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The purposes of this research included the following:

1. To examine the syllabi for literacy education and reading endorsement coursework at Eastern Oregon University as compared to current federal legislation, state mandates, policy statements of literacy professional organizations, and recent research regarding the reading process and the preparation of classroom teachers and specialists to teach reading. 

2. To offer an evaluative template for teacher educators preparing classroom teachers and specialists to teach reading.

3. To offer recommendations to my colleagues in the School of Education and Business Programs regarding pedagogy in general and reading instruction in particular based on a review of current research.

A. Current Federal Regulations based on the 

No Child Left Behind (NCLB) Legislation 


The “No Child Left Behind” Act of 2001, funded at $22.5 billion, is the reauthorization of the Elementary and Secondary School Education Act of 1965.  The act was passed with the intention of educating all students in the United States. While this seems a laudable goal, the implications of the bill have been devastating to states attempting to meet its demands for “adequate yearly progress” (AYP) and to teachers who are trying to understand the definition of “highly qualified teacher” (Olson 2002). Ostensibly, the bill purports to improve teacher quality by ensuring that “all teacher hired to teach academic subjects in Title programs after the first day of the 2002-03 school year are highly qualified” (NCLB1). The means the teacher has full certification, a bachelor’s degree and has “demonstrated competence in subject knowledge and teaching” (NCLB1). One of these areas is English, or language arts. The act also requires ALL teachers, not just those in Title I programs, to be highly qualified by the end of school year 2005-06 (IRA 2003). These requirements state that teachers must: 

1. Be licensed by the state in which they’re teaching, 

2. Hold at least a bachelor’s degree,

3. Demonstrate competence in their subject area (as determined by each state).


The law sets federal guidelines for teacher and school accountability and has a mechanism for identifying low-performing schools. States and school districts must develop systems for accountability. As a result, there has been an inordinate emphasis on yearly testing, which has placed a great deal of strain on teachers, students, and school systems. Students must be tested in reading and math skills every year in grades three through eight beginning in 2005-2006. If students fail, schools are at risk of losing federal dollars. Those schools meeting or exceeding standards are eligible for additional funding. Students in low-performing schools must be given the chance to transfer to a higher-performing school, at the expense of the original school district. Schools are required to use methods, particularly for teaching reading, that have been determined to be “scientifically based.” The Department of Education has made its preference clear: a method based on an over-emphasis on phonics. Clearly, this role has increased the federal role in education (Olson 2002).

There have been many criticisms of this legislation (e.g. Olson 2002, Finley 2002, Elmore 2002), and it is therefore wise to keep the act in perspective when determining methods and materials for teaching reading. As I will demonstrate below, there are flaws in the process and report of the National Reading Panel (NRP) on which the legislation is based. I think the narrow view of reading and the recommendations that come from the act are but a small part of the body of research-based knowledge about teaching literacy. My view of NCLB can be represented by the following graphic:


The National Reading Panel Report


The National Reading Panel was formed in 1997, at the request of the Director of the National Institute of Child Health and Human Development and the Secretary of Education. Their charge was to examine the status of research-based knowledge, including the effectiveness of different approaches to teaching reading (Summary Booklet 2000). The panel was made up of 14 individuals. The Summary Booklet states that, as specified by congress, the members would be “leading scientists in reading research, representatives of colleges of education, reading teachers, educational administrators, and parents” (2000, p. 1). In fact, the majority of members consisted of individuals who “had never been directly involved in actually teaching children to read” (Garan 2002, p. 3).  See Garan, 2002 for an extensive review of the panel’s methods, the research reviewed, the differences between the panel’s report and the summary report, and the consequences of basing the NCLB legislation on the inaccurate summary report.


Yatvin, Weaver and Garan (2003) offered four reasons why the National Reading Panel is inadequate as a “scientific” base for reading instruction. First, the panel limited its research to the following areas: phonemic awareness, phonics, fluency, vocabulary, and comprehension. In addition to the narrow focus of content, the panel also decided a priori to limit its investigation only to those studies conducted with an experimental or quasi-experimental design. No observational or correlational studies were reviewed, even though these designs are accepted in the educational community as valid and productive (Yatvin, Weaver & Garan 2003).  

Second, the panel did not acknowledge the integrated nature of the reading process (Goodman 1996) or the complexities of teaching children to read (Fisher 2001). The panel did not examine the interrelationships of the five components of reading, or the instruction that takes place in real classrooms with real students. Third, there was no consistent definition of reading used among the different subgroups of the panel. That is, when the report states that a particular method “improves reading,” this might mean scores on reading tests went up, or it might mean that children were better able to read lists of words or non-words in isolation. Finally, a small research base was used. While the public was led to believe that over 100,000 studies were examined, this number is an estimate of the number of studies in reading published since 1966. Actually, the panel reviewed 438 studies, with the conclusions of the phonics subgroup based on 38 research studies (Yatvin, Weaver, & Garan 2003).


These authors present several examples of ways in which the findings of the NRP were misrepresented in the NRP summary booklet and in the “Put Reading First” booklet sponsored by the Department of Education. The conclusions of the NRP phonics subgroup are exaggerated, claiming that a review of the 38 studies on teaching phonics “revealed that systematic phonics instruction produces significant benefits for students in kindergarten through 6th grade and for children having difficulty learning to read” (Summary Report 2000, p. 9). However, this statement misrepresents the actual findings of the panel, which showed teaching phonics facilitated progress in isolated skills and only for certain limited populations. In the Summary Booklet, there are also claims about the benefits of phonics in helping students with comprehension and spelling. The standardized comprehension measures at the first grade level were usually short, often single sentences (Yatvin, Weaver & Garan 2003). The “Put Reading First” booklet falsely claims that before children learn to read print, they must become aware of how the sounds in words work. This claim is not support by the NRP report or by any other research (Yatvin, Weaver & Garan 2003).

