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About This Paper

This paper presents research-supported best practices related to instruction of struggling adolescent read-
ers—that is, students in grades 6–12 who are reading at least two levels below grade level—and describes 
how Jamestown Reading Navigator™  supports those practices. 

What Is Jamestown Reading Navigator? 
Jamestown Reading Navigator is a reading intervention program designed specifically for students in grades 
6–12 who are reading two or more reading levels below their grade in school. The program provides direct, 
explicit instruction and modeling of good reading practices, together with opportunities for students to 
practice and apply these reading strategies. 

Jamestown Reading Navigator combines online activities featuring interactive multimedia for students to 
complete; engaging and appropriate online and print texts for students to read; an audio component for 
further guided or independent study; student writing in response to reading; student recording of fluen-
cy passages; an assessment program to monitor students’ progress; an independent measure of progress 
monitoring; and teacher support materials, including professional development, lesson plans, instructional 
recommendations, and reteaching skills support. Major areas of focus for Jamestown Reading Navigator 
include

•	 Comprehension skills and strategies, designed for application to content-area reading
•	 Vocabulary
•	 Writing 
•	 Fluency
•	 Decoding/phonics (for students with a particular need in this area)

The Jamestown Reading Navigator Learner Management System helps teachers manage individual student 
learning and provides ongoing, up-to-the-minute information on how students are performing. Online pro-
fessional development modules and on-site professional development sessions offered by Jamestown Edu-
cation help educators—teachers, administrators, literacy specialists, and others—learn how to implement 
Jamestown Reading Navigator more effectively. These sessions also provide information and suggestions to 
help educators develop effective strategies for working with struggling adolescent readers. 

Jamestown Reading Navigator has been developed based on the most up-to-date research and expert think-
ing in adolescent literacy, drawing on more than 30 years of experience in reaching adolescent readers with 
the popular Jamestown Education print series. This paper describes the match between Jamestown Reading 
Navigator and the best available instructional thinking in a variety of specific areas that are important to 
the success of struggling adolescent readers, as described below. 

Introduction

A Critical Need to Support Struggling Adolescent Readers 
Problems with literacy have serious and long-lasting consequences. A lack of literacy skills is “one of the 
most commonly cited reasons” for students to drop out of school (Biancarosa & Snow, 2006, p. 7). A 
resource guide on adolescent literacy prepared for the Southwest Educational Development Laboratory 
described the problem as follows:

For secondary-level students . . . the social and economic consequences of not reading well can 
be cumulative and profound: the failure to attain a high school diploma, a barrier to higher 
education, underemployment or unemployment, and difficulty in managing personal and 
family life. Years of failing at what is deemed a hallmark of intelligence and worth can also 
leave struggling readers with emotional consequences, such as anxiety and low self-esteem, 
that affect personality and interpersonal relationships. These effects within and beyond the 
classroom walls show that by the secondary grades educators can no longer defer solutions to 
future development or instruction. (Peterson et al., 2000, p. 6)�  

�	 Peterson et al. (2000) is laid out in a paginated PDF format, but the format does not include page numbers. Page references for 
quotes from Peterson et al. (2000) that are given in this paper have therefore been calculated on the basis of page numbers shown in 
the document table of contents.
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Introduction

Numerous sources attest to the scope of the challenge. Reading Next cited both results from the National 
Assessment of Educational Progress (NAEP) and the opinions of experts in adolescent literacy that “as 
many as 70 percent of students struggle with reading in some manner” that requires instruction differenti-
ated for their specific needs (Biancarosa & Snow, 2006, p. 8, citing Loomis & Bourque, 2001; NCES, 1999, 
2006; Olson, 2006). 

Adolescents struggle with literacy for a variety of reasons. For some, English may not be their first language. 
Others may have mild learning disabilities. In many cases, students may simply lack experience and skill 
with reading. Unfortunately, difficulties in reading don’t cure themselves, but instead tend to get worse as 
students get older—a phenomenon reading experts refer to as the “Matthew Effect” (Stanovich, 1986). 
These students need literacy instruction that addresses the specific challenges they face, using the best avail-
able research-based methods and principles, in order to improve their chances of succeeding both during 
school and afterward. 

The State of Research on Struggling Adolescent Readers

Over the last two decades, attempts to improve student literacy on the national level have focused largely on 
elementary instruction, and particularly on early literacy—that is, literacy at the primary grades. For exam-
ple, the focus of the Reading First initiative was on improving literacy at the primary levels. Recently, how-
ever, a number of efforts—including research summaries for a variety of sources, publication of the Reading 
Next report and other documents from the Alliance for Excellent Education, and position statements from 
organizations such as the National Reading Conference and the International Reading Association—have 
helped create a higher profile for instructional issues related to adolescent readers, and particularly the large 
proportion of adolescents who struggle with reading. 

Initiatives such as the No Child Left Behind Act have raised expectations for instruction. Instruction is ex-
pected to be backed with solid research that concludes it is likely to result in the desired impact on student 
learning. Unfortunately, research on what constitutes effective literacy instruction for adolescents is still 
limited. According to the editors of a volume intended to “compile from the best researchers in the field a 
summary and synthesis of adolescent literacy research and practice,”

As of 2003, there is not a body of research to tell us appropriate interventions that will help 
struggling middle and secondary school readers who can barely read. As of 2003, we still do 
not have a body of research to provide us with appropriate interventions to help high school 
readers who can read fluently but remain 3 or 4 years below grade level in reading. (Jetton & 
Dole, 2004, p. 6)

Although research on what constitutes effective literacy instruction for adolescents is limited in significant 
ways, there is substantial support in research and expert opinion for a variety of specific instructional  
recommendations. The state of knowledge with regard to effective instruction for struggling adolescent 
readers fits the description of best available evidence as characterized by U.S. Department of Education  
Assistant Secretary Grover J. Whitehurst: that is, “the integration of professional wisdom with the best 
available empirical evidence in making decisions about how to deliver instruction” (Whitehurst, 2002). 

The Reading Next Report

A critical milestone in recent efforts to highlight the challenges related to adolescent literacy was the publica-
tion of Reading Next, a report to Carnegie Corporation of New York focusing on the needs of adolescent 
readers (defined in the report as those in grades 4–12), with a special emphasis on the needs of struggling 
readers. Preparation of this report included the following steps.

•	 A panel of five nationally known and respected educational researchers was convened in spring 2004, 
together with representatives of Carnegie Corporation of New York and the Alliance for Excellent Edu-
cation. 

•	 These panelists drew up a set of recommendations for how to meet the needs of struggling readers, 
including 15 specific elements of effective adolescent literacy programs that had “a substantial base in 
research and/or professional opinion” (Biancarosa & Snow, 2006, p. 12). These included both elements 
with an instructional focus and recommended infrastructure elements to improve adolescent literacy. 
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development 

of this Paper

•	 The resulting paper was reviewed and augmented at the 2004 meeting of the Adolescent Literacy Funders 
Forum (ALFF).

