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vi

Preface

Creating Literacy Instruction for All Students will not tell you how to teach read-
ing and writing. Providing literacy instruction is in large measure a matter of 
making choices: Should you use basal reader anthologies or children’s books 

or both? Should you teach children to read words by patterns or to sound out words 
letter by letter, or both? Should you have three reading groups or four in your class, 
or no groups? There are no right answers to these questions. The answers depend on 
your personal philosophy, your interpretation of the research, the level at which you 
are teaching, the diversity of the students you are teaching, community preferences, 
and the nature of your school’s or school district’s reading program.

What this book will do is help you discover approaches and techniques that fit 
your teaching style and your teaching situation. Its aim is to present as fairly, com-
pletely, and clearly as possible the major approaches and techniques shown by re-
search and practice to be successful. This book also presents the theories and research 
behind the methods, so you will be free to choose, adapt, and/or construct approaches 
and techniques that best fit your style and teaching situation. You will be creating lit-
eracy instruction.

Although the text emphasizes approaches and techniques, methods are only part 
of the equation. Reading is not just a process; it is also very much a content area. What 
students read does matter, and, therefore, I have provided recommendations for spe-
cific children’s books and other reading materials. The basic premise of this book is 
that the best reading programs result through a combination of effective techniques 
and plenty of worthwhile reading material.

Because children differ greatly in their backgrounds, needs, and interests, the 
book offers a variety of suggestions about techniques and types of reading materials. 
The intent is to provide you with sufficient background knowledge of teaching meth-
ods, children’s books, and other reading materials to enable you to create effective 
instruction for all children.

This book also recognizes that reading is part of a larger language process; there-
fore, considerable attention is paid to writing and the other language arts, especially 
as these relate to reading instruction. Whether reading or writing is being addressed, 
the emphasis is on making the students the center of instruction. For instance, I 
recommend activities that allow students to choose writing topics and reading ma-
terials. Approaches that foster a personal response to reading along with a careful 
analysis of text are also advocated. Just as you are encouraged by this text to cre-
ate your own reading instruction, students must be encouraged to create their own 
literacy.

Changes to the Tenth Edition
During the time that has elapsed since the publication of the ninth edition of this book, 
it has become clear that advances in technology have accelerated and that technology 
is playing an increased role in students’ lives. It is also clear that technology has much 
to offer in both literacy assessment and instruction. Throughout this revised text, pos-
sible uses of technology have been highlighted, with an emphasis on resources that 
are of high quality but of low or no cost. Also emphasized in this revision is a do-
whatever-it-takes attitude. Several research studies, which are explored in this revi-
sion, offer convincing proof that almost all students can be brought up to grade level 
or close to it if they are provided with the instruction and practice that is required. 
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Preface vii

One key is deliberate practice in the form of lots of reading on the students’ levels but 
moving up as the students gain in skills.

As with previous revisions, the tenth edition also contains updated information 
and research as well as the additions and revisions listed below.

Chapter 1: The Nature of Literacy

• Expanded information on literacy theories.

• Discussion of critical literacy

• Update of performance of students on national and international tests

• Clarification of the meaning of NAEP designations

• Discussion of Every Student Succeeds Act

• Discussion of differentiating instruction

• Added information on developing self-efficacy and a growth mindset

• Discussion of collective teacher efficacy, a top factor in effective programs

• Discussion of success criteria

Chapter 2: Teaching All Students

• Expanded discussion of reading disabilities

• Discussion of dyslexia

• Additional information for working with students who have ADHD

• Additional information for working with students on the autism spectrum

• Explanation of need to build academic identity

• Comparison of RTI and MTSS

• Example of the importance of having teachers see the impact of their teaching

Chapter 3: Assessing for Learning
Discussion of the impact of the Every Student Succeeds Act, including assessment 
requirements

• Expanded explanation of use of technology in assessment

• Discussion of formats for traditional and new assessment items

• Fuller discussion of reliability

• Fuller discussion of measuring growth

• Fuller discussion of computer adaptive tests

• Discussion of success criteria

• Fuller discussion of student self-assessment

• Explanation of steps for implementing assessing for learning

Chapter 4: Fostering Emergent/Early Literacy

• Expanded discussion of concept of word and voice-to-print match

• Expanded discussion of parents’ role in literacy development

• Discussion of the power of invented spelling

• Expanded discussion on teaching letter names

• Expanded coverage on phonological awareness
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viii Preface

• Fuller discussion of literacy instruction in pre-K and K

• Discussion of why today’s first graders are better prepared for literacy instruction

Chapter 5: Teaching Phonics and Syllabic Analysis

• Added practice activities

• Added suggestions for using technology

• Discussion of sound and visual blending

• Discussion of single-sound and successive blending

• Explanation of split digraphs as an alternative way of presenting final-e patterns

• Expansion of major word patterns

• Expanded information on assessing phonics knowledge

Chapter 6: High-Frequency Words, Fluency, and Extended 
Reading

• Suggestions for assessing the ability to read high-frequency words

• Expanded discussion of oral vs. silent reading

Chapter 7: Building Vocabulary

• Added information on word tiers

• Expanded suggestions for teaching new words

• Discussion of storytelling as an approach to developing vocabulary

• Explanation of an extended introduction for presenting new vocabulary words

• Added information on teaching morphemic analysis

• Expanded discussion of electronic dictionaries

• Description of a variety of vocabulary programs

• Expanded information on assessing vocabulary

• Suggestions for aiding students whose vocabularies are underdeveloped

Chapter 8: Comprehension: Theory and Strategies

• Expanded explanation of mental model theory of comprehension

• Explanation of techniques for integrating and synthesizing text

• Expanded discussion of role of interest in comprehension

• Added information on modeling strategies

• Suggestions for more thoroughly teaching students how to support responses

• Expanded discussion on visualizing

• Expanded discussion of embodied comprehension, which involves carrying out 
actions specified by the text in order to understand the text

Chapter 9: Comprehension: Text Structures and Teaching 
Procedures

• Added discussions of using text structure to aid comprehension

• Added suggestions for using questions to foster deeper understanding

• Expanded discussion of the steps in a guided reading lesson
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Preface ix

• Discussion of the importance of a text walk for struggling readers

• Discussion of the importance of providing adequate pre-reading preparation

• Explanation of guided close reading of informational text

• Expanded coverage of critical (evaluative) reading

• Discussion of reflective reading

Chapter 10: Reading and Writing in the Content Areas and 
Study Skills

• Contrasting content-area with disciplinary literacy

• Discussion of shallow reading and ways to overcome it

• Expanded explanation of using writing to support comprehension

• Explanation of concept sorts

• Discussion of infographics

• Increased coverage of digital texts

• Discussion of the use of scaffolding to help student reads difficult texts

• Suggestions for using Simple English Wikipedia, digital aids, and differentiated texts

• Discussion of open educational resources

• Listing of high-quality informational websites

• Added information about using primary sources

• Expanded discussion of using content to teach English learners

• Added information about the importance of retrieval as a study skill

• Explanation of steps for preparing students for required assessments who are 
reading significantly below level

Chapter 11: Reading Literature

• Expanded coverage of close reading

• Discussion of text-based interpretations of literature

• Expanded discussion of a close reading lesson

• Suggestions for using annotations

• Expanded discussion of reader’s theater

Chapter 12: Approaches to Teaching Reading

• Discussion of digital programs, blended learning, and adaptive programs

• Expanded discussion of thematic teaching

• Discussion of use of reader’s notebook

• Extended discussion of use of leveled readers

• Increased coverage of guided reading

• Expanded coverage of project learning

• Suggestions for creating a literacy program

Chapter 13: Writing and Reading

• Emphasizing the importance of building foundational writing skills

• Discussion of a lesson for developing a strategy for adding details
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x Preface

• Expanded discussion of techniques and procedures for teaching revision skills

• Listing of sources that publish children’s writing

• Expanded discussion for holding effective writing conferences

• Suggestions for assembling mentor texts

• Expanded discussion of the role of author’s chair

• Expanded discussion of teaching English learners to write

• Discussion of Self-regulated Strategy Development, a technique that is especially 
effective with struggling writers