B. Regulations from the Teachers Standards and Practices Commission (TSPC)

The state licensing board in the State of Oregon is The Teacher Standards and Practices Commission (TSPC). They determine state requirements for teachers in the curricular areas, including reading. The areas described for reading are summarized below (TSPC 2003):

1. Foundational Knowledge

a. Foundations of the reading and writing processes (linguistic, sociological, etc.)

b. Knowledge of reading research and histories of reading

c. Knowledge of language development and reading acquisition and variations related to cultural and linguistic diversity

d. Knowledge of the major components of reading 

e. Dispositions related to teaching reading

2. Instructional Strategies and Curriculum Materials

a. Use instructional grouping options

b. Use wide range of instructional practices for reading and writing across the curriculum

c. Use wide range of curriculum materials

d. Plan and use appropriate practices for learners at various stages of reading and writing development

3. Assessment, Diagnosis, and Evaluation

a. Use wide range of assessment tools

b. Place students along a developmental continuum

c. Use assessment information to plan instruction

d. Communicate results of assessments

4. Create a Literate Environment

a. Use students interest and backgrounds as foundations for reading and writing

b. Use a large supply of books, technology-based information, and non-print materials representing multiple levels, broad interests, cultures and linguistic backgrounds

c. Model reading and writing enthusiastically

d. Motivate learners to be life-long readers

5. Profession Development

a. Pursue development of professional knowledge

b. Work with colleagues and provide feedback on each other’s practice

c. Participate in, and implement professional development programs

6. Leadership

a. Guide and supervise paraprofessionals

7. Complete student teaching, internship or supervised practicum


The commission also provides definitions of what is meant by a “highly qualified teacher”, which are summarized below (TSPC 2003a). A highly qualified teacher is one who has obtained full State certification or passed the State teacher licensing examination and holds a license to teach, with the exception of Charter Schools. When referring to a newly hired teacher, one who was hired after the first day of the 2002-03 school year, being highly qualified means that the teacher holds at least a bachelor’s degree and has demonstrated subject knowledge and teaching skills by passing a rigorous State test.


When referring to a teacher who is not newly hired, the definition of a highly qualified teacher is one who has obtained full State certification or has passed the State teacher licensing exam and holds a license to teach in the state. There are additional provisions for teachers in Charter Schools. There is also an alternative route to certification (see TSPC website).

C. Recent Findings from Reading Research

In order to teach reading, it is imperative that one develop a theory of learning and hold a definition of reading because of the relationship between our beliefs, theories and practices (Cambourne 1995, Goodman 1996, Davenport & Watson 1993). As Cambourne states, “all pedagogies are ultimately driven by a theory of learning” (1995, p. 183). At one end of a continuum, a theory of learning could reflect a view of the learning process as one of habit formation, enabled through a presentation of a sequence of smaller habits that become increasingly complex. These habits are formed by associated a particular response with an appropriate stimulus, and “bad” habits must be eliminated before they become fixed. This process is directed and controlled by teacher, since learners are not able to make decisions about or take ownership of their own learning. In contrast, a constructivist view of learning holds that knowledge is temporary, developmental, and internally constructed. It is also mediated through interactions within a social and cultural context. Learning is seen as a process of resolving personal models of reality with new, possibly conflicting, insights through culturally shared tools and symbols, negotiating these new meanings through social activity (Grisham 2000). Cambourne identified, through extensive observation of language learners, certain inter-related and mutually supportive conditions that appeared to make learning oral language easier. He then explored the application of these conditions to classroom-based literacy learning (Cambourne 1988). Briefly, these include:

· Immersion: Being surrounded by that which you are learning.

· Demonstration: Observing actions and artifacts – All learning begins with a demonstration of some action or artifact – Language demonstrations are in a context that supports meaning, serve a relevant purpose, are usually wholes of language, and “are rarely (if ever) arranged according to some predetermined sequence” (Cambourne 1995, p. 185)

· Engagement: Becoming involved with that which has been demonstrated – Implies attention, perceived purpose, active participation and risk-taking

· Expectation: The message conveyed to the learner by a significant other that the learner is capable of learning and expected to learn that which is being demonstrated

· Responsibility: Making decisions about the demonstrations in which the learner will engage

· Approximations: Attempts to emulate that which has been demonstrated – There is an expectation that immature forms will be replaced by conventional forms

· Employment: Opportunities for use and practice alone and through interactions with others

· Response: Feedback from others regarding language use

Cambourne discusses the importance of “engagement”, noting that “if students didn’t engage with language, no learning could occur” (1995, p. 186). He and colleagues identified three “Principles of Engagement”, that include:

· Learners believe they are capable of what is being demonstrated

· Learners believe whatever is being demonstrated has potential value and use for them

· Learners are free from anxiety

· Learners receive demonstrations from someone they admire and would like to emulate

When he applied the conditions and principles described above to classroom settings, he found there were “certain processes [that] were necessary accompaniments of the literacy learning contexts that were created” (p. 188). These processes are:

· Transformation: Enables learners to “own” and take responsibility for the learning process – Transforming the meanings demonstrated into meanings that are  uniquely one’s own

· Discussion/Reflection: These language processes help learners explore and clarify meaning – Discussion is social interaction with others and reflection is “discussion with oneself” (p. 188) – Both allow learners to make their understandings explicit of how language works and enable learners opportunities for “talking one’s way to meaning” (p. 188)

· Application: Through discussion, learners are able to apply and develop their new understandings

· Evaluation: Learners evaluate their own performance and receive feedback from others, all of which helps learners answer the “How am I doing?” question

Cambourne’s classroom observations revealed that discussion is critical to the transformation process, and “learning that has a mandatory social dimension to it is usually successful” (p. 188). 

I believe this theory of learning is equally relevant to university teacher education programs as it is to the elementary classrooms in which Cambourne spent so many years observing language learners, and thereby developed his theory. I would hope SEBP faculty model this type of learning environment such that our future teachers come to understand Cambourne’s work both intellectually and experientially.