•	 An Appendix was compiled of literature supporting each of the report’s main recommendations. 

•	 In 2006, a second edition of the report was published. 

The Reading Next recommendations thus represented a synthesis of research-informed expert opinion that 
serves as an important touchstone for much of what is known about effective adolescent literacy instruction. 
Several caveats, however, are in order with regard to using the recommendations as a yardstick for measur-
ing instructional programs in general, and Jamestown Reading Navigator in particular.

•	 While all 15 elements identified by Reading Next are characterized as having “a substantial base in re-
search and/or professional opinion” (Biancarosa & Snow, 2006, p. 12), the report nonetheless cautions 
that “the optimal mix of these factors has yet to be determined. . . . Nor does the remediation of ado-
lescent literacy difficulties involve indiscriminately layering on all fifteen key elements. Choices should 
be matched to school and student needs” (Biancarosa & Snow, 2006, p. 29). The expectation is not that 
each literacy program should necessarily include all 15 elements, but that developers and adopters of 
such programs should select those elements that seem best matched to their specific circumstances. 

•	 The focus of Reading Next is explicitly on “the large population of struggling students who already de-
code accurately but still struggle with reading and writing after third grade” (Biancarosa & Snow, 2006, 
p. 11). The report thus does not include recommendations related to areas such as decoding and fluency 
that may be important for readers who are struggling at a more basic level. 

•	 Several of the elements of Reading Next relate to how infrastructure impacts adolescent literacy learning. 
The most that any purchased instructional program can do in these areas is to provide support to schools 
and districts as they implement these elements. 

Development of This Paper

Development of this research-based white paper included the following steps. 

•	 A top-level review of Reading Next was conducted to identify claims and recommended practices, in-
cluding both those that are associated with the 15 key elements of adolescent literacy identified in the 
report and those that appear elsewhere in the report. As part of this review, information was collected 
about the sources in the Appendix to Reading Next, which listed literature supporting each of the 15 key 
elements. 

•	 Well-known experts in the field of adolescent literacy were consulted to identify key, current, and repu-
table sources related to instruction for struggling adolescent readers. These included both experts who 
had been consulted during the development of Jamestown Reading Navigator and an independent expert 
not previously associated with the program.� 

•	 Key documents were identified for review, with priority given to two types of documents:

−	 Broad policy-oriented research reviews and surveys of expert opinion, developed by reputable 
institutions and authors, with a goal of identifying key elements in effective adolescent literacy 
programs

−	 More focused research syntheses and meta-analyses from reputable sources, describing the state 
of research and/or theory related to a specific relevant topic in adolescent literacy (e.g., compre-
hension, writing, formative assessment)

�	 Key contributors included Dr. Thomas W. Bean, professor in literacy/reading and coordinator of doctoral studies in the Department 
of Curriculum and Instruction, University of Nevada at Las Vegas; Dr. William G. Brozo, professor of literacy, Graduate School of 
Education, George Mason University; and Dr. Douglas Fisher, professor of language and literacy education, San Diego State Univer-
sity. Drs. Brozo and Fisher had previously consulted with the development team for Jamestown Reading Navigator. These experts 
provided input into interpretation of the research literature, as well as recommendations of sources to review, but are not responsible 
for writing the summaries of the literature or for developing the correlations of the instructional recommendations to Jamestown 
Reading Navigator.
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TECHNOLOGY 

In addition to these two types of documents, some specific research reports were also identified for review, 
in the case of studies that were particularly germane to topics under investigation. 

•	 Sources were reviewed and summarized, with special reference to

−	 Specific instructional recommendations

−	 The nature of the evidence supporting each recommendation

•	 Instructional recommendations were consolidated from multiple sources. 

•	 Cross-comparison of the research-based recommendations and Jamestown Reading Navigator verified 
that Jamestown Reading Navigator supports each research-based recommendation listed in this paper.

In the final paper as presented here, each section spells out specific instructional recommendations that are 
supported by a mix of research and expert opinion. A table then provides information on how Jamestown 
Reading Navigator aligns with each recommendation. 

Key policy-oriented documents and research syntheses that were reviewed for this paper are listed in the 
References section of the complete White Paper.

TECHNOLOGY
“Technology is both a facilitator of literacy and a medium of literacy. Effective adoles-
cent literacy programs therefore should use technology as both an instructional tool and 
an instructional topic.”—Reading Next (Biancarosa & Snow, 2006, p. 19)

Technology as a Tool 

Technology, including computer technology, has been used in many ways to support reading instruction—
from multimedia-supported access to electronic texts, to student production tools such as word processors, 
to delivery of structured instruction, including student opportunities for guided practice using reading skills. 
According to a synthesis of research on adolescents, computer technology, and literacy,

Research suggests that consistent interaction with computerized reading instruction in areas 
such as vocabulary assistance and guided reading instruction can help adolescents with read-
ing and text comprehension. (Kim & Kamil, 2004, p. 362, citing Boyd, 2000; Reinking, 1988. 
See also Kamil, 2003.)

Along similar lines, a volume on improving content-area literacy included the recommendation “Use tech-
nology to promote learning with text,” citing potential benefits in terms of “new methods of presenting 
information, new ways of structuring and organizing instruction, and new ways to motivate students to 
learn” (Readence et al., 2004, p. 11; emphasis in original). Likewise, a review of research on language and 
academic literacy for adolescent English language learning found,

The incorporation of technology into instruction for ELLs is seen as promising, as the practi-
cal relevance and often two-way nature of the work are thought to positively impact student 
motivation. . . . However, research on the effects of technology interventions on reading and 
writing development for adolescents conducted thus far is still inconclusive and the number 
of studies that have focused on ELLs is small. (Short & Fitzsimmons, 2007, p. 37, citing Kim 
& Kamil, 2004)

This conclusion by Short and Fitzsimmons highlights the difficulty of identifying specific research-verified 
practices related to technology and reading instruction. Although a large body of research exists, the sheer 
breadth of technology applications means that research on specific computer approaches and designs is of-
ten thin on the ground—a problem that is exacerbated by technology’s ever-changing capabilities. 

