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Abstract 

 

The purpose of this qualitative action-research study was to examine the 

effects of multisensory activities to improve morphological awareness and how it 

affected students’ understanding of oral word structure. This study was conducted 

over a twelve-week span of time with struggling fifth grade readers who 

demonstrate severe deficits in word recognition, decoding complex words, word 

meaning and oral language structure.  The study included explicit instruction 

through teacher thinking aloud, modeling, and application of morphological 

awareness. Multisensory activities were integrated to pull apart words, apply 

sound-spelling correspondences and meanings, in addition to understanding what 

is read.  

Methods of analysis include student work, student surveys, student 

observations and anecdotal notes, criterion referenced assessments, and coding 

and theme statement development. 

 Findings suggest that multisensory activities can be helpful to increase 

student engagement, collaboration, initiative, and reading development. Using 

more than one way to make connections and learning concepts deepens when 

supported by various forms of learning styles of instruction.  
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Researcher Stance 

   

Teaching was an inspiration that evolved from taking part in shaping the 

next generation. I decided to pursue a degree in education after having children of 

my own. Volunteering in my children’s school, PTA,  Boy Scouts, and Sunday 

school environment was enjoyable and I wanted more opportunities to work with 

children.  I considered myself a person who shared the drive to help children 

along and to play a part in shaping the person they will ultimately become.  

In spite of my volunteerism and passion in working with children, my 

investment in becoming a teacher was also propelled by a forced scare.  When my 

children were young, my husband suffered a near fatal heart attack.  My flight to 

pursue a higher level of education then turned to secure a professional position 

that would provide for my family if need be. Thank goodness, all is well.  No 

matter the need, I always hold myself accountable for not only being a well 

rounded and loving mother, but a person with high expectations within myself. I 

also wanted my children to be motivated and make academics a priority as well as 

being community servers. My vision surrounded children, education, and 

community.  

 

 

 



2 

 

I attended education classes at Northampton Community College while  

substituting as a paraprofessional in local school districts.  I found my experience 

as a mother and the joy in working with children at various levels was a perfect 

match.  I became aware of all the needs and supports specific children needed to  

become successful in the classroom.  Teachers and administrators highly praised 

my good nature and natural abilities in working with children with special needs. 

They reinforced my vision to become an educator.  

It was then, I decided to extend my professional journey and pursue a 

teaching degree. My interest in special education became my minor in addition to 

achieving a elementary certification as well.  I have been a non-traditional student 

for over 10 years, obtaining the necessary requirements to teach and further my 

professional development. To strengthen my practices on the needs of my 

students both regular and special education, I decided to enroll in the reading 

specialist program in conjunction with my Master of Education degree at 

Moravian College.  

Without hesitation, investing in my educational journey has been a 

worthwhile experience.  As the school district’s focus is for all students reading 

by grade three, I am committed to a growth mindset where mistakes aren’t signs 

of failure, but catalysts for growth.  This mission not only puts forth a roadmap of 

excellence but also implements a new curriculum program in literacy, and  I am 

excited to help my students develop  the skills that promote continued  literacy  



3 

 

achievement. 

  

I teach because I love to learn!   

A teaching career is, for me, something that never ends because I 

continually learn and grow each day. I learn new strategies, ideas, and skills and 

define learning as knowing how to learn.  As a special education teacher, I see 

potential learning roadblocks appear everyday. Therefore, addressing ways in 

which students vary as learners is an important issue, so I need  to know and 

understand their particular readiness needs, interests, and preferred ways of 

learning. Ideally, learning comes to students through visual, spatial, kinesthetic, 

and audio-technology based means.  I know from my own personal experiences as 

well as working with students that we learn in various ways depending on the 

content area and understanding the big picture. I learn by seeing and doing, by my 

own hands-on performance.  However, I have seen instruction or pre-selected 

intervention programs that do not always allow integration of multisensory 

learning.  

Curriculum Challenges 

 As a teacher, I have the ability to impact the education system. “One size 

fits all” does not work within a diversified classroom, and the students I instruct 

and support are identified with primary and secondary learning  disabilities, so  

there are many challenges they encounter specific to their disability. All too often,  
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reading curricula provided within grade level is above their reading lexile level, 

with vocabulary that is too difficult and the ensuing meaning is lost.  By the time 

students finally decode a multisyllabic word, their comprehension capability is 

exhausted. They feel embarrassed, unworthy to read and would rather not read at 

all.  Students at this level ignore the opportunity to devour a “good” book or 

participate in whole class discussion. Suggesting an interesting book at their  

reading level is imperative, but the text selection at their lexile level is often far  

too limited.  It is frustrating for these students because they want to read what 

their peers are reading in age appropriate literature. My next step as  a teacher is 

then to find methods, activities, resources, and other ways to connect and make 

learning more tangible.   

To ensure quality teaching in literacy knowledge, this past year I was a 

part of a team to learn LETRS (Language Essentials for Teachers of Reading and 

Spelling), a comprehensive, highly effective, research-based professional 

development program. This program provided me the necessary understanding in 

how students learn to read, write, and spell—and why some of them struggle, 

especially upper elementary students.  Utilizing the practices this program 

addresses was an essential stepping stone not only to enlighten my teaching  

practices but also how to help my students become aware of reading strategies to 

use when challenged. Various modules hone in on specific reading strategies 

students can use. Another beneficial instructional tool this training provided was 
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the “I do, we do, you do” gradual release instruction that has proved to be very 

helpful during my small group RTI  intervention. Normally, when students came 

upon a multisyllabic word, they either substituted the word with another word that 

looked similar or they immediately looked for my response, failing to apply any 

learned reading strategies to decode text and unlock meaning.          

Noticing that my Tier 3 upper elementary grade students had difficulty in 

decoding complex words in literature, word meaning and oral language structure, 

my attention worked towards the fundamental insight that letters and sounds work 

together in systematic ways to forms words.   Since these students did not secure 

the foundational skills necessary to hear the sounds, then put those sounds to 

print, my RTI plan had to have all the necessary components to get them on grade 

level or meet their immediate reading goals. One of those components included a 

multisensory approach.  In my experience building students’ understanding of the 

written word, I ask “What can teachers do to develop word knowledge in children 

who read one to two years below grade level?  

Through ongoing progress monitoring and team collaboration, it became  

clear that explicit instruction that integrates morphological awareness with 

orthographical knowledge, and phonological awareness  through a multisensory 

approach would provide the greatest impact for these students. I found that 

students who learn how to attach meaning to parts of words will learn 
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to be better readers and spellers.  This understanding then provides the 

development of decoding skills.  

Because morphological awareness is related to other aspects of language 

such as decoding, comprehension, grammar, and spelling, morphological 

interventions involve various morphological instructional strategies. Thereupon, it 

is up to me , as their educator, to help them learn more effectively and increase                                    

their interest in the subject matter. Along with differentiating my instruction, I  

also recognize the need to improve the quality of education. Knowledge and 

awareness of morphological structure provides a new light to help students with 

reading disabilities build skills in their word reading and spelling.  

Providing explicit, systematic instruction with students who fall 

significantly below grade level in literacy development along with multisensory 

interventions could help students gain a better understanding of their preference in 

learning as well as how they process information.  I can use these results by 

implementing best practice strategies into my daily intervention process.   

Allowing my students to access information in terms they are comfortable with,  

will increase their academic confidence and performance. As a result, my students 

play a major role in my research. Hence, I pose an important question, namely 

How does a multisensory approach to teaching morphological awareness affect 

oral word structure?  
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Can this process aid students to recognize word structure as they 

encounter unfamiliar morphologically complex words in reading and increase 

word accuracy?  
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Literature Review 

 

In the past 3 decades, researchers have reached a consensus that 

phonological processing is an integral component of reading skills and developing 

phonological awareness can lead to reading success among struggling learners 

(Apel, Wilson-Fowler, Brimo, & Perrin, 2012). However, English is a 

morphophonemic language (Goodwin & Ahn, 2010). Mapping of letters onto 

sounds is an incomplete process for teaching the foundational skills of reading 

and spelling. For this reason, explicit instruction that integrates morphological 

awareness with orthographical knowledge (e.g., phonics), and phonological 

awareness provides the greatest impact. Claravall claims, “Students who learn 

how to attach meaning to parts of words will be empowered to be better readers 

and spellers” (p, 195). Thus, the purpose of this review of the literature is to (a) 

provide an overview of the research relating to morphological awareness and its 

importance to literacy development in oral word structure and to (b) examine 

multisensory instructional approaches in teaching morphological awareness with 

struggling readers. Morphological awareness with a multimodality approach can 

be an important link between the essential components of reading (phonological,  

orthographic, meaning and context) facilitating understanding of oral language 

 structure with struggling upper elementary grade readers. Therefore, focusing on 

children who tend to struggle with literacy achievement and  knowing the benefits  
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of morphological instruction forges my action research.                                                                      

English is a living language 

 A living language is  always growing and changing. Many things 

influence the English language and its growth, but no matter how new or old a 

word is, you can probably trace it back to an original word or the moment when it 

was accepted into the language. English vocabulary, which is one of the most 

extensive among the world’s languages contains an immense number of words of 

foreign origin.  

 A majority of English word roots come from Latin, Greek and from other 

languages like French or German. Thus, etymologically, the English vocabulary 

consists of native words and loanwords. Etymology is the study of the history of 

words. Literally, etymology means “the study of true meanings,” coming from the 

roots etym “true” and o-log-y “the study of” or “the theory of.” (Stockwell & 

Minkova, 2001, p. 39). 

Over time, words may change both their form and their meaning. 

Knowing the etymology of a word requires familiarity with the ways in which its 

phonetic shape has evolved, and familiarity with the evolution of its semantic  

(meaning) content. We think of words as being the most basic, the most 

fundamental, units through which meaning is represented in language.  

Stockwell and Minkova (2001) support that there is a sense in which this is true. 

Words are the smallest free-standing forms that represent meaning (p. 56).   
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In fact, morphologically complex words make up more than half of the 

words on the English language.  As children progress through the elementary 

grades, a large percentage of the new words encountered are considered 

morphologically complex (Wolter & Green, 2013).                                                                     

What is Morphology? 

Morphology is the study of word structure and its meaning; each 

meaningful unit is called a morpheme (Claravall, 2016). Since morphemes are the 

smallest carriers of meaning, each word must contain at least one morpheme. 

Some words are made up of more than one morpheme. The essential point about 

morphemes is that they cannot be dissected further into smaller meaningful units: 

they are themselves the smallest ones (Stockwell & Minkova, 2001, p. 56). 

 These morphemes are the fundamental building blocks of morphological 

knowledge involved in later acquisition of reading and spelling skills (Carlisle, 

2010). As literacy skills develop, readers gain morphological awareness. 

Morphological awareness is the ability to understand and manipulate the smaller 

meaningful parts that build words such as prefixes, roots, and suffixes. In other  

words, morphemes are recyclable units. One of the most important properties of 

the morpheme is that it can be used again and again to form many words.  For 

example, morphological awareness is demonstrated when a child understands that 

the word talking is made up of two distinct meaningful parts (the base word talk 

and the suffix –ing). 
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Recent findings suggest that by 10 years of age, knowledge about the 

structure of words is a better predictor of decoding ability than is phonological 

awareness. Thus, as children encounter longer, more complex words, 

morphological awareness becomes critical for developing good literacy skills 

(Carlisle, 2010).  

Research has shown that morphological awareness develops across time, 

beginning as early as the kindergarten years and progressing across elementary 

school years (Apel, Diehm, & Apel, 2013).  Because morphology guides how we 

communicate in written and oral language, it is no surprise that research shows 

the role of morphological knowledge, sometimes termed awareness, in 

contributing to spelling, vocabulary, decoding, and reading comprehension 

measures (Goodwin, Lipsky, & Ahn, 2012). As literacy skills develop, readers 

gain morphological awareness, which is the conscious awareness that many words  

are made up of smaller components. Wolter and Green (2013) point out, “With 

the  

awareness of affixes and base words, readers learn to see words as the sum of 

these component parts, which potentially allows them to infer meaning and 

pronunciation of unfamiliar words” (p. 27). The ability to understand and reflect 

on these smaller components is important to literacy development.   
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Debate 

Although this may be true, morphology instruction is underutilized in 

special education despite its instructional value for literacy achievement 

(Claravall, 2016).  Much of the current research focuses on the role of  

phonological instruction in improving literacy achievement. However, English 

uses units of meaning (morphemes) and units of sound (phonemes) to improve 

spelling and reading with struggling readers and poor spellers (Goodwin & Ahn, 

2010). The influence of morphology is seen throughout early elementary grades, 

upper elementary and middle school grades.  

Wolter and Green (2013) found, “Typically developing children implicitly 

learn many new words in the classroom through application of morphological 

awareness knowledge while reading (p. 29). Yet, despite the documented 

importance of morphological awareness, it is not routinely or explicitly taught in 

the classroom.  This may come as a result of educators not being cognizant of the  

roles morphemic awareness plays in reading and understanding texts; therefore, 

the development of morphological awareness is itself not well understood. In like 

manner, many educators and speech-language pathologists have limited 

familiarity with the concept of morphological processing or how this area of 

language ability relates to literacy and classroom functioning (Gabig & Zaretsky, 

2013).  
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Therefore, promoting morphological awareness is an important area for 

educators to provide among students for developing word knowledge, increasing 

vocabulary and reading achievement.  What can classroom teachers do to develop 

word knowledge in children who need it most?  

Morphology describes how words are composed of meaningful parts.  It is 

fundamentally related to semantics (word meaning), but it also provides clues 

about how words should be written and pronounced. After much research, Kirby 

and Bowers (2012) identify three important points on morphology: 

● “Both the quantity and quality of word knowledge are very important” (p. 

1). 

● “Morphological awareness predicts reading development” (p. 2). 

● “Teaching morphology increases vocabulary and reading achievement” (p. 

3). 

 Kirby and Bowers (2012) ask, “Did you know that by age 10, the average 

child knows about 40,000 root words? Thereupon, an important component of 

word knowledge is morphology which describes how words are composed of 

meaningful parts (p. 1). 