In one of its position statements, the IRA (1999) states that “there is no single method or single combination of methods that can successfully teach all children to read…no one method is better than any other method in all settings and situations” (p. 1). For every method of teaching reading that has been studied, some children have great difficulty learning to read, and others do so readily. This is due to the fact that children learn in unique ways and that the process of learning to read is extremely complex. If children are to be able to “derive” meaning from print (this is the IRA’s term – I prefer the term “construct” meaning from print), they need to:

· Be motivated to read

· Develop active strategies “to construct meaning from print” (IRA 1999, p. 3)

· Have sufficient background knowledge and vocabulary to be able to comprehend what they read

· Read fluently

· Decode unfamiliar words

· Have skills to understand how phonemes are connected to print 

The IRA takes a strong stand on the decision-making process relative to literacy instruction. They believe “professionals who are closest to the children must be the ones to make the decisions about what reading methods to use, and they must have the flexibility to modify those methods when they determine that particular children are not learning” (1999, p. 4).

D. Recent Findings from Research regarding the Preparation of Classroom and Specialist Teachers to Teach Reading

As teacher educators, we have a great deal of influence over the students in our charge as we help prepare them as 1) teachers in general, 2) teachers of reading and language arts, and as 3) reading specialists. In this section of the report, I will summarize a review of literature in these three areas.

Preparation of Classroom Teachers to Teach Reading

According to Lin (2001), “many teacher preparation programs have been designed to help pre-service (hyphenated in original) teachers shift toward a more constructivist approach to teaching by creating opportunities for them to reflect upon their initial beliefs and practices about teaching and learning” (p. 54). This move mirrors the constructivist teaching approaches used in most early childhood education programs. When teacher preparation programs are based in constructivism, there is a supportive context in which preservice teachers can examine their existing views about learning and teaching and be guided in making positive changes in those views. This can be accomplished through exploring their new understandings and “challenging their ideas through cognitive conflict” (p. 54). Resolution of these conflicts that occur when current ideals are challenged can lead to growth as a professional. Concept change can take place through the processes of questioning, reflecting, and solving problems. Through these engagements, preservice teachers construct their own understandings through an interaction of their beliefs, their experiences, and their prior knowledge. “This interactive process is required to assimilate new information and to accommodate old schemata in order to change prior beliefs about teaching and learning” (p. 55). 

In his study, Lin (2001), worked with 15 graduate students, 4 of whom had no prior teaching experience, 11 of whom were practicing teachers. In an elective course in early childhood education, he taught the students a self-questioning strategy and a reciprocal peer-questioning strategy to help students reflect on higher-order questions from the assigned readings and to support the social construction of new understandings about learning and teaching. Students were asked to write an autobiography of themselves as learners, revealing their background, beliefs, and experiences with teaching and learning. This was also a way to access students’ current conceptions about early childhood education. Additionally, students read and summarized research studies about how children learn; raised their own questions, which were addressed through experiments with children; reported on their findings after working with children; recorded their thoughts after class discussions; and determined implications for their own teaching based on all these experiences. To summarize, students maintained reflection journals, in which they recorded:

· Summaries of research articles

· Areas of the written assignments that were helpful

· Thoughts about topics discussed in class

· Issues and unanswered questions

· Reflections on students’ own related experiences

· Implications for their own teaching

· Reflective comments or suggestions for future class sessions.

Paragraphs from these journals were coded and served as data for Lin’s analysis, as he and his colleagues looked for changes and consistency in the content of the writing. His findings revealed three distinct types of teachers:

· Behaviorist-empiricist images of teaching and learning characterized by descriptions of direct teaching and transmitting ready-made values

· Combination of behaviorist-empiricist and constructivist images of teaching and learning as shown by an involvement of children in planning and rule-making, involvement of parents, and a greater ability to understand concepts in the course and test own hypotheses

· Constructivist orientation toward teaching and learning as demonstrated by an awareness of aspects of development related to the topics discussed in class and an approach to instruction “based on the development of children’s understandings in different conceptual areas and a constructivist way of evaluating children’s thinking in and across each concept” (Lin 2001, p. 59). That is, this type of teacher was able to plan their teaching and evaluate their learners from a constructivist perspective.

In addition to allowing Lin to determine the three types of teachers, the journals also revealed barriers to changing teachers’ views. These included:

· Teachers’ initial beliefs and practices made it difficult to understand ideas which were radically different from their own

· Some ideas were advanced and difficult to understand

· There were misconceptions and misunderstandings about how children learn number concepts (the context of their experiments with children)

On the other hand, learners’ effort to understand new material was the driving force when concept change was achieved, as demonstrated by:

· Making connections between topics discussed in class and students’ own observations of children

· Analyzing the experiments they conducted with children and reflecting on new insights gained

· Examining and questioning one’s own philosophy of teaching and learning

Because some of his graduate student participants were preservice teachers and some were practicing teachers, Lin was able to compare the development of belief systems between the two groups. Based on an analysis of the reflective journals, preservice teachers “appeared to be relatively undifferentiated in their conceptions” (2001, p. 61) when compared to the inservice teachers. However, it was easier for inservice teachers to relate to the ideas presented in class because of their more extensive experience working with children. Lin concluded that “teacher education course design should include learning opportunities that encourage in-depth personal examination of educational theories about how children learn” and teacher educators need to support teachers in developing the ability to not only describe their practice, but to do so on the basis of learning theory, thereby “developing a thinking teacher” (2001, p. 63). One way to do this is to “change early childhood teacher education programs to reflect the way what [sic] [that] they expect to teach, what they do, and why they do it”, that is, “students learn how to teach when taught the way they are expected to teach” (p. 63).

Because teachers’ beliefs about reading and literature will be instilled in their young learners and will influence how they teach, it is important that teacher educators help “preservice teachers identify their beliefs about reading and literature” in language arts courses (Asselin, 2000, p. 32). Preservice teachers often have a limited knowledge of literature and their view of the reading process is often text-driven as opposed to one in which the reader actively constructs and understanding of what is read. This view is in contrast to literature-based reading instruction, which “emphasizes exposure and opportunities to read quality literature and views reading as a socio-constructive, interpretative process” (p. 32). As teacher educators, regardless of the content we are teaching, we examine the current understandings of our preservice teachers as the starting point for their process of learning to teach. Therefore, we need to help our students make their beliefs explicit and to create learning opportunities in which they can confront these beliefs and examine them for potential inadequacies.