• Teaching students how to write annotations

• Explanation of a guide for writing an argument piece

• Expanded discussion on the assessment of writing

Chapter 14: Creating and Managing a Literacy Program

• Expanded discussion of Universal Design For Learning (UDL) guidelines

• Discussion of teacher-created curriculum and resources

• Discussion of online curriculum resources

• Expanded discussion of working with parents

• Expanded discussion of using Internet resources both for instruction and 
professional development

• Expanded discussion of Professional Learning Communities

Organization of the Text
The text’s organization has been designed to reflect the order of the growth of lit-
eracy. Chapter 1 stresses the construction of a philosophy of teaching reading and 
writing, including the concepts of close reading and reader response. Chapter 2 
stresses the need to prepare every child to be college and career ready and discusses 
the diversity of students in today’s schools and some special challenges in bringing 
all students to full literacy. Chapter 3 presents techniques for evaluating individuals 
and programs so that assessment becomes an integral part of instruction. Chapters 
4 and 5 discuss emergent literacy and basic decoding strategies, including phonics 
and syllabic analysis. Chapter 6 explores high-frequency words, fluency, and the role 
of extended reading in developing automatic word recognition and fluency. Chap-
ter 7 presents advanced word-recognition skills and strategies: morphemic analysis, 
dictionary skills, and techniques for building vocabulary. Chapters 8 through 10 are 
devoted to comprehension: Chapter 8 emphasizes comprehension strategies that stu-
dents might use, including those needed to read complex text; Chapter 9 focuses on 
text structures and teaching procedures; Chapter 10 covers the application of com-
prehension skills in the content areas and through studying. Chapter 11 takes a step 
beyond comprehension by focusing on responding to literature.

Chapters 4 through 11, which emphasize essential reading strategies, consti-
tute the core of the book. Chapters 12 through 14 provide information on creating 
a well-rounded literacy program. Chapter 12 describes approaches to teaching read-
ing. Chapter 13 explains the process approach to writing narrative, informational, and 
persuasive text and discusses how reading and writing are related. Chapter 14 pulls 
all the topics together in a discussion of principles for organizing and implementing 
a literacy program. Also included in this final chapter are a section on intervention 
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Preface xi

programs, a section on technology and its place in a program of literacy instruction, 
and a section on professional development.

This text, designed to be practical, offers detailed explanations and numerous ex-
amples of applications for every major technique or strategy. Many suggestions for 
practice activities and reading materials are also included. I hope that this book will 
furnish an in-depth knowledge of literacy methods and materials so that the teachers 
and future teachers who use it will be able to construct lively, effective reading and 
writing instruction for all the students they teach.

MyLab Education
One of the most visible changes in the tenth edition, also one of the most significant, 
is the expansion of the digital learning and assessment resources embedded in the 
eText and the inclusion of MyLab Education in the text. MyLab Education is an on-
line homework, tutorial, and assessment program designed to work with the text to 
engage learners and to improve learning.  Within its structured environment, learners 
see key concepts demonstrated through real classroom video footage, practice what 
they learn, test their understanding, and receive feedback to guide their learning and 
to ensure their mastery of key learning outcomes. Designed to bring learners more 
directly into the world of K-12 classrooms and to help them see the real and powerful 
impact of literacy concepts covered in this book, the online resources in MyLab Educa-
tion with the Enhanced eText include: *

• Video Examples present brief video clips of literacy techniques being taught, stu-
dents being assessed, or explanations of key concepts by literacy experts.

• Application Exercises give learners opportunities to practice applying the con-
tent and strategies from the chapters. The questions in these exercises are usually 
constructed-response. Once learners provide their own answers to the questions, 
they receive feedback in the form of model answers written by experts. 

• Self-Checks are presented at the end of each section and align with each learning 
outcome. This is a powerful feature in the digital revision. In addition to enabling 
readers to check their knowledge of a section, the quizzes foster retrieval of es-
sential information, which promotes long-term memory. The quizzes also provide 
preparation for professional tests, such as the Praxis (ETS) or Foundations of Read-
ing exam that readers might be required to take.

• Study Modules can be found in the left navigation bar of MyLab. These inter-
active, application-oriented modules provide opportunities to learn foundational 
literacy concepts in ways other than reading about them. The modules present 
content through screen-capture videos that include animations, worked examples, 
and classroom videos. Each module consists of three parts: a Learn section that pre-
sents several key concepts and strategies, an Apply section that provides practice 
applying the concepts and strategies to actual teaching and learning scenarios, and 
an Assess section that contains a multiple-choice test to measure mastery. Topics 
include: Multi-Tier Systems of Support, Formative Assessment, Text Readability, 
Implementing Guided Reading, Using Nonfiction Structure and Features, and 
Writer’s Workshop.

• Content Extensions present additional information on key topics, such as sources 
of high-quality websites or motivating voluntary reading. Others feature a brief his-

* Please note that these enhancements are available only through the Pearson MyLab w/eText platform. 
Other third-party eTexts (i.e., Vitalsource, Kindle) might not contain these enhancements.
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tory of literacy instruction covered in the chapter, for example, a history of phonics 
or writing instruction.

• Guided Teaching Lessons are a series of semi-scripted lessons designed to show 
how a key technique might be implemented. The lessons provide step-by-step pro-
cedures and all necessary materials but encourage users to adapt the lessons to fit 
their instructional situations. These lessons can be printed by students for use in 
the classroom.
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xiii

Throughout the tenth edition of Creating Literacy Instruction for All Students, special peda-
gogical features draw the reader’s attention to issues of recurring importance in literacy 
instruction and foster retention and deeper understanding of key concepts.

Features of this Text

▼ Opening Learning Aids include Anticipation 
Guides, which are statements designed to 

probe students’ attitudes and beliefs about key 
concepts and practices that will be explored in the 
upcoming chapter. Using What You Know is an 
overview of the chapter and is designed to activate 
students’ background knowledge about the chapter 
content.
2 Chapter 1

Anticipation Guide
Complete the following anticipation guide. It will help to 
activate your prior knowledge so that you interact more 
fully with the chapter. It is designed to probe your attitudes 
and beliefs about important and sometimes controversial 
topics. Sometimes, we don’t realize that we already know 
something about a topic until we stop and think about it. By 
activating your prior knowledge, you will be better prepared 
to make connections between new information contained 
in this chapter and what you already know. There are often 

no right or wrong answers to Anticipation Guide statements; 
the statements will alert you to your attitudes about reading 
instruction and encourage you to become aware of areas 
where you might require additional information. After com-
pleting the chapter, you might respond to the anticipation 
guide again to see if your answers have changed in light of 
what you have read. For each of the following statements, 
select “Agree” or “Disagree” to show how you feel. Discuss 
your responses with classmates before you read the chapter.

Agree Disagree

1. Before children learn to read, they should know the sounds of most letters.

2. Reading should not be fragmented into a series of subskills.

3. Oral reading should be accurate.

4. Phonics should be taught only when a need arises.

5. Reading short passages and answering questions about them provide excellent practice.

6. Mistakes in oral reading should be ignored unless they change the sense of the passage.

Using what you Know
This chapter provides a general introduction to literacy instruction in preschool and grades 
K–8. Before reading the chapter, examine your personal knowledge of the topic so that you 
will be better prepared to interact with the information. What do you think reading is? What 
do you do when you read? What do you think the reader’s role is? Is it simply to receive the 
author’s message, or should it include some personal input? How about writing? What pro-
cesses do you use when you write? How would you go about teaching reading and writing 
to today’s students? What do you think the basic principles of a literacy program should 
be? What elements have worked especially well in programs with which you are familiar?

Major Theories of Literacy Learning  
and Language Development
“Awake! Awake!” These are the first words I remember reading. But the words were as 
magical as any that I have read since. Even after all these years, I still have vivid memo-
ries of that day long ago in first grade when reading came alive for me, and, indeed, 
awakened a lifetime of reading and a career as a reading teacher.

