ye ar. Training ho urs:
no t re p o rte d .
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Ye s. No t
rand o m

Pre / In-S

She p ard , LA,
Fle xe r, R.J.,
Hie b e rt, E.H.,
Mario n, S.F.,
Mayfie ld , V., &
We sto n, T.J.
Q
(1996).
Ed ucatio nal
Me asure me nt:
Issue s and
Practice , 15(3), 718.

Gr

De p e nd e nt Me asure s:
Te ache r (Tr) & Stud e nt (St)

1-12

Tr: No ne
St: SAT; CTBS, & ITBS.
Wo o d co ck-Jo hnso n & Ne lso nDe nny (fo r so me o f the sp e cial e d
and b iling ual stud e nts in two
scho o ls). Includ e d re g ular
e d ucatio n, sp e cial e d , g ifte d , and
sp e cial ne e d s stud e nts. 2,274
stud e nts (1990); re g ular stud e nts N
= 1,733.
1,986 stud e nts (1996).

3

Tr: No ne
St: 1991 Maryland Scho o l
Pe rfo rmance Asse ssme nt
Pro g ram, sup p le me nte d b y a
p o rtio n o f ano the r me asure (Ko re ts
e t al., 1991) fo r math. N = 335.

Find ing s

In the 1990 e valuatio n, lo o king o nly
at the scho o ls with co ntro ls, the
e xp e rime ntal scho o ls g aine d 8 & 14
No rmal Curve Eq uivale nts (NCEs) in
vo cab ulary and co mp re he nsio n
co mp are d with a rang e fro m a lo ss
o f 9 NCEs to a g ain o f 6 NCEs fo r
co ntro l scho o ls. Fo r the 1996
e valuatio n, stud e nts d e mo nstrate d
sig nificant g ains o n the re ad ing
sub te sts o f stand ard ize d
achie ve me nt te sts.

No g ains in stud e nt le arning we re
fo und fo llo wing the ye arlo ng e ffo rt to
intro d uce classro o m p e rfo rmance
asse ssme nts.
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Appendix

D

Standards
The 1989 NCATE Approved Curriculum Guidelines
of the ACEI for the basic programs for the
preparation of elementary education teachers include
the following standards: (Note that indicators are
provided for Standard 13, the standard dealing with
literacy.)

8.

Programs include opportunities to study,
analyze, and practice effective models of
classroom management in campus and fieldbased settings and to engage in a gradual
increase in responsibility.

9.

Programs should provide study and
experiences for critically selecting and using
materials, resources, and technology
appropriate to the age, development level,
cultural and linguistic backgrounds, and
exceptionalities of students.

10.

Programs should provide for indepth study in
at least one academic discipline by including
significant course work beyond the
introductory level to reflect processes of
inquiry and research.

11.

Programs should develop the teacher
candidates’ capacities to organize and
implement instruction for students.

Programs should develop understandings of
positive health behaviors, movement skills,
and physical fitness to allow teacher
candidates to provide appropriate health
education and physical education experiences
for students.

12.

Programs should include study and
application of a variety of developmentally
appropriate experiences that demonstrate
varied approaches to knowledge construction
and application in all disciplines.

Programs should prepare teacher candidates
to become confident in their ability to do
mathematics and to create an environment in
which students become confident learners
and doers of mathematics.

13.

Programs in the area of students’ literacy
development should be designed to help
teacher candidates create experiences for
their students in reading, writing, and oral
language. These programs should stress the
integration of reading, writing, and oral
language with each other and with the
content areas of the elementary school
curriculum.

1.

Programs should provide teacher candidates
with an understanding of the roles of
elementary school teachers and the
alternative patterns of elementary school
organization.

2.

Programs should provide study and
experience concerning the role of the
teaching profession in the dynamics of
curriculum change and school improvement.

3.

Programs should include study and
experiences, throughout the professional
studies sequence that link child development
to elementary school curriculum and
instruction.

4.

5.

6.

Programs should include study and
application of current research findings about
teaching and learning.

7.

Programs should provide a well-planned
sequence of varied clinical/field experiences
with students of different ages, cultural and
linguistic backgrounds, and exceptionalities.
These experiences should connect course
content with elementary school practice.