Preparation of Specialists to Teach Reading

In a study following 12 of her preservice students into their first two years of teaching, Grisham (2000) found that their different types of knowledge, professional, personal and practical, interacted in complex ways to impact their classroom practice. Professional knowledge from a cohesive teacher education program was influential in the ways these new teachers taught. In particular, she investigated the effectiveness of a constructivist literacy preparation program on the belief systems of these teachers.


From a constructivist perspective, “teaching and learning are culturally constructed and socially mediated, [and therefore] the individual teacher brings a belief system to the classroom that is both idiosyncratic and socially shared” (Grisham 2000, p. 147). Grisham was interested in the following areas of knowledge: 

· Professional, which is developed in a formal program, such as a teacher education program

· Practical, which is develop within the context of the position, such as during practica, student teaching, apprenticeships, or teaching

· Personal, which is developed over the individual’s lifetime based on socialization and information transmitted by the culture

Teacher educators must ask themselves “what type of preservice program will promote those intellectual habits or dispositions required for the professionalization of teaching and study how programs actually impact the teaching practice of their graduates” (Grisham 2000, p. 147)


In her work with preservice and first-year teachers, Merrifield (1998/1999) found that new teachers are often disillusioned about some of the ideas they had during the teacher preparation program, and when they are in the “real world”, they abandon those because of their need to attend to classroom management, fitting in with the culture of the school, teaching material on which the children will be tested, or meeting some other demand they feel is beyond their control. To illustrate, she relates the anecdote of her students being very confused by Nancie Atwell’s metaphor for creating a literate environment: bringing the atmosphere of the dining room table into the classroom. They had read about the rich literacy learning environment she created in her reading and writing workshops by reflecting on the natural discourse that takes place around the family dinner table. What Merrifield hadn’t realized was that the “dinner table phenomenon” with which they grew up was radically different from that described by Atwell. These students had no idea about the type of conversation that can take place when a family gathers over a meal and holds a genuine conversation. While they could answer questions on a quiz about Atwell and her work, they revealed through later conversations and a pen-pal assignment with elementary students that they still were uncertain about how to apply these ideas to their own teaching. As they exchanged letters with third-graders, they were to replicate Atwell’s approach to reading and writing instruction through reader response (1987). Merrifield helped the students examine their letters, their assumptions about what to expect from the letters, and their own language. The students came to realize that their correspondence consisted of little more than lists of questions, which is what they got in return from the younger students. They began to identify the type of discourse that generates a more genuine discussion of the literature they were sharing. Merrifield reminds us of Delpit’s work (1988) in which she notes that teachers often wrongly assume their students understand the language they’re using in the same way it is intended, thereby discriminating against the students who do not speak the language of the culture in power. 

As teacher educators, we may also miss significant differences between the language we are using and our students’ understanding of that language. Rather that talk about a “dinner table phenomenon” that students may not be able to relate to, we need to create that atmosphere for learning in our own classrooms, and allow them to experience it.


The International Reading Association (2003b) describes eight features of exemplary teacher preparation programs. After conducting a national survey of almost 950 reading teacher educators in colleges and universities, the National Commission on Excellence in Elementary Teacher Preparation for Reading Instruction identified common characteristics of reading teacher programs determined to be “excellent” (IRA, 2003b). Eight university programs were invited to participate, representing public and private institutions, large and small, and ranging geographically across the United States. In their three-year study, they followed 101 recent graduates, tracing the attitudes and practices of teachers from programs that specialize in reading, programs that infuse literacy instruction into education courses, and programs without an emphasis in literacy. Their goal was to examine the impact of the highest quality teacher preparation to teach reading. Using qualitative methods in the first year of the study, eight critical program features were identified.


The key findings are summarized below. Teachers from quality reading teacher education programs:

· were more successful and confident than other first year teachers,

· were more effective in creating rich literacy learning environments, and

· had students whose achievement in reading was higher.

The Commission also determined eight critical features of effective teacher preparation programs in reading. These include:

· “Content: Teacher educators engage preservice teachers with a comprehensive curriculum and guide them toward the development of a cohesive knowledge base for effective teacher decision making

· Apprenticeship: Teacher educators engage their preservice teachers in a variety of course-related field experiences where they have opportunities to interact with excellent models and mentors,

· Vision: Teacher educators center their program around a vision of literacy, quality teaching, and quality teacher education,

· Resources and Mission: The teacher education program has sufficient resources (intellectual, financial, and professional) to support the mission for quality teacher preparation,

· Personalized teaching: Teacher educators value diversity and are prepared to offer their preservice students responsive teaching and an adapted curriculum

· Autonomy: Teacher educators are active in adapting and negotiating with their institutions to make sure their students receive the most effective preparation possible,

· Community: Teacher educators work to create an active learning community that includes the faculty, their students, and mentor teachers,

· Assessment: Teacher educators continually assess their students, their program, their graduates, and themselves to guide instructional decision making and program development” (IRA, 2003b, p. 11).

The IRA believes that one of the top priorities for teacher educators is “preparing beginning teachers in the United States to teach reading well” (2003c, p.1). They delineate the main areas of preparation as:

· Foundational Knowledge and Dispositions

· Instructional Strategies and Curriculum Materials

· Assessment, Diagnosis, and Evaluation

· Creating a Literate Environment

· Professional Development

The specific areas under each of these categories are listed in the Evaluative Template in Appendix A.

E. Policy statements from the leading literacy professional organizations

The International Reading Association, one of the leading organizations for teachers and reading professionals, and the National Association for the Education of Young Children have issued a joint position statement intended to guide the development of policies related to literacy instruction, the preparation of reading specialists and teachers of young children (before formal schooling), and curriculum for young language learners. The statement is titled, “Learning to read and write: Developmentally appropriate practices for young children” (Reading Teacher 1998). The premise of the document is that children develop on their own individual timelines, yet there are literacy goals that can be considered developmentally appropriate for certain age groups. The main purpose of the statement is to guide teachers of young children ages birth through age 8 in schools and early childhood programs, such as child care centers and preschools. The document (Reading Teacher 1998, p. 5) reflects:

The commitment of two major professional organizations to the goal of helping children learn to read well enough by the end of third grade so that they can read to learn in all curriculum areas. IRA and NAEYC are committed not only to helping young children learn to read and write but also to fostering and sustaining their interest and disposition to read and write for their own enjoyment, information, and communication. 