In light of this challenge, it is not surprising that recommendations related to the use of technology as an 
instructional tool for adolescent literacy often refer largely to its potential—ways that technology can be 
used, in many cases without a body of confirming research about the effectiveness of specific technology 
uses. The best available evidence typically represents a combination of expert opinion, analysis, and studies 
of specific instances of technology applications, from which experts often derive broad recommendations 
with respect to effective uses of technology. 
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Technology as a Topic 

Changes in communication technology have prompted literacy scholars to look more broadly at what con-
stitutes literacy and at what skills students need in order to communicate successfully in the world of today 
and tomorrow. As Alvermann (2001) put it, 

The idea that literacy is reinventing itself through new digital technologies . . . has enormous 
implications for teachers at the middle and high school level, as does the fact that these new 
technologies are fundamentally and irreversibly affecting how ideas get represented in texts 
and communicated. . . . 

Everyday literacy practices are changing at an unprecedented pace, and speculation as to the 
impact of interactive communication technologies and multimedia on current conceptions 
of reading and writing is evident on many fronts. At the center of much of the discussion is 
the perceived need to develop adolescents’ critical awareness of how all texts (print, visual, 
and oral) position them as readers and viewers within different social, cultural, and historical 
contexts. (pp. 16–17, citing Luke & Elkins, 1998; de Castell, 1996)

Viewed this way, technology represents not only a means of instruction for adolescent readers, but also an 
array of distinct communication media, with their own language conventions and literacy requirements. 
In order to achieve competence both in interpreting meaning and in communicating via technology—both 
increasingly critical skills in today’s world—students must master these conventions and requirements and 
learn to apply broader literacy skills in a technology context. 

Instructional Recommendations

Technology as a Tool
•	 Flexible pacing. Describing uses of technology for content-area literacy, Readence et al. (2004) noted, 

“When properly used, computers encourage experimentation in education. Students can test ideas and 
discover concepts as they work at a pace that best suits their ability and interest” (p. 19). Similarly, Kim 
and Kamil (2004) identified allowing students “to learn at a comfortable pace” as one of the advantages 
of computer-assisted instruction (p. 352). This observation suggests the potential of the computer to 
fulfill calls for flexible pacing in student instruction, such as that of Tomlinson (2004): “Flexible pacing 
is important in addressing learner variance. . . . When the instructional pace is too rapid or too slow 
for a particular student, learning is impeded. Thus, teachers should consider varying time allotments for 
student work based on varied student needs rather than assuming that time must be fixed and invariable” 
(Tomlinson, 2004, p. 240, citing Ben Ari & Shafir, 1988; Dahloff, 1971; Oakes, 1985).

•	 Reinforcement and guided practice. Describing ways that technology can be used as a tool for instruc-
tion, Reading Next stated, “As a tool, technology can help teachers provide needed supports for strug-
gling readers, including instructional reinforcement and opportunities for guided practice. For example, 
there are computer programs that help students improve decoding, spelling, fluency, and vocabulary, 
and more programs are quickly being developed to address comprehension and writing” (Biancarosa & 
Snow, 2006, p. 19). This suggests a value in using technology specifically for reinforcement and guided 
practice, focused on key content and skills that are needed by struggling readers. 

•	 Customized support. Among the advantages of computer-assisted instruction as “an alternative or ad-
junct to traditional reading instruction,” Kim and Kamil (2004) identified “the opportunity [for stu-
dents] to access customized support” (p. 352). This suggests a value to students in providing instruction 
on the computer that differentiates based on specific student needs.

−	 Along similar lines, a discussion of technology use for adolescent English language learners 
found that “In general, computer-based literacy instruction can promote reading and writing 
development for adolescent ELLs” but cautioned that “instruction should be highly scaffolded” 
(Short & Fitzsimmons, 2007, p. 37). The review specifically recommended audio support for 
visual text: “The use of audio books can also support students’ literacy development, especially 
if students follow along with a written text; the recordings provide students with models for 
pronunciation and read-aloud fluency. For students whose spoken English is better than their 
reading skills, hearing the words read aloud can aid in vocabulary comprehension” (p. 37). 

instructional 

recommenda-

tions
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•	 Active text processing. Another aspect of computer-assisted instruction that was identified by Kim and 
Kamil (2004) as a potential advantage in teaching struggling readers was “the opportunity . . . to process 
text actively” (p. 352). This suggests a value to using the capabilities of the computer to have students 
interact with texts. 

•	 Structured computer environments. After reviewing research related to the use of computers to teach 
reading, Kim and Kamil (2004) concluded, “Research suggests that adolescents may not have developed 
a sophisticated repertoire of strategies for learning with computers, and that structured multimedia 
learning environments can be beneficial for facilitating literacy development. . . . Software that includes 
elements that compel adolescents to read and process the text, such as providing fixed rather than op-
tional assistance, seems to have a stronger potential to be helpful” (p. 362, citing Reinking & Rickman, 
1990; see also Kamil, 2003, p. 23). They endorsed the approach of “offer[ing] computerized reading 
instruction that is highly structured, such as vocabulary assistance that routinely follows up difficult tar-
get words with definitions, or the strategic arrangement of specific reading hints and suggestions to help 
guide students through texts” (p. 363). 

−	 In particular, Kim and Kamil argued that students should be provided with “strategies for navi-
gating through linked text. . . . [S]pecial provisions, such as computer prompts for students 
to attend to important details in the text and to provide strategic reading assistance, may be 
necessary to help students successfully utilize multimedia environments for learning” (p. 362). 
Along similar lines, Kamil (2003) stated, “Adolescents are likely to benefit from the provision of 
specific reading prompts while reading on the computer, and the addition of guidance that helps 
them to attend to salient information in the text, such as target vocabulary words” (p. 23). 

−	 Kim and Kamil also found that a highly structured environment was desirable in computerized 
writing instruction. Based on their review of the research, they stated, “[A]n emerging finding in 
the area of computerized writing instruction suggests that structured guidance . . . [is] likely to 
influence how successfully adolescents utilize multimedia environments for learning” (p. 358). 
They recommended, “In addition to the potential motivational benefits of applying comput-
ers to writing, computerized instruction can assist adolescents by providing detailed writing 
prompts, structured guidance with prewriting and drafts, [and] strategies and activities for writ-
ing essays” (p. 363). 

•	 Decoding. As noted above, a specific area that was identified by Reading Next where computer programs 
can help “provide needed supports for struggling readers” is decoding (Biancarosa & Snow, 2006, p. 
19).

•	 Fluency. Another area that was specifically identified by Reading Next where computer programs can 
help struggling readers is in their development of fluency (Biancarosa & Snow, 2006, p. 19). Similarly, 
a review of research on effective instruction for adolescents who struggle with word identification en-
dorsed computer activities and games as tools for promoting fluent word recognition, including multiple 
opportunities to practice recognition of the same words (Curtis, 2004, p. 128).

•	 Vocabulary. Several sources referenced vocabulary learning as an area where computers can have an 
impact for struggling readers. 

−	 As noted above, Reading Next stated, “[T]here are computer programs that help students im-
prove . . . vocabulary” (Biancarosa & Snow, 2006, p. 19).