Program emphasis include study of and
experiences with:
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13.1

The cognitive and linguistic
foundations of literacy development
in students

13.2

Ways of promoting vocabulary
growth in students

13.3

The flexible use of a variety of
strategies for recognizing words in
print

13.4

Teaching of the conventions of
language needed to compose and
comprehend oral and written texts
(e.g., text structure, punctuation,
spelling)

13.5

The strategies readers can use to
discover meaning from print and to
monitor their own comprehension

13.6

The ways listening, speaking,
reading, and writing relate to each
other and to the rest of the
elementary curriculum

13.7

Identifying and developing
appropriate responses to differences
among language learners (e.g.,
linguistic, sociocultural, intellectual,
physical)

13.8

Communicating with parents
concerning the school language
program and developmentally
appropriate language experiences at
home

13.9

Speaking and writing that vary in
form, subject, purpose, audience,
point of view, tone, and style

13.10

Ways to promote reading, writing,
and oral language for personal
growth, lifelong learning, enjoyment,
and insight into human experience
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13.11

The literature of childhood including
(a) knowing a range of books, (b)
knowing how to share literature with
students, and (c) knowing how to
guide students to respond to books in
a variety of ways

13.12

Promoting creative thinking and
expression, as through storytelling,
drama, choral/oral reading,
imaginative writing, and the like.

14.

Programs in science for teacher candidates
should focus on academic, personal, social,
and career applications of the biological,
earth, and physical sciences and should
develop skills in instruction to promote these
understandings and positive attitudes among
students and youth.

15.

Programs should prepare teacher candidates
to translate knowledge and data-gathering
processes from history and the social sciences
into appropriate and meaningful social studies
experiences for students.

16.

Programs should prepare teacher candidates
to translate knowledge of and experience in
the visual and performing arts into
appropriate experiences for students.

The 1983 NCATE Approved Curriculum Guidelines
of the International Reading Association for advanced
programs in reading education follow in this report,
but readers should be aware that IRA has published a
1998 revision of the standards for reading
professionals. The 1998 standards will be applied to
programs of institutions currently seeking
accreditation or continuing accreditation.
Competencies required of candidates from those
institutions presently approved are the following:
1.
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Philosophy of Reading Instruction: Reading
is a complex, interactive, and constructive
process.
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1.1

Recognizes the importance of
teaching reading as a process rather
than as a discrete series of skills to be
taught through unrelated activities/
exercises

1.2

Recognizes the importance of using
a wide variety of print throughout
the curriculum, including high-quality
children’s/adolescents’ literature and
diverse expository materials
appropriate to the age and
developmental level of learners

1.3

1.4

1.5

1.6
2.

Has knowledge of current and
historical perspectives about the
nature and purposes of reading and
about widely used approaches to
reading instruction
3.

Recognizes and appreciates the role
and value of language in the reading
and learning processes
Recognizes the importance of
embedding reading instruction in a
meaningful context for the purpose
of accomplishing specific authentic
tasks or for pleasure
Recognizes the value of reading
aloud to learners.

2.4

Supports and participates in efforts
to improve the reading profession by
being involved in licensing and
certification

2.5

Participates in local, state, national,
and international professional
organizations whose mission is the
improvement of literacy

2.6

Promotes collegiality with other
literacy professionals through regular
conversations, discussions, and
consultations about learners, literacy
theory, and instruction

2.7

Shares knowledge, collaborates, and
teaches with colleagues, as in
inclusion programs.

Moral Dimensions and Values
3.1

Recognizes the importance of literacy
as a mechanism for personal and
social growth

3.2

Recognizes that literacy can be a
means for transmitting moral and
cultural values within a community

3.3

Recognizes values and is sensitive to
human diversity

3.4

Recognizes and is sensitive to the
needs and rights of individual
learners.

Professionalism
2.1

2.2

2.3

Pursues knowledge of reading and
learning processes by reading
professional journals and publications
and participating in conferences and
other professional activities

4.