The essence of the position is:

There is no single method or single combination of methods that can successfully teach all children to read. Therefore, teachers must have a strong knowledge of multiple methods for teaching reading and a strong knowledge of the children in their care so they can create the appropriate balance of methods needed for the children they teach (IRA 1999, p. 1).

The IRA’s statement on beginning reading materials includes the following points (1997):

· Children need experiences with a wide range of texts

· State curriculum frameworks should not restrict the range and materials used for beginning reading instruction and for student reading (for example, decodable texts, those based on the symbol-sound relationships children are learning)

· Knowledgeable professionals provide strategy instruction using a variety of texts

· Research should investigate the effects of the use of different types of text for beginning reading instruction.

While not an exhaustive review of the literature on teaching early literacy, key elements of literacy instruction at different developmental levels are summarized below.

After a statement of the issues related to children’s early literacy development, such as the importance of ensuring that preschool and primary teachers are qualified to support early literacy growth of all children, there is a review of current research divided by children’s age groups. In the section on “Birth through Preschool”, there is a description of the importance of early interactions with others and early understandings of concepts of print and the alphabetic principle. Because of the great diversity in children’s background, culture, and experiences with literacy before entering a day care program or a school, there is no one method that will be effective for all children. Therefore it is suggested that teachers use “a variety of teaching strategies” (Reading Teacher 1998, p. 9). There is a strong statement that children need to not only learn the skills of reading and writing, but also that they apply these skills to thinking and reasoning. “The single most important activity for building these understandings and skills appears to be reading aloud to children” (p. 9). This kind of engagement with a caring adult helps children to feel secure, and allows children to participate in the reading by talking about the picture, retelling the story, discussing their favorite parts, and asking for rereadings. In assisting children in making connections between their lives and the story, “it is the talk that surrounds the storybook reading that gives it power” (p. 9). Through conversations during reading, adults can help children move to higher levels of thinking and come to understand story structure and concepts about print. 


A well-stocked classroom library is critical to any literacy learning environment. If children have the time and opportunity to interact with a collection of quality stories and information books, they can practice what they’ve learned about print, enjoy new books, and develop the habit of reading as a lifelong endeavor. Children also can interact with the print in their environment, such as reading labels, bulletin boards, or literacy opportunities in play centers. It is important for children whose first language is not English to have the opportunity to establish a strong basis in their primary language, which has been shown to promote achievement in a second language (Freeman & Freeman 1998). Children should be able to maintain their home language as they acquire skills in speaking, reading and writing English. Through games, nursery rhymes, and songs, children can learn the alphabetic principle and develop phonemic awareness. Knowledge of the alphabetic system is also developed through writing. Inventive spelling allows emergent writers to associate the symbols of language with the sounds they hear in the words they are trying to write. In early childhood literacy programs, there is an emphasis on wide exposure to print and to developing understandings of its forms and functions. That is:

Classrooms filled with print, language and literacy play, storybook reading, and writing allow children to experience the joy and power associated with reading and writing while mastering basic concepts about print that research has shown are strong predictors of achievement. (Reading Teacher 1998, p. 12)


The document continues with a description of the literacy events appropriate for children in kindergarten. Because children come to kindergarten with different (amounts of) knowledge and experience with print, it is important for teachers to determine each child’s developmental levels and adapt instruction accordingly. Focused and direct instruction, for example in the alphabetic principle, or symbol-sound correspondences, takes place in the context of texts such as Big Books (Taberski, 2000). Vocabulary instruction continues, as children interact with a rich variety of texts in all genres. Repeated interactive readings are frequent, allowing children to reinforce their understanding and enjoyment of the language they hear. Language experience (the teacher scribing the child’s language) allows demonstrations of letters and words work, that is, principles of spelling and written language conventions. Instruction in phonemic awareness continues, recognizing that approximately 80% of children will gain this ability to think about and manipulate sounds within words on their own through authentic reading engagements. Early instruction capitalizes on the active and social nature of children’s learning by providing “rich demonstrations, interactions, and models of literacy in the course of activities that make sense to young children” (Reading Teacher 1998, p. 15).


As children move into the primary grades, instruction becomes more formal, and many will receive some, if not all (unfortunately), instruction through the use of a commercially published product, such as a basal reader. The IRA/NAEYC document states, “Instruction should aim to teach the important letter-sound relationships, which once learned are practiced through having many opportunities to read” (Reading Teacher, 1998, p. 15). To me, this statement implies a sequential nature, that is, that children must learn the relationships between letters and sounds prior to reading, a notion that runs counter to my personal philosophy. Another idea from the document with which I disagree is “One of the hallmarks of skilled reading is fluent, accurate word identification” (p. 16). The language in the document, in my view, reflects contrasting views of the reading process (reading is calling out words and reading is constructing meaning) by stating, “Yet instruction in simply word calling with flashcards is not reading. Real reading is comprehension. Children need to read a wide variety of interesting, comprehensible materials, which they can read orally with about 90-95% accuracy” (p. 16). We know from miscue analysis research that the idea of reading with accuracy disregards changes in the text that do not alter meaning (Brown, Goodman, Marek,1996; Davenport 2002).


As children become more capable readers, they begin to develop a repertoire of reading strategies and the ability to reflect on their reading process (Cole 2003). Even in the early grades, students begin to develop the ability to self-correct, reread, question the text, and use fix-up strategies when comprehension fails. Children at all ages need time to practice independently, which may include reading to adults, peers, or by themselves. Reading and writing become more integrated with learning across the curriculum and writing in various genres becomes a tool for coming to understand what is being learned. Spelling and handwriting are taught as children move toward conventional forms. Another statement that runs counter to a constructivist view, and reflects more of a maturationalist view, is that “As children’s capabilities develop and become more fluent, instruction will turn from a central focus on helping children learn to read and write to helping them read and write to learn” (Reading Teacher, 1998, p. 17). Again, this implies a sequential relationship and also suggests that emergent readers and writers do not use these literacy skills to learn, which I believe they do.