Reading is, first and foremost, magical, as those who recall learning to read or who 
have witnessed their students discover the process will attest. It opens the door to a 
vast world of information, fulfillment, and enjoyment. After having learned to read, a 
person is never quite the same.

Although magical, reading is complex. Becoming an effective teacher of reading 
requires grounding in the theories that underlie reading acquisition and instruction. As 
Pinnell, a noted literacy researcher and practitioner, states:

Teaching will miss the mark if it is not based on a coherent theory of learning. 
The word theory simply refers to the set of understandings that a teacher holds 
and believes about how children learn. Everything teachers do in the classroom 
proceeds from this set of beliefs and understandings, whether they are conscious 
of it or not. (2006, p. 78)
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Exemplary Teaching
Using Assessment to Reduce Potential Reading Problems

The PALS project makes heavy use of the Internet. 
When teachers report their scores, they get an immediate 
summary report. Principals can also get reports for their 
schools. The site contains instructional suggestions and a 
listing of materials. Instruction provided to students must 
be in addition to their regular classroom instruction. When 
retested in the spring, approximately 80 percent of kinder-
gartners identified as needing added help were making sat-
isfactory progress. Retention is not considered a means of 
providing additional assistance and is not the purpose of the 
Early Intervention Reading Initiative.

The purpose of the Early Intervention Reading Initiative in 
Virginia is to reduce the number of students in grades kin-
dergarten through 3 with reading problems by using early 
diagnosis and acceleration of early reading skills. The initia-
tive provides teachers with a screening tool that helps them 
determine which students would benefit from additional 
instruction. Schools are also given incentive funds to obtain 
additional instruction for students in need. Students are 
administered the Phonological Awareness Literacy Screening 
(PALS) instrument. According to PALS scores, approximately 
25 percent of students need additional instruction.

Summary
• Emergent literacy instruction attempts to capitalize on 

the literacy skills that the child brings to school. Stu-
dents form their own concepts of reading and writing. 
Knowing how students understand reading and writ-
ing, teachers can plan activities that build on these early 
conceptualizations.

• To foster literacy, the teacher immerses the class in read-
ing and writing activities. By reading to children, the 
teacher builds knowledge of story structure and story 
language, vocabulary, and background of experience. 
To build language, the school should use techniques to 
make the child an active partner in conversations and 
discussions. Through shared reading and language-
experience stories, including shared writing and dicta-
tion, basic literacy concepts and skills are built.

• Once primarily a matter of copying and learning let-
ter formation, writing in preschool and kindergarten is 
now seen as a valid means of expression. Children are 
encouraged to use invented spelling and write as best 
they can at first, but gradually develop the ability to 
spell conventionally.

• Progress in literacy is closely tied to knowledge of 
the alphabet, phonological awareness, and students’ 

persistence. Children are ready to begin learning letter 
sounds when they know 10 lowercase letters and can 
perceive and isolate beginning sounds.

• Language development should be an essential com-
ponent in any emergent literacy program. Language 
development is a key factor in long-term literacy 
attainment.

• Increasingly, preschool and kindergarten programs are 
including instruction in literacy and preliteracy skills. 
Kindergarten has been called the new first grade. As an 
apparent result, students are entering first grade better 
prepared, and the gap between the school readiness of 
high- and low-income students has been reduced. In 
the area of literacy, it is recommended that preschool 
programs build background knowledge, language, 
exploratory alphabetical and phonological knowledge, 
and print knowledge. A nurturing prekindergarten that 
builds self-regulatory skills is also recommended.

• A number of formal and informal measures can be used 
to assess emergent literacy. Most emergent literacy 
assessments feature measures of letter knowledge and 
phonological awareness and may include measures of 
concepts of print and language.

Extending and Applying

1. Using the procedures described in this chapter, plan 
a lesson teaching letters or beginning sounds. If pos-
sible, teach the lesson and make a video recording of it. 
Reflect on the effectiveness of the lesson.

2. Administer to one or more kindergarten students 
assessments of letter knowledge, beginning sounds, 
letter sounds, and developmental spelling, using 

measures described in this chapter. Also obtain a writ-
ing sample. Based on an analysis of the assessments, 
highlight the strengths and needs of the student(s), and 
plan a program for them..

3. Examine stories written by a kindergarten class. What 
are some characteristics of children’s writing at this 
age? How do the pieces vary?
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▲ Model Lessons cover nearly every area of  
 literacy instruction.

▲
 Exemplary Teaching features help make the  
 descriptions of teaching techniques come alive 

by offering examples of good teaching practices. All 
are true-life accounts; many were drawn from the mem-
oirs of gifted teachers, and others were garnered from 
newspaper reports or my own observations.

162 Chapter 4 

Lesson 4.2
Speech to Print—Introducing the Correspondence m = /m/

with the letter s. S makes a /s/ sound. This is the word man. 
It begins with the letter m. M makes the /m/ sound that you 
hear at the beginning of man.” Proceed to additional word 
groups similar to the following:

Which word says sun? man sun hat

Which word says hat? man sun hat

Which word says me? me see he

Which word says he? me see he

Which word says see? me see he

Which word says mat? mat sat hat

Which word says had? mad sad had

Which word says sat? mat sat hat

Which word says had? mad sad had

Which word says mad? mad sad had

Which word says sad? mad sad had

Go through the words in groups of three several times 
or until students seem to have some fluency with the words. 
To make the activity more concrete, you might have the 
students place a plastic letter on the word they have identi-
fied—placing an m on man, for example. An informal way 
to use speech-to-print phonics is to say a sound and have 
students choose from three letters the one that represents 
that sound.

Step 4. Guided spelling
In guided spelling, the teacher carefully articulates the word, 
and the student spells it with a set of plastic letters. Initially, 
the student might simply select from three plastic letters the 
one that spells the beginning sound. Later, the student might 
be asked to spell two- or three-letter words and be given the 
letters in mixed-up order. Later still, the student spells the 
word without the aid of plastic letters.

To help students make the transition from recognizing 
that m represents /m/ to retrieving the sound of m when 
they see it, present the letter m and have students tell what 
sound it makes. If necessary, tell them the sound and pro-
vide additional practice. Also have students spell the sound. 
You say the sound for m, and they spell it. Once students 
have a solid grasp of m /m/, have them read and write sto-
ries that contain m /m/ and other phonic elements that have 
been taught.

Step 5. Evaluation and review
Note students’ ability to provide the sound for m and the 
spelling of /m/. Provide added instruction and practice as 
needed.

Objectives
• Students will explain that m stands for /m/.

• Students will be able to say the sound that m represents 
and spell /m/.

Learning Target: I can say the sound that the letter m 
makes, and I can spell the sound /m/.

Step 1. Phonemic awareness
Teach the correspondence m = /m/. You might do this with 
a storybook such as Moo in the Morning (Maitland, 2000). 
Read the book aloud, and discuss it. Talk about the words 
moo and morning and how they begin with the same sound. 
Emphasize the sound of /m/ as you say moo and morning. 
Stress the way that the lips are pressed together to form the 
sound /m/. Show pictures of a man, moon, mouse, monkey, 
mirror, and mop. Have students say the name of each item. 
Repeat the names of the items, emphasizing the beginning 
sound as you do so. Ask students to tell what is the same 
about man, moon, mouse, monkey, mirror, and mop. Help 
students to see that they all begin with the same sound. 
Explain that man, moon, mouse, monkey, mirror, and mop 
begin with /m/. Have students say the words.

Step 2. Letter–sound integration
Write the words man, moon, mouse, monkey, mirror, and 
mop on the board. Stress the sounds as you write the let-
ters that represent them. Explain that the letter m stands for 
the sound /m/ heard at the beginning of mmman, mmmoon, 
mmmouse, mmmonkey, mmmirror, and mmop. If any of your 
students’ names begin with /m/, also write their names—
Maria, Martin, Marisol—on the board, again emphasizing the 
beginning sound as you do so.