−	 Also as noted above, Kim and Kamil (2004) identified vocabulary assistance as one of the areas 
where “consistent interaction with computerized reading instruction . . . can help adolescents 
with reading and text comprehension” (p. 362).

−	 The National Reading Panel (NRP) reported, “While the use of computer technology in reading 
is still in its infancy, the few studies reported in the literature suggest that this may be a power-
ful way of increasing vocabulary. . . . Two possibilities arise here. The first is that the computer 
might be used as an adjunct to direct vocabulary instruction. In this way, students could obtain 
more practice in learning vocabulary. A second possibility is that computer technology could 
bring to bear many different media. This is one way of adding a number of different modalities 
to the teaching of vocabulary and, consequently, helping ensure more effective vocabulary learn-
ing” (NICHHD, 2000, p. 4-26, citing Reinking & Rickman, 1990; Heise et al., 1991; Davidson, 
Elcock, & Noyes, 1996; Heller, Sturner, Funk, & Feezor, 1993). Two of the studies cited by NRP 
(Reinking & Rickman, 1990; Heise et al., 1991) included adolescent readers in their findings. 

instructional 
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−	 With regard specifically to use of multimedia in vocabulary instruction, Baumann et al.’s (2003) 
review of research on vocabulary instruction cited a third-grade study in which “Higgins and 
Cocks (1999) investigated incidental word learning with CD-ROM storybooks. Using a CD-
ROM of Jack Prelutsky’s The New Kid on the Block, they charted students’ learning of six 
target words through the animation, which was designed to illustrate words as students clicked 
on them. The mean gain was 3.43 words from pretest to posttest, and 40 percent of the students 
were able to define all six target words correctly after their reading of it in hypermedia” (p. 760). 
While this study represents a lower grade range than that served by Jamestown Reading Naviga-
tor, it suggests the potential of computer animation for helping teach vocabulary words.

•	 Writing. Several top-level findings indicate that computer technology can be an effective element of writ-
ing instruction. In particular, word processing is likely to have a positive effect on students’ writing, as 
described in the Writing Next report (Graham & Perin, 2007). More generally, Kim and Kamil (2007) 
found, “Although the effectiveness of computerized compared to traditional writing instruction is un-
clear, prior studies have found that computers can be one effective way to provide adolescents with writ-
ing assistance” (p. 363, citing Palumbo & Prater, 1992). As noted above, they also identified potential 
benefits for student motivation in using computers for writing instruction (p. 363). 

−	 Writing Next identified use of word processors as a research-supported practice for effective 
writing instruction, with an effect size of 0.55 based on a meta-analysis of 18 studies.�  Accord-
ing to Writing Next, “The use of word-processing equipment can be particularly helpful for low-
achieving writers,” with an effect size of 0.70 for low-achieving writers compared to 0.51 for 
students in general (Graham & Perin, 2007, p. 17). Identifying advantages of word processing, 
the Writing Next authors stated, “Typing text on the computer with word-processing software 
produces a neat and legible script. It allows the writer to add, delete, and move text easily” (p. 
17).

−	 Based on their review of the research related to computerized writing instruction, Kim and Ka-
mil (2004) identified “strategic instruction” as “likely to influence how successfully adolescents 
utilize multimedia environments for learning” (p. 358). This suggests a potential benefit in pro-
viding instruction on the computer that helps students master writing strategies. 

−	 According to Kim and Kamil (2004), “One research finding . . . suggested that students with 
lower writing ability might need longer interactions with computerized writing instruction to 
achieve notable benefits. The provision of multiple and consistent opportunities to write with 
computers is likely to help students with a range of writing abilities gain valuable experience and 
proficiency with the conventions of composing on the computer” (p. 363, citing Rosenbluth & 
Reed, 1992). 

•	 Assessment systems. Describing the importance of formative and summative assessment, Reading Next 
referenced the capability of computer systems to record and store information about student perfor-
mance, which can then be used by teachers, administrators, students, and parents to monitor student 
progress and make revisions to instruction as needed. For example, describing the importance of forma-
tive assessment, the Reading Next authors stated, “Data should be cataloged [sic] on a computer system 
that would allow teachers, administrators, and evaluators to inspect students’ progress individually and 
by class” (pp. 19–20). Similarly, discussing summative assessment, Reading Next stated, “[T]hese assess-
ments are designed specifically for implementation with continuous progress-monitoring systems. These 
systems would allow teachers to track students throughout a school year and, ideally, over an entire 
academic career, from kindergarten through high school” (p. 21). 

�	 Cheever, 1987; Cirello, 1986; Dalton & Hannafin, 1987; Dybdahl, Shaw, & Blahous, 1997; Espinoza, 1992; Hagler, 1993; 

Head, 2000; Jackiewicz, 1995; Lam & Pennington, 1995; Lerew, 1997; Lichtenstein, 1996; Lowther, Ross, & Morrison, 

2003; Lytle, 1987; Miller, 1984; Moore, 1987; Philhower, 1985; Shinn, 1986; Silver & Repa, 1993. Fourteen of the studies 

included students at grade 6 or older. Studies included students with a learning disability, students with mild handicap-

ping conditions, students with English as a second language, low-achieving writers, above-average writers, and students 

representing a full range of writers found in typical classrooms. Effect sizes for individual studies ranged from -0.18 to 1.74. 

Three of the studies had negative effect sizes.

instructional 
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Technology as a Topic
•	 Developing familiarity with technology. As cited above, Reading Next described technology as “both a 

facilitator of literacy and a medium of literacy . . . both an instructional tool and an instructional topic” 
(Biancarosa & Snow, 2006, p. 19). From this perspective, an important objective of technology-based 
literacy programs such as Jamestown Reading Navigator can be to help students develop familiarity and 
ease of use with basic technology-related procedures. 

•	 Literacy skills for technology environments. Writing further about technology as a topic of instruction, 
the Reading Next authors stated, “[T]echnology is changing the reading and writing demands of modern 
society. Reading and writing in the fast-paced, networked world require new skills unimaginable a decade 
ago.” (Biancarosa & Snow, 2006, p. 19). This statement reflects the importance that many writers on ad-
olescent literacy have placed on helping students acquire the specific media-related literacy skills required 
in order to interact effectively with the Internet and other technology environments. For example:

−	 “Adolescents’ interests in the Internet, hypermedia, and various interactive communication tech-
nologies . . . suggest the need to teach youth to read with a critical eye toward how writers, illus-
trators, and the like represent people and their ideas—in short, how individuals who create texts 
make those texts work. At the same time, it suggests teaching adolescents that all texts, including 
their textbooks, routinely promote or silence particular views” (Alvermann, 2001, p. 2). 