Throughout the early school years, teachers assess literacy development in a variety of ways, with the purposes of informing the reader and adjusting instruction. The document clearly states: “early reading and writing cannot simply be measured as a set of narrowly defined skills on standardized tests. These measures often are not reliable or valid indicators of what children can do in typical practice, nor are they sensitive to language variation, culture, or the experiences of young children” (Reading Teacher, 1998, p. 17-18).


In their statement of position, the IRA and NAEYC conclude that “learning to read and write is a complex, multifaceted process that requires a wide variety of instructional approaches” (Reading Teacher, 1998, p. 18). They see “literacy learning and development as an interactive process” and the “child as an active constructor of his or her own learning”, while emphasizing the critical role of a supportive adult who provides support for the child’s development and greater understanding of the literacy skills being learned (p. 18). They view children as active learners, who draw on their social and physical experience and culturally transmitted knowledge to construct their own understandings of the world. They believe that goals and engagements in literacy for young children should be developmentally appropriate, that is, “challenging but achievable, with sufficient adult support” (p. 19). They acknowledge that “a range of individual variation is to be expected in the rate and pace at which children gain literacy skills” (p. 19). They state that early childhood teachers need to be aware of and understand this developmental continuum and be able to teach and assess children across this range of ability, that is, they need  to “make instructional decisions based on their knowledge of reading and writing, current research, appropriate expectations, and their knowledge of individual children’s strengths and needs” (p. 19-20). 

These organizations also recognize that learning takes place in and is influenced by social and cultural contexts. Children come to early childhood programs or schools having learned at home and in their communities how to communicate and use language for different purposes. If the language of home and school are congruent, learning is easier. If they are not, teachers and parents need to work together to help children maintain their first language and learn their second language, along with the culture of the school. In sum, “teachers must understand both the continuum of reading and writing development and children’s individual and cultural variations” (p. 25) and engage in developmentally appropriate practices in teaching reading and writing which consider:

· Knowledge about children’s development that guide the teacher in establishing goals for literacy learning,

· Learning experiences and teaching strategies that vary for different age learners with different experiences,

· Ongoing assessment that informs instruction, and

· Social and cultural contexts of children’s homes and their congruence with the school culture to ensure that children are able to make sense of what they are learning at school.

In March of 2003, the International Reading Association Board of Directors issued a policy statement which included the following recommendations:

· “Focus resources on improving teacher preparation for reading instruction,

· Hold educators accountable for using increased resources for increased teacher competence in reading instruction,

· Invest in research programs on teacher preparation for reading instruction” (IRA 2003, p. 1).

In 1992, the IRA published the “Standards for Reading Professionals”, which was revised in 1998, and is currently under revision and will be released in October of 2003.  The purpose of the document is to describe “what reading professionals should know and be able to do” (IRA 1998, p. 1). It describes the processes of literacy and proficiencies teachers should have to effectively teach reading and writing. It is intended to serve as a guide in establishing and evaluating teacher preparation programs. The document is used for accrediting teacher education programs through the National Council for Accreditation (NCATE) and IRA anticipates that the standards “will be used by state education departments in the creation of certification and licensure requirements and by universities and colleges in the design, implementation, and assessment of programs for preparing educators and paraprofessionals” (IRA 1998, p. 2). The standards are provided for 10 different roles performed by literacy professionals, which are divided into three categories:

Category I: Classroom Professionals

Role 1: Early Childhood Teacher (Preschool – Grade 3)

Role 2: Elementary School Teacher (Grades K –5)

Role 3: Middle and Secondary School Teacher (Grades 6 – 12)

Role 4: Special Education Teacher (Preschool – Grade 12)

Role 5: Adult Education Teacher

Category II: Specialized Reading Professionals

Role 6: Reading Specialist

Role 7: Reading Coordinator

Role 8: Teacher Educator

Category III: Allied Professionals

Role 9: Related Service Professional

Role 10: Administrator

The matrix of competencies for the following roles will be used to develop the evaluative template in Appendix A:

Category I: Classroom Professionals

Role 1: Early Childhood Teacher (Preschool – Grade 3)

Role 2: Elementary School Teacher (Grades K –5)

Role 3: Middle and Secondary School Teacher (Grades 6 – 12)

Role 4: Special Education Teacher (Preschool – Grade 12)

Category II: Specialized Reading Professionals

Role 6: Reading Specialist

Role 7: Reading Coordinator

The competencies for Role 8: Teacher Educator will be considered in the recommendations to EOU faculty.

The “Classroom Professional” (Category 1) is defined as one who is state certified and teaches in regular education, special education or literacy education in graded or age-grouped classes from preschool through high school.  The “Early Childhood Teacher” teaches in a regular education classroom from Preschool through Grade 3, and the “Elementary School Teacher” teaches in a regular education classroom from Grades K-5. The “Middle and Secondary School Teacher” may be specialized in a particular area of study such as science or mathematics and will have professional preparation other than reading education. This group includes “content-area teachers responsible for literacy instruction that also promotes content-area reading” (IRA 1998, p. 2). The “Special Education Teacher” may provide reading instruction to students with reading difficulties in special education programs. The “Reading Specialist” and “Reading Coordinator” have the responsibility of teaching literacy, including reading, writing, speaking, listening, viewing and representing visually. They work collaboratively with other professionals in planning programs that meet the needs of all learners and serve as a resource in literacy education to members of the community, administrators, and teachers. They provide leadership in literacy instruction, professional development and in mentoring preservice or inservice reading professionals. Reading Specialists provide literacy instruction and assessment, coordinating with other professionals and paraprofessionals at all age levels and in varied settings such as classrooms, resource centers or clinics. Reading Coordinators are consultants who administer special programs in literacy, bilingual, compensatory or ESL programs in schools and other settings. They direct the set up, management and assessment of literacy programs at the school, district, or institutional level.