Employs inquiry and makes
thoughtful decisions during teaching
and assessment
Interacts and participates in
decisionmaking with teachers,
teacher educators, theoreticians, and
researchers and plays an active role
in schools, classrooms, and the wider
professional community
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Perspectives About Readers and Reading
4.1

Understands and accepts the
importance of reading as a means to
learn, to access information, and to
enhance the quality of life

4.2

Understands and is sensitive to
differences among learners and how
these differences influence reading

4.3

Understands and respects cultural,
linguistic, and ethnic diversity and
recognizes the positive contributions
of diversity
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4.4

Believes that all students can learn
to read and share in the
communication process

4.5

Recognizes the importance of using
reading in positive ways in the
classroom

4.6

Recognizes the value and importance
of creating a supportive and positive
environment for literacy learning

4.7

Recognizes the importance of giving
learners opportunities in all aspects of
literacy as readers, authors, and
thinkers

4.8

4.9

5.

5.6

6.

Recognizes the importance of
implementing literacy programs
designed to meet the needs of
readers rather than imposing
prescribed, inflexible programs

5.1
5.2

Understands that language is a
symbolic system
Understands major theories of
language development, cognition, and
learning and uses them to implement
a well-planned and comprehensive
reading program

5.3

Is aware of the linguistic,
sociological, cultural, cognitive, and
psychological bases of the reading
process

5.4

Is aware of the physical, emotional,
social, cultural, environmental, and
intellectual factors on learning,
language development, and reading

5.5

Knowledge of the Reading Process
6.1

Perceives reading as the process of
constructing meaning through the
interaction of the reader’s existing
knowledge, the information
suggested by the written language,
and the context of the reading
situation

6.2

Is aware of relationships among
reading, writing, listening, and
speaking

6.3

Has knowledge of emergent literacy
and the kinds of experiences that
support literacy

6.4

Is aware that reading develops best
through activities that embrace
concepts about the purpose and
function of reading and writing and
the conventions of print

6.5

Understands the role of models of
thought that operate in the reading
process

6.6

Is able to explain the model various
word recognition, vocabulary, and
comprehension strategies used by
fluent readers

6.7

Understands the role of
metacognition in reading

6.8

Has knowledge of the importance for
reading in language development;
listening ability; cognitive, social, and
emotional development; and
perceptual motor abilities

6.9

Understands the nature and multiple
causes of reading disabilities

6.10

Understands the relationship of
phonemic, morphemic, semantic,
and syntactic systems of language to
the reading process.

Recognizes the importance of
building on the strengths of
individual learners rather than
emphasizing weaknesses.

Language, Development, Cognition, and
Learning

Understands dialect variations and
respects linguistic differences
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Understands the importance of
language development in relation to
reading and writing.
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7. Creating a Literate Environment
7.1

7.2

Uses texts to stimulate interest,
promote reading growth, foster
appreciation for the written word,
and increase the motivation of
learners to read widely and
independently for information and for
pleasure

Understands how factors such as
content, purpose, tasks, and settings
influence the reading process

8.2

Provides flexible grouping based on
students’ instructional levels, rates of
progress, interests, or instructional
goals

8.3

Understands how assessment and
grouping procedures can influence
motivation and learning

8.4

Understands how environmental
factors can influence students’
performance on measures of reading
achievement

7.3

Models and discusses reading as a
valuable activity

7.4

Engages students in activities that
develop their image of themselves as
literate

8.5

Understands the relationship among
home factors, social factors, and
reading habits in students

7.5

Promotes feelings of pride and
ownership for the process and
content of learning

8.6

Understands the influence of school
programs (e.g., remedial, gifted,
tracking) on students’ learning

7.6

Provides regular opportunities for
learners to select from a wide variety
of books or other quality written
materials

8.7

Understands the conditions
necessary for all students to
succeed.

7.7

Provides opportunities for students to
be exposed to a variety of highquality, relevant reading materials

7.8

Provides opportunities for students to
be exposed to various purposes for
reading/writing, to experience
reading/writing as relevant to
themselves, and to write and have
their writing responded to in a
positive way

7.9

7.10
8.

Promotes the development of a
literate environment that fosters
interest and growth in all aspects of
literacy

8.1

9.

Recognizes the importance of
providing time for reading of
extended text for authentic purposes
Provides opportunities for creative
response to text.

10.

Knowledge of Individual Differences
9.1

Understands what the reader brings
to the reading experience (e.g., prior
knowledge, metacognitive abilities,
aptitudes, motivation, attitude)

9.2

Understands the influence of
cultural, ethnic, and linguistic
backgrounds on the reading process

9.3

Understands the relationship among
reader’s self-concept, attitudes, and
learning

9.4

Understands the interactive nature
and multiple causes of reading
difficulties.