−	 “As technological innovations transform traditional boundaries of communication, entertain-
ment, and learning, technology infuses the lives of adolescents. . . . The consequences of this 
changing technological landscape include an expanded definition of literacy and a wider range 
of skills and competencies necessary to be successful when engaged in literacy activities” (Kim & 
Kamil, 2004, p. 351). 

•	 Processing text and graphics. Research analyzed by Kim and Kamil (2004) led them to conclude that 
“adolescents may need assistance to process various types of multimedia effectively” (pp. 353–354, citing 
Moore & Scevak, 1997; Small, Lovett, & Scher, 1993; Moore, 1993; Kirby, 1993; see also Kamil, 2003, 
pp. 22–23). They recommended, “In particular, adolescents can benefit from learning strategies for pro-
cessing visual information, and learning how to integrate visual and textual information” (p. 362, citing 
Kirby, 1993; Moore & Scevak, 1997). 

How Jamestown Reading Navigator Incorporates Technology
The following table describes how Jamestown Reading Navigator incorporates practices related to effective 
use of technology described above. 

Summary of Technology  
Recommendations

Application Through  
Jamestown Reading Navigator

Pacing of instruction should be 

flexible, to match students’ ability 

and interests. 

Because students work individually online, they advance through Jamestown 

Reading Navigator at their own pace. They are able to move more quickly 

through familiar skills and vocabulary and spend more time on material they 

find difficult. Teachers are informed (via the Learner Management System) 

of how much time it takes students to complete each activity in the program, 

allowing teachers to monitor each student’s progress and pacing.

Continued 2
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Summary of Technology  
Recommendations

Application Through  
Jamestown Reading Navigator

Technology should provide instruc-

tional reinforcement and guided 

practice on key content and skills 

for struggling readers.

Jamestown Reading Navigator reinforces student learning and provides 

guided practice with key content and skill areas for struggling readers. 

Students receive instruction, practice using their skills and knowledge, and 

receive feedback to help improve their performance. 

•	 Students with low reading levels are taught decoding and phonics skills  

and then are guided to practice those skills as they read in context. 

•	 Students are provided with extensive, modeled oral fluency practice. 

•	 Students are instructed in how to use specific reading comprehension skills 

and strategies and then practice using those skills over time with a variety 

of texts. 

•	 Students learn key vocabulary and practice understanding and using it in 

context. 

•	 Students practice writing in a variety of genres, on a variety of topics, with 

guidance in how to carry out the writing process and write effective com-

positions. 

•	 Students practice reading and writing skills with a variety of content-area 

texts, reinforcing their ability to use these skills in content-area contexts. 

Technology should provide custom-

ized support to students, such as 

audio support for visual text.

Jamestown Reading Navigator provides support that is customized to specific 

student needs in a variety of ways.

•	 Students are placed into the program at a level that corresponds to their 

current reading level, as measured through a placement test.

•	 Students can test out of journeys (lessons) that teach content and skills they 

already know. 

•	 Students can access customized support as they complete the online activi-

ties, including use of the Tutor buttons to access suggestions and content 

reteaching, and access to an online dictionary.

•	 Extensive audio support is provided for key instruction, reading tips, and 

directions. Teachers can choose to make audio support available for the 

online reading selection in each journey, allowing students to read along 

while listening to text. Audio recordings are also available for the inClass 

Reader selections.

•	 Substantive feedback as students are completing the online activities helps 

them improve their performance.

•	 Students who do not do well in the online assessments are retaught skills 

and content and then take another assessment online. If they still do not 

do well, they are targeted for additional instructional support from the 

teacher, using the Reteaching Skills Support activity suggestions and print 

materials that are provided with the program.

Continued 2
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Summary of Technology  
Recommendations

Application Through  
Jamestown Reading Navigator

Technology should provide  

students with opportunities to 

interact with text. 

In Jamestown Reading Navigator, students interact with the text selections in 

a variety of ways.

•	 Prior to the activity, students are taught a reading skill to use in conjunc-

tion with the reading selection and are pretaught key vocabulary from the 

selection. 

•	 Also prior to the activity, students complete an activity—typically includ-

ing a graphic organizer, a background builder, or an anticipation guide—to 

activate prior knowledge about the topic of the selection. For example, 

students are often prompted to complete a KWL (Know/Want to know/

Learned) chart or a word web.

•	 Students use the computer to accept a suggested purpose for reading or 

write their own purpose.

•	 As students are reading the text selection, reading tips remind them to use 

comprehension strategies. 

•	 Students are also prompted to answer comprehension monitoring ques-

tions as they are reading the selection. Immediate feedback reinforces cor-

rect answers.

•	 Students can use the Add a Note feature to record thoughts while they 

are reading the selection, linked to specific points in the text. Students can 

access these notes at any time during reading, and also after reading while 

reviewing the selection before the Journey Test and during the writing as-

signment.

•	 Vocabulary words in the text selection are hyperlinked to word cards. Stu-

dents can access these word cards, read information about the definitions 

of words, and record notes on the word cards—for example, ways that the 

word is used in the selection. Students can also access an online dictionary 

to look up words that are not vocabulary words. 

•	 After the reading, students revisit their purpose for reading, decide whether 

they accomplished that purpose and then tell what they learned from read-

ing the selection or are offered possible ideas about why they failed to 

accomplish their purpose. Students also revisit and update their work from 

the before-reading activity (e.g., updating the KWL chart).

•	 Students complete a writing activity that typically requires them to incor-

porate content from the text selection or build on the selection in some 

way. Students are able to access the selection while completing the writing 

activity.

ANALYSIS AND

RESULTS
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Summary of Technology  
Recommendations

Application Through  
Jamestown Reading Navigator

Computer programs should 

provide a structured environment 

for students’ reading and writing 

instruction.

Jamestown Reading Navigator provides a highly structured approach to read-

ing and writing instruction. 

•	 Students are placed at an appropriate starting point in the program and 

guided through a linear sequence of journeys, quests (units), and treks (lev-

els).

•	 Within each online journey, students are guided through a consistent, lin-

ear sequence of activities. 

•	 Students are provided with explicit directions on how to complete each 

online activity. 

•	 Strategic reading assistance is provided for every reading selection. As 

students read, they are prompted to answer comprehension monitoring 

questions. They are reminded to add notes related to the reading selection, 

reference the hyperlinked word cards, and employ reading skills applicable 

to the selection they are reading.

•	 Students automatically receive help and reteaching if they do poorly on as-

sessments of specific skills and vocabulary in the online journeys, without 

needing to ask for assistance.

•	 Writing activities include detailed writing prompts, structured guidance 

with prewriting and drafts, and strategies for writing essays.

Computer technology can be an 

effective tool for helping students 

learn decoding.