Using morphological problem solving to figure out the meanings of 

unknown words can increase both the size of one's vocabulary and its rate of 

development. Knowledge of the meaning of and how units of meaning relate to 

grammar and spelling also improve language outcomes. With the deep 
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orthography of English, units of meaning can have identical pronunciations but 

different orthographies. When this occurs, morphological units can support  

students in learning and using complex spelling patterns and exceptions (Carlisle, 

2010). 

In fact, recent reviews have begun to show the potential of morphological 

interventions to support literacy outcomes for school age students across multiple 

languages (Goodwin, Lipsky, & Ahn, 2012).  For English Language Learners 

(ELLs), morphological awareness can provide a bridge from native language to 

second language by highlighting similar units of meaning within both languages. 

This can then support reading in content areas in which texts are often culturally  

decontextualized (Wolter & Gibson, 2015).  As such, morphological awareness is  

a meta-linguistic skill, given that an individual consciously considers this aspect 

of language.  

For children with language and literacy deficits, providing repeated 

opportunities to actively engage in meaning of base words and affixes in language 

and literacy contexts can be effective in improving literacy skills.  Carlisle (2003) 

says, the “Familiarity and redundancy of word parts serve as aids to memory and 

facilitate language learning” (p. 295).  In addition, the production of word 

building aids students in decoding and increase oral language skills.  

Goodwin (year) notes that, “Intervention should focus on both the 

recognition of meaning and patterns in words and include production activities 
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such as word building” (p. 463).  For example, a detective theme can be 

integrated into intervention to provide motivation and structure. Wolter and Green 

(2013) describe the focus is to “crack codes,” “solve mysteries,” and  

“analyze clues” (p. 30). Doing so reviews previously taught morphological 

patterns and provide multiple opportunities to practice decoding multisyllabic 

words by applying knowledge about base words and affixes.  

Explicit instruction that integrates morphological awareness with 

orthographical knowledge (e.g., phonics), and phonological awareness provides 

the greatest impact on children’s literacy development (Claravall, 2016).  

“Developmentally, participants need to secure a base phonological awareness &  

phonemes before learning morphological complexity. (Bangs, K. E., & Binder, K. 

S. 2016, p. 53).  To emphasize, “Explicitness has been a component of instruction 

in studies documenting improved outcomes in phonological awareness, decoding, 

and the application of comprehension strategies for the understanding of text” 

(Denton, C. A., Vaughn, S. and Fletcher, J. M. (2003, p. 202).  Denton (2003) 

goes on to say,  “Explicit instruction in reading makes a difference in student 

outcomes, especially for those who are low achieving” (p. 202).  It leaves no 

room for students to guess what teachers are delivering in their lesson and 

instructional teaching strategies.  The teacher tells the students directly what he or 

she is trying to teach, stating why, how and when to use the skill, modeling the 

new skill giving many examples.   
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In fact, David A. Kilpatrick, an expert and experienced clinician, provided 

advice on formulating interventions that include key elements in overcoming 

reading difficulties.  Kilpatrick emphasises the “highly successful” category of 

intervention to include: “advanced phonemic awareness, phonics instruction, and 

authentic reading opportunities.”  Since both phonological and morphological 

awareness involve pulling words apart, the ability in each contributes to reading 

development. 

  The knowledge of word structure is a springboard in decoding abilities. 

Therefore, as words become more complex, students’ morphological awareness is 

relevant not only in oral language but written as well. As a result, the skills 

learned through morphological awareness contributes to higher level skills in  

spelling, vocabulary, and comprehension.  Students who do not gain these skills 

continue to lack literacy skills into adolescence and have a higher percentage rate 

of dropout (Bangs,& Binder, 2016). Students who learn how to attach meaning to 

parts of words will be empowered to be better readers and spellers. In fact, 

morphological instruction may be especially helpful for students with learning 

disabilities, because morphological skills may help compensate for the  

phonological processing difficulties that characterize reading disability (Carlisle, 

2010).  For this reason, morphological awareness is an increasingly important 

predictor of measures of reading as children grow older. 

 



17 

 

Oral language and Its Relationship to Literacy 

 To be successful as readers, “Children need an awareness of language” 

(Carlisle, 2003, p. 291). Linguistic awareness makes it possible for children to 

appreciate the ways that oral language maps into written language. Birsh (2011), 

illustrates language as a “latticework of interrelated complexities in which oral 

(spoken) and aural (heard) form the basis from which literacy evolves” (p. 49). 

Although good phonological awareness skills are essential for learning to 

read and write effectively, recent findings suggest that by 10 years of age, 

knowledge about the structure of words is a better predictor of decoding ability 

(Kirk & Gillon, 2009).    Research establishes that morphological awareness 

contributes to the decoding of morphologically complex words and contributes to 

the development of reading. For struggling readers who lack the knowledge of 

morphological structure will have more difficulty in recognizing and learning 

words. Readers must translate print to language and then they must interpret the 

meaning of that language. Students with morphological knowledge are better able 

to separate out the morphemes into meaningful units for use in decoding,  

comprehending or spelling the word (Carlisle, 2010). 

Wolter and Gibson (2015) agreed that, “Morphological awareness 

positively influences language and literacy development” and may be an ideal 

“intervention focus” for improving vocabulary, sight word reading, reading 
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decoding, and comprehension in students with or without language and literacy 

deficits” (p.31).  

In a study, Wolter and Gibson examined a 12-year-old boy in sixth grade 

who received language and literacy services.  His language goals included 

improving spoken language abilities in the areas of vocabulary and complex 

syntax (i.e., verb and noun phrase expansion). Brian (pseudonym), also struggled 

in reading and writing multisyllabic words where he often guessed  pronunciation 

and spelling (p.31). When students have deficits in other areas of linguistic 

awareness, they plug in words they know that begin or look like the word and 

don’t even realize they made a miscue or error in spelling. 

Wolter and Gibson (2015) comment, “As students progress in school, they 

are faced with increasing language demands as texts are more complex” (p. 32).  

In addition to, the demands of meeting the Common Core State Standards for  

English Language Arts. This section of the CCSS targets vocabulary acquisition 

and use.  It also includes determining and clarifying meaning of unknown words  

or phrases (p. 36). 

Several common features of morphological awareness intervention 

consistently result in improved language and literacy success.  These common 

features of effective intervention include: 
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● Explicit explanation and rationale for the goal in mind. Students will likely 

be more motivated to engage in the intervention when they understand and 

have a reason to achieve success. 

● Multiple activities  for active reflection on word-meaning changes due to 

affix additions.  Two common ways to target morphemes is through word 

sorts and word building activities.                                                          

● Explicitly taught to identify morphologically complex words in academic 

materials throughout class literature, spelling, and content area textbooks 

(Wolter and Gibson 2015). 

Wolter and Gibson (2015) conclude that , “Links to reading, spelling, and 

academic situations provide a functional context for students to apply their newly 

learned morphological awareness, aiding in generalization and moving students 

closer to independence” (p. 39).  

The Morphological Connection and Other Components of Reading 

Knowledge and awareness of morphological structure provides a new light  

to help students with reading disabilities build skills in their word reading and 

spelling.  In fact, research by Elbro and Arnbak (1996) suggest that morphological 

training can improve reading in dyslexic students.  

Claravall (2016) claims, “The inclusion of morphology instruction, “in 

conjunction with the use of phonics and phonemic awareness”, to develop 

students’ knowledge and awareness of word structure could provide an avenue for 
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students to access rigorous and complex texts where morphologically complex 

words abound (p. 195).  By fifth grade, everyday, students come across at least 27 

difficult and less common words requiring knowledge beyond phonics (Anglin, 

1993).  

Students need to understand that morphologically complex words found in 

literature, social studies, science, and math have structures, and these components 

can be broken down into different substructures (e.g., base word, prefix, suffix, 

inflection, Greek and Latin roots). Learning these substructures explicitly can help 

students analyze and problem solve unknown multisyllabic words encountered 

when reading continuous texts. Nagy and Anderson (1984) state, “60% of the 

unfamiliar words a reader encounter in text have meanings that can be predicted 

on the basis of their component morphemes” (p. 304). 

So what are the other important links to reading development?  The study  

of proficient reading and reading problems conducted by the National Institute of  

Child Health and Human Development (Lyon & Chhabra, 2004) reached some 

important results.  Birsh (2011), notes that, “proficient reading demands the 

development, coordination, and interaction of multiple skills that develop over 

time” (p. 321).  The theoretical model illustrated by Paulson and Moats display 

two domains and five essential components to reading. They conclude, “Reading 

is the product of two major sets of subs kills: printed word recognition and 

language comprehension = fluency. The essential components attached to the 
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domains include: Phoneme Awareness, Phonics, Vocabulary, and Reading 

Comprehension (p. 326). Yet, the simple view of reading is not all that simple. 

Researchers then analyzed areas of the brain that support reading.  Moats and 

Tolman (2009) explain the brain has four networks dedicated to speech and 

language processing. They refer to part of the brain as the four-part processor. In 

order for reading to occur, several major regions of the left half of the brain must 

perform specific jobs in conjunction with the others. The networks that contribute 

to word recognition include: 

● Phonological processor: phoneme identification 

● Orthographic processor: recognizing letter and letter patterns 

(graphemes) 

● Meaning processor: access to semantic network 

● Context processor: use language experiences and context to 

confirm word recognition and meaning 

As key concepts are being learned, it should not be assumed that only one  

awareness (linguistic) is developing and contributing at a particular stage of 

development (Berninger, Abbot, Nagy, & Carlisle, 2009).  Beringer et al. (2009) 

goes to say, “Teachers who understand how to develop their students’ 

phonological, orthographic, and morphological awareness and ability to 

coordinate the three kinds of linguistic awareness will optimize the reading 

achievement of their students” (p. 158). 
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To meet the goals of the Common Core State Standards for foundational 

skills in reading, teachers must provide necessary tools and knowledge 

(Processing systems) for their students to meet those goals. 

Morphology and the Common Core  

“The Common Core standards emphasize the use of rigorous materials and 

the importance of text complexity in reading. Contextual application of 

morphology is necessary for students to generalize morphological knowledge 

when reading complex fiction and nonfiction texts”  (Claravall, 2016, p. 196).  It 

is expected that students from first grade to fifth learn how to apply  

morphological knowledge when decoding words (Claravall, 2016).  With  

succeeding grades, and building on previously acquired knowledge and skill, 

children confirm, expand, and consolidate their awareness and knowledge of the 

morphological structure of words, allowing them to construct meaning through 

the analysis and synthesis of word parts (Gabig & Zaretsky, 2013).  Standards 

related to academic language instruction include the following (Goodwin & 

Perkins, 2015): 

RL.4/RI.4: Determine the meaning of words and phrases as they are used in a 

text. 

L.4: Determine or clarify the meaning of unknown words, choosing flexibly from 

a range of strategies like using context; using common, grade appropriate Greek 

or Latin affixes and roots as clues to the meaning  of a word. 
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L.6: Acquire and use accurately grade-appropriate general academic and domain-

specific words and phrases; gather vocabulary knowledge when considering a 

word or phrase important to comprehension. 

R.L./R.I.10: By the end of the year, read and comprehend texts in the grades 5-8 

text complexity band proficiently with scaffolding as needed.  

 In the era of CCSS, teaching morphology prepares students for the rigors 

of content area reading materials. Claravall (2016) attributes, “Given its 

instructional versatility (ie., teaching morphology develops decoding, spelling, 

vocabulary, and reading comprehension), morphology could be an auxiliary 

intervention to existing literacy programs and interventions” (p. 202). 

Research findings indicated that utilizing a variety of multisensory 

activities in morphological instruction will enhance students’ clarification of word 

meaning by using affixes and roots as clues to the meaning of a word, vocabulary 

knowledge, read and comprehend texts proficiently. It also helped students 

successfully meet the goals of the Common Core State Standards (Goodwin, & 

Perkins, 2015).                                                              

Bringing  Morphological Instruction to Life 

 Morphological awareness instruction offers an opportunity to facilitate 

language and literacy success for students. Several features of morphological 

awareness instruction have consistently been found to be effective with children 

with language and literacy deficits  (Goodwin et al., 2012).  
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● Segment and Build with Morphemes: Teach morphological 

knowledge explicitly by focusing on providing students with 

repeated opportunities to actively reflect and think about the  

meaning of base words and affixes in language and literacy 

contexts.  Two common ways to target morphemes is through 

word sorts and word building activities.  

● Teach Affix and Root Meanings: Integration of problem solving 

self discovery approach can motivate student effort, result in 

deeper processing, and enhance long-term memory. Teaching 

students to become “word detectives” allows them to use clues 

within words to identify the meaning of whole words.                                                             

● Use Morphemes to Improve Spelling: Students disassemble words 

into base word and affixes or sort words by ending sound to show 

the importance of meaning over sound in the spelling of the past 

tense morpheme. 

● Segment and Put Together Compound Words: Knowing that new 

words can be created from knowledge of morphemes can be 

illustrated at the compounding level.  Identifying words within 

compound words using “I-Spy” strategy.                                            
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● Link Morphological Awareness to an Academic Context: Students 

need to see the applicability of their new skills in everyday 

situations. Placing morphology lessons within the reading of   

                        nonfiction, short stories, poems, and novels provides contextual  

                        practice for decoding and understanding of morphologically  

 complex words.  

Multisensory Instructional Approach   

Children learn in many different ways. As research shows, effective 

systematic and explicit teaching of language-based skills is for students with 

learning disabilities, there are added benefits of multisensory techniques 

(Goodwin & Ahn, 2010). Helping a child to learn through more than one sense 

gives them a chance to succeed.  Providing explicit, systematic 

instruction/intervention with students who fall significantly below grade level in 

literacy development along with multisensory interventions or tools help students 

gain a better understanding of their preference in learning as well as how they  

process information.   

Multisensory instruction was introduced by Dr. Samuel Orton in the 

1920’s during his quest to determine remediation techniques for students with 

dyslexia (Campell & Cooke, 2008). Thereupon, the International Dyslexia 

Association (IDA) was founded in 1949 to honor and further the work of Dr.  

Orton.  The purpose of IDA is to pursue and provide the most comprehensive  
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range of information and services that address the full scope of dyslexia and 

related difficulties in learning to read and write.  

The term multisensory is often used to describe strategies that involve 

learners in activities that include the use of two or more sensory modalities 

simultaneously to take in or express information (Birsh, 2011).  Looking at 

linking eye (visual), ear (audio), voice (oral), and hand/body (kinesthetics) to 

strengthen learning in teaching language structure, multisensory instruction is one 

important dimension of practices and approaches useful with students who have 

problems with language, reading and writing.  