Evaluative Template for Other Teacher Educators


See Appendix A

Recommendations to EOU Faculty


As I conducted the review of literature summarized above, there was ongoing reflection on my own teaching at Eastern Oregon University in the undergraduate teacher preparation program and in the graduate literacy program. As I read, I held up the research to my own practice and determined the fit between what I understand to be best practice in literacy education and my own teaching. In light of those internal dialogues, I respectfully submit the following to my colleagues for consideration and conversation:

· Based on Cambourne 1995: While I believe most, if not all, of the School of Education and Business Program (SEBP) faculty ascribe to a constructivist theory of learning, could we articulate that theory and describe how it informs our practice? 

· To what extent do we engage our college students in learning experiences that reflect an inquiry-based, constructivist view of the learning process, i.e. the experiences with which we hope they will engage their young learners?

· Can we apply Cambourne’s conditions for literacy learning to our own classrooms, regardless of the topic we teach? Can our future teachers learn these conditions experientially, through “the social dimension” Cambourne advocates (1995)?

· Based on Merrifield 1998/1999 and Delpit 1988: Can we examine our language as university professors and the power we hold over our students through the use of  terms or references they may not understand?

· Based on Lin 2001: Can we help Core students examine their beliefs over time for changes from their preconceptions before starting the program to their developing professional knowledge?

· Can we teach our Core students a peer reciprocal questioning technique that will allow them to raise and reflect on higher order questions from the assigned readings and enable the social construction of knowledge? This engagement would create the context for the emergence and resolution of socio-cognitive conflict (King 1990 reference in Lin 2001).

· Based on the IRA Standards for Reading Professionals (1998): Continue to examine our own professional practice to ensure we are providing quality instruction, provide professional development, participate in scholarly activity, and forge university-school partnerships to promote the advancement of literacy.
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Appendix A

Evaluative Template for Teacher Educators at Eastern Oregon University

Preparing Classroom Teachers and Specialists to Teach Reading

	Recommendation or Requirement from National Legislation (NCLB), 

International Reading Association (IRA), 

National Association for the Education of Young Children (NAEYC), 

National Council of Teachers of English (NCTE), 

National Board for Professional Teaching Standards (NBPTS),

Teacher Standards and Practices Commission (TSPC)
	Eastern Oregon University Course in the Reading Endorsement Program

in which this Recommendation or Requirement is an Outcome



	FROM NCLB:

	Hold a license from the state in which they’re teaching
	CUESTE Program Completers are eligible for a teaching license

	Hold at least a bachelor’s degree
	CUESTE students graduate with a bachelor’s degree in Multidisciplinary Studies

	Demonstrate competence in their subject area (determined by state: see TSPC regulations below)
	CUESTE graduates with a Reading Endorsement meet TSPC requirements

	FROM IRA and NAEYC:

	Understanding of how students acquire literacy and develop as literacy users
	ED 437 Emergent Literacy 

	For teachers of Preschool – Grade 3: 

Minimum of 12 credit hours (cr.) of reading and language arts, children’s literature, assessment

3 cr. developmentally appropriate practice (DAP) in emergent literacy
	ED 354 Primary Reading and Language Arts (3)

ED 485 Primary Assessment (2)

LIB 387 Children’s Literature for Primary (2)

ED 437 Emergent Literacy (2)

ED 483 Individual Differences – Primary (1)

(Students with a Reading Endorsement authorized to teach Pre-K through 5 also take courses below next box)

	For teachers of Grades K-5:

Minimum of 15 cr. reading and language arts, children’s literature, and DAP
	ED 355 Elem. Reading and Language Arts (3)

ED 385 Elem. Assessment (2)

LIB 388 Children’s Literature for Elem. (2)

ED 469 Develop. and Expanding Literacy (3)

ED 439 Practicum (3)

ED 383 Individual Differences – Elem. (2)

	For teachers of Grades 6-12:

Minimum of 3, preferably 6, cr. in reading and language arts, strategy instruction, content literacy, DAP
	ED 356 Middle Level Reading/Lang. Arts (2)

ED 469 (3)



	For special education teachers Preschool – Grade 12:

Minimum of 12 cr. reading and language arts, assessment and intervention, literature, DAP, collaboration, interpersonal relationships
	N/A

	For Reading Specialist:

Minimum of 21 graduate cr. in reading and language arts and related courses, DAP, 

6 cr. supervised practicum
	N/A

	For Reading Coordinator:
Comparable to that of the reading specialist in addition to 9 graduate cr. hours in supervision and administration, interpersonal relations, grant writing, program evaluation, and school law and finance – Other reading courses should include an emphasis on professional development and curricula
	N/A

	Qualities of an “Excellent Reading Teacher”

	     Understand reading and writing 

     development
	ED 437, ED 354, ED 355

	     Can assess individual progress and 

     relate to instruction
	ED 485, 385

ED 468 Diagnostic and Remedial Techniques

	     Know a variety of ways to teach reading
	ED 354, ED 355, ED  356, ED 469, ED 437

	     Able to use a variety of materials and 

     texts for children to read
	ED 354, ED 355

LIB 387, LIB 388

	     Can tailor instruction to each student
	ED 354, ED 355, ED 485, ED 385

	     Can help children read strategically
	ED 354, ED 355, ED 485, ED 385

	Critical features of effective teacher preparation programs in reading

	     Comprehensive curriculum – Cohesive 

     knowledge base
	Entire CUESTE Program and Multidisciplinary Studies Degree

	     Course-related field experiences with 

     excellent mentors
	ED 409: 12 hours per week for seven weeks during both Primary Core and Elementary Core

ED 439: 90 Hours of Field Experience in Reading under the mentorship of a Reading Specialist

	     Program centered on a vision of literacy, 

     quality teaching and quality teacher 

     education
	School of Education and Business Programs Faculty Belief Statement in each syllabus

	     Sufficient resources (intellectual, 

     financial and professional) to support 

     the mission for quality teacher 

     preparation
	Qualified personnel, nationally known for their work in literacy education; resources from Eastern Oregon University and from the School of Education and Business; Professional resources from attending and presenting at national conferences each year