Computer technology is the basis of Jamestown Reading Navigator’s ap-

proach to decoding instruction. Computerized features that are used to teach 

decoding include the following:

•	 An animated emcee and vowel characters lead the student through the 

journeys. This technology component increases motivation and interest, 

and also provides a visual and auditory experience that reinforces word 

meanings and pronunciations. 

•	 Students complete decoding activities by dragging, clicking, and typing 

words and word parts. 

For more details, see the section on Decoding earlier in this paper.

Computer activities and games 

should be used to help students 

develop fluency, including multiple 

opportunities to practice recogni-

tion of specific words.

Computer technology is central to Jamestown Reading Navigator’s approach 

to helping students develop fluency. Computerized features that are used to 

help students develop fluency include the following:

•	 Students hear an expert reader read an excerpt from the selection. The 

expert reader models good fluency by reading with expression, accuracy, 

and appropriate speed. The student can listen to the expert reader as many 

times as he or she likes.

•	 Students practice reading the excerpt and record it up to three times, allow-

ing students to listen to themselves and choose their best recording.

•	 Word recognition activities provide students with multiple opportunities to 

identify the same words: 

−	 Trek 1 includes numerous computer activities that strengthen word 

recognition by having students match words to pictures, choose a word 

that best answers a question, and type/choose the correct word to fit 

into the line of the poem.

−	 In Treks 2–4, students complete quick match and cloze activities to 

strengthen recognition of vocabulary words. 

For more details, see the section on Fluency earlier in this paper.

Continued 2
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Summary of Technology  
Recommendations

Application Through  
Jamestown Reading Navigator

Computer technology should be 

used to help students learn vocabu-

lary, including opportunities for 

practice and use of multimedia.

Jamestown Reading Navigator provides extensive on-computer vocabulary 

instruction. Computerized features that are used to help students learn vo-

cabulary in Trek 1 include the following:

•	 Within each journey, students are introduced to five new sight words and 

practice recognizing and using the sight words in an interactive exercise. 

For example, students may see a sentence on screen and be instructed to 

click on the sight word that is spoken or to insert the sight word into the 

appropriate sentence. Every introduction of vocabulary words in Trek 1 

includes oral pronunciation of the words. 

•	 Students are introduced to 10 word family words, in two groups of five—

typically related to two word families. 

•	 Three times in a journey, students listen to and read a poem, with animated 

illustrations, that contains sight words and word family words.

•	 Students practice word family words in a variety of interactive formats, 

with immediate feedback to reinforce understanding. Students complete 

two activities for each word family and then complete activities combining 

words from both word families. 

−	 Students first gain familiarity with the words by typing an initial letter 

or letters based on the audio recording of the word. 

−	 Students then practice inserting the words into the appropriate sen-

tences (either by clicking or typing). 

•	 Supplemental words and their meanings are introduced to help students 

transfer their word family knowledge. Students practice recognizing the 

supplemental words in an interactive format by matching the words to the 

appropriate picture.

•	 Students complete scored review activities with immediate feedback cover-

ing both sight words and word family words. If students fail the assess-

ments, teachers are alerted in the Learner Management System. Students’ 

reports indicate whether they require sight words intervention, word fam-

ily intervention, or both.

Computerized features that are used to help students learn vocabulary in 

Treks 2–4 include the following:

•	 Within each journey, students are initially taught eight key vocabulary 

words before they encounter them in the reading selection. Each vocabu-

lary word is pronounced orally, and students are taught the meaning of the 

word and given a sample sentence. 

•	 Students complete a quick match interactive activity that reinforces mean-

ings of the words. 

•	 A My Notes section provides a place for students to add memory aids, 

associations, sample sentences, etc., to create a personalized “word card” 

for each word. Students’ word cards and notes are saved in their personal 

Vocabulary Journal for access elsewhere in the program.

•	 Within the text selection, vocabulary words are hyperlinked to their associ-

ated word cards. Students can add or modify their notes on the word cards 

as they read the selection. 

•	 Students who do poorly on an assessment of vocabulary knowledge within 

a journey view a Look Back at the Vocabulary section that features flash 

animation to reteach the meaning of vocabulary words. If further reteach-

ing is needed beyond that point, the program alerts teachers through the 

Learner Management System reports.

For more details, see the section on Vocabulary earlier in this paper. 
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Summary of Technology  
Recommendations

Application Through  
Jamestown Reading Navigator

Writing instruction should include 

use of word processors. 	

Students writing in Jamestown Reading Navigator use a program with basic 

word-processing capabilities, including copying, pasting, and deleting. 

Writing instruction on the com-

puter should incorporate structured 

guidance, strategic instruction, 

and multiple interactions with 

technology.

•	 The Jamestown Reading Navigator writing component provides structured 

guidance and instruction in writing strategies with each writing assign-

ment. For more details, see the Writing section earlier in this paper.

•	 Frequent opportunities to interact with the technology are provided through 

the writing assignments in each journey, and in each quest in Treks 2–4. 

For example, if students require two 45-minute online sessions to complete 

each journey, then they are likely to complete a writing assignment during 

every other Jamestown Reading Navigator session. 

Computer systems should be used 

to record formative and summative 

assessment information and make 

it available for monitoring student 

progress.

Ongoing assessments within Jamestown Reading Navigator provide informa-

tion on student performance. This information is stored on the computer, and 

can be accessed by teachers, administrators, and others through an array of 

Learner Management System reports. For more information, see the Forma-

tive and Summative Assessment section earlier in this paper.

Instruction should help students 

become comfortable with basic 

technology procedures.

As students work in Jamestown Reading Navigator, they acquire experience 

with a range of basic technology-related skills: 

•	 Using a Web browser

•	 Logging on to the Jamestown Reading Navigator Web site

•	 Navigating and interacting with the Jamestown Reading Navigator home 

page and screens

•	 Sending and receiving e-mail messages

•	 Making voice recordings on the computer

•	 Interacting with activity and program features (clicking buttons, scrolling, 

using volume and video controls, etc.)

•	 Using a keyboard to enter text

•	 Using a mouse to make selections on screen

•	 Using a word processor to write online

Students should acquire media-

related literacy skills required for 

technology environments.

•	 Within each of Treks 2–4, a journey (lesson) focuses on helping students 

learn to analyze media, which includes critically looking at information 

from books, newspapers, magazines, TV, radio, and the Internet. As part of 

this skill, students are taught to consider, question, and interpret informa-

tion. They think about who provided the information for a text, what the 

purpose of the text is, and whether it can be trusted. 

•	 Students also complete a journey in each of these treks (2–4) that focuses 

on understanding an author’s purpose and another journey in each trek 

focusing on understanding an author’s viewpoint. 