Step 3. Guided practice
Assuming that the correspondences s = /s/ and h = /h/ have 
been introduced, present a group of three word cards con-
taining the words man, hat, and sun. Ask: “Which word says 
man?”After each correct response, ask questions similar to 
the following: “How do you know this word says man?” If 
the student says, “Because it begins with the letter m,” ask, 
“What sound does m stand for?” If the student says he or 
she chose the word because it begins with an /m/ sound, 
ask what letter stands for /m/. In that way, students will 
make connections between the letters and the sounds they 
represent. If a student has given an incorrect response, read 
the word that was mistakenly pointed to and then point to 
the correct word and read it: “No, this word is sun. It begins 
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▼
 Marginal annotations provide the reader with 
interesting, practical, and handy guidance for plan-

ning and adapting instruction. These notes are titled 
Adapting Instruction for Struggling Readers and Writers, 
Adapting Instruction for English Language Learners, Using 
Technology, Assessing for Learning, CCSS (marking 
places in the text where a Common Core State Standard 
is being addressed), and FYI (providing information on a 
variety of topics).
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ongoing assessment would be used. Alignment also means that the curriculum and 
instruction are based on agreed-upon objectives and that the tests are assessing what 
is being taught (Webb, 1999). Classroom and other assessments should be aligned with 
standards (objectives) and instruction.

Alignment needs to be flexible. Based on a study of fourth graders’ performance 
on a state proficiency test, Riddle Buly and Valencia (2002) warn that

requiring teachers to align their instruction with grade level content standards 
may .  .  .  fall short. Assuring, for example, that 4th-grade teachers are teaching 
the 4th-grade content standards does not assure they are providing appropriate 
instruction for all students. To be sure, some students would benefit from instruc-
tion and practice reading material that is at a lower grade level and some would 
benefit from more advanced curriculum. (p. 234)

As the authors note, reading at grade level can be a goal for below-level readers. 
However, instruction should be provided that is on their reading level but aims to move 
students up to grade level.

If you are using a commercial program, chances are that it is aligned. However, 
examine it closely to see if any revisions are needed. In addition, you might need to 
make some adjustments to ensure that the program aligns with state, district, and other 
outside assessments. If you are using a program that you or your school has created, 
you will need to construct or adopt an assessment system that aligns with your objec-
tives and instruction.

Data Analysis
Along with aligning assessment with standards, it is also important to analyze data. 
Using the power of digital technology and its almost limitless capacity to collect and 
analyze data, educators are making increasing use of data about students’ performance. 
A number of digital programs yield data that reveals the students’ reading rate, how 
many attempts the students made to respond to a question, what words they asked for 
help with, how long they spent on particular items, and similar information that pro-
vides insight into the kinds of tasks and skills they have apparently mastered and those 
they are having difficulty with. Given the ever-increasing amount of data available, an 
essential skill for today’s educators is the ability to analyze data and make effective use 
of the data to increase students’ learning.

To make effective use of data, keep a record of students’ performance on both digi-
tal and paper assessments that they have completed. Use that data to make instructional 
decisions. After an assessment has been administered, organize the results. Note espe-
cially students who did not perform adequately. What are some possible reasons for 
their poor performance? What might be done to assist them? If you have scores from 
the same or comparable assessments, note whether there has been an improvement and 
whether the improvement is such that the students are on track to reach target bench-
marks by the end of the school year. Also analyze items that students responded to. On 
a phonics test, for instance, note the items that students got correct. Perhaps the students 
got most of the short-vowel items correct but had difficulty with complex vowel pat-
terns. This is the kind of information that you can use to plan instruction. Consider other 
sources of data. You might have information from an informal test, work sample, or 
personal observation that sheds additional light on students’ skill levels and cognitive 
processes.

Formative, Summative, and Interim Assessments
Formative assessment, which is also known as ongoing assessment, takes place during 
learning and is used to plan or modify instruction. Using formative assessment, teachers 
can assess the impact of their instruction on students’ learning and make adaptations as 

Assessing for Learning
Assessments for state standards 
include summative, benchmark/
interim, and formative 
assessments.

MyLab Education
Video Example 3.2
Aligning Assessment with 
Standards Instruction and assessment 
should be aligned with standards.
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As a teacher, you should become acquainted with the major findings of literacy 
research so that you can construct an effective program and can assess whether new 
techniques or materials that you are thinking about trying are supported by research. 
You should also assess the research base to see if it is applicable to your students 
and your situation. A technique that works well on a one-to-one basis may not be 
effective with small groups. Of course, research doesn’t answer all the instructional 
questions that arise. You need to become a teacher–researcher so that you can test 
methods and materials and have a better basis for selecting those that are most effec-
tive in your situation. You also need to assess all aspects of your program with a view 
to replacing or improving elements that aren’t working and to adding elements that 
are missing.

As far as possible, the suggestions made in this text are evidence-based. However, 
in some instances they are based on personal experience or the experience of others. 
Teaching literacy is an art as well as a science.

The New Literacies, Advanced Literacy,  
and 21st-Century Skills
Preparing students for success in college and career also requires developing new litera-
cies, advanced literacy, and 21st-century skills. The new literacies can be thought of as 
the reading, writing, and communication skills required for the successful use of tech-
nology. New literacies include the ability to use a variety of digital devices and skills to 
locate, interpret, evaluate, synthesize, organize, communicate, and create information. 
New literacies are explored throughout the text in sections where they apply.

In addition to technical know-how, new literacies also include a variety of cog-
nitive and social skills, such as those described as “21st-century” skills. These skills 
include critical thinking and problem solving and the ability to adapt to new situations, 
communicate and collaborate with others, and use creativity in seeking solutions and 
innovations (Partnership for 21st Century Skills, 2013, 2017).

Advanced Literacy
Given the rate at which knowledge is generated, the speed with which it is dissemi-
nated, and the interconnectedness of the global economy, all of today’s students need 
to develop advanced literacy skills, along with new literacies and 21st-century skills 
(Lesaux, Galloway, & Marietta, 2016). These advanced skills require four composite 
skills: the ability to understand and use academic language, increased content and con-
ceptual knowledge skills, critical interpretive and analytical skills, and argumentation 
skills or the ability to use evidence from multiple sources to provide a convincing posi-
tion on a complex issue. Today’s readers must not only be able to summarize an article, 
but they must also be able to analyze the rhetorical techniques used in the article and 
evaluate the article’s fairness, accuracy, and credibility. It is especially important that 
special efforts be made to plan effective programs for English learners, students living 
in poverty, struggling learners, and other students who have lacked the opportunity to 
acquire advanced literacy skills.

Using Technology
• The website of the New 

Literacies Research Team offers 
videos and articles exploring 
the new literacies.

• The Joan Ganz Cooney Center 
website provides information 
on using media to advance 
learning.

FYI
The term new literacies is used by 
some groups to describe changes 
in literacy practices as well as the 
addition of new tools. The focus is 
on how these new tools have led to 
more collaboration and participation 
(Tracey & Morrow, 2017).

MyLab Education Content Extension 1.2: Ranking of Effective Teaching Techniques 
and Procedures
This listing shows which research-based techniques and approaches are most effective.

MyLab Education Self-Check 1.2
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provided with the scaffolds needed to read more challenging text. In one study, pre-
teaching difficult words so that students were brought up to their instructional level 
proved effective in boosting students’ ability to read texts that otherwise would 
have been on their frustration level (Burns, Dean, & Foley, 2014). Shared reading in 
which teacher and students read texts together before students read them on their 
own can also enable students to tackle challenging texts (Stahl, 2012).

3. Instruction should be differentiated. Providing students with text on the appropriate 
level is a good first step. However, below-level readers need additional intensive 
instruction that will boost their reading ability so that eventually they are reading 
on or close to grade level (Tomlinson, 2017). Likewise, it isn’t sufficient to make texts 
accessible by reading them to those students who can’t read them on their own, 
while the proficient readers read the texts independently. Struggling readers should 
be provided the kind of systematic instruction needed to build the skills required 
to read the texts (Tomlinson, 2017) or given texts on their instructional level. On 
the other hand, differentiation should be more qualitative rather than quantitative. 
Rather than assigning two book reports to advanced readers while assigning just 
one book report to average readers, it would be better to guide the advanced read-
ers to tackle more complex texts and to analyze the texts more deeply.

4. Instruction should be functional and contextual as well as systematic. In addition to 
systematically teaching skills, teach or review a word-attack skill because students 
must have it to decipher words. For example, teach or review the prefix pre- just 
before the class reads a selection about prehistoric dinosaurs. Students learn better 
when what they are being taught has immediate value.

5. Teachers should make connections. Build a bridge between children’s experiences and 
what they are about to read. Help them see how what they know is related to the story 
or article. Students in Montana reading about an ice hockey game may have no experi-
ence either playing hockey or watching the sport. However, you could help create a 
bridge of understanding by discussing how hockey is similar to soccer, a sport with 
which they probably are familiar. You should also help students connect new concepts 
to old concepts. Relate reading, writing, listening, and speaking—they all build on 
each other. Reading and talking about humorous stories can expand students’ concept 
of humor and remind them of funny things that have happened to them. They might 
then write about these events. Also build on what students know. This will make your 
teaching easier because you will be starting at the students’ level. It will also help 
students make a connection between what they know and what they are learning.

6. Teachers should promote independence. Whenever you teach a skill or strategy, ask 
yourself: How can I teach this so that students will eventually use it on their own? 
How will students be called on to use this skill or strategy in school and in the 
outside world? When you teach students how to summarize, make predictions, or 
use context, phonics, or another skill or strategy, teach so that there is a gradual 
release of responsibility (Pearson & Gallagher, 1983). Gradually fade your instruc-
tion and guidance so that students are applying the skill or strategy on their own. 
Do the same with the selection of reading materials. Although you may discuss 
ways of choosing books with the class, you ultimately want students to reach a 
point where they select their own books.

7. Teachers should believe that all children can learn to read and write and act on that belief. 
Given the right kind of instruction, virtually all children can learn to read. There is 
increasing evidence that the vast majority of children can learn to read at least on 
a basic level. In her analysis of data that tracked students from K through eighth 
grade, Northrup (2016, 2017) found that students who were behind in kindergarten 
followed one of three trajectories. Some 52 percent, the compensatory group, caught 
up and were reading on grade level or beyond by the time they reached eighth 
grade. A second group, the cumulative deficit group, fell farther behind each year. 

Adapting Instruction for 
Struggling Readers and 
Writers
Teachers are taking increased 
responsibility for helping 
struggling readers and writers. 
Suggestions for working with 
struggling readers and writers are 
made throughout this text.
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doesn’t know the required words. She then takes steps to acquire the needed words. Locat-
ing the words, the student formulates her message, which leads to the second function of 
output: hypothesis testing. In hypothesis testing, the student delivers the message and uses 
feedback to revise the message if necessary. The third function of output is reflecting on 
what was said and possibly modifying the message. The speaker might realize that what 
she said didn’t sound right and then takes steps to correct her statement (Swain, 2005).

Handle Errors with Care Focus on meaning rather than on correcting errors. Cor-
recting errors during an interchange can be embarrassing and will probably limit a 
student’s willingness to take risks with language. You might provide a rephrase, as 
long as you believe it will be helpful and not discouraging to the student, or schedule 
a language session later.

Student: There are too many noises in the room. My ears pain.

Teacher: Yes, there is too much noise in the room. No wonder your ears hurt.

Build Academic Language Special emphasis should be placed on academic language. 
As students learn English, they first acquire functional structures that allow them to 
greet others, make conversational statements, and ask questions. This type of everyday 
communication is heavily contextualized and is augmented by gestures, pointing at 
objects, and pantomiming. However, schooling demands academic language, which is 
more varied and abstract and relatively decontextualized. This is the language in which 
math procedures and subject matter concepts are explained.

Cummins refers to everyday functional language as conversational language 
(previously known as Basic Interpersonal Communicative Skills) and to decontextualized 
school-type language as academic language (previously known as Cognitive Academic 
Language Proficiency (Cummins & Early, 2015). It takes one to two years for ELs to 
acquire basic conversational skill and to catch up to English-speaking students in 
decoding. However, it takes five years or more for ELs to catch up in academic English 
(Cummins, 2011). Even though ELs may seem proficient in oral English, they may 
have difficulty with academic language. Mastery of conversational English may mask 
deficiencies in important higher-level language skills (Sutton, 1989). Because of the time 
required to acquire academic language, ELs may not demonstrate their true abilities on 
achievement and cognitive ability tests administered in English.

Academic vocabulary can be thought of as bricks and mortar (Dutro & Moran, 
2003). Bricks are the content-specific technical words such as cells, nucleus, hypotenuse, 
and democracy. Content teachers typically present the technical words necessary to 
understand key concepts in their disciplines but not the mortar words. Mortar consists 
of the general words used to articulate the concepts represented by the technical words: 
require, causation, temporary, determine. Mortar words are also used to describe academic 
tasks: analyze, contrast, synthesize. Academic language includes stock phrases, which 
use figurative language: when all is said and done, what it all boils down to, read between the 
lines, see eye to eye (Zwiers, 2008).

Academic Word List (AWL) The Academic Word List (AWL), a standard, widely 
used list developed by Coxhead (2010), provides a practical starting point for build-
ing the needed academic language skill. Because it has been drawn from college texts, 
the AWL has been adapted. Words not typically found in elementary or secondary 
texts have been eliminated. The 510-word adapted AWL is presented in Table 2.1. 
Words are listed according to three levels of tested difficulty: basic, intermediate, and 
advanced. Basic words are those known by 40 to 80 percent of students at the end of 
grade 2. Intermediate words are those known by at least 40 to 80 percent of students 
in grade 6. Advanced words are those known by 67 percent or higher of students in 
grades 8 to 12. Each level is split in two, with the first half being composed of the 

Mylab Education
Video Example 2.7
Everyday and Academic Language  
Professor Cummins explains the 
difference between everyday and 
academic language and implications 
for literacy instruction.

Adapting Instruction for 
English Language Learners
Academic language should be 
emphasized from the beginning of 
ELs’ schooling. Academic English 
varies by subject matter and 
increases as grade levels increase 
(Franz, Starr, & Bailey, 2015).
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would be a short word because a mouse is a short animal. As children notice long 
words for little creatures (hummingbird, mosquito) and short words for large creatures 
(whale, tiger), they assimilate this and make an accommodation by giving up their 
hypothesis of a physical relationship between size of words and size of objects or 
creatures represented. They may then theorize that although letters do not represent 
physical characteristics, letters do somehow identify the person or thing named. They 
may theorize that the first letters of their names belong uniquely to them (Ferreiro, 
1986). At age 4, my granddaughter Paige told me that her friend Paul had her letter. 
She regarded the letters of her name as being personal and specific. The P in Paige 
identified her but not Paul. She did not realize that P represents /p/ and can be used 
in any word containing a /p/ sound (Ferreiro, 1986). When Paige comments that 
Paul has her letter, Paige might be told that both their names begin with a P because 
p stands for the sound /p/ and Paige and Paul both begin with the sound /p/, so both 
also begin with the letter p.

Before children discover the alphabet principle, they may refine their theories of 
the purpose of letters and conclude that it is the arrangement of letters that matters. 
Through exposure to print, they will have noticed that words form patterns, and they 
begin to string letters together in what seem to be reasonable patterns. Usually, the 
words are between three and seven characters long and only repeat the same letter 
twice (Schickedanz, 1999). Known as mock words, these creations look like real words. 
After creating mock words, children frequently ask adults what the words say. The 
adults may attempt sounding out the words and realize that they don’t say anything 
and inform the child of that fact. Realizing that they can’t simply string a series of letters 
together, children may begin asking adults how to spell words or copy words from signs 
or books. As adults write multisyllabic words for children, they might sound them out 
as they write each syllable and also say the letters: “An-dy . . . A-N-D-Y spells Andy.” 
Hearing words sounded out, children catch on to the idea that letters represent speech 
sounds. Because the words they hear have been spoken in syllables while being written, 
the children may use one letter to represent each syllable and one letter for the final 
sound and produce spellings such as JRF for giraffe.

If you have some insight into students’ current scheme for the writing system, you 
can provide the kind of explanation that will help them to move to a higher level of 
understanding. For children who are moving from a visual or physical hypothesis about 
how the alphabetical system operates to a phonological one, sounding out words as 
you spell them provides helpful information. Providing many opportunities to write 
also helps students to explore the writing system.

Essential Skills and Understandings for Emergent 
Literacy
Understanding how print works and the many roles it plays in people’s lives is known 
as seeing the “big picture” (Purcell-Gates, 1997). The big picture is the foundation on 
which all other information about reading and writing is built. Children also need 
to become more familiar with the types of language used in books and to acquire a 
deeper sense of how stories develop. On a more formal level, they need to construct 
basic concepts of print, if they have not already learned them. These concepts of print 
include the following:

• What we say and what others say can be written down and read.

• Words, not pictures, are read.

• Sentences are made up of words, and words are made up of letters.

• In English, reading goes from left to right and from top to bottom.

• A book is read from front to back in English.

CCSS
CCSS.ELA-Literacy.RF.K.1: 
Demonstrate understanding of the 
organization and basic features of 
print.

FYI
Reinforce concepts of print 
whenever the opportunity 
presents itself. When writing on 
the board, emphasize that you 
are writing from left to right and 
say each word as you write it. If 
writing information that students 
are supplying, tell them you are 
writing their words.
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As a teacher, you should become acquainted with the major findings of literacy 
research so that you can construct an effective program and can assess whether new 
techniques or materials that you are thinking about trying are supported by research. 
You should also assess the research base to see if it is applicable to your students 
and your situation. A technique that works well on a one-to-one basis may not be 
effective with small groups. Of course, research doesn’t answer all the instructional 
questions that arise. You need to become a teacher–researcher so that you can test 
methods and materials and have a better basis for selecting those that are most effec-
tive in your situation. You also need to assess all aspects of your program with a view 
to replacing or improving elements that aren’t working and to adding elements that 
are missing.

As far as possible, the suggestions made in this text are evidence-based. However, 
in some instances they are based on personal experience or the experience of others. 
Teaching literacy is an art as well as a science.

The New Literacies, Advanced Literacy,  
and 21st-Century Skills
Preparing students for success in college and career also requires developing new litera-
cies, advanced literacy, and 21st-century skills. The new literacies can be thought of as 
the reading, writing, and communication skills required for the successful use of tech-
nology. New literacies include the ability to use a variety of digital devices and skills to 
locate, interpret, evaluate, synthesize, organize, communicate, and create information. 
New literacies are explored throughout the text in sections where they apply.

In addition to technical know-how, new literacies also include a variety of cog-
nitive and social skills, such as those described as “21st-century” skills. These skills 
include critical thinking and problem solving and the ability to adapt to new situations, 
communicate and collaborate with others, and use creativity in seeking solutions and 
innovations (Partnership for 21st Century Skills, 2013, 2017).

Advanced Literacy
Given the rate at which knowledge is generated, the speed with which it is dissemi-
nated, and the interconnectedness of the global economy, all of today’s students need 
to develop advanced literacy skills, along with new literacies and 21st-century skills 
(Lesaux, Galloway, & Marietta, 2016). These advanced skills require four composite 
skills: the ability to understand and use academic language, increased content and con-
ceptual knowledge skills, critical interpretive and analytical skills, and argumentation 
skills or the ability to use evidence from multiple sources to provide a convincing posi-
tion on a complex issue. Today’s readers must not only be able to summarize an article, 
but they must also be able to analyze the rhetorical techniques used in the article and 
evaluate the article’s fairness, accuracy, and credibility. It is especially important that 
special efforts be made to plan effective programs for English learners, students living 
in poverty, struggling learners, and other students who have lacked the opportunity to 
acquire advanced literacy skills.

Using Technology
• The website of the New 

Literacies Research Team offers 
videos and articles exploring 
the new literacies.

• The Joan Ganz Cooney Center 
website provides information 
on using media to advance 
learning.

FYI
The term new literacies is used by 
some groups to describe changes 
in literacy practices as well as the 
addition of new tools. The focus is 
on how these new tools have led to 
more collaboration and participation 
(Tracey & Morrow, 2017).

MyLab Education Content Extension 1.2: Ranking of Effective Teaching Techniques 
and Procedures
This listing shows which research-based techniques and approaches are most effective.

MyLab Education Self-Check 1.2
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xiv Features of this Text

▲   Case Studies offer perspectives on teachers  
 at work improving their programs.
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see if the questions were understood. Perhaps a key term, such as evidence or point of view, 
was not in the student’s vocabulary. Ask such questions as: “What is evidence? How 
would you find evidence? What is point of view?” You might ask general question about 
questions missed. Did you have difficulty understanding any of the questions? Was there 
any part of the question that you did not understand or that was confusing? What is 
this question asking you to do? How many different things are you being asked to do?

Using Lookbacks
Leslie and Caldwell (2017) also found that students vary greatly in their ability to look 
back over a passage to find information needed to answer a question. Because the abil-
ity to look back to find or support an answer is a vital skill, assess students’ ability to 
use lookbacks. Have them find support for a response or the context in which a chal-
lenging word was used. Also provide them with the opportunity to look back when 
they struggle with a question. Note whether they are able to find and use corrective 
information. If they were able to find the pertinent information and correct mistakes 
that they made, then their inability to answer the target question may have been due 
to a failure of memory rather than a lack of understanding. Failure to answer the tar-
get question may be a thinking problem. Perhaps they were able to find the pertinent 
information but were unable to make required inferences. In your analysis consider 
both scores: comprehension without lookbacks and comprehension with lookbacks, 
but when determining levels, use comprehension without lookbacks.

Miscue Analysis of IRIs Students use three cueing systems to decode printed words: 
syntactic, semantic, and phonic (graphophonic). In other words, they use their sense of 
how language sounds (syntax), the meaning of the sentence or passage (semantics), and 
phonics to read. To determine how they are using these systems, analyze their word-
recognition errors, or miscues, with a modified miscue analysis. On a sheet similar to 
the one in Figure 3.11, list a student’s miscues. Try to list at least 10 miscues, but do not 
analyze any that are at the frustration level. Miscues can be chosen from the indepen-
dent and instructional levels and from the buffer zone between the instructional and 
frustration levels (91 to 94 percent word recognition or 51 to 74% comprehension). Also 
list the correct version of each error. Put a check in the syntactic column if the miscue 
is syntactically correct—that is, if it is the same part of speech as the word in the text or 

Case Study
Good Decoding, Poor Comprehending

he had difficulty with questions that required linking ideas 
across sentences or passages. Putting ideas together 
posed problems for him. Mark could pick up information 
from one segment but couldn’t integrate that with informa-
tion from another segment.

Mark also overrelied on background knowledge. He 
made up answers. This happened when he was unable to 
recall a fact or put pieces of information together. Mark also 
had some minor difficulty with complex syntactical structures 
and vocabulary. Based on an analysis of Mark’s responses, 
the consultant created a program for Mark and other stu-
dents who had similar difficulties. After instruction, Mark was 
able to comprehend 6th-grade material. He was no longer 
overrelying on background knowledge, and he was connect-
ing and integrating ideas.

Although he has excellent decoding skills and reads orally 
with fluency and expression, Mark has problems under-
standing what he reads. He also has difficulty answering 
questions about selections that have been read to him. 
On the reading inventory, Mark was able to read the 6th-
grade word list with no difficulty. He was also able to read 
the words on the 6th-grade oral passage with no errors. 
However, his comprehension was below 50 percent on the 
6th-grade passage and also on the 4th- and 5th-grade pas-
sages. Puzzled by Mark’s performance, the reading con-
sultant analyzed Mark’s responses (Dewitz & Dewitz, 2003). 
The consultant wanted to get some insight into Mark’s 
thinking processes. When erroneous responses were ana-
lyzed, patterns appeared. Mark could answer questions that 
required comprehending only a single sentence. However, 
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▲  Student Strategies outline step-by-step  
 strategies to help students become inde-

pendent learners.

192 Chapter 5 

Lesson 5.2
Sorting by Beginning Consonant Sounds

was put under sun and discuss its correct placement. In an 
individual sort or sort with a partner, students place their cards 
by saying the name of the card and its beginning sound and 
compare it with the key picture at the top of the column (sun, 
ring). Students check their sort by saying each word in the col-
umn to see if all the words have the same sound as sun or ring.

Step 3. Children Reflect
Children reflect on the similarities of the sound of each picture 
in the column. They conclude, for instance, that all the words 
in the sun column begin with /s/. (In other sorts, they might 
note similarities and differences in spelling pattern or mean-
ing). To help students reflect, ask questions, such as, “Tell me 
about your sorting. Why did you put all these cards (words) in 
this column? What is the same about them?” Through reflec-
tion students see patterns and construct generalizations.

Step 4. Students Extend Their Learning
Students may extend their learning by sorting the cards sev-
eral more times for reinforcement and to make their learning 
more automatic. Or, if sorting words, they might engage in a 
word hunt in which they find words in reading materials that 
fit the pattern they have studied. Ideally, they would read 
selections that contain the words or patterns they sorted. A 
sample sort can be found in Figure 5.2. Have students sort 
cards a second and third time to solidify their perception of 
beginning sounds. Pairs of students might work together on 
these subsequent sorts.

Step 5. Evaluation and Review
Note students’ ability to sort accurately and with increasing 
speed. Provide added instruction and practice as necessary.

Objective

• Students will distinguish between words according to their beginning sounds.

Learning Target: I can put pictures that begin like sun or ring in the right column.

Student Strategies
Applying the Variability (Try Another Sound) Strategy to Consonant 
Correspondences

Display a chart showing consonant correspondences as 
in Figure 5.3. A student feeling puzzled when pronouncing 
cider as “kider” can look at the chart and note that c has 
two pronunciations: /k/ and /s/. Because the /k/ pronuncia-
tion did not produce a word that made sense, the child tries 
the /s/ pronunciation.

1. Try the main pronunciation—the one the letter usually 
stands for.

2. If the main pronunciation gives a word that is not a real 
one or does not make sense in the sentence, try the 
other pronunciation that the letter usually stands for.

3. If you still get a word that is not a real word or does not 
make sense in the sentence, ask for help.

PREPARATION
Set up the sort. Set up two columns. At the top of each col-
umn, place an illustration of the sound to be sorted. If you 
plan to have students sort /s/ and /r/ words, use an illustra-
tion of the sun and an illustration of a ring. A pocket chart 
works well for this activity.

Step 1. Explain Sorting and Demonstrate
Tell students that you will be giving them cards that have 
pictures on them. Name the pictures and explain any words 
that might be unfamiliar. Point out the key words that will be 
placed at the head of each column: sun and ring. Explain the 
contrast that students will be making. Explain to students 
that they will be placing the cards under the picture of the 
sun if the words begin with /s/, the sound heard at the begin-
ning of sun, or under the picture of the ring if the words begin 
with /r/, the sound heard at the beginning of ring.

Model the procedure. Shuffle the cards. Tell the students, 
“Say the name of the picture. Listen carefully to see whether 
the name of the picture begins like /s/ as in sun or /r/ as in ring.” 
Model the process with two or three cards: “This is a picture of 
a saw. Saw has an /s/ sound and begins like sun, so I will put 
it under sun. Sun and saw both begin with /s/.” Also make sure 
that students can identify all the objects being pictured.

Step 2. Children Sort and Check
Distribute the cards. In a group sort, have the students take 
turns placing a card in the /s/ or /r/ column. When students 
place their cards, have them say the picture’s name and the 
sound it begins with. Correct errors quickly and simply. For 
instance, if a student puts a picture of a rat in the /s/ column, 
say, “Rat begins with /r/ and goes under ring,” or ask why rat 
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language on an abstract level, to treat language as an object of thought.  Coarticulation 
is a feature of language that makes listening and speaking easy but makes reading 
difficult. For instance, when saying the word cat, you do not say /k/, /a/, /t/; you 
coarticulate the phonemes: As you form the /k/, you also form the /a/, and as the /a/ 
is being formed, you coarticulate the final sound /t/. Because of coarticulation, cat is 
a blend of sounds, rather than three separate sounds. Coarticulation makes it easier to 
form and perceive words. However, because the sounds in the words are coarticulated, 
they seem to be one continuous sound and so are difficult for young children to pry 
apart (Liberman & Shankweiler, 1991).

Language is the foundation for phonological awareness. The larger children’s 
vocabularies are and the better their articulation of speech sounds, the easier it is for 
them to acquire phonological awareness. Initially, children learn words as wholes. 
The ability to segment individual sounds in words apparently develops as children’s 
vocabularies grow and they acquire larger numbers of words that have similar pro-
nunciations, such as cat, can, cap, and cab (Metsala, 1999). For children to be able to 
distinguish among such words and represent them in memory, they must be able to 
mentally segment the words into smaller units of pronunciation. Children with larger 
vocabularies have segmented more words (Metsala, 1999) and so are better prepared 
to perceive separate sounds.

Because some words have elements that occur more frequently, they are easier to 
segment than others. Children are better at segmenting at words into onset and rime 
than at segmenting ud words. In other words, they are more likely to be able to detect 
the at in cat and rat than the ud in bud and mud. There are more at words than ud words, 
so children know more at words and thus have had more experience noting differences 
among them. Words that children learn early and word elements such as at that have 
a large number of examples are easier to learn (Metsala, 1999). For novice readers, 
begin instruction in phonemic awareness with patterns that appear in very basic 
words that students have learned early and patterns that encompass many words. 
These are more likely to have segmented representations in children’s memory 
( Goswami, 2001). Practice your ability to segment words into phonemes by clicking 
on the following link.

FYI
Students should be taught 
phonological awareness for as 
long as they need it. There is a 
reciprocal relationship between 
phonemic awareness and phonics. 
Being able to detect phonemes 
helps the child learn phonics. 
Learning phonics fosters growth in 
phonemic awareness.

FYI
Phonemic awareness is not the 
same as speech discrimination. 
Speech discrimination is the 
ability to discriminate the sounds 
of language, such as being able to 
detect a difference between bat 
and hat. Speech discrimination 
does not require abstracting 
sounds, whereas phonemic 
awareness does (Snow, Burns, & 
Griffin, 1998).

Reinforcement Activities
Alphabet Knowledge

• Sing songs, such as “Bingo,” that spell out words or use 
letters as part of their lyrics.

• Read books such as Chicka Boom (Martin & Archambault, 
1989), in which letters play a prominent role.

• Most important, provide an environment in which children 
are surrounded by print. Encourage students to engage in 
reading and writing activities. These might include, using 
a combination of drawings and letterlike figures to com-
pose a story, creating some sort of list, using invented 
spelling to write a letter to a friend, exploring a computer 
keyboard, or completing an app that reinforces letter 
knowledge. Interaction with print leads to knowledge of 
print. The ability to form letters improves without direct 
instruction (Hildreth, 1936). However, systematic instruc-
tion should complement the provision of opportunities to 
learn. Learning the alphabet is too important to be left to 
chance.

• Have children create their own alphabet books.

• Help children create name cards. Explain that names 
begin with uppercase letters but that the other letters in a 
name are lowercase.

• Make a big book of the alphabet song, and point to the 
letters and words as children sing along.

• If children are using classroom computers or tablets, 
teach the letters of the alphabet as you teach them key-
boarding skills.

• Encourage students to write as best they can. This will 
foster learning of the alphabet as they move from using 
pictures and letterlike forms to actual letters to express 
themselves.

• As you write messages, announcements, or stories on the 
board, spell out the words so that students will hear the 
names of the letters in a very natural way.
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use size to determine whether a letter is upper- or lowercase. When possible, choose 
alphabet books that present both forms.

Letter Names and English Learners
Children who have learned the alphabet in their native language have a head start 
learning English letters. They will have a concept of alphabet, even if some of the 
letters differ from the English alphabet. The Spanish alphabet includes both n and 
ñ and so has 27 letters. Some of the letter names also differ, and some of the letters 
represent sounds different from the sounds they represent in English. The letter j, for 
instance, is known as jota and represents the sound /h/. When teaching ELs, find out 
the nature of their alphabet and build on similarities between their alphabet and the 
English alphabet.

Phonological Awareness
In their natural environment, children do not have to deal with individual sounds; 
however, the ability to detect speech sounds in words is absolutely crucial for literacy 
development. Without the ability to abstract separate sounds, students will not be able 
to understand, for example, that the letter b stands for the sound /b/ heard at the begin-
ning of ball. They will not even be able to consider a beginning sound because they will 
not be able to abstract it from the word itself. They may be able to write alphabet letters, 
but their writing will not evolve beyond the early alphabetic stage because they will be 
unable to isolate the sounds of words. In addition to being critical, detecting individual 
sounds in words is quite difficult.

What makes detecting sounds in words difficult? Two factors: metalinguistic 
awareness and coarticulation. Metalinguistic awareness requires students to reflect on 

CCSS
CCSS.ELA-Literacy.RF.K.2: 
Demonstrate understanding 
of spoken words, syllables, and 
sounds (phonemes).

FYI
Phonemic awareness demands 
that the child ignore meaning 
and attend to the word’s form. 
This requires a new perspective, a 
change in the way the child “looks 
at” a word (Gough, Larson, & Yopp, 
2001).

Student Reading List
Alphabet Books

Onyefulu, I. (1993). A is for Africa. New York: Dutton. Color 
photos and a brief paragraph using the target letter show 
everyday life in Africa.

Scarry, R. (1973). Richard Scarry’s find your ABC. New 
York: Random House. Each letter is illustrated with 
numerous objects and creatures whose names contain 
the letter.

Smith, R. M. (2008). An A to Z walk in the park. Alexandria, 
VA: Clarence Henry Books. Letters are illustrated with 
more than 200 animals.

Vamos, S. R. (2018). Alphabet boats. Ann Arbor, MI: Sleeping 
Bear Press. Target letters are found in descriptions of the 
boats and in the illustrations. See also Alphabet Trains 
and Alphabet Trucks.

Wood, A. (2003). Alphabet mystery. New York: Blue Sky 
Press. When the letter x is missing, the other 25 letters 
search for him.

Wood, J. (1993). Animal parade. New York: Bradbury. A 
parade starts with an aardvark, an antelope, and other 
animals whose names begin with A and proceeds through 
the rest of the letters of the alphabet.

Ziefert, H. (2006). Me! Me! ABC. Maplewood, NJ: Blue Apple 
Books. Dolls make a series of requests.

Aylesworth, J. (1991). Old black fly. New York: Holt. Rhyming 
text follows a mischievous black fly through the alphabet 
as he has a very busy day.

Ehlert, L. (1989). Eating the alphabet. New York: Harcourt. 
Drawings of foods beginning with the letter being 
presented are labeled with their names in both upper- and 
lowercase letters.

Hoban, T. (1982). A, B, see! New York: Greenwillow. 
Uppercase letters are accompanied by objects in 
silhouette that begin with the letter shown.

Jocelyn, M. (2006). ABC × 3. Plattsburgh, NY: Tundra 
Books. Presents letters and illustrative words in English, 
Spanish, and French. The letter p is accompanied by pear, 
pera, and poire. Some words and illustrations will need 
explaining.

Martin, D. (2010). David Martin’s ABC: Z is for zebra. North 
Vancouver, BC, Canada: DJC Kids Media. Clever 
drawings reinforce the shapes of letters. Each letter is 
accompanied by a humorous illustration, such as an ant 
crawling over the letter A.

Musgrove, M. (1976). Ashanti to Zulu. New York: Dial. This 
Caldecott winner gives information about African tribes as 
it presents the alphabet.
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tices in the chapter.
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achievement. Reading Recovery (What Works Clearinghouse, 2007, 2013; Phillips, Hay-
ward, & Norris, 2011) and other high-quality programs have shown that most students, 
even those who are older, will become proficient readers when properly taught. How-
ever, achieving this goal will take not just an all-school effort, but also the involvement 
of all of society as evidenced by the success of the Harlem Children’s Zone (n.d.), which 
provides support for low-income children from cradle to college and currently has 500 
participants in college and 500 in the pipeline for college. Well-stocked neighborhood 
and school libraries, adequate health care, parenting programs, contributions from busi-
nesses, and the support of all citizens will be needed to foster the high level of literacy 
achievement being called for. More than ever, parents will need to become partners in 
their children’s education.

Preparing all students to be college and career ready requires taking a long-term 
view of literacy. As literacy professionals, we need to ask ourselves, “What kind of 
program will result in literacy proficiency for virtually all students?” The temptation 
is to drill students on the kinds of items they will be tested on. The drill–skill approach 
hasn’t worked in the past and won’t work now. It is too shallow.

Insofar as possible, the suggestions made in this text are evidence-based. However, 
in some instances, they are based on personal experience or the experience of others. 
Teaching literacy is an art as well as a science.

MyLab Education Self-Check 2.5

MyLab Education Content Extension:  Learning from the Past: History of RTI/MTSS

Summary
• The United States is the most diverse nation in the world. 

Nearly half of the 50 million students in the public schools 
are members of ethnic or racial minorities. Adding to this 
diversity is the inclusion of students with special needs. 
In the average classroom, as many as one student in three 
may be in need of some sort of differentiation or extra 
attention to reach his or her full literacy potential.

• Students with diverse needs, students raised in pov-
erty, and students who have physical, mental, or cog-
nitive disabilities or who struggle with reading benefit 
from instruction that develops language, background, 
and literacy skills and that respects their language and 
culture. Gifted and talented students need to be given 
challenging materials and programs.

• English learners do best when taught to read in their 
first language so that they can use that as a foundation 

for learning to read in English. The greatest need for 
ELs is to develop English language skills. All teachers 
need to adapt instruction so as to build the English lan-
guage skills of ELs.

• RTI, which can be used as part of a process for iden-
tifying students with learning disabilities, is a practi-
cal approach in which struggling students are offered 
increasingly intensive instruction but is also designed 
to benefit all students. MTSS is a broader approach that 
places greater emphasis on meeting the academic and 
behavioral needs of all students.

• It is important for teachers to understand, value, and 
build on every student’s culture and language. Under-
standing students’ diverse cultural approaches to 
learning and responding can help prevent misunder-
standings and enhance learning.
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Professional Reflection
Do I . . . 
____________ Have an understanding of the diverse 

populations served by today’s elementary and middle 
schools?

____________ Have an understanding of the principles of 
RTI/MTSS?

____________ Have an understanding of how I might 
adapt and differentiate instruction to meet the needs of 
all learners?

____________ Have an understanding of the importance 
of believing that all students can learn?

Am I able to . . . 
____________ Differentiate instruction?
____________ Build on the culture and background that 

each student brings to literacy?

Extending and Applying
1. Interview the special education, Title 1, reading spe-

cialist, or literacy coach at the school where you teach 
or at a nearby elementary or middle school. Find out 
what kinds of programs the school offers for special 
education, Title 1, and struggling students. Also find 
out whether RTI/MTSS is being implemented in the 
school and, if so, how it is structured. What might be 
your role in this process?

2. Observe a lesson in which