	    Valuing diversity – Responsive teaching 

     and an adapted curriculum
	Demonstrated in CUESTE courses and ESOL courses

	     An active learning community including 

     faculty, students, mentor teachers
	CUESTE faculty at distance sites meet regularly for collaborative planning, Students and faculty hold regular class meetings for evaluation of program, Students meet with their practicum teachers to help in planning teaching

	     Continual assessment of students, the 

     program, their graduates and themselves  

     to guide instructional decision making 

     and program development
	Students evaluated in all CUESTE coursework and in practicum, Regular Program Evaluation takes place each term

	Teacher Education Programs should ensure that all students:

	   Know how reading develops
	ED 437

	   Know how oral language helps students acquire written language
	ENGL 315 Introduction to Applied Linguistics

	   Know how to read research reports and adapt practice to match research evidence
	ED 438 School Reading Programs

	   Know how to select curriculum materials and help students learn letter-sound relationships
	ED 354, ED 355, ED 437

	   Know how to teach students to make sense of texts they read
	ED 354, ED 355, ED 356, ED 469

	   Know how to develop strategic readers and writers
	ED 354, ED 355, ED 356, ED 469

	   Know how to match curriculum materials to students’ needs and competence levels
	ED 354, ED 355, ED 356, ED 469

	   Know how to assess each student’s progress and adapt instruction
	ED 385, 485, ED 468

	   Know how to communicate results to stakeholders, including parents
	ED 380 Elementary Learning Cycle, 

ED 480 Primary Learning Cycle

	   Know how to set up, organize, and manage a classroom so students can learn to read
	ED 380 Elementary Learning Cycle, 

ED 480 Primary Learning Cycle

	   Know how to motivate students to do their best work
	ED 482 Classroom Dynamics: Primary

ED 382 Classroom Dynamics: Elementary

ED 469

	   Know about and value the cultures and language students bring to school
	ED 380 Elementary Learning Cycle, 

ED 480 Primary Learning Cycle

ENGL 315

	   Get practical experience from best teachers
	ED 409 Practicum each term, Student Teaching

ED 439

	   Continue to receive mentoring support through first five years of teaching
	Continuing licensure required for all CUESTE graduates and MS in Ed. Students.



	FROM NCTE

	Regarding Children’s Literature:

	   Preservice teachers need a course in children’s literature taught by a professional with a depth of knowledge in children’s literature
	LIB 387 

LIB 388 

LIB 389 Literature for Middle Level

	   Integration of children’s and adolescent literature throughout methods courses in teacher preparation program
	ED 380 

ED 480 

ED 354, ED 355, ED 356

	FROM NBPTS

	Standards that serve as the basis for National Board Certification in Reading-Language Arts for Early and Middle Childhood Teachers:

	Knowledge of learners: Child development theories (intellectual, social, emotional, cultural, literate)
	ED 383 Individual Differences in Elementary

ED 483 Individual Differences in Primary

	Knowledge of the field of literacy: Current literature and theories about reading-language arts
	ED 438 School Reading Programs

ED 355, ED354

	Equity, fairness, and diversity: Seek and capitalize on diversity
	ED 130 Cultural Differences in American Education ESOL Elective

	Learning environment: Establish with their students a caring, supportive, inclusive, challenging, democratic, and safe learning community
	ED 482, ED 382 

	Instructional resources: Select, adapt, and create a rich and varied collection of instructional resources – Involve students in creating and selecting
	ED 380, ED 480, ED 355, ED354

	Instructional decision making: Set purposeful goals for learners, develop meaningful learning opportunities, interact effectively with students
	ED 380, ED 480, ED 355, ED354

	Assessment: Use a range of formal and informal assessment strategies to shape instructional decisions, monitor students progress, encourage self-assessment, and gather information to share with various audiences
	ED 485, 385

ED 468 

	Integration: Understand the reciprocal nature of literacy processes and provide developmentally appropriate learning activities that integrate language arts across the curriculum
	ED 380, ED 480, ED 355, ED354

	Reading: Use knowledge of reading processes, language development, texts, and ongoing assessment to advance literacy, develop strategic readers, and create instruction so readers and construct meaning across the curriculum
	ED 380, ED 480, ED 355, ED354, ED 468

	Writing: Use knowledge of writing processes, language and writing development and ongoing assessment to provide instruction in the components of writing and assist students in constructing meaning in their written work
	ED 354, ED 355

	Listening and speaking: Know, value, and teach oral language development and listening and speaking skills
	ED 354, ED 355

	Viewing: Know, value and teach viewing as an essential component of literacy
	ED 354, ED 355

	Collaboration with families and communities: Develop positive and supportive relationships with family and community members
	ED 380, ED 480

	Teacher as learner: Seek to improve their knowledge and practice through continued professional reading, writing, dialogue, inquiry, and reflection
	ED 438

	Professional Responsibility: Contribute to the improvement of teaching, learning and the advancement of knowledge and professional practice
	ED 438

	FROM TSPC

	Requirements that have to be met in reading:

	Foundational Knowledge and Dispositions:  

    Foundations of reading and writing processes, reading research, language development, reading acquisition, components of reading, dispositions related to the teaching of reading
	ED 355, ED 354, ED 356, ENGL 315, ED 437, ED 469, ED 468, ED 438

	Instructional Strategies and Curriculum Materials:

   Instructional grouping options, wide range of instructional practices, wide range of curriculum materials, appropriate practices for learners at various stages of development and from different cultural and linguistic backgrounds
	ED 354, ED 355, ED 356

	Creating a Literate Environment:

   Use students’ interests and backgrounds, use a large supply of books, model reading and writing, motivate learners
	LIB 388, LIB 387, ED 354, ED 355, ED 356

	Professional Development:

   Pursue professional knowledge and dispositions, work with colleagues to evaluate each other’s practice, participate in, initiate, and evaluate professional development programs
	ED 438

	Leadership:

   Guide and supervise paraprofessionals

Complete Student Teaching, an internship, or a supervised practicum in authorization level
	ED 438

ED 439


Recommendations from NCLB








All we know about teaching literacy





Recommendations from


NCLB for teaching five components of reading
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