•	 Additionally, Internet articles are used for text selections in many of the 

online journeys within Jamestown Reading Navigator—providing students 

with guided practice in applying reading skills and strategies to the types of 

texts they might encounter on the Internet. 

Continued 2
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Summary of Technology  
Recommendations

Application Through  
Jamestown Reading Navigator

Students should be taught strate-

gies to interpret visual informa-

tion and integrate visual and text 

information.

Jamestown Reading Navigator includes lessons in Treks 2, 3, and 4 that teach 

students how to interpret information from graphics, particularly charts, 

graphs, and maps. Additionally, text selections with embedded graphics in 

some of the online journeys provide students with practice in integrating 

visual and text information. 

ANALYSIS AND

RESULTS

INTRODUCTION References

Biancarosa, C., & Snow, C. E. (2006). Reading next: A 
vision for action and research in middle and high school 
literacy: A report to Carnegie Corporation of New York 
(2nd ed.). Washington, DC: Alliance for Excellent Educa-
tion. Retrieved January 8, 2007, from http://www.all4ed.
org/publications/ReadingNext/ReadingNext.pdf.

Jetton, T. L., & Dole, J. A. (2004). Introduction. In T. L. 
Jetton & J. A. Dole (Eds.), Adolescent literacy research 
and practice (pp. 1–11). New York: The Guilford Press.

Loomis, S. C., & Bourque, M. L. (Eds.). (2001). National 
assessment of educational progress achievement levels 
1992–1998 for reading. Washington, DC: National As-
sessment Governing Board. Retrieved from http://www.
nagb.org/pubs/readingbook.pdf.

National Center for Education Statistics (NCES). (1999). 
Nation’s report card: Reading 1998. Washington, DC: 
U.S. Government Printing Office. Retrieved from http://
nces.ed.gov/pubsearch/pubsinfo.asp?pubid=1999500.

National Center for Education Statistics (NCES). (2006). 
Nation’s report card: Reading 2005. Washington, DC: 
U.S. Government Printing Office. Retrieved from http://
nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2006451.

Olson, L. (2006). A decade of effort. Quality Counts, 25, 
8–10, 12, 14, 16, 18–21.

Peterson, C. L., Caverly, D. C., Nicholson, S. A., O’Neal, 
S., & Cusenbary, S. (2000). Building reading proficien-
cy at the secondary level: A guide to resources. Austin, 
TX: Southwest Educational Development Laboratory. 
Retrieved April 3, 2007, from http://www.sedl.org/pubs/
reading16/buildingreading.pdf.

Stanovich, K. E. (1986). Matthew effects in reading: Some 
consequences of individual differences in the acquisition 
of literacy. Reading Research Quarterly, 21, 360–407.

Whitehurst, G. J. (2002, October). Evidence-based educa-
tion (EBE) [electronic presentation]. Retrieved May 31, 
2007, from http://www.ed.gov/nclb/methods/whatworks/
eb/edlite-slide001.html.



16

Ja
m

e
s

t
o

w
n

 R
e

a
d

in
g

 N
a

v
ig

a
t

o
r

references

TECHNOLOGY References

Alvermann, D. E. (2001). Effective literacy instruction 
for adolescents. Chicago: National Reading Confer-
ence. Retrieved February 13, 2007, from https://www.
nrconline.org/publications/alverwhite2.pdf.

Baumann, J. F., Kame’enui, E. J., & Ash, G. E. (2003). 
Research on vocabulary instruction: Voltaire redux. In 
J. Flood, D. Lapp, J. R. Squire, & J. M. Jensen (Eds.), 
Handbook of research on teaching the English language 
arts (2nd ed., pp. 752–785). Mahwah, NJ: Erlbaum. 

Ben Ari, R., & Shafir, D. (1988). Social integration in 
elementary school. Ramat-Gan, Israel: Institute for the 
Advancement of Social Integration in the Schools, Bar 
Ilan University.

Biancarosa, C., & Snow, C. E. (2006). Reading next: A 
vision for action and research in middle and high school 
literacy: A report to Carnegie Corporation of New York 
(2nd ed.). Washington, DC: Alliance for Excellent Edu-
cation. Retrieved January 8, 2007, from http://www.
all4ed.org/publications/ReadingNext/ReadingNext.
pdf.

Boyd, R. (2000, Winter). Computer based reading in-
struction: The effectiveness of computer based reading 
instruction in positively influencing student scores in 
science. CSTA Journal, pp. 17–23.

Cheever, M. S. (1987). The effects of using a word pro-
cessor on the acquisition of composition skills by the 
elementary student. Unpublished doctoral dissertation, 
Northwestern University, Evanston, IL.

Cirello, V. J. (1986). The effect of word processing on 
the writing abilities of tenth grade remedial writing stu-
dents. Unpublished doctoral dissertation, New York 
University, New York.

Curtis, M. E. (2004). Adolescents who struggle with 
word identification: Research and practice. In T. L. Jet-
ton & J. A. Dole (Eds.), Adolescent literacy research 
and practice (pp. 119–134). New York: The Guilford 
Press. 

Dahloff, M. (1971). Ability grouping, content validity, 
and curriculum process analysis. New York: Teachers 
College Press.

Dalton, D. W., & Hannafin, M. J. (1987). The effects 
of word processing on written composition. Journal of 
Educational Research, 80, 338–342.

Davidson, J., Elcock, J., & Noyes, P. (1996). A prelimi-
nary study of the effect of computer-assisted practice 
on reading attainment. Journal of Research in Reading, 
19(2), 102–110.  

de Castell, S. (1996). On finding one’s place in the 
text: Literacy as a technology of self-formation. In W. 
F. Pinar (Ed.), Contemporary curriculum discourses: 
Twenty years of JCT (pp. 398–411). New York: Peter 
Lang Publishing.

Dybdahl, C. S., Shaw, D. G., & Blahous, E. (1997). The 
impact of the computer on writing: No simple answers. 
Computers in the Schools, 13, 41–53.

Espinoza, S. F. (1992). The effects of using a word 
processor containing grammar and spell checkers on 
the composition writing of sixth graders. Unpublished 
doctoral dissertation, Texas Tech University, Lubbock, 
TX.

Graham, S., & Perin, D. (2007). Writing next: Effective 
strategies to improve writing of adolescents in middle 
and high schools: A report to Carnegie Corporation of 
New York. Washington, DC: Alliance for Excellent Edu-
cation. Retrieved February 12, 2007, from http://www.
all4ed.org/publications/WritingNext/WritingNext.pdf.

Hagler, W. J. (1993). The effects of the word proces-
sor on the revision behaviors of sixth grade students. 
Unpublished doctoral dissertation, Auburn University, 
Auburn, AL.