Knowledge of Instructional Materials

Organizing and Planning for Effective
Instruction—Knowledge of Contextual
Factors
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10.1

11.

10.2

Understands the structure and
content of various texts used for
instruction

10.3

Understands and uses new
instructional technologies

10.4

Understands methods for
determining whether materials are
clear and appropriate for individual
students.

Knowledge of Instructional Strategies—
Teaching Strategies
11.1

Provides direct instruction and
models what, when, and how to use
reading strategies with narrative and
expository texts

11.2

Models questioning strategies

11.3

Employees strategies to encourage
and motivate students to pursue and
respond to reading and writing for
personal growth and fulfillment

11.4
12.

Understands how to design, select,
modify, and evaluate materials that
reflect curriculum goals, current
knowledge, and the interests,
motivation, and needs of individual
learners

13.

12.5

Teaches word recognition through
the use of context, word analysis,
and syntactic cueing strategies

12.6

Helps students learn that word
recognition strategies aid
comprehension

12.7

Helps students learn effective
techniques and strategies for the
ongoing development of vocabulary

12.8

Helps students analyze information
presented in a variety of texts

12.9

Helps students connect prior
knowledge with new information

12.10

Assists students in assuming control
of their reading

12.11

Helps students use new technology
and media effectively.

Demonstrate Knowledge of Assessment
Principles and Techniques
13.1

Recognizes assessment as an
ongoing and indispensable part of
reflective teaching and learning

13.2

Recognizes and understands that
assessment must take into account
the complex nature of reading,
writing, and language and must be
based on a range of authentic
literacy tasks using a variety of texts

13.3

Is able to conduct assessment that
involves a consideration of multiple
indicators of learner progress and
that takes into account the context of
teaching and learning

13.4

Is knowledgeable about the
characteristics and appropriate
applications of widely used and
evolving assessment approaches

13.5

Uses information from normreferenced tests, criterion-referenced
tests, formal and informal
inventories, constructed-response
measures, portfolio-based

Teaches effective study strategies

Learning Strategies
12.1

Helps students learn and apply
comprehension strategies for a
variety of purposes

12.2

Helps students monitor their
comprehension and reading
processes

12.3

Understands and helps students learn
and apply reading comprehension
strategies in the content areas

12.4

Helps students gain understanding of
the conventions of language and
literacy
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assessment, observations, anecdotal
records, journals, and multiple other
indicators of students; progress to
inform instruction and learning
13.6

14.

Adapts programs to the needs of
different learners to accomplish
different purposes

15.3

Supervises, coordinates, and
supports all services associated with
reading programs (e.g., needs
assessment, program development,
budgeting and evaluation, grant and
proposal writing)

15.4

Understands and uses multiple
indicators of curriculum
effectiveness.

Recognizes and understands the
importance of aligning assessment
with curriculum and instruction.

Communicating Information About Reading
14.1

Communicates effectively with
students, teachers, and support
personnel about strengths and areas
that need improvement

14.2

Shares pertinent information with
other teachers and support
personnel

14.3

16.

Understands how to involve parents
in cooperative efforts and programs
to help students with reading
development

Staff Development
16.1

Initiates, participates in, and
evaluates staff development
programs

16.2

Takes into account what participants
in staff development programs bring
to ongoing education

14.3

Communicates information about
reading programs to administrators,
staff members, school board
members, parents, and the
community

16.3

Provides staff development
experiences that help emphasize the
dynamic interaction between prior
knowledge, experience, and the
school context

14.4

Effectively communicates
information and data about reading
to the media, policymakers, and the
general public

16.4

Provides staff development
experiences that are sensitive to
school constraints (e.g., class size,
limited resources)

14.5

Interprets and communicates
research findings related to the
improvement of instruction to
colleagues and the wider community

16.5

Understands and uses multiple
indicators of professional growth.

14.6

15.

15.2

17.

Communicates with allied
professionals in assessing and
planning instruction.

Research
17.1

Initiates, participates in, or applies
researching on reading

17.2

Reads or conducts research within a
range of methodologies (e.g.,
ethnographic, descriptive,
experimental, historical)

17.3

Promotes and facilitates teacherand classroom-based research.

Planning and Enhancing Programs—
Curriculum and Development
15.1

Initiates and participates in ongoing
curriculum development and
assessment
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