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Nearly every day, educators encounter students who struggle to read classroom materials and
comprehend what they read. Reading difficulties are common in students at all grade levels, and if not
remediated, are associated with poor academic performance and adverse post-secondary outcomes
(Salinger, 2011). Raising low literacy achievement has been a long-term challenge. Despite diligent
improvement efforts in schools and countless federal and state mandates aimed at improving literacy,
over 60% of children in Ohio and the nation are still not reading proficiently (National Assessment of
Educational Progress, 2019). Although educators have completed years of college coursework, many
continue to feel at a loss for how to help students at all levels learn to read proficiently. Fortunately, we
now know what to do to help students become skillful readers (Fletcher et al., 2019; Kilpatrick, 2015;
Seidenberg, 2009).

This first module aims to provide you with an overview of a widely accepted reading model known as
the Simple View of Reading. The Simple View clarifies those elements of reading associated with reading
proficiency. Potentially, the Simple View of Reading can serve as a guide for determining what skilled
readers do well and the weaknesses that lead to reading comprehension problems. By completing this
module, we hope you will gain the necessary background knowledge to continue with further modules
that delve deeper into best classroom practices in literacy instruction.

Potentially, the Simple View of Reading can serve as a guide for determining what skilled readers do well
and the weaknesses that lead to reading comprehension problems. 

Although some of this information may differ from what you have previously learned about reading
development, we urge you to keep an open mind. Science is ever-evolving, and with new brain scan
imaging and research from multiple fields, we now know more than ever before about how individuals
learn to read. Be at ease knowing that this module is grounded in reading science and aligned with
Ohio’s Language and Literacy Vision described in Ohio’s Plan to Raise Literacy Achievement.
 

Simple View of Reading: Module Outline/Text

Module Description

Introduction
It is estimated that about one-third of U.S. fourth-grade students have difficulty with reading and cannot
comprehend grade-level material (National Assessment of Educational Progress, 2019). This statistic has
not changed much over the past 30 years. Given the high prevalence of literacy problems in American
school children, it is probably safe to assume that you have encountered struggling readers in your
career as an educator.
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The Simple View of Reading

There are many reasons why children have problems making sense of a written text. This module will
focus on a well-supported theory of reading comprehension proposed by Gough and colleagues called
the Simple View of Reading (Gough & Tunmer, 1986; Hoover & Gough, 1990). The Simple View of
Reading has been useful in understanding reading difficulties (Joshi, 2019). It clearly describes the broad
components needed to achieve reading comprehension and offers insights into what is needed to
remediate student reading problems. 

Based on the NAEP data, 6 out of every 10 students are not reading proficiently. Furthermore, 9 out of
every 10 Ohio students with a disability are not reading proficiently. 

Reading Difficulty
It is estimated that about one-third of U.S. fourth-grade students have difficulty with reading and cannot
comprehend grade-level material (National Assessment of Educational Progress, 2019). This statistic has
not changed much over the past 30 years. Given the high prevalence of literacy problems in American
school children, it is probably safe to assume that you have encountered struggling readers in your
career as an educator.
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Over three decades ago, Philip Gough and William Tunmer sought to clarify the general processes that
contribute to skilled reading. In 1986, they proposed a theory called the Simple View of Reading (Gough
& Tunmer, 1986). The Simple View of Reading identified two broad skills that predict reading
comprehension: the ability to (1) read the words on the page and (2) the ability to understand oral
language. According to this theory, individuals need to have skills in both word recognition and language
comprehension to understand what they read. To put it another way, an individual’s ability to
comprehend the meaning of a text will depend on how well they can read the words and make sense of
them.
Experimental, neuropsychological, and developmental studies have confirmed that word recognition
and language comprehension are two separate processes that account for nearly all differences in
reading comprehension performance (Gough & Tunmer, 1986; Hoover & Gough, 1990; Hoover &
Tunmer, 2018; Lervåg et al., 2018). This Simple View of Reading is now considered one of the most
research-supported frameworks of reading. For this reason, it forms the basis of numerous literacy
reforms across the nation (An example of this can be found in Ohio’s Plan to Raise Literacy
Achievement).
 