Head, B. B. (2000). Revision instruction and quality of 
writing by eighth grade students using paper and pencil 
or word processing. Unpublished doctoral dissertation, 
Oakland University, Rochester, MI.

Heise, B. L., Papalewis, R., & Tanner, D. E. (1991). 
Building base vocabulary with computer-assisted in-
struction. Teacher Education Quarterly, 18(1), 55–63. 

Heller, J. H., Sturner, R. A., Funk, S. G., & Feezor, M. 
D. (1993). The effect of input mode on vocabulary 
identification performance at low intensity. Journal of 
Educational Computing Research, 9(4), 509–518. 

Higgins, N. C., & Cocks, P. (1999). The effects of ani-
mation cues on vocabulary development. Reading Psy-
chology, 20(1), 1–10.

Jackiewicz, G. (1995). The effect of computer based 
instruction on writing at the elementary level. (ERIC 
Document Reproduction Service No. ED380802)

Kamil, M. L. (2003). Adolescents and literacy: Reading 
for the 21st century. Washington, DC: Alliance for Ex-
cellent Education. Retrieved February 17, 2007, from 
http://www.all4ed.org/publications/Adolescent-
sAndLiteracy.pdf.

Kim, H. S., & Kamil, M. L. (2004). Adolescents, com-
puter technology, and literacy. In T. L. Jetton & J. A. 
Dole (Eds.), Adolescent literacy research and practice 
(pp. 351–368). New York: The Guilford Press.

Kirby, J. R. (1993). Collaborative and competitive ef-
fects of verbal and spatial processes. Learning and In-
struction, 3, 201–214.

Lam, F. S., & Pennington, M. C. (1995). The computer 
vs. the pen: A comparative study of word processing in 
a Hong Kong secondary classroom. Computer Assisted 
Language Learning, 8, 75–92.



17

G
l

e
n

c
o

e
/

M
c

Gr


a
w

-
H

il
l

references
Lerew, E. L. (1997). The use of computers to improve 
writing skills among low-achieving Hispanic students. 
Unpublished doctoral dissertation, University of La 
Verne, La Verne, CA.

Lichtenstein, N. (1996). The effect of word processing 
on writing achievement. (ERIC Document Reproduc-
tion Service No. ED394146)

Lowther, D. L., Ross, S. M., & Morrison, G. M. (2003). 
When each one has one: The influences on teaching 
strategies and student achievement of using laptops in 
the classroom. Educational Technology Research and 
Development, 51, 23–44.

Luke, A., & Elkins, J. (1998). Reinventing literacy in 
“New Times.” Journal of Adolescent & Adult Literacy, 
42, 4–7.

Lytle, M. J. (1987). Word processors and writing: The 
relation of seventh grade students’ learner characteris-
tics and revision behaviors. Unpublished doctoral dis-
sertation, University of Oregon, Eugene, OR.

Miller, S. K. (1984). Plugging your pencil into the wall: 
An investigation of word processing and writing skills 
at the middle school level. Unpublished doctoral dis-
sertation, University of Oregon, Eugene, OR.

Moore, M. A. (1987). The effect of word processing 
technology in a developmental writing program on 
writing quality, attitude towards composing, and revi-
sion strategies of fourth and fifth grade students. Un-
published doctoral dissertation, University of South 
Florida, Tampa, FL.

Moore, P. J. (1993). Metacognitive processing of dia-
grams, maps and graphs. Learning and Instruction, 3, 
215–226.

Moore, P. J., & Scevak, J. J. (1997). Learning from 
texts and visual aids: A developmental perspective. 
Journal of Research in Reading, 20, 205–223.

NICHHD (National Institute of Child Health and Hu-
man Development). (2000). Report of the National 
Reading Panel. Teaching children to read: An evidence-
based assessment of the scientific research literature on 
reading and its implications for reading instruction: Re-
ports of the subgroups (NIH Publication No. 00-4754). 
Washington, DC: U.S. Government Printing Office. 

Oakes, J. (1985). Keeping track: How schools structure 
inequality. New Haven, CT: Yale University Press. 

Palumbo, D. B., & Prater, D. L. (1992). A compari-
son of computer-based prewriting strategies for basic 
ninth-grade writers [Special issue: Computer use in the 
improvement of writing]. Computers in Human Behav-
ior, 8, 63–70. 

Philhower, S. C. (1985). The effects of the use of a 
word processing program on the writing skills of mildly 
handicapped secondary students. Unpublished doctoral 
dissertation, University of Iowa, Iowa City, IA.

Readence, J. E., Bean, T. W., & Baldwin, R. S. (2004). 
Content area literacy: An integrated approach (8th ed.). 
Dubuque, IA: Kendall/Hunt.

Reinking, D. (1988). Computer-mediated text and 
comprehension differences: The role of reading time, 
reader preference, and estimation of learning. Reading 
Research Quarterly, 23, 484–498. 

Reinking, D., & Rickman, S. S. (1990). The effects 
of computer-mediated texts on the vocabulary learn-
ing and comprehension of intermediate-grade readers. 
Journal of Reading Behavior, 22, 395–411.

Rosenbluth, G. S., & Reed, W. M. (1992). The effects 
of writing-process-based instruction and word process-
ing on remedial and accelerated 11th graders [Special 
issue: Computer use in the improvement of writing]. 
Computers in Human Behavior, 8, 71–95. 

Shinn, J. A. (1986). The effectiveness of word process-
ing and problem solving computer use on the skills of 
learning disabled students. Unpublished doctoral dis-
sertation, United States International University, San 
Diego, CA.

Short, D., & Fitzsimmons, S. (2007). Double the work: 
Challenges and solutions to acquiring language and ac-
ademic literacy for adolescent English language learn-
ers: A report to Carnegie Corporation of New York. 
Washington, DC: Alliance for Excellent Education. Re-
trieved February 27, 2007, from http://www.carnegie.
org/literacy/pdf/DoubletheWork.pdf.

Silver, N. W., & Repa, J. T. (1993). The effect of word 
processing on the quality of writing and self-esteem of 
secondary school English-as-second-language students: 
Writing without censure. Journal of Educational Com-
puting Research, 9, 265–283.

Small, M., Lovett, S., & Scher, M. (1993). Pictures facil-
itate children’s recall of unillustrated expository prose. 
Journal of Educational Psychology, 85, 520–528.

Tomlinson, C. A. (2004). Differentiating instruction: A 
synthesis of key research and guidelines. In T. L. Jet-
ton & J. A. Dole (Eds.), Adolescent literacy research 
and practice (pp. 228–248). New York: The Guilford 
Press.



ONE PRUDENTIAL PLAZA
130 E. RANDOLPH STREET, #900
CHICAGO, IL 60601

1-800-334-7344
glencoe.com

glencoe.com/catalog