Although this may be true, evidence is still needed to explain the 

popularity of multisensory activities in language learning. Empirical support for 

the power of multisensory techniques remains elusive in studies of reading 

instruction (Birsh, 2011).  Nevertheless, Birsh supports her argument by stressing,  

“Theoretical support for the added benefit of multisensory techniques can be  

sought from neuroscience studies” (p. 33). Neuroscience research is advancing 

understanding of reading and reading disabilities in addition to increasing our 

knowledge of the multisensory nature of the brain. Scientists are discovering that 

the brain is far more multisensory than once thought.  Multisensory experiences  

with linguistic units such as single phonemes, letters, morphemes, words, and  

sentences may in fact activate more circuitry during language learning than 

unisensory experiences (Birsh, 2011). 
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Above all, better understanding of reading development and reading 

remediation, the practices detailed (multisensory) rest on both clinical experience 

and good science. However, it is clear that morphological awareness is a relevant, 

effective approach to support language and literacy success. 

Conclusion 

 The goals I set for myself in initiating this action research were to examine 

how morphological awareness plays a significant role in literacy development in 

oral word structure and to evaluate the nature of using a multisensory approach 

with struggling readers.  Although there is diversity among the studies in purpose 

and research design, the findings generally showed that morphological awareness 

was associated with improvements in word reading, spelling and morphological  

analysis of unfamiliar words ( Carlisle, 2010).  Morphological instruction was 

shown as an effective way of improving literacy outcomes of students with 

disabilities as well as low achieving readers, spellers, and students who scored 

below proficiency on their state standardized test (Goodwin, 2010). As a result, 

classroom instruction and remediation efforts would benefit from including  

morphological instruction as part of their teaching.  As Nunes and Bryant (2006)  

suggested, “ Some of the most important correspondences between spoken and 

written language are at the level of the morpheme...The system of morphemes, 

therefore, is a powerful resource for those learning literacy” (p. 157). 
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 Multisensory teaching links listening, speaking, reading, and writing. The 

implementation of visual, auditory, kinesthetic, and tactile sensory modalities 

used in multisensory instruction has traditionally been a staple of remedial 

intervention for students with a wide range of learning difficulties including 

dyslexia. Although clinicians and teachers have used multisensory teaching 

techniques, it has been poorly defined and is not well validated in existing studies 

(Birsh, 2011).  These practices have been waiting for scientific research validation 

and explanation. However, closer understanding of how the organization of the 

brain regarding the nature of reading development and added benefit of  

multisensory components are being sought in studies of neuroscience (Birsh, 

 2011). In fact, scientists are discovering that the brain is far more multisensory 

than once thought.  Multisensory processing of sensory inputs is a fundamental 

rule of brain structure and function. We constantly use information from all of our 

senses (Calvert, Spence, & Stein, 2004).  The bottom line is that breakthroughs in 

neuroscience have not yet translated empirical evidence supporting contribution  

to evidenced-based instruction in education (Birsh, 2011). 
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Methodology 

 

Research Goals 

 When working with fifth grade struggling readers who have severe deficits 

in word recognition, decoding complex words in literature, word meaning and 

oral language structure, it is important for me to consider and provide intervention 

that supports overall academic language skills. An often overlooked building 

block for reading fluency, reading comprehension, and spelling is a growing 

literacy base influenced by morphological awareness. In order to make a 

significant contribution to literacy development, the importance of instruction in 

morphology intervention is the practice that grounds my action research project. 

Blueprint for Solving Curriculum Problems 

Integrating a morphological awareness intervention with a multisensory 

approach is a focus that is appropriate for my students and has the potential to 

improve their semantics, syntax, reading decoding, spelling and reading 

comprehension.  Understanding that each child has different strengths and needs, 

the following educational unit plan provides a framework of strategic 

implementation so that each student has the potential to be successful in oral word 

reading. 

Setting / Participants 

  The school where I teach is one of sixteen elementary schools in a district  
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 that serves a large urban/suburban area in eastern Pennsylvania.  The small group  

described in this study was comprised of 2 girls and 3 boys, all aged eleven at the 

time. There are four students identified with reading disabilities, and have 

Individualized Education Programs (IEP) and one student who falls below grade 

level in reading.  Within the five students, one receives Speech/Language services 

and another is a English Language Learner (Intermediate Level). All five students 

receive small group RTI (Response to Intervention) and reading intervention 

program, Read 180.  

 The school-wide population demographic includes 232 students , 115 

girls, and 117 boys. Our school is located in the suburban area of our district, but 

the school-wide rate of free or reduced lunch is  60%. The students at this school 

are predominantly 44 % Caucasian,  41% Hispanic,  11% African American, and 

1% Asian. 

 My room is small with no windows, and the floor is carpeted. There is a 

small round table that fits five students comfortably and myself with an adult 

chair. There is one teacher desk with three filing cabinets, one small work area for 

another adult, and three bookshelves filled with reading material, instructional  

texts, and immediate teaching materials. There is also an easel used for visual  

instruction. My room is located near the first and second floor stairwell, elevator, 

and boys/girls bathroom. This causes intermittent distraction and loss of 

instructional time. 
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Data Sources 

 In this research study, students engaged in a variety of lessons and 

multisensory  activities centered on morphological awareness, syllabications and 

advanced decoding with oral reading practice.  My research proposal was 

submitted to the Human Subjects Internal Review Board (HSIRB) of Moravian 

College.  After review by the HSIRB, my proposal was approved with a few 

minor revisions (Appendix A).  A principal Consent form was completed and 

approved (Appendix B). Parent 30 Consent Letters were sent home to parents and 

returned with permission for students to participate in the study (Appendix C), 

along with student assent forms (Appendix D). 

Data were collected through a variety of sources, including a learning style 

inventory, pre/post measuring tools, observations, student artifacts, informal 

student interviews, and standardized tests.  All reflection and analysis of the data 

took place outside of the classroom environment.  

Surveys.  A pre-survey was given at the beginning of the study to gain an 

understanding of my students’ learning style. I know my students since most are 

on my caseload receiving itinerant learning support. I had a perception of them as 

readers and spellers, but I wanted to determine how my students viewed their  

learning styles and how it influenced the way they learn and  process information.  

Since the brain-processing systems (Phonological, Orthographic, 

Meaning, and Context) are all important components of skilled reading, my study 
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examined morphological awareness.  For the purpose of this study, students 

responded to a learning style survey (Appendix E) with 20 various questions that 

presented different modalities of sensory perception (seeing, hearing, 

touching/moving). The results of this survey were used to guide my instruction 

utilizing their preference of learning.   When incorporating multisensory 

approach, the question of “What seems to work best for my students to improve 

this skill in this context”  presented many opportunities to learn our academic 

language morphophonemic ally.  The data generated will be used to determine if 

students’ learning styles aid in reading and spelling multisyllabic content words. 

Informal surveys were also conducted throughout the study to determine if 

additional lessons or time were needed, or if changes needed to be made to  

improve the overall outcome of the study. 

Pre/Post Measuring Assessment. The goal of my assessments is to 

acquire a better understanding of my students’ reading difficulty to then guide my 

RTI intervention process in addition to developing effective academic 

achievement goals for my students with specific learning disabilities.  Knowing  

that my students show difficulty in linking phonological, orthographic, and  

meaning processors, I wanted to use grounded tools to assess literacy achievement 

levels. 

 The first assessment, CORE Phonics Survey (Consortium on Reading 

Excellence–Phonics Survey (CORE-PS), (Appendix F) Reading and Decoding 
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grade appropriate section 5 (A-G) only. The CORE assessment tool is used to 

determine students grades 2-6 knowledge and abilities to apply key alphabetic and 

phonics understandings to decode a mix of real and pseudowords. The reading 

and decoding aspect will help point to specific information about phonic elements 

and students’ ability to read individual words. This includes a section associated 

multisyllabic words that incorporate made-up words. This assessment is a 

valuable screening measure as well as an outcome measure.  The measures 

provide data about growth and mastery at the end of each instructional period. As 

far as diagnostics, it provides an indication if a student needs specific skill review.  

The second assessment I will utilize is the curriculum-based assessment 

tool (Appendix G) from the REWARDS Intermediate program by Voyager Sopris 

Learning. The REWARDS approach is based on firm research—it is both 

research-based and research-validated. Every instructional activity has a sound 

research foundation and evidence to support its effectiveness. One of the reasons I 

chose this assessment is due to the fact that it has been selected by district 

administrators to use as a systematic and explicit intervention tool for grades 3-5  

struggling readers. The other reason is that it targets multisyllabic word reading.  

This is a necessary measure in when students read longer words. This curriculum-

based assessment can be used as a pretest before beginning the program and 

administer it on completion as a posttest.  Another key point in using this tool, is 

that I can focus on the analysis of word parts than word measure. Through the 
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word part analysis I will be able to see if a student deletes whole parts of words or 

applies the strategy when encountering unfamiliar words.   In the long run, 

measuring at points after my students have had opportunities to learn and practice 

the outcome will allow me to gauge student academic strengths and weaknesses.  

Interviews. Interviews were conducted throughout the research study on an 

individual basis. I conducted an initial student interview to discuss each  

student’s learning style, reading lexile level performances and determine a  

specific skill or goal the student would work towards. Informal interviews 

continued throughout the study to check on their progress. The interviews were 

beneficial because each student had an opportunity to meet with me one-on-one to 

discuss any concerns or issues they had. Informal group interviews occurred 

frequently throughout the project to provide guidance and make any necessary 

changes to the study.  

Student Artifacts. During the study, students participated in multisensory 

morphological awareness activities, reading workshops, spelling and word origin 

activities, and discussions. I gathered word analysis worksheets, prefix/suffix  

exercise worksheets, decoding activity sheets, activity workbooks and weekly  

progress reports, from every student. Each artifact provided a framework to tailor 

my instruction to meet the needs of my students and to see if this approach 

improved their morphological awareness.  
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Field Log. During this study, a reflective journal was used to document 

classroom observations. I recorded observations and any important 

instructional/learning details that may improve student progression.  I also 

collected direct quotes from the students, their behaviors, and work ethic. After 

small group, I would reflect on a daily basis.  

The field log was reread and I assigned codes to the main ideas I 

encountered in my study. I sorted the data into bins according to these codes. I 

used these codes to develop theme statements to summarize the major findings 

from the study. 

Standardized Tests. Given the increase in expectations for children to 

learn to read more challenging texts, assessing student vocabulary knowledge is 

key. Following language Common Core State Standards (CCSS), vocabulary 

acquisition and use, is an important expected outcome.  With this in mind, I 

included beginning, middle of year oral reading assessment as well as weekly 

progress monitoring assessments drawn from The Dynamic Indicators of Basic 

Early Literacy Skills (DIBELS).  Additionally, at the beginning of each marking 

period, I administered the Scholastic Reading Inventory (SRI) test to all students. 

The first test was administered August 2017, and the results provided me with a 

baseline reading comprehension measurement for each student. Another SRI test 

was administered November 2017 and again January 2018. The results were 
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analyzed and comparative data were collected to show the improvement, 

stagnation or regression of student reading levels.  
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Trustworthiness Statement 

 

In order to establish trustworthiness within my study, I had to first start 

with protecting the rights of my students. The first step in the process to protect 

their rights was to apply for permission from the HSIRB at Moravian College for 

permission to carry out my study (Appendix A). Upon receiving their approval, I 

contacted my principal for permission to carry out my study (Appendix B). Once 

my study was approved by my principal, I then asked my students' parents and or 

guardian for permission for their children to participate in my study (Appendix 

C). After obtaining parental permission, I also explained my research project to 

my six students and sought their permission to participate (Appendix D).  

It was important to me that my students be well aware of the study. I 

explained why I was conducting the study, what I would be doing, how I would 

be observing them while they work and collect samples of their work. I also 

shared with them my own WIGS ( Wildly Important Goals). My goal was to help  

them become better readers and find enjoyment in reading.  

All consent forms provided details about my research, assured 

confidentiality, and informed parents and students that participation was 

voluntary. Students and parents were informed that they could withdraw their 

child/themselves from the study at any time, without any consequences of best  

teaching practices.  
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Consent forms, data and all related documents were kept in a secure filing 

cabinet to maintain student confidentiality. Real student names have been 

replaced with pseudonyms to protect students’ identities. This data was available 

only to those directly involved with the completion of my study and was 

destroyed at the conclusion of the study.  

Parents/legal guardians and students were provided with contact 

information for me, the building principal, and my thesis supervisor at Moravian 

College. My principal was provided with the contact information of my thesis 

supervisor at Moravian College.  

 I utilized various methods to ensure the trustworthiness and credibility of 

my findings. First of all, I conducted my study over 10 weeks, providing me with 

ample time to implement pre and post test assessments and sufficient collect data. 

Data Triangulation 

To further increase the credibility or truth of my study, was the use of data 

triangulation. Triangulation, as explained by Cher Hendricks (2013), refers to 

cross-referencing data from various sources. The data I chose to triangulate 

included teacher observation, field log notes, student artifacts, and progress 

monitoring.  Teacher generated artifacts will be used to show a good source of 

data used to evaluate both affective and behavioral information (Hendricks, 2013) 

while student generated artifacts will measure their learning objectives as well as 

their progress. This will include student progress monitoring reports that are 
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developed from Individualized Education Program. Progress monitoring a an 

intricate tool that specialized teachers use on a weekly basis to show student 

growth or flag to re-evaluate program or make necessary support changes to 

student’s Individualized Education Program (IEP).  

Prior to beginning my study, I attended several training programs based on my 

research topic. I was able to apply what I learned into the design and 

implementation of my study. McNiff  (2013) explains, “You need to monitor your 

thinking and your actions, as well as try to capture how your thinking has 

informed your actions” (p. 105).  In monitoring my actions, I used  

dialogic and outcome validity as a means of ensuring validity through discussion 

with colleagues and using that feedback to plan and adapt as needed (Hendricks,  

2013).  Both of these were present in my study as I participated in peer debriefing  

sessions with other teaching specialists and fellow peer researchers at Moravian 

College.  Together, teachers in my inquiry support group and I shared data, ideas, 

and interpretations in order to ensure accurate conclusions. Hendricks (2013) 

writes, “Collaboration allows educators to gain multiple perspectives on critical 

educational issues” (pp. 125-129). What my teacher collaboration provided me 

with were new ideas and insights about student progress and or no growth 

patterns, and they also helped me to see a fresh perspective where my 

interpretations were faulty or lacking in evidence. These multiple points of view 

will ensure the validity and credibility of my framework.  
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My Story 

 

My Purpose Driven Life ~  

 What on earth am I here for?  Ever ask yourself that question after 

rendering a school day that went south? As a special education teacher, I work 

with students who have a wide range of special needs and disabilities.  Day by 

day and /or moment by moment, things can change the worse. Even so, my day 

always begins with a fresh slate.  My “kids” whom I support mean more than just 

struggling learners, they are unique individuals with a purpose.  Some of my 

students have been supported by me throughout the years. Given that, my 

intention is that I can serve as an inspirational and encouraging role model for a 

child long after the classroom year is over.  

In my years of teaching and professional development, I have found 

myself intrigued by reading behaviors, especially struggling readers. 

Reading Behavior: What Does it Tell Us? 

 The early years of school are important for every child, but for those who 

find literacy learning difficult, every one of these years is critical.  Given the 

district’s strategic initiative, “Each student will read at grade level by the end of 

grade three” struck a panic mode. In brief, there are struggling readers in all grade 

levels; however, there are several fifth grade students reading well below 

benchmark scores that I support.  While mastery of these skills should be 
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generally achieved in the early elementary years during basic phonics instruction, 

I have found older students still experience continued difficulties with reading big 

words, spelling, and knowing the meaning of words.  

  Seeking to close the achievement gap back in fourth grade, I considered 

many layers of effective ways to serve the children I teach.  During the year, I 

attended several district LETRS training sessions that addressed a series of core 

models in reading and spelling. These sessions provided an excellent resource in 

teaching instruction to improve language and literacy skills. Together with my 

graduate work in curriculum and instruction, these training deliveries targeted my 

purpose.  This is when I knew my action research plan was going to focus on 

struggling readers, and how morphological awareness is a key component in the 

layers of English language. 

Moving forward 

 Over the summer, I read many articles, books and watched video 

demonstrations on reading essentials and how children learn best. Overwhelming? 

“Yes!” I kept pondering, “How can I readily improve my students’ awareness of 

word structure, word meaning, and its spelling?” and “How can I intensify my 

instruction and help my students reinforce weak memory patterns using all 

sensory pathways?”  

 My first mode, “I need data!” Special education dwells on data. Therefore, 

the first week of school, myself and other teachers administered the DIBELS 
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beginning of the year benchmark reading assessment to all students. These scores 

are helpful in providing a measure to identify children experiencing difficulty in 

acquisition of basic literacy skills.  Overall, they help determine the level of 

intervention. After looking at students’ skills in reading, it is then I begin my 

(RTI) targeted teaching.  

Next, I administered the Scholastic Reading Inventory (SRI) to my 

struggling fifth grade students.   The SRI was administered individually to each 

student by a computer. All students had taken this test in previous years and knew 

what to expect. This test is used to determine a student’s reading comprehension 

Lexile and performance level. 

 I always encourage students to “show” me how much they increased their 

lexile level since last year, but most of my readers never open a book during those 

summer months.  All scored below basic, but did improve their overall lexile 

level.  Since my students have been under my direction for at least a year now,  

they are familiar with my desire to increase their reading strategies and my 

ongoing professional development at Moravian College.  I spent the next 

day giving my students an overview of my research and how I would be utilizing 

a multisensory approach in our learning. 

  

 

 



43 

 

MSLE 

At that point, I questioned if they knew what multisensory meant or 

MSLE? (Multisensory Structured Language Education).  I observed that half of 

my students had a gist of what it could mean.  

 “MSL what?” Brenda questioned.  

 “You mean the way we learn?”  Jackie quizzically answered.  

 “Yes, Jackie.  You’re onto what I am trying to convey.” “Let me    

explain.” 

  This was an excellent segue to break down the meaning and what it could 

look like. The students seemed excited to try new ways to tap into their learning 

styles.  I then gave them the floor to ask me any questions that they had about 

anything we discussed.  The students did have general questions about college 

which then led into a social talent show.  

 “I’m going to be a dancer, no seriously!” Juan claims. Another student 

pipes in and says “I cannot wait to explore the world!”  “I’m going to Paris”  

and “New York City.” Proclaims Brenda. 

Eric just shrugged his shoulders and had no idea what to say… “I giggled” 

then, “Everyone stop!” I interrupted, as my hand went up to signal enough.  “I’m 

super glad you’re all excited about your future, but let’s begin with fifth grade.” 

“We’ve got some work to do!” I cheered.   “Okaaaaaaaaaaaaay” Mrs. Treichler in 

unison.  Afterward, I  closed our time in previewing the daily rotation process of 
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small group and Read 180 program time.  I also explained that I will be giving 

them opportunities to explore their learning styles throughout the year.   

Greeter 

The next session,  I gave and read aloud my opening/greeting letter to the 

students (Appendix D). This letter simply gave a friendly outline of what I would 

be doing, how and that Mrs. Bast approved this instruction. Coupled with, letting 

them know that their names would not be used and they would be given fake 

identities.  Their reaction was:  

“Can we make up our own names?” suggested John.  

I told them that, “I couldn’t due to ensure that the data I provide cannot be traced 

back to them in reports, or presentations, but “It’s a cute idea!” I also told them 

that their approval or non approval is important to this project and they needed to  

be truthful in the decision of permission. All but one student signed right away to 

give permission.  Eric needed several reviews of what I was asking him to do.  I  

honestly believe he was afraid to sign anything.  I assured his safety and told him  

to take it home to show his parents.  

 I also gave each student a parent consent form to take home (Appendix 

C).  Four out of the six students brought back the parent consent form. All but one 

came back yes to give permission to utilize their child’s data.  The one student is 

fairly new to Calypso and her parents speak Spanish at home. I am sure they were 

not comfortable in signing any form for research.  No worries, I assured her. All 
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of the students seem to be excited to be a part of something important. Everyday, 

I explained in more detail of what multisensory is and how we learn.  

Eye, Ear, Hand, and Body 

I gave the students a fun activity on each sensory: visual, auditory, tactile 

and kinesthetic to see how much info they could remember. Interestingly enough, 

   Figure 1. Learning Styles               

I participated in this activity presented by Dr. Gleason in EDUC 701. 

Surprisingly, my prediction of my preferred learning style was not my strongest 

shown, in certain circumstances. This eyeopener allowed me to extend my 

thinking that I utilize a learning style for one content area and another preferred 

style for another learning experience.  With this in mind, it may be true for my 

students as well. Reflective Note:  

Keep a tab as to what preferred learning style do my students prefer in 

each learning experience. This will be useful information to incorporate into their 

Specially Designed Instruction ~ Teachers need to be aware of accommodating 
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students with multimodality instruction.  

To keep things fresh in their mind, I reviewed and modeled each learning 

style and what they were about to do. They definitely got a kick out my animal 

moves!  

Next, I asked each student what they predicted would be their selected 

learning style (I had an assumption as to what each student would select). To 

begin each learning style category, I either illustrated realistic animal pictures, 

verbally told them the animal, displayed the animal name and had them use body 

language to imitate the animal.  After each learning style, they had 30 seconds to 

write down each animal they remembered. To keep the validity of the results, I  

gave each student a new sheet of paper for each exposure.  The kids had a  

fun time with the challenge. They laughed and looked as ridiculous as I did when 

they interpreted each animal kinesthetically.   In the end, they tallied up each 

quantity per learning style.  It was at that time, the students could see if their 

hypothesis was correct. Some students had equal shares for two learning styles. 

The most popular learning style seemed to be visual and auditory processing. 

Without delay, this was an excellent opportunity for me to discuss my outcome of 

the activity and thoughts about utilizing various learning styles for different 

content areas. 

“What’s your thoughts on how you all learn?” Do you agree that you may 

use one learning style for reading and another in math?” I asked. 
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 “Yeah, I see what you’re saying, Mrs. Treichler.”  John admitted. “I like 

to use fraction strips or counting tiles in math, but listening and seeing pictures in 

reading, is more helpful.”   Others agreed as well. “Let’s keep this in mind as we 

work on literacy skills in small group and also to your needs in math, as well.”  I 

pointed out. 

 

 

 

 

 

 

 

Figure 2. Student’s Synthesizing 

 

 

Next, the group independently took a written format learning style survey 

(Appendix E). This survey was designed to help me gain a better insight as to 

each student’s preferred learning style completing different tasks and how they 

processed information. To indicate which statement best described them, they put 

an X in the box for any occurrence. For example, statement one read, “ I prefer to 

see information written on board or displayed on overhead with visuals.” Ways to 
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respond included, Often (many times, five or more), Sometimes (now and then, 

two or three), and Seldom (almost never, one time).  

 I first read the survey aloud, then helped the students understand the 

frequency portion of the subtitle. Even though I gave the students instructions on 

how to fill the surveys out, they seemed to be confused when answering the 

questions. Thereupon, I rephrased my directives and modeled some statements 

reflecting my perferrence. Afterwards, they were able to comprehend the survey. 

What I learned from the survey was that all five of my students focus best when it 

is quiet, but have to fidget with something in their hands or tap their feet while 

listening. I found this to be intriguing… is it to fill the void of quietness? Or does 

it simply enable the learning process?  I also learned that four out of five students 

remember information better if they write it down. They also indicated that they 

like working with a partner and brainstorming out loud with others.  Another 

response that took me by surprise was that technology was not their prefered way 

to process information or learn. Knowing that technology impacts almost every 

aspect of life since the day they could crawl, I needed to know more.  “It’s not 

that we don’t like using it to learn or doing cool things, it’s understanding what 

they are saying sometimes.” Juan explained.  Eric agreed.  An aha moment came 

to light.  “I see, you mean if the reading is too hard or above your reading level, it 

can be frustrating for you?”  “Exactly”!  They all emphasized. “I totally 

understand now.” I stated.  Given these points, my action plan in helping them 
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read big words and interpret word meanings is well justified.  

Underlying Challenges 

 The next week I administered several pretest assessments (CORE Phonics 

survey) (Appendix F) and a multisyllabic word assessment (Appendix G) to each 

student individually.  I had used these assessments prior in my teaching to help 

detect decoding that may negatively affect a students’ reading fluency score and 

inform teachers how to intervene. In this circumstance, these assessments will 

also help me determine the needs of my students and drive my instructional 

decision making and intervention selection.  

What I did not perceive was the time element involved.  Assessing each 

student in the constraints that happened each day, it took longer than I anticipated- 

one full week.  In the long run, it gave me a lot to go on.  I knew then how to 

develop my intervention groups and proceed with my instruction and intervention 

process. It gave me an indication as to whom needed more or less instruction in in 

any of the specific areas in reading.  The four part processing system illustrated in 

Figure 3. shows the connections between word reading (decoding) and language 
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 Figure 3. Four Part Processing System  

 comprehension to students. Knowing how each processor works and its 

contribution to reading and writing enabled me to aim my instruction accordingly. 

Given these points, I finally felt that I had enough data to securely begin my 

intervention process.   

Where do Words come from, and why should we care?  

 I began the small group by asking my students, “Where do words come 

from?”  “How did language begin?”  I believe I took them off guard because they 

tilted their heads and had to really think about that one.   

 “The dictionary?” Eric formulated.  “I like your thinking, words are in the 

dictionary Eric, but how did they originate or come for us to use or 

communicate?” I added. 
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  “Cavemen!” Brenda blurted out.   Well, that broke the guessing game.  

We all ended up laughing and I had to eventually reel them back in.  “You’ve 

made the connection of grunts, groans, and hand gestures in the evolution of man.  

Actually old English dates way back to the 800’s, if you can fathom that.” I 

replied. I had made a copy of a visual timeline of the English language and 

displayed it to show them.  

 

Figure 4. Timeline of the English Language 

It led me to give them a mini lesson on providing a starting gate on word 

origin and features of words.  This was not an easy task to deliver characteristics 

of English words. Using the timeline, I circled Anglo-Saxon, Norman French, 

Latin, and Greek.  I briefly highlighted typical features of words from each major 

language and wrote examples according to the origin.  Hence, aha moments of 

everyday words came to fruition such as, sky, dog, moon (Anglo-Saxon) or 

boutique, cuisine (French), refer, mammal (Latin), and biology, automobile 

(Greek) .  In the hope that I wouldn’t overwhelm my students with too much 

information, I closed with a interesting fun fact. “Food for thought, did you know 

that they just added the word “Hangry”  to the English dictionary? I get hangry if 
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I don’t eat!” I declared. Meaning feeling irritable or angry as a result of being 

hungry.   “Oh, me too!” Juan stated.   

It was a great beginning in the word process and intro to morphological 

awareness.  During our next intervention time, I wanted my students to become 

more acclimated with dictionary skills.  Knowing that it is a valuable source and it 

takes practice (which I do not see often), I wanted them to make the connections 

in word origin, meanings, and just remember how to alphabetize! To refresh their 

skills, I modeled the gradual release of responsibility (Appendix M) the how, 

what, and where in becoming adept with a dictionary. For example, The words on 

the top of a dictionary page are called guide words. These words list the first and 

last words on a dictionary page. By looking at the guide words, you can tell which 

words will appear on that page.  By pointing my finger to demonstrate the “see” , 

I spoke the word to “hear” to allow correct pronunciation.  I then proceeded to 

model finding a word. Next, I guided them through the practice where they are 

able to interact and participate.  

“Wait, I can’t find this word, Mrs. Treichler. It’s not here!” Juan stressed.  

“No worries, we will do it together”.  I replied. 

After demonstrating the process again with my students and felt they were ready, 

I gave them the option to either independently practice or practice with a partner. 

They all choose to practice independently, but eventually collaborated with each 

other as they came upon complications.   
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I provided them with six words to look up, define meaning, label the part 

of speech, and word origin.  This highly engaged activity proved to be effective.   

Most needed my help and it took an entire 30 minute two day session to complete.  

Even though the students enjoyed the activity, it was relevant that they needed 

practice in using the dictionary as a resource, alphabetizing, and word meaning.  

The biggest obstacle was finding the words alphabetically while using the guide 

words at the top of the page. One strategy, “talking out loud” while modeling the 

skill became a daily occurence. My intention is to try to navigate my word 

choices and thinking pattern on their level.   It seems to help because they are 

using the same skill when I ask them to explain their reasoning. Additionally, the 

students didn’t know I intentionally gave them multisyllabic words to define.  I 

did this to view the progression of orthographic skills and morphological 

awareness.  One goal of mine is for my students to master each step along the way 

to accurately and fluently decode.  According to Carlisle (2010) she believes as 

children encounter longer, more complex words, morphological awareness 

becomes critical for developing good literacy skills.  Therefore, my next objective 

is to have my students learn or gain the ability to read multisyllabic words first by 

syllable and then by morpheme.  
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Syllables 

 Knowing that my students stumbled on bigger words, the building blocks 

of my instruction and activities focused on teaching syllable types. The more they 

understand about word structure and syllables within the word, decoding should 

become more quickly. Even though they have likely been exposed to a variety of 

syllable types during instruction of basic phonics before third grade, I did an 

overview.  We looked at closed, open, syllable patterns, vowel team syllables, and 

syllable division principles.  I found that teaching syllables aids in the 

pronunciation of vowel sounds when reading. Good thing we did, I noticed my 

students still struggled with this important skill. With this in mind, I incorporated 

several multisensory materials/tools to help them achieve the linguistics in word 

structure. For instance, utilizing magnetic word tiles and board to manipulate 

vowel patterns in conjunction with consonants. I would write the pattern on the 

board (VC, CVC, CCVC etc.) and then orally say the word. The students had to 

select the correct letter/vowel tiles representing the word. I found that no matter 

the age group, students thoroughly enjoyed working with these boards.  

“This is fun.  Juan and Eric asserted. It’s like playing a game!” 

I made sure that I had notated in my field log that this is a keeper.  Another  

teaching tool standard in my room is a visual syllable reference chart. It shows all 

vowel teams and patterns. I refer to the chart on a regular basis when teaching 

syllable types and reading decodable text.  Additionally, I made my own suffix 
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and syllable frames. These frames were  used in several intervention activities. 

They consisted of multisyllabic words broken into parts on card stock. First, I 

would say the word and the students would choose from the pile to create the 

correct frame.  Each student would be given a different word to configure.  After I 

found this to be an effective hands-on skill that students could hear the word, 

touch the word parts, and see the word.  With my support, each student was able 

to find the correct word parts to then form the word. Continuing with scaffold 

instruction and eventually letting them apply the skill, I gave them a challenge. 

This time, I scrambled all the puzzle pieces and put them in the middle of the 

table.  Independently, students had to select syllable pieces and try to form a word 

without me verbally saying the word. Such as, in~vest~ment, or mu~se~um.   

 “Whomever has the most correct frames in two minutes will earn an 

incentive from my prize box, “ I stipulated.  

“Your on, I got this Mrs. Treichler!” John proclaimed.   

As soon as I began the timer, it was a whirlwind of students moving 

quickly to manipulate the frames, chirps of vocalizations going back and forth, 

and me watching all this with contentment.  It was intense, but the excitement 

within the room was elating.  

“Times up!” I yelled. 

“Awwww! “Jackie moaned. 

“I was only able to get two words together.” Eric stressed. 
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It ended up a tie score between two students.  They were able to formulate 

four words correctly within the timeframe. I found this was not an easy task for 

these students. The difference between hearing the word aloud verses just seeing 

word frames of multisyllabic words put things in a different perspective.  Since 

this group has difficulty in word recognition and spelling (Orthographic 

Processor), it was a struggle for them to match letter sequences, letter-sound 

relationships, and print to form a word.  According to Dr. Carol Tolman and Dr. 

Louisa Moats (2014), students with orthographic processing weaknesses will have 

trouble forming “sight word” habits, will be poor spellers, and will often read 

slowly because they are sounding everything out long after they should be 

recognizing words as whole words. This description highlights some of my 

students. First of all, they do not have the speed to recognize word division or 

verbal reasoning. Hence, this leads into difficulty with more complex and 

multisyllabic aspects of English. Interestingly enough, the more I teach literacy 

instruction, I am finding it true that to be proficient in reading depends on many 

skills.  

With this in mind, my continuation to incorporate multisensory instruction 

in every lesson will hopefully enable my students with different learning styles to  

effectively learn and remember phonics concepts. The next day, I led them in the 

hallway and stopped outside my room. They could sense I had another “game” for 

today’s lesson.  They could see large numbers stuck to the walls. To extend upon 
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breaking apart bigger words using syllable division principles, I had them play the 

game Four Squares. I posted large numbers one to four on the walls designated in 

the region representing the square. I first inquired if they knew or had ever played 

the game.  Four out of the five students were familiar in how to play.  I modeled 

the directions and how it was going to be used when given words to break apart. 

To explain, I would say a word (from my syllable list) such as reconstruct. Next, 

depending upon how many syllables, I then demonstrated by pounding it out in 

my hand (re-con-struct). Talking aloud I said, “reconstruct has three syllables.”  I 

then ran to the number three posted on the wall. The game rules indicate, if the 

student is correct, they stay in the game.  If they are incorrect, they’re out until the 

next round.  Needless to say, the students could not wait to play. They all had 

their game face on and bodies ready to respond to my first word. They played 

three rounds before anyone had an incorrect syllable count. They seemed to 

understand hearing the syllable parts and pounding them out.  The rounds became 

infrequent. They thought they had it in the bag.  Then, I stumped them on a one 

syllable word - queen.  Four out of the five students ran over to the number two.  

Only one student got it correct as one syllable.   

“What do you mean queen has only one syllable?”  stated Juan.  

I explained that vowel combinations like ee- oo- or -ea count as one vowel 

or unit of sound. Later on without even realizing, I gave them a five syllable 

word.  There is no corner labeled five. They weren’t sure where to go and looked 
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confused. Soon after, they all stopped and told me that the word irresponsible has 

five syllables. Now, they were the ones correcting me!   

“Ha, ha.” I laughed.   “I was just testing you.” I quickly responded.  

“That was fun! Can we do it again?” Jackie requested.  

I was surprised that Jackie even suggested that.  She usually doesn’t pipe 

up among the group unless she feels confident.  This made me feel like we hit 

gold!  In fact, during the liveliness, my principal happened to come upstairs and 

played as well! It was nice to see her interact with the kids and enjoy some time 

away from her regular principal duties. In the end, everyone seemed highly 

motivated by these interactive multisensory activities and getting the skill. 

Layers of Language: Sounds and Meanings 

To address the instructional needs of my students and consolidate their 

skill in reading, spelling, and word meaning in multisyllabic words, the 

progression of morphology was my next phase.   

 Because morphology guides how we communicate in written and oral 

language, it is no surprise that research shows the role of morphological 

knowledge, sometimes termed awareness, in contributing to spelling, vocabulary, 

decoding, and reading comprehension measures (Goodwin, Lipsky, & Ahn, 

2012).   For the remaining weeks, morphemes was my binding agent between the 

phonological, orthographic, and meaning processors (Figure 3, p 54).  

A funny thing happened along the way to my room….try to visualize. 
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Small group of fifth graders walking with me, conversation going back and forth, 

then I ask the question- What do you all know about morphemes?  

“Mrs. Treichler, why are you asking about drugs?” Brenda inquired.  

“Drugs? Did she say drugs?” Juan questioned.  

“Oh my gosh, No! Everyone stop right here.” I declared.  

“Take the wax out of your ears and listen.” I said.  

“M-O-R-P-H-E-M-E-S, the smallest meaning units of words.” Not the 

painkiller, morphine.” I said. 

Well, that took me by surprise.  It also taught me to be very clear in what I 

am communicating. When we got the room, I explicitly taught them about 

morphemes, morphology, and affixes. I used a visual map of morphemes (Figure 

5.) to support my instruction. This graphic organizer illustrated the relationships 

between categories of morphemes. As I taught each class of morpheme, I wrote 

examples on the organizer for the students to refer to at any given time. It was a 

helpful tool in seeing the whole picture in morphemes as well as looking at  

individual pieces. Frequently, my students use visuals to make connections in 

what we are learning.  I also find it useful in teaching.  I can refer to it when 

making connections, add insightful suggestions, and include it my teaching 

toolbox for future instruction.  
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Figure 5. Morpheme Map   

I started from the beginning teaching about the types of morphemes such 

as inflectional suffixes even though it is taught in core instruction in early 

elementary. My mini lesson in teaching inflectional suffixes (-ed, -s, -es, -ing) I 

used my white board to show examples. As an illustration, I wrote the word play. 

Next, added the suffix ending -ed, -s, -ing.  Along the way asking the students in 

how the word changed between present, past and plural meanings. Coupled with 

using the word orally in sentences to reflect each ending. Overall, the students 

were able to provide sufficient responses after each ending. 

Afterwards, I wanted to observe if they could hear the change and verbally 

insert the correct ending while I read a passage. For example, Dad and I took a 

hike in the woods. We (walked,walks, walking) for a long time and (stops, 

stopped, stopping) to take a rest.  
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Going through my mental multisensory checklist (visual, auditory, tactile), 

I then wanted them to complete a written informal exit slip.  As like the oral 

dictation, the assessment comprised of a short passage in which the students had 

to independently read and select the correct inflectional suffix.  Notably, five out 

of the five students selected the correct ending.  

Next, knowing the whole classification of morphemes can become 

confusing between free and bound morphemes, I first talked about stand alone or 

free words. As I said the word free, I threw my arms up and open wide to display 

free.  No matter how crazy they think I am, it gets the point across. I gave 

examples of free morphemes such as, school, mother, and earth. To assess student 

understanding, I directed them to write three free words on their whiteboard.  All 

of them could provide (spelling excluded) words. Noting, this tier group receives 

modified spelling words each week.  

Moving along the chart, I  went to “glued” free functional words that tie 

phrases and sentences together for example, or, and, but.  I modeled these orally 

in sentences adjusting my tone as I came upon the glued word.    

 “Is this making sense so far? I asked.  

They all shook their heads, yes. Okay, time to move on I thought, there’s so much 

to cover in such a short amount of time. Ugh.  Never enough time….. 

I explained to the students about bound morphemes, I expressed this is 

where the nuts and bolts to the construction of English language where “hard” 
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words come into play. This is my target area. These particular students fall well 

below grade level (two years) when decoding advanced words. When they read 

out loud they either stumble across the words, insert words that look similar, or 

wait for me to provide the word for them. I knew my next instructional sessions 

would be crucial in relating these skills. With this in mind, teaching with direct, 

explicit instruction in how to attack or construct longer words is key. It has been 

advised by Tolman & Moats (2014) that students left to guess or memorize are 

ineffective methods of reading and spelling.   

Word Parts 

  Explaining to my students that learning individual word parts and how 

they fit together to form multisyllabic words will help them  understand new 

words  and their meaning. Referencing to the timeline of the English language  

(Figure 4). Remember that more than half of English words are derived from 

Latin and Greek roots? That means for every four words you speak, read, or write, 

two or three of them have their origins in these ancient languages. Explaining to 

them that by having an understanding of prefixes and suffixes, they can break 

apart the word into its roots, and make their best educated guess on the meaning 

of the word.  With this mind, I used root words as quick class openers. I taught 

them strategies to segment or manipulate words according to their affixes and 

roots. I did this in several ways. First, I either gave them lists of words for them to 

practice identifying the root words by underlining them or participate in taking 
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one root word and complete a root tree worksheet. This worked out well in 

regards to the students visually seeing the root word and manipulating  

the words that can be made.  This activity did 

take more than I anticipated, but I felt the 

multisensory portion of this activity anchored 

the skill.  Since students typically do not have 

the background knowledge and vocabulary 

skills, I had to prepare  ahead of time the word 

choices for them to place in the tree.  During 

the activity we discussed each choice and how 

it relates to the root word and its meaning. To 

help accommodate students with common root words, their meanings, and 

example words, each student received a list of Latin and Greek roots. This handy 

list enabled students to retrieve words when necessary.  In time, it became habit 

for the students to pick out the root words, but knowing and understanding the 

meaning behind the word was more difficult for  them to understand. In my 

reflection, I determined that this will be an ongoing exploration with my students 

as they continuously build on new words.  

In the meantime, I wanted to continue to point out that many words can be 

formed by taking basic words, root words and adding combinations of suffixes to 

them. I used my white board to exhibit. For example, I wrote the word love.  
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“Say the word.” I asked. As my hand gesture signals repeat. 

“Love,” They said in unison.  

“Correct, the word is love in the form of a noun.” I said.  

“Can the word love stand on its own?” I asked.  

“Yes.” John stated.  

“Yes. Love can stand on its own, has one morpheme, and meaning, which 

means it is a free morpheme.” I exclaimed. I added the extension of my arms up 

to reiterate “free”. Next, I added the suffix- ly.  I instructed when I add the suffix -

ly to the word love, it modified the word love to form a new word lovely. Now 

the word lovely became an adjective and two morphemes. To define, I modeled 

an example as to how the word changed by using each word orally in a sentence. 

For instance, I have an intense feeling of love for my family. Verses, you have 

lovely eyes. Afterwards, I gave my students a practice worksheet on suffix and 

base words. The students had to circle the suffix and underline the base words  

from a given list of 16 words then complete a puzzle by using the words from the  

list. I wanted to observe how well they understood this concept.  
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Figure 7. Suffix and Base Word Practice Worksheet 

Overall, the students had no problem in selecting the base word and 

circling the suffix.  Identifying the meaning to the correct word was the moment 

of concern.  I could hear them muttering to themselves as they read the clue and 

filled in the puzzle. As they were filling in the answers, I was observing to see the 

how well they knew word meaning.  I am happy to report, they got them all 

correct.  

At this point, I wanted my students to tell me the difference between 

prefix and suffix. Even though they recently finished inflectional endings, I knew 

importance of recursive review to keep skills intact in their memory. Under those 

circumstances, I taught it by errorless teaching.  

“Prefix comes at the beginning of the word. Where does a prefix come?” I 

asked.  

“At the beginning of the word.” They all chimed in.  
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I did the same for suffix.  This seems to work for them because in every 

opportunity, I would quiz them. If they gave me the wrong answer, I would start 

again. 

Also, to encourage their learning, I have a large visual aid chart on my 

classroom wall that illustrates common prefixes and suffixes and root words 

(Appendix L).  This chart soon became their “go to” when completing 

independent practice. Everyday we dissected words by its prefix, suffix and root.   

Putting It All Together 

 To continue my efforts in holding my students’ attention, multisensory 

learning techniques were ongoing in my instructional routines.  I wanted the 

students to have ample opportunities to apply their learning styles to support my 

instruction of morphology. I accumulated many fun learning activities for daily 

intervention. For instance, memory game with common Latin morphemes, 

prefix/suffix bingo, morphological word-family maps, matrixes and word sums, 

task card gallery and readers theatre for reading fun and oral practice.  

 To integrate specific learning purposes on morphological awareness, I 

prepared several interactive workstations. One station, playing memory game 

with common Latin morphemes, students had practice finding the definition that 

matches the morpheme.  For example, a student turns over the morpheme card 

port. Next, they then turn over another card trying to find the definition to carry. 

If it’s a match, they get to keep the pair.  If no match occurs, the next student 



67 

 

takes a turn. Not only does this activity work on memory skills, it brings units of 

language and meaning together. Usually, students love to play memory game. 

However, I noticed when students were at this station, they were unclear if they 

were choosing the correct morpheme to the right definition. As a result, it seemed 

more frustrating than fun.  With that being said, I then included a answer key to 

help the process become more smooth.  The key was definitely a big help in 

making the station more independent and fun.  

 Another station, the Prefix and Suffix task card gallery was designed for 

students to independently rotate amongst an area (the hallway) to read the card 

and answer on their response sheet.  Each card is numbered with either a prefix or 

suffix question and or sentence structure that students have to answer.  To 

illustrate, see figure 8.   

  Figure 8. Prefix and Suffix Task Cards 
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This set of 28 task cards was designed to help my students identify and  

understand the meanings of the most common prefixes and suffixes. I found that 

this teaching tool to be very effective when it came to reinforcement and 

assessing comprehension.  The students enjoyed this gallery because it was at 

their own pace, they could pick and choose any task card to go to, and it got them 

up and moving around.   

 “This is fun! I like doing this,” Brenda said.  

 “Me too!” Eric piped in. 

After they completed this workstation, I collected the student’s response 

card to use as one form of an informal assessment. Glancing through them, I 

could see that they performed fairly well.  It gave me a good indication as to who 

needed additional remediation or whom to increase the word level.  

 Above all, Readers Theatre is the highlight when it comes to reading.  The 

kids seem to enjoy this because they like to perform and it’s fun!  Not to mention 

that it’s a strategy for developing reading fluency. Students orally read parts in 

scripts that are adapted to their instructional reading level. No frustration, only 

opportunity for group interaction and student involvement. Moreover, it provides 

me favorable moments to hear my students read and see their progress.  

Post Time 

Clearly, I want to know if my students learned what I taught them. 

Certainly, I wanted my students to think more deeply about what they read and 
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write. I submerge in reflection~ Will they be able to determine the meanings of 

words by using the strategies I have taught them and read with more 

automaticity?  

Throughout the year, I progress monitor my students on a weekly basis on 

their oral reading fluency and accuracy.  By using instructional level probes it 

helps me measure my students’ performance data and their rate of progress. 

Equally important, it evaluates the effectiveness of my teaching and drives my 

instruction.  My school district utilizes the assessment, Dynamic Indicators of 

Basic Literacy Skills, otherwise known as DIBELS.  In evaluating weekly 

progress reports, all my students showed improvement in their fluency, accuracy, 

and retell levels.  Even so, two students still fall below grade level indicators. In 

the long run, students are showing growth in the overall composite score by which 

this meets the middle of the year objective.  I know this is work in progress and I 

will continue to target these struggling readers. 

 To evaluate the level of my students’ improvement, I administered several 

posttest assessments. These assessments were conducted one student at a time in a 

separate room to provide the best opportunity for performance. The first 

summative assessment was the multisyllabic words part test.  I administered this 

test as I did the pretest. All students were directed to do their best and objective of 

the assessment. Students were given 20 words in a list format. First, they had to 

read each word, then break the word into correct word parts per syllable. I 
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recorded total number of words correct (out of 20)  and correct word parts (out of 

78) equallying a percentage correct.  I could sense that their confidence, body 

language, and engagement reflected a higher performance level. The overall 

scores demonstrated that as well.  

 The next post assessment I administered was the CORE Phonic Survey  

(Appendix F).  This survey allowed me to view specific areas in reading and 

decoding skills. It hit target areas in vowel sounds, nonsense words for decoding 

skills, and multisyllabic words.  This test information provided valuable 

information as to see if my students applied particular elements of phonological 

and advanced word decoding. In comparison to the first survey, students revealed 

quicker responses, automaticity, and improved decoding skills.   

 It was important for me to determine the extent to which each of my 

students met my objective.  These post-assessments helped me evaluate my own 

teaching and how I can revise planned instruction.  A more clear analysis will be 

illustrated in my data analysis portion in my thesis.  
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Data Analysis 

 

 

Introduction  

 Hendricks (2009) believes that collecting multiple forms of data helps 

researchers answer the why questions that drive a study.  While conducting my 

study, I saw my research questions evolve as well as the sources I used to collect 

data.  

This teacher-led action research study involved daily intervention time 

(RTI) during the first semester of the school year. Every activity in the classroom 

led to the ultimate goal of improving struggling fifth grade readers in 

morphological awareness and oral word structure through a multisensory 

approach.  

Field Log  

 Throughout the semester, I kept a field log (Appendix I) that contained 

detailed observations, notes about the results of specific lessons, actual statements 

made by students and my reflections regarding lessons and behavioral 

observations.  According to the educational philosopher John Dewey (1933), 

reflective thinking means turning a subject over in the mind and giving it serious 

consideration that enables us to act intentionally to achieve what we need.  For 

this reason, I would make special references as to what multisensory style went 

well and indicate what modifications in future instructions would work more 
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constructively to best meet the needs of my students.   Afterwards, these results 

were reflected upon and sorted into bins and codes used to create theme 

statements. 

Student Surveys 

 In the beginning of the research study, students completed a written 

learning style survey that was used to determine their perception of how they 

learn and process information through multisensory techniques. Not only did I 

want to raise my students’ awareness of their own learning style preferences, but 

also to become aware of recognizing their strengths and weaknesses while 

learning in a specific content area. It also gave me a glimpse to modify learning 

experiences when working with these students’. 

 Here are some results of the survey (Appendix E) regarding my students 

learning styles.  
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Table 1. Learning Style Survey 

Increase self-awareness Often (Many times, 

5 or more) 

Sometimes (Now and 

then, 2 or 3) 

Seldom (Almost 

never, maybe 1) 

I prefer to see information on board or 

displayed (visual) 

80% 20% 0% 

I have to fidget with something or tap my 
foot while listening 

60% 40% 0% 

I like to brainstorm out loud with others 60% 30% 10% 

I enjoy working with my hands 60% 30% 10% 

I like to learn with technology 40% 20% 40% 

I remember information better if I write it 

down 

80% 20% 0% 

I can focus on my work best when it is 
quiet 

100% 0% 0% 

When doing homework, I usually listen to 

music 

60% 40% 0% 

I like active learning, multisensory 

techniques when completing practice 
work 

90% 10% 0% 

 

One interesting learning environment I concluded, is that all of my 

students responded that they focus on work best when it is quiet.  Yet, when given 

the statement, “When doing homework, I usually listen to music”, sixty percent 

reported often and forty percent reported seldom or none. It was concluded that 

most need a quiet environment when learning a new task, but enjoy listening to 

music when practicing the learned task.  I observed this during whole group 

writing. It was an on demand writing assessment and the content teacher had soft 
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music playing in the background.  We discussed how it soothes the mind and let 

creativity flow.   Another factor that came to interest is that learning with 

technology was not their highest preference in learning.  As I mentioned prior, 

students enjoy working with technology, like playing games and looking at “cool” 

stuff; the difficult part is the mechanics of the keyboard and reading complex 

resources.  In the classroom, I have witnessed when these students type, they are 

slow in finding the correct tab and type with one finger.  It seems that their low 

level in spelling/vocabulary abilities hinder their speed when typing.  They have 

to constantly look at the materials given, letter by letter typing it in.  The students 

also rated that they remember things more readily when they write it down rather 

than just listening to important details.  Additionally, 80% of the time, students 

prefer to visually see materials in relation to what they are learning.  I used these 

reportings to initiate student interviews and gain insight in my field log to drive 

my instruction.   

Student Interviews 

 I conducted informal student interviews at various times during my action 

research project. Most interviews were conducted on a one-on-one basis with each 

student. These interviews were conducted with confidentiality and provided 

constructive conversations in relation to their learning styles, learning within core 

curriculum, academic goals and intervention support.  In the first interview, we 

reviewed their beginning of the year DIBEL scores, lexile Scholastic Reading 
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Inventory (SRI ) performance levels, and their IEP reading goals. Together we 

discussed reasonable goals to focus on. What is so great about my students is that 

their reading disability does not stop them from moving forward.  Throughout the 

whole process, my students’ motivation and general outcome was positive. In the 

end, each student improved in their reading performance middle of year 

benchmark assessments.  

Pre/Post Measuring Assessment 

In the first stage of my research, I administered a CORE Phonics Survey 

(Consortium on Reading Excellence–Phonics Survey (CORE-PS), (Appendix F) 

to my student participants. This assessment tool was used to determine their  

knowledge and abilities to apply key alphabetic and phonics understandings to 

decode a mix of real and pseudowords. The assessment is broken down into 

specific phonics-related skills (completed orally) to assess areas in which the 

student is likely to benefit most from systematic, explicit phonics instruction. 

Testing accommodations were administered to each student separately in a quiet 

environment with no time limitations.  Table 2 illustrates beginning of year 

(BOY) and middle of year (MOY) scores per student in each phonetic area.  
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Table 2.  CORE Phonics Survey 

 Student 1 Student 2 Student 3 Student 4 Student 5 

 BOY MOY BOY MOY BOY MOY BOY MOY BOY MOY 

Short 

Vowel 

sounds  

4/5 5/5 5/5 5/5 4/5 5/5 5/5 5/5 5/5 5/5 

Long 

Vowel  
Sounds 

4/5 5/5 5/5 5/5 0/5 5/5 5/5 5/5 5/5 5/5 

Short 

Vowel 
CVC 

14/15 14/15 12/15 14/15 15/15 15/15 15/15 15/15 14/15 15/15 

Conson 

Blends 

10/15 13/15 11/15 11/15 12/15 15/15 15/15 15/15 15/15 15/15 

Short 

Vowel 

digraph 

10/15 12/15 12/15 12/15 13/15 15/15 15/15 15/15 15/15 15/15 

R- 

Control 

Vowels 

12/15 11/15 8/15 15/15 15/15 15/15 15/15 15/15 15/15 15/15 

Long  

Vowel 

Spell 

11/15 11/15 11/15 15/15 14/15 14/15 15/15 15/15 15/15 15/15 

Variant 

Vowels 

7/15 8/15 10/15 14/15 13/15 14/15 15/15 15/15 15/15 15/15 

Cons. 

Spelling 

7/15 8/15 8/15 14/15 11/15 14/15 15/15 15/15 14/15 15/15 

Multi 

Syllabic 

8/24 23/24 13/24 22/24 24/24 24/24 24/24 24/24 23/24 24/24 

 

Table 2 above shows that my students achieved an 83% average total 

measurement in September 2017 (BOY) and that percentage increased to an 
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93.2% average measurement by December 2017 (MOY). This improvement of 

10.3% percent specifically indicates that student one, two, and three benefited 

from targeted intensified instruction with extensive practice in phonics concepts 

and morphological awareness.  At the same time, their scores indicate that they 

continue to need repeated opportunities to develop automaticity through practice 

in reading and spelling words in isolation and in appropriately decodable text. 

Student four and five continued to maintain their proficiency among these skills 

throughout the program and scored accordingly on grade level.  

 For the purpose of building vocabulary and word meaning, each week 

three out of the five students are provided with adapted spelling words and 

practice phonemic awareness sound/spelling correspondences.  Building their 

foundational word skills at a level they can achieve, scaffolding then becomes 

evident.  

Another assessment administered was the Multisyllabic Word Reading 

Fluency Pretest/Posttest.  This curriculum-based assessment tool (Appendix G) 

from the REWARDS Intermediate program by Voyager Sopris Learning, is based 

on firm research—it is both research-based and research-validated (Archer, A. L., 

Gleason, M. M., Vachon, V., & Hollenbeck, K. 2006).  This program found 

fluency of word reading to be a better indicator of word reading proficiency than 

simple accuracy.  Being able to decode words with automaticity enables students 

to turn their attention to the meaning of the text while increasing their oral word 
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structure.  Table 3 displays students’ reading multisyllabic words correctly and 

then breaking down those words into correct syllable parts.  This assessment was 

completed in the beginning of the year (BOY) and middle of year (MOY) 

capturing the growth results as the project instruction was completed.  

Table 3. Multisyllabic Word Reading Fluency Pretest/Posttest 

 Total Correct Words Total Correct Word Parts 

     BOY                    MOY BOY                        MOY 

Student 1 8/20  (40% )          15/20   (75%) 56/78 (72%)          77/78  (99%) 

Student 2 3/20 (15%)            16/20 (80%) 30/78  (38%)         76/78  (97%) 

Student 3 16/20 (80%)           18/20 (90%) 71/78 (91%)           74/78 (95%) 

Student 4 20/20 (100%)          20/20 (100%) 77/78 (99%)         78/78 (100%) 

Student 5  19/20 (95%)            20/20 (100%) 65/78 (83%)          70/78 (90%) 

 

Table 3 above shows students improved in both their total correct words 

by 26% and correct word parts 19.6%.  This increase confirms that my students 

are using strategies learned in small group. The use of noticing word parts or 

“orthographic chunks” has helped them decode multisyllabic words.  The post 

assessment took less time than the initial pretest and student responses were all 

inclusive.  
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In the hope that they transfer this skill when reading unfamiliar passages at 

their instructional reading level, oral reading assessments as well as weekly 

progress monitoring assessments drawn from The Dynamic Indicators of Basic 

Early Literacy Skills (DIBELS) were conducted.  

Standardized Tests 

All grade levels and students are tested (district wide) upon the first week 

of school with the DIBELS beginning of the year benchmark assessment. This 

reading skill benchmark gives team teachers and specialists a roadmap to see how 

much literacy lapse time took place over the summer, cut points for students at 

risk, and levels of support necessary to meet benchmark measures.  The following 

results illustrate percentages in fluency, accuracy and retell quality.  

 

Table 4. The Dynamic Indicators of Basic Early Literacy Skills (DIBELS) 

  Student 1      /       Student 2      /     Student 3   /     Student 4     /     Student 5  

BOY MOY BOY MOY BOY MOY BOY MOY BOY MOY 

31 fl 

82 acc 

32 rt 

55  fl 

90 acc 

53 rt 

42 fl 

88 acc 

25 rt 

53 fl 

88 acc 

27 rt 

86 fl 

97 acc 

38 rt 

111 fl 

99 acc 

35 rt 

117 fl 

98 acc 

38 rt 

111 fl 

100acc 

69 rt 

110 fl 

94 acc  

68 rt 

120 fl 

98 acc 

94 rt 

 

 According to the 6th edition fifth grade DIBEL benchmark, students 

reading at 0 - 95 (DORF) oral reading fluency and 0-94% accuracy, beginning of 

year (BOY) are considered at risk and need intensive intervention. Given these 
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measures, student one and two fall well below grade level fluency and accuracy 

indicators and receive intensive support on a daily basis. Student three, an ESOL 

intermediate level, also measures intensive with 86 reading fluency, but is able to 

increase his rate to 111 strategic level at middle of year testing.  Student four and 

five scores are reading at grade level with appropriate accuracy, but inconsistent 

in retell comprehension skills. The rate in which the student receives is one point 

for every word in their retell that is about what was read. The critical judgment is 

whether the student is accurate and puts story elements in sequential order. As a 

result, they receive small group intervention on rotating basis with my at risk 

students to build word meaning and comprehension.  

 In the same way, weekly progress monitoring is measured by oral reading 

fluency (DIBELS).  I use these to describe an individual student’s long-term 

growth and development (both current status and rate of development) and 

provide an initial step in a decision-making to evaluate interventions and tools.   

 An overall analysis shows my students one and two making progress at 

their instructional reading level of third grade . Student one is reading at a 

beginning grade level three and student two is reading end of grade level three.  

On average they are increasing word fluency by two to three words per week with 

96% accuracy.  Students three, four, and five read on grade level with 98% 

accuracy or higher. 
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 At the start of each quarter, students also completed a Scholastic Reading 

Inventory (SRI) to determine their reading Lexile level. This interactive 

computer-adaptive assessment is designed to measure how well students read and 

comprehend various literature and expository texts.  Results from SRI are 

reported as Lexile measures. A Lexile measure is determined by the difficulty of 

the items to which a student responded.  I used these measures to not only track 

their reading, comprehension, and spelling scores, but to designate appropriate 

reading material during sustained silent reading (SSR), where students read 

silently in a designated time period every day in school.  The year end proficiency 

range for fifth grade SRI score is between 830 - 1010L (Appendix J).  The results 

of the students SRI test are listed in Table 5. 

Table 5.  Analysis of Scholastic Reading Inventory (SRI) Results 

 September 

2017 

November 

2017 

January 2018 Performance 

Lexile Growth 

Student 1 355 490 533 178 

Student 2 265 361 407 142 

Student 3 440 501 473 33 

Student 4 285 359 658 373 

Student 5 342 445 453 111 

 

 All five students showed growth since the beginning of the year.  Four 

students exceeded the average yearly performance growth of 75-100 lexile points 
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within mid-year measures by 100% or more. This significant increase illustrates 

that these struggling readers demonstrated learned skills through intensive 

remediation, core instruction, and daily practice.  Student three, an ESOL 

intermediate level learner, showed growth of 33 points since the beginning of the 

year. He has not yet meet the growth point at mid-year assessment, but actually 

decreased 28 lexile points since the November SRI in 2017.  For this reason, his 

ESOL intervention structure will include more vocabulary and comprehension 

skills.  Overall, I believe the effectiveness in teaching morphological awareness in 

conjunction with phonological and orthographic skills has proven its significance 

throughout the study.   

Student Artifacts 

Each of the students had a folder in the classroom where I kept all of their 

work that was related to their independent and group practice. In collecting and 

analyzing student work samples, I was able to see if my students understood and 

were able to apply the strategies I taught them. Students completed many different 

types of multisensory activities as guided in small group setting, as pairs or 

individual practice. One example of student work analysis was a skillswise 

worksheet on building root words. Students were given prefixes, root words, and 

suffixes to build words. I learned that some students applied incorrect prefix or 

suffix to a root word.  With students “not quite there yet” , It gave me opportunity 

to review word study skills and application. 
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Analysis of Accumulated Data through Codes and Bins 

 The qualitative and quantitative data collected from my field log, surveys, 

interviews, and assessment data were reviewed and analyzed for patterns and 

ideas. As patterns or ideas became evident, I developed a system of codes to 

record their occurrence (Appendix K).  While reading, I used a digital marking 

system to mark certain words and phrases that related to a specific idea, such as 

“multisensory”, “word origin”, or “oral reading/fluency.” This coding was a way 

for me to look for patterns and revealed important insights about what I did and 

how it was relating to the goals of my study and research question.  These codes  

were then sorted and organized into bins (Figure 9).           
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                          Figure 9. Coding Index Graphic Organizer   
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Theme Statements  

I used these codes and bins to develop theme statements that emerged 

from my study. The following is a list of the themes developed from my study:  

 

1.  Knowing that students learn in different ways (modality preferences) enables 

the advantage of extending multisensory activities when teaching morphemes, 

word meaning, and oral language structure. 

 

2. Morphological awareness instruction connects the essential components of 

reading (phonological, orthographic, meaning and context). It’s the glue that 

binds together information between the processors.  

 

3. Providing explicit, systematic instruction benefits students with learning 

difficulties. Breaking down more difficult skills into manageable pieces (Gradual 

Release of Responsibility) allows students to become more competent, 

independent learners. 

 

4. Monitoring student academic progress and continually evaluating the 

effectiveness of the intervention played a significant role in guiding my 

instruction to meet the needs of my students. 
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Findings 

 

 

 

Multimodal Teaching 

Knowing that students learn in different ways (modality preferences) enables the 

advantage of extending multisensory activities when teaching morphemes, word 

meaning, and oral language structure.  

 Children learn in many different ways. As research shows, effective 

systematic and explicit teaching of language-based skills is for students with 

learning disabilities, there are added benefits of multisensory techniques 

(Goodwin, & Ahn, 2010). Helping a child to learn through more than one sense 

gives them a chance to succeed.  

To better understand my students and their preference to learn and process 

information, I conducted a Learning Style Survey before I began my research 

project.   

As seen from Table 6 below, student learning preferences indicate a quiet 

environment helps them learn new concepts and or tasks. By the same token, they 

like classroom instruction to be engaging.  

Table 6.  Student Responses to Learning Style Survey 

I can focus on my work best when it is quiet 100% 

I like active learning, multisensory techniques or 

activities  
90% 
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One advantage I have in small group intervention is the allowance of 

multiple modality of instruction. I can target several learning styles with the same 

skill. On multiple occasions I provided interactive workstations (multisensory) to 

reinforce daily objectives, differentiation of instruction, and opportunities for 

collaborative conversations. This provided opportunities for students to think, 

learn, and engage in meaningful ways.  

Throughout the study, I also used several literacy practices that I learned 

from other teachers during summer clinical Reading Specialist workshops at 

Moravian College. My students all-time favorite was using magnetic word tiles 

and board to manipulate vowel patterns and consonants. Afterwards, I moved 

onto multisyllabic words that they have heard in class. Still, they managed to keep 

motivated and wanted more.  In fact,  they thought they were playing a game, 

even with fifth graders!   

In a  reflective memorandum from John Dewey’s book, Experience and 

Education, he points out that, “Planning must be flexible enough to permit free 

play for individuality of experience and yet firm enough to give direction towards 

continuous  development of power” (p. 58).  In my perspective, allow time for 

students to interact, illustrate socialization, and share common ground. Peer 

interaction is essential to development because it contributes to many healthy 

attributes. However, in the freedom of free play there must also be boundaries, 

rules, and someone of leadership to enhance the safety of the play. 
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 Since my research project highlights a multisensory approach to oral 

language structure. Oral language encompasses many interactions with responses, 

feelings, emotions, and knowledge.  When you sandwich oral language in with 

multisensory activities, my room could get pretty lively.  Even though it’s a 

healthy learning environment, I had to remind my students at times to keep it 

within the means of my request or respect of my room codes of conduct. 

Everything has its limits, we just need to keep it within reason. When I look back 

in my field log, I see several times that the students were too loud when 

completing some of the activities. I had to remind them several times to keep their 

voices down.  All in all, these were happy kids excited to learn. As I planned and 

prepared for each activity, it was not difficult to produce or create active learning 

techniques that held my students’ attention. I know from my own learning 

experiences, I like to get up and move around.  In my story, I also shared (see pg 

73) a prefix/suffix task card gallery activity.  Students actively rotated to cards 

randomly posted in the hallway. Students then wrote their answers on response 

sheets.  This served as a keeper in my field log.  What’s great about this activity 

is, individually, task cards can serve as reinforcement for students who need more 

time achieving the specific skill.  They are better alternatives to worksheets in my 

opinion.  I also used them as a formative assessment to gauge student knowledge 

and hone in on what they were struggling with.  Moreover, they give me a good 

point of reference to where the gaps were.   
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Birsh (2011), directs attention to multisensory experiences with linguistic 

units such as single phonemes, letters, morphemes, words, and sentences may in 

fact activate more circuitry during language learning than unisensory experiences.  

Correspondingly, in Lisa Delpit’s book, Multiplication is for White People, 

stresses,  “Learning styles, like the language we speak and the skin we wear, are 

not separate entities to be “fixed” but part of the essential nature of any human 

being” (p. 103).  In my mind, if we saw each and every child in the way he or she 

was created, no matter what color they were born, where they came from and how 

they survive to be a whole child, not only would the world be a better place, but 

our education system could orchestrate to every beat of the child.  To see them as 

uniquely designed magnificent people. To be taught with crafter’s hands so that 

every child is given opportunity to learn.  

 I believe the more ways we teach or deliver instruction (multi-modality),  

that is responsive to a variety of learning styles provides support access to the 

general curriculum and meet the unique needs of our students.    

Morphological Awareness 

Morphological awareness instruction connects the essential components of 

reading (phonological, orthographic, meaning and context). It’s the glue that 

binds together information between the processors.  

 Exactly how does the brain read? This question often came up in many 

workshops and professional development training sessions I attended in the past 



90 

 

year.  Learning what our eye movement and brain are doing when we read is 

fascinating.  I found all this information to be extremely interesting and helpful 

when trying to understand the various ways in which reading problems might 

develop.  Putting the connections together supported the link that proficient 

reading depends on many skills.  The four-part schematic representation of brain-

processing systems involved in word recognition (Figure 3, p 54) simplifies the 

overview of how each processor contributes to reading and writing. Many 

questions came to view when I thought about my group of struggling readers. 

Such as, is it possible to be a good reader if one system in not functioning well? 

Or  I wondered how does it relate specifically to morphology?  Researchers Moats 

and Tolman (2009) explain the brain has four sections dedicated to speech and 

language processing. They refer to part of the brain as the four-part processor. In 

order for reading to occur, several major regions of the left half of the brain must 

perform specific jobs in conjunction with the others.    

Since four out of five of my student participants have IEP’s with 

identification in reading disabilities along with speech and language impairment, 

the rationale behind what they need to know to be skilled readers was essential. 

Knowing that my students showed significant needs in sound-spelling 

correspondence (the phonemic layer of language) and word meaning (morphemic 

layer), the awareness of morphology became particularly important for their 

reading and spelling multisyllabic content words.   
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As can be seen from Table 7 below, student abilities to apply alphabetic 

and phonic understanding to decode real multisyllabic and pseudowords improved 

throughout my study from the beginning of the year to middle of year findings.   

 

 

Table 7. Student results to CORE Phonics Survey, Beginning of year (BOY) ~ 

Middle of Year (MOY) 

Multisyllabic Words Average Percent score  

          BOY  

Average Percent score  

          MOY  

Student 1-5  18.4% 23.4% 

 

 These data findings are supported by my daily intervention activities (see 

pg 59) in which students used syllable frames to formulate correct word parts. In 

the beginning of the year, students needed my support to find the right pieces to 

form the multisyllabic word.  They had a difficult time in knowing what 

beginning word part fit to the internal portion of the word as well as the adjoining 

end.  But, as we deepened our practices with breaking apart words, the students 

were able to apply learned skills and increase their observation in syllable types, 

word structures or word study.  These results are consistent with research 

conducted by Carlisle (2010) as reported in my literature review that when 

children encounter longer, more complex words, morphological awareness 

becomes critical for developing good literacy skills.  This can also be seen by 

Table 8 below, student multisyllabic word reading fluency increased all through 

my study.  
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Table 8.  Multisyllabic Word Reading Fluency Assessment 

Student Average Beginning of Year Middle of Year 

Total Correct 

Words Read 

_____________ 

Total Correct 

Word Parts  

13.2% 

 

_______________ 

 

59.8% 

17.8% 

 

______________ 

 

75% 

 

 These data are supported by my daily intervention instruction and 

activities with students (see pg 71) in which reading for fun and oral practice was 

completed.  Readers theatre was a highlight each week when reading materials 

were selected upon their reading instructional level.  Students thoroughly enjoyed 

taking roles in short plays by reading aloud. Not only was their motivation level 

to read increased, but I could observe improvement in their automaticity in 

reading fluency when they read their parts.  They did not stumble through on 

more advanced decoding as much as they did in the beginning of the year.  These 

results correlate with research conducted by Kilpatrick (2015) as reported in my 

literature review that key elements in overcoming reading difficulties include 

advanced phonemic awareness, phonics instruction, and authentic reading 

opportunities.  Not to mention, that Bowers, Kirby, and Deacon conclude that 

morphological instruction benefits learners, especially those who are weak 

readers.  Therefore, keeping my students actively involved in reading for fun and 
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implementing best practices into my daily intervention process is important to 

their literacy development. 

Explicit and Systematic Instruction 

 

Providing explicit, systematic instruction benefits students with learning 

difficulties. Breaking down more difficult skills into manageable pieces (Gradual 

Release of Responsibility) allows students to become more competent, 

independent learners. 

 The literature review emphasized that the importance of explicit and 

systematic instruction in reading can make a difference in student outcomes, 

“especially for those who are low achieving” (Denton, C. A., Vaughn, S. and 

Fletcher, J. M. (2003, p. 202).  In considering the many layers of effective ways to 

support the children I teach, my instructional framework incorporated the gradual 

release of responsibility.  This framework provided the desired outcome when 

implementing daily support (RTI).  It leaves no room for students to guess what I 

am  delivering in my lesson and instructional teaching strategies.  I tell the 

students directly what I am trying to teach, stating why, how and when to use the 

skill, modeling the new skill giving many examples. By setting the stage in 

activating prior knowledge and building background,  my students were given the 

necessary roadmap to guide them toward using different skills, strategies and 

procedures independently. As I mentioned in my story, to achieve optimal 

learning, I would first model the direct teaching of concept (I do) by the gradual 
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release of responsibility.  For example, when my goal was to acclimate my 

students with dictionary skills that included looking up word origins, word 

meaning etc.,  I first demonstrated the skill. While modeling, I used “talking out 

loud” or “think alouds. ”  For example, the words on the top of a dictionary page 

are called guide words. These words list the first and last words on a dictionary 

page. By looking at the guide words, you can tell which words will appear on that 

page.  This strategy helped my students hear and understand my reasoning while 

modeling the skill.  It provided me to explain the what, why, and how, necessary 

to achieve the desired outcome. Partnering with them (We do) through some 

examples allowed a deeper level of learning before they independently practiced. 

Overall, the student response had been positive by using this technique.  Using 

step-by-step, logical sequence of explicit instruction provided the greatest impact.  

Not only were they motivated to use the dictionary, they gradually found each 

word while integrating orthographic skills and morphological awareness.  They  

provided each word origin and meaning. Claravall claims, “Students who learn 

how to attach meaning to parts of words will be empowered to be better readers 

and spellers” (p, 195).  Knowing the benefits of improving their literacy skills by 

teaching with elements of explicit and systematic instruction resulted in effective 

teaching, and increased student achievement. 
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Teaching Effectiveness 

 Monitoring student academic progress and continually evaluating the 

effectiveness of the intervention played a significant role in guiding my instruction 

to meet the needs of my students. 

 As a special education teacher, progress monitoring can be a weekly if not 

daily occurrence.  It is embedded into my daily schedule to progress monitor due 

to the formality of data and how it determines RTI tier groups, instruction, and 

development of student IEP goals.  

   Table 9 below illustrates student total oral reading growth (fluency), and 

quality of retell (comprehension) from the beginning of the year till middle of 

year progress. 

 

Table 9. Student Acquisition of Literacy Skills 

 Growth Progress Rate of Retell 

Student 1 +24 WPM  +21  

Student 2 +11 WPM +2 

Student 3 +25 WPM  -3 

Student 4 -6 WPM +31 

Student 5  +10 WPM +26 
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 I shared in my story (see pg 87) that some factors may alter reading 

results. Due to language barriers, level of text, or interest can display 

inconsistency in reading performance. It is interesting to note that even though a 

student may not show growth in reading fluency (see student 4), but improved on 

comprehension skills illustrates another focus.  The focus of speed during reading 

should not be emphasized to determine a student’s overall capacity. I believe, the 

ultimate goal of reading is to make meaning and comprehend what was read, not 

how fast it was read.  To assist in reporting comprehension measures according to 

student lexile measures,  Table 10 below exhibits a formative reading assessment 

(SRI). 

Table 10. Scholastic Reading Inventory  

 September 

2017 

November 

2017 

January 2018 Total 

Performance 

Lexile Growth 

Total Average 
Comprehension 

Percent 

Student Lexile 

Average Score 
337.40 431.2 2524.0 837 76.8% 

 

These data are supported in my story (see pg 89) in which students overall 

scores indicate growth in reading fluency performance and basic reading 

comprehension.  As students continue to explore word meaning through explicit 

instruction, my intention is for them to develop stronger comprehension skills.  As 

the literature review indicated by Wolter and Gibson (2015, supports that 

improving vocabulary, sight word reading, decoding, and comprehension, 
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morphological awareness positively influences language and literacy 

development. Also, Birsh (2011) notes that proficient reading needs the 

interaction of multiple skills that develop over time.  When students show 

significant deficits in reading development, consistency between core and 

intervention instruction is critical.  For this reason, frequent conversations are 

held between the regular content teacher and myself.  Daily or weekly meetings 

help establish goals, plan instruction, and discuss student progress.  Working as a 

cohesive team benefits me as a teacher by sharing best practices, it gives clarity of 

purpose.  
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Next Steps 

 

 “As an educator, be able to judge what attitudes are actually conducive to 

continued growth and detrimental. He must, in addition, have that sympathetic 

understanding of individuals as individuals which gives him an idea of what is 

actually going on in the minds of those who are learning” (Dewey, p. 39). 

As a special education teacher, I have a unique task of creating a cheerful 

environment that empowers all individuals to gain success. I must be accepting of 

all students, no matter the disability or special need. This includes teaching all 

students with dignity and respect.   

Before beginning the process of this action research, the instruction of 

improving the language and literacy skills of students was an area that I wanted to 

grow in professionally. The challenges of language essentials is a growing 

concern not only within our district, but nationwide.  

In the future, I plan to continue to train in professional development for 

educators who are responsible for improving instruction in reading, writing, and 

spelling.  One major area of interest of mine is learning more about Dyslexia and 

the strategies to help students.  

In my study, it was beneficial to have a better understanding of how my 

students processed information and preference of learning. Utilizing 

individualized, multisensory, and research-based methods helped improve their 
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oral reading structure.  Throughout the process, the active learning techniques 

held my students’ attention and it was engaging.  The lessons and activities that 

allowed for morphological awareness through multisensory methods was not 

difficult to create or instruct. In the future, I will continue to implement active 

learning techniques to help struggling readers in reading.  

The one area my students need to continue is the application of sound 

spelling correspondence and word meaning, especially with advanced words. 

Since decoding and word analysis is only one component of reading, daily 

classroom application is important to develop language skills. Since there is more 

research on reading development and how the brain reads, I feel there is so much I 

need to learn as well.  

Through this experience, the exposure and learning practices have been a 

great stepping stone to my literacy instruction and professional development. I am 

excited to explore upcoming language-literacy connections.  

 

 

 

 

 

 

 

 

 

 

 

 



100 

 

References 

 

 

Bangs, K. E., & Binder, K. S. (2016). Morphological Awareness Intervention: 

Improving Spelling, Vocabulary, and Reading Comprehension for Adult 

Learners. Journal Of  Research & Practice For Adult Literacy, Secondary 

& Basic Education, 5(1), 49-56. 

Birsh, J. R. (2011). Multisensory Teaching of Basic Language Skills. 3rd Edition. 

Baltimore, MA, United States: Paul H. Brookes Publishing Co.  

Bowers, N., Kirby, J.R., Deacon, H. (2010) The Effects of Morphological 

Instruction on Literacy Skills: A Systematic Review of the Literature, (80) 

2, 144-179. 

Calvert, G., Spence, C., & Stein, B. (2004). The Handbook of Multisensory 

Process. Massachusetts, United States: Massachusetts Institute of 

Technology. 

Carlisle, J. F. (2010). Review of Research: Effects of Instruction in 

Morphological Awareness on  Literacy Achievement--An Integrative 

Review. Reading Research Quarterly, 45(4),   

           464-487. 

Claravall, E. B. (2016). Integrating Morphological Knowledge in Literacy 

Instruction: Framework and Principles to Guide Special Education 

Teachers. TEACHING Exceptional Children, 48(4),195-203. 



101 

 

Denton, C. A., Vaughn, S. and Fletcher, J. M. (2003), Bringing Research-Based 

Practice in Reading Intervention to Scale. Learning Disabilities Research 

& Practice, 18: 201–211. doi:10.1111/1540-5826.00075 

Goodwin, A. P., & Ahn, S. (2010). A meta-analysis of morphological 

interventions: effects on  literacy achievement of children with literacy 

difficulties. Annals Of Dyslexia, 60(2), 183-208.doi:10.1007/s11881-010-

0041-x 

Goodwin, A., Lipsky, M., & Ahn, S. (2012). Word Detectives: Using Units of 

Meaning to  Support Literacy. Reading Teacher, 65(7), 461-470. 

Hauerwas, L. B., & Walker, J. (2004). What Can Children's Spelling of Running 

and Jumped Tell Us about Their Need for Spelling Instruction?. Reading 

Teacher, 58(2), 168-176. 

Kirk, C., & Gillon, G. T. (2009). Integrated Morphological Awareness 

Intervention as a Tool for Improving Literacy. Language, Speech & 

Hearing Services In Schools, 40(3), 341-351.doi:10.1044/0161-1461 

(2008/08-0009)    

Kilpatrick, D. A. (Ed.). (2015). Essentials of assessing, preventing, and 

overcoming reading difficulties. Hoboken, NJ, United States: John Wiley 

& Sons. 

 Nunes, T., & Bryant, P. (2006). Improving literacy by teaching morphemes. 

London, UK: Routledge. 



102 

 

  Reutzel, R. Brandt, L., Fawson,  Jones, D. (2014). The Elementary School 

 Journal 115:1, 49-72  

Ritchey, K. D., & Goeke, J. L. (2006). Orton-Gillingham and Orton-Gillingham-

Based Reading Instruction: A Review of the Literature. Journal Of Special 

Education, 40(3), 171-183. 

Vickery, K. S., Reynolds, V. A., & Cochran, S. W. (1987). Multisensory teaching 

approach for reading, spelling, and handwriting, Orton-Gillingham based 

curriculum, in a public school setting. Annals Of Dyslexia, 37189-200. 

doi:10.1007/BF02648066 

 

 

 

 

 

 

 

 

 

 

 

 



103 

 

Appendix A: HRSB Approval 

 

 

 
Dear Diane, 
 

Thank you for submitting your revisions.  You have addressed all of the concerns listed in 
your conditional approval. The HSIRB has completed its final review of your proposal and 
is granting approval of this proposal.  
Please note that if you intend on venturing into topics other than the ones indicated in 
your proposal, you must inform the HSIRB about what those topics will be. Should any 
other aspect of your research change or extend past one year of the date of this email 
notification, you will need to file those changes or extensions with the HSIRB and receive 
approval of the changes before implementation.  If you need a hard copy letter indicating 
your approval status for record keeping purposes, please let me know.  
One last step. We need to collect your electronic signature(s). If (each of) you 
could respond to this email with your own name and the project title in the subject 
line, that will serve as your electronic signatures. Please do not hesitate to contact 
me if you have any questions. 
  

Good luck with your research! 
 
 

Take care, 
Jean 

 
 
 
 
Dr. Jean L DesJardin 
Chair, Human Subjects Institutional Review Board 
Moravian College 
hsirb@moravian.edu 
desjardinj@moravian.edu 
610-861-1317 
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Appendix B:Principal Approved Consent Form  
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Appendix C: Parent Consent Form 
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Appendix D: Student Consent Form 
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Appendix E: Learning Style Survey 
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Appendix F: CORE Survey 
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Appendix G: Rewards Multisyllabic Word Reading Survey 
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Appendix H: DIBELS Oral Reading Assessment 
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Appendix I: Sample Page from Field Log 

 

 

 
 

 

 

 

 



117 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 



118 

 

Appendix J: Scholastic Reading Inventory Chart 
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Appendix K: Sample Page from Coding Index 

 

EDUC 702: Reflective Practice Seminar 

Diane Treichler 

Analytic Memo: 

 

Coding Index, Coding Graphic Organizer, and Preliminary Theme Statements 

 

Codes Dates  Related  

Codes 

Multisensory/Learning 

Styles 

9/12, 9/13, 9/25, 9/26, 9/27, 10/2, 

10/3, 10/5, 10/18, 10/23-26, 11/2, 

11/9, 11/13, 11/15, 11/27, 11/29, 

12/5 

 

                                                 

Auditory 

Tactile 

Visual 

Kinesthetic  

Prefix 9/25, 9/26, 9/27, 10/3, 10/5, 10/18, 

10/23-26, 12/4-12/5 

added to the 

beginning of an 

existing word 

Suffix 9/25, 9/26, 9/27, 10/2, 10/3, 10/5, 

10/18, 10/23-26, 12/5 

added to the end 

of word 

Word Origin Root 

words 

9/25, 9/26, 10/18, 10/23-26, 12/5 word meaning 

spelling, 

comprehension 

Fluency  

Oral Structure 

9/15, 9/20, 9/28, 10/4, 10/19, 12/1 read with speed, 

accuracy, and 

proper 

expression, flow 

4 Part Processor 

Concept 

9/25, 9/26, 9/27, 10/2, 10/3, 10/5, 

10/18, 10/23-26, 11/2, 11/9, 

11/13, 11/15, 11/27, 11/29, 12/5 

 

phonological 

orthographic 

Meaning 

Context 

Word Meaning 9/20, 9/25, 9/26, 9/28, 10/18, 

10/23-26, 10/30, 11/3, 12/5 

comprehension 

vocabulary 

Spelling 

Student 

Engagement 

9/8, 9/13, 9/25, 9/26, 10/2, 10/3, 

10/23-26, 11/29, 11/30, 12/5 

Motivated 

Interest Gallery 
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Pre & Post 

Assessments 
 

9/8, 9/11, 9/18, 9/19, 10/30, 11/3, 

12/12 

Baseline 

Data, Formative  

Summative 

Oral DORF 

Running Records 

Retell  

8/31, 10/4, 10/11, 10/19, 11/1, 

11/9, 11/16,11/30,12/7 

Weekly progress 

Monitoring 

Student 

Growth 

Progression 

Context/Setting 9/8 ~ current Seating, 

Classroom 

Environment 
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 Appendix L : Prefix / Suffix Chart  

 

 

 

 

 

 

 
 

 

 

 

 

 

 



122 

 

Appendix M: Gradual Release of Responsibility Model 
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