The Simple View of Reading

The Simple View Formula

The formula suggests that an individual’s reading comprehension can be predicted if their decoding skills
and language comprehension abilities are known.

In the Simple View formula, the numerical values associated with Word Recognition and Language
Comprehension can range between 0 (no skill or ability) and 1 (perfection). Those values are then
multiplied to determine Reading Comprehension. It is important to recognize that the numbers assigned
to Word Recognition and Language Comprehension are not added together.
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The Simple View of Reading clarifies the role of decoding in
reading. Without word recognition skills, students cannot
become strong readers. 

When decoding skills are minimal, reading problems occur.
Reading comprehension is drastically limited when
students cannot accurately read words, even if the
students have strong oral language skills. Students with
word-level reading disabilities, dyslexia for example, often
show this pattern of weak decoding skills relative to
language comprehension abilities. Educators may also
observe this pattern in students who have not been
properly taught to read.

Reading problems can occur the other way as well, where a
student may have excellent word reading ability but show
poor language comprehension skills. Educators might see
the latter in students learning a second language, students
who have impairments in their language development,
those with autism spectrum disorder, as well as students
who come from language-impoverished backgrounds.

Some students show weaknesses in both word reading and
language comprehension. Reading comprehension is
significantly impacted when both variables are weak
because of the multiplier effect in the Simple View formula. 
 

The Critical Role of Decoding

Without Word Recognition Skills, Students Cannot Achieve Reading Comprehension
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Test Your Knowledge: Fact or Myth?
Try applying what you have learned about the Simple View of Reading so far to determine if the
following statements are facts or myths. Fold the paper in half to cover up the answers then unfold to
see if you were correct.

Strong word recognition skills are not
necessary to achieve reading

comprehension as long as a student's
language abilities are strong. 

Fact Myth 

Although it is a common belief that strong language
skills can be used to compensate for weak decoding

skills, research shows that this is actually a myth.
The Simple View makes clear that reading

comprehension cannot occur unless both language
and word recognition skills are strong.

Myth 

Reading Comprehension is an
outcome, not a skill that can be

taught.

Fact Myth 

Reading comprehension is not a skill you can
teach. Rather, it is the product of word

recognition and language comprehension. It is
critical to teach students word recognition skills
and language comprehension skills in order for

students to be able to comprehend text. 

Fact 
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The Simple View of Reading in the Classroom

Student with weak decoding skills and strong language comprehension skills

Student with some word decoding needs as well as some 
needs in language comprehension 
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Learning to Read is Not Simple: A Complex Set of Skills
Many complex skills are needed for reading comprehension. A range of subskills exists under the
umbrellas of word recognition and language comprehension. Take language comprehension, for
example. Language comprehension develops from grammar, inference skills, vocabulary, background
knowledge, and knowledge of story structure, among many other complex language components. You
can also dissect word recognition into multiple subcomponents that influence one another in their
development. Phonological awareness, letter-sound knowledge, decoding skills, and sight recognition all
contribute to automaticity in word recognition.
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Even though it’s called the Simple View of Reading, learning to read is far from simple. For example,
below is a graphic of  the Convergent Skills Model created by Dr. Frank Vellutino and colleagues (2007)
which illustrates even more components of literacy and their relationship to reading comprehension. As
you can see for yourself, a lot is going on here! Do not worry; there will not be a test on this figure. 
The purpose of including it here is to show that learning to read IS very complex! The Simple View is
helpful because it condenses the information represented by the Convergent Skills Model into a less
overwhelming framework. The Simple View takes all the essential components of reading
comprehension (as seen in the light blue circles) and assigns them to the word recognition and language
comprehension domains (as seen in the green and gold circles, respectively). The outcome is skilled
reading comprehension (the purple star)

 

Far from Simple
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The Changing Emphasis of 
the Components of Reading
In addition to clarifying what reading components
need to be taught, the Simple View also helps
educators determine the level of “emphasis” on
Word Recognition and Language Comprehension
based on each students’ individual development.

One common sense concept underlying the Simple
View is that skilled reading is not possible without
word recognition. For this reason, most students
require more emphasis on decoding in the early
grades to firmly secure their foundational reading
skills. Less emphasis on decoding is needed in
later grades – of course, recognizing individual
variation. Once students have gained proficiency
with word recognition skills, continued instruction
in phonological awareness, phonics and decoding
skills will not contribute substantially to growth in
reading skills. 

Conversely, although language comprehension is
important in all phases of reading, it tends to be
most crucial in the later grades, when the
comprehension demands of the academic
curriculum dramatically increase.
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The graphic above illustrates the changing instructional emphasis on component reading skills
throughout the grade span. You can find the “Big Ideas” of reading listed on the very left column
of the chart. Their corresponding subskills are placed in each row under specific grade levels.
The “Big Ideas” of reading align with the broad reading skills represented in the Simple View.
The graphic highlights the reading skills (shown in orange) that educators should emphasize at
each grade level as students develop language and literacy skills. 
  
As you can see from the chart, the emphasis of instruction shifts from word recognition
components in kindergarten through 3rd grade to language comprehension components in 4th
grade and beyond. It is crucial to understand that this chart does not imply that educators
should focus on only one reading component per grade level. Instead, it highlights the
adjustments needed to the time spent instructing the different reading elements at each grade
level. Students acquiring reading proficiency need word recognition and language
comprehension instruction at every grade; however, the instructional emphasis on each
component changes as students become proficient readers. 

WWW . A L LOH I O L I T E R A C Y . O RG



Developing Word Recognition Skills
To achieve reading proficiency, students must acquire word recognition skills at the developmentally
appropriate time so that they can keep up with increasingly complex demands associated with reading
for information and comprehension in the academic curriculum. Strong decoding skills enable students
to access academic tasks at higher levels and confront more advanced texts. As students increase their
ability to automatically recognize words, they can devote more mental energy to understanding the
complex language and ideas conveyed in the text. 

Teaching accurate and automatic word reading should be the top priority in every classroom. Students
who achieve fluent and automatic word recognition have an easier time reading grade-level texts.
Through exposure to complex, grade-level text, students can build their academic vocabulary and
language structures that together with accurate and fluent word recognition lead to increased reading
comprehension.
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Developing Word Recognition Skills
A robust body of research supports the use of phonemic awareness and phonics instruction in
classroom practice as necessary for students’ ability to read words accurately and easily (Brady, 2011;
Foorman et al., 2006; National Reading Panel, 2000). Phonics instruction teaches the relationship
between letters or letter combinations and sounds in written form. It teaches students to uses these
relationships to write and read words. Phonemic awareness instruction involves teaching children to
focus on and manipulate individual speech sounds in words. Students need to become aware of how
the sounds in words work before they learn to read words. The National Reading Panel (2000) found
that students who received systematic phonemic awareness and phonics instruction were better
readers than those who received unsystematic instruction. 

Whole Word Memorization vs. Teaching Phonics

Beginning readers who focus on letter-sound relationships rather than
larger syllabic units or trying to learn whole words, strengthen areas of

the brain best wired for reading.

When Should Systematic and Explicit Instruction Begin?

Systematic and explicit phonics instruction is most effective when
introduced in kindergarten and first grade.

The Prevention Effect

By offering ALL children explicit, systematic early reading instruction with
phonics and phonemic awareness at its core, fewer children struggle

later.
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Phonemes are the smallest units of sound. The / / around
a letter refers to the phoneme, not the letter name. 

Phonemic Awareness and Phonics
Phonemic awareness instruction involves teaching children to focus on and

manipulate individual speech sounds in words. Students need to become
aware of how the sounds in words work before they learn to read words. 

Phonics instruction teaches the relationships between letters or letter
combinations and sounds in written form. It teaches students to use these

relationships to write and read words. 
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Systematic instruction consists of teaching reading skills in a logical, preplanned sequence rather
than highlighting skills as they appear in a text. Systematic phonics instruction may begin with
consonants and short vowel sounds and then introduce consonant digraphs and blends. One
concept builds upon another. A good sequence of skills proceeds from the easiest concepts to the
most complex. Here is one example of a scope and sequence of skills for phonics instruction. By
introducing phonics skills in a sequence, one at a time, it is easier to tell which students have
mastered which spelling/sound patterns and who needs more instructional support. As with phonics,
phonemic awareness skills can also be taught in a sequence that follows a continuum of complexity.

When phoneme awareness and phonics are taught systematically, instruction includes step-by-step
routines and procedures that teach elements of a specific skill, such as how to segment and blend
sounds to spell and read words. Students may be offered temporary scaffolds as new skills are
systematically introduced (e.g., manipulatives/counters, verbal cues, or written prompts such as
letter cards or picture mnemonics). All concepts are practiced to automaticity and regularly reviewed
throughout the school year to maintain learning. 

When using a systematic approach, the texts and materials used for practice relate to the instruction.
For example, early text for beginning readers includes phonics elements that match the skills
introduced through the phonics scope and sequence. Decodable text is a type of text that is carefully
sequenced to include words consistent with the phonics skills or spelling concepts that have been
directly taught to students. Teachers of beginning readers and reading interventionists at all grade
levels should have access to this type of text as a core teaching resource. To see a list of decodable
text sources, please visit this resource from The Reading League.

S Y S T E M A T I C  I N S T R U C T I O N
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H O W  T O  T E L L  I F  Y O U R  

I N S T R U C T I O N  I S  S Y S T E M A T I C  

Your instruction is based on a pre-planned, sequential phonics and phonemic
awareness curriculum

Prerequisite skills are taught first, with beginning readers receiving considerable
initial emphasis on phonics skills

Instruction starts with simpler concepts (such as the m sound or the t sound) before
introducing more complex concepts (e.g., when the letter c sounds like s or k)

Students are taught sounds for corresponding letters or letter combinations and
how to blend them (phonic decoding)

Spelling instruction aligns with and extends what students learn in phonics.

Complex skills are broken down into smaller chunks and taught using step-by-step
procedures

Beginning readers are provided texts that follow the systematic progression of
phonics elements taught to secure phonic decoding

Phonemic awareness, phonics, and decoding instruction is evident until students
are both accurate and automatic with these skills

Instruction includes ongoing review of phonics concepts
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 First, you directly explain and show students what you want them to do (“I Do”).
 In the next step, you practice the skill together (“We Do”).
 Finally, you have students practice what you taught them on their own (“You Do”).

Explicit instruction involves the teacher actively leading students through activities before expecting
them to complete tasks independently. Explicit instruction is sequential, moving from one step to the
next.

1.
2.
3.

When teaching the phonological awareness skill of blending, for example, the teacher may begin by
showing students how to blend sounds into a word and fully explaining how to put sounds together
to make a word. In following steps, explanations may be gradually faded until, the students are
blending sounds into words themselves.
When instruction is explicit, students are not expected to discover literacy concepts simply from
exposure to text and oral language. It is unambiguous (e.g. telling students what sound the letters ai
represent, instead of asking them to figure it out on their own). Before trying a new skill, students
have already been walked through the procedure and the concepts behind the task (Archer &
Hughes, 2011).

An explicit approach to instruction is important for all students who are learning new reading skills,
and it is essential for students with learning difficulties. Explicit instruction provides clear language,
gestures, demonstrations, and repetitions to English learners who are still learning to decode.

E X P L I C I T  I N S T R U C T I O N
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Explicit Lessons
An explicit phonemic awareness or phonics lesson incorporates consistent instructional routines so that
students can focus on learning the new skill or concept. During an explicit lesson, students receive
plenty of supervision, feedback, and practice to build accuracy and fluency with the new skill or concept.
At risk readers and students with disabilities may need more practice opportunities than their peers.
Teachers can create practice opportunities through guided and independent practice.

Some criticize explicit teaching as “drill and kill” that dulls creativity and engagement. Research does not
support this view (Archer & Hughes, 2011). When done correctly, explicit instruction is engaging and can
be especially helpful for students at risk of reading failure (Foorman et al., 1998; Snow, 2016).

Guided Practice

The teacher supervises and supports students with feedback as they
practice a skill that has been previously demonstrated.

Independent Practice

The teacher encourages students to apply skills that have been
previously taught after they begin to show mastery of the new skill. The
students perform the skill individually or in a small group, showing what

they have learned. The teacher offers specific feedback and provides
additional instruction to those who need it.

Examples of Explicit Phonics Routines

Phonemic Awareness Instructional Routines (K-1)

Phonics Instructional Routines (K-1)

Phonics Instructional Routines (2-3)

Explicit Beginning Phonics Routines

Explicit Advanced Phonics Routines (3+) 
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The Ultimate Goal
The ultimate goal of explicit, systematic teaching of word recognition skills is for students to
automatically and fluently apply new concepts to reading and writing words and text. To meet the goal
of successful learning and application of skills, well-designed phonics and decoding programs
encourage frequent opportunities to practice the skills through dictation exercises and reading words in
isolation and connected text. The texts, materials, and strategies used during practice activities should
reinforce the concepts and strategies being taught in the explicit, systematic lessons. For example, the
texts used in beginning reading instruction should include many words that children can decode to
encourage the application of learned phonics skills. Otherwise, children may guess at words containing
unknown phonics patterns. 

We also do not want students relying on unproductive ways to approaching decoding, like using context
clues or accompanying illustrations to “guess” unknown words. These strategies are not supported by
research and can actually interfere with the permanent storage of connected sounds and letters of
words as instantly recognizable “sight words.”

Overtime, as students become more efficient in their decoding, they can move to less controlled and
more authentic texts. By second grade, most students are ready for advanced phonics. Advanced
phonics supports students’ continued learning about the structure of words and meaningful word
parts. Advanced phonics includes morphology and decoding multisyllable words. 
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Developing Language Comprehension Skills
Reading words is necessary to support comprehension, but it’s only one part of the Simple View
equation. Once word recognition is sufficient to decode a text, students’ language comprehension
becomes a more critical influence on their reading comprehension (Garcia & Cain, 2014; Lervåg et al.,
2018). Language comprehension helps students interpret words, sentences, and discourse.

The Simple View of Reading shows how a reader must draw upon their language comprehension skills
to extract and construct meaning from text. To do this, a reader must have a well-developed
vocabulary, background knowledge, understanding of syntax, verbal reasoning (e.g., inferencing) skills,
print awareness, and knowledge of text structures (Scarborough, 2001). These language elements
contribute to strategic reading comprehension if the reader has the prerequisite skills to accurately
read the words on the page. In the following sections, you will learn how to help your students gain
more from their reading by strengthening various language comprehension components.
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Background Knowledge
The National Reading Panel (2000) identified vocabulary knowledge as one of the most important areas
of comprehension. A reader must be able to successfully recognize the meanings of the words they
decode. Direct instruction on vocabulary words, especially words likely to be encountered in academic
domains and texts, is an effective way to build students’ vocabulary knowledge. To help students learn
new vocabulary words, Beck et al. 2000 recommends three steps for teachers: 1) provide student-
friendly definitions of a new words rather than dictionary definitions, 2) intentionally create context the
provides strong clues to the word’s meaning rather than text-based context, and 3) actively engage
students right away with the new words through short, fun activities. Examples and non-examples,
pictures, and discussions are used to expose students to new words and their meanings.

"Reading tests are really
knowledge tests in disguise."

—Dr. Daniel Willingham, a psychologist at the
University of Virginia and author of The Reading

Mind: A Cognitive Approach to Understanding How the
Mind Reads 

Vocabulary
The National Reading Panel (2000) identified vocabulary knowledge as one of the most important areas
of comprehension. A reader must be able to successfully recognize the meanings of the words they
decode. Direct instruction on vocabulary words, especially words likely to be encountered in academic
domains and texts, is an effective way to build students’ vocabulary knowledge. To help students learn
new vocabulary words, Beck et al. 2000 recommends three steps for teachers: 1) provide student-
friendly definitions of a new words rather than dictionary definitions, 2) intentionally create context the
provides strong clues to the word’s meaning rather than text-based context, and 3) actively engage
students right away with the new words through short, fun activities. Examples and non-examples,
pictures, and discussions are used to expose students to new words and their meanings.

“The knowledge gap is real, and its effects are
profound. This book offers an accurate,

engaging, and clear description of the problem
and how to solve it. It’s a must-read for
educators, parents and policy makers.”

—Dr. Judith C. Hochman, founder of The Writing Revolution; co-
author, The Writing Revolution: A Guide to Advancing Thinking Through

Writing in All Subjects and Grades
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The following practices can help teachers use academic talk to promote students' reading skills:

The Critical Role of a Teacher
Teachers play an important role in creating high-quality language learning environments that
contribute to student comprehension of text. Research points to the importance of quality teacher talk,
such as the use of sophisticated language and complex words, as a powerful tool for building
knowledge and comprehending text. The more language input students receive, the more
opportunities they have to interpret the vocabulary, concepts, and ideas embedded in the talk. 

 Elevate teacher talk during instructional time and less formal times

It is important to be mindful of the vocabulary and language used during instruction. The way a teacher
talks influences vocabulary growth. Remember, the quality and type of words, not the amount of teacher
talk, matters most for students’ literacy skills (Le Saux & Gamez, 2015). Instead of using basic, commonly
used words, you might try using more unusual, descriptive, and/or multiple meaning words to elevate
the language in the classroom. For example, you might describe the school music concert as astounding,
impressive, and commendable or call the author’s writing imaginative, clever, and riveting. These same
words can become the focus of direct vocabulary instruction.  

In addition to using big and interesting words, we can also incorporate challenging sentence structures in
our discussions with students. During these interactions, you might encourage students to expand upon
their oral responses by rephrasing, elaborating, or completing their responses with more sophisticated
language. These simple teaching strategies can boost the language skills of all learners and help students
with some types of learning disabilities.

 

Increase opportunities for student talk

While students can learn a lot by listening, giving students ample talk time can also lead to great gains in
student literacy and engagement. Students benefit from practice saying new words, content specific
terms, and phrases in various contexts. One way to get students talking is to facilitate rich academic
discussions centered on critical topics or ideas featured in text. When students engage in academic talk,
they share opinions, justify them with evidence, actively process important content, and learn from their
peers. A teaching approach called Academic Conversations (Zwiers & Crawford, 2011) supports student
discussion skills across the content areas. These skills include elaborating and clarifying, supporting ideas
with examples, paraphrasing, synthesizing information, and building on and/or challenging a partner’s
ideas. During an academic discussion, it is important to prompt students to build upon each other’s
responses. This downloadable chart includes sentence stems that can help students respond to others’
comments using complete sentences.
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Use read-alouds to teach background knowledge and vocabulary

Elementary students and those with educational disabilities that impact word recognition skills can often
comprehend far more complex text through listening than reading. Engaging read-alouds filled with big
words and rich language make it possible for students at all reading levels to build critical background
and vocabulary knowledge using text that is more complex that what they can read independently.
Read-alouds provide students with models of sophisticated language featured in more advanced texts
that they will eventually be reading on their own. Texts used for read aloud should be content-rich and
well above grade level. In the K-2 grade band, texts that are read aloud should be at least 2 years above
what students can read on their own.

Maximizing Language Comprehension Growth in Struggling
Readers
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Maximizing Language Comprehension Growth in Struggling
Readers

Because the classroom is a central place where students are exposed to the specialized language and
content featured in written text, students in need of interventions should not be pulled out from core
instruction to receive special support. Ideally, interventions should supplement the curriculum, instead
of taking the place of core instruction, to avoid widening achievement gaps.

For older students and struggling readers (grade 2 and beyond), the crucial implication is to ensure that
every student has the opportunity to work with complex, grade-level text, regardless of reading level,
disability status, and cultural and linguistic background. 

An important reason to include complex text in every student’s literacy program is that the language
elements needed to comprehend the reading materials used in advanced grade levels are often only
encountered in complex written texts. Students are unlikely to meet the words, expressions, syntax,
and conventions used in advanced texts through oral discourse alone. Unfortunately, many popular
literacy programs encourage teaching students with text at their “instructional levels” despite limited
evidence supporting learning benefits from student-text matching (Shanahan, 2014; Shanahan, 2019).

For the struggling reader, a steady diet of below grade-level guided reading texts over time can limit
their exposure to the rich content and complex language needed for reading comprehension,
amounting to fewer opportunities for learning. 

In fact, recent research indicates that students learn more from reading texts two grade levels above
their identified reading levels (Brown et al., 2018). Another study of adolescents found that limiting
instructional materials to texts that students can already read reasonably well provided no learning
advantage for most students (Lupo et al., 2019). 

Of course, simply exposing students to complex text will not raise their reading achievement without
accompanying instruction and scaffolds. 

Check out the resource section in this resource document to help you promote language development
and content acquisition in all learners through deep engagement with complex text.
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Implications for Educational Practice: 
A Summary of What to Teach

 Accurate and Fluent Word Recognition

Explicit and systematic phonemic awareness
Explicit and systematic phonics and spelling
Fluency with sight word recognition built through letter-sound connections

 

Skills that Build Language Comprehension

Explicit vocabulary instruction
Reading and writing instruction connected to content standards
Read alouds from challenging texts
Students reading texts at grade level, with scaffolded supports to access complex texts
Classroom talk and discussion of texts to increase language, practice vocabulary, and build
knowledge
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Summing it Up
In this module, you’ve learned about the Simple View of Reading, a widely accepted theory of the
aspects of reading that students must learn to comprehend what they read. The Simple View of
Reading is a valuable framework for understanding literacy development and the individual differences
in reading. It expresses in one straightforward equation that a student must be able to read words
accurately and understand spoken language to become a skilled reader. It is not an either/or way to
develop proficient readers. Furthermore, the Simple View of Reading shows how poorly developed
skills in one or both sides of the equation can impact the process of learning to comprehend written
text.

Although the Simple View of Reading is not a model about how to teach reading, its instructional
implications should not go unnoticed. As you learned earlier, reading instruction must develop
language comprehension and include the explicit, systematic teaching of word recognition skills. The
amount of time devoted to teaching word recognition and language comprehension should reflect the
needs of the student and the changing developmental emphasis at different grade levels. When
informed by the Simple View and other researched practices, comprehensive and complete literacy
instruction can help pave the way to improved reading outcomes for all of Ohio’s schoolchildren.

Reading comprehension depends on both word
recognition and language comprehension.

 

All students need appropriate instruction in both
components of the Simple View of Reading; however,

the emphasis of instruction shifts throughout the
grade levels as students progress toward proficiency.

4 Things To Remember

Poor reading comprehension is the result of poor word
recognition, poor language comprehension, or both.

 

Appropriate instruction in the skills that underpin
accurate word recognition and strong language
comprehension can promote reading skills in all.

 

Reading comprehension depends on both word
recognition and language comprehension.

 

The emphasis of instruction on the components of
the Simple View of Reading shifts through the grade

levels as students progress toward proficiency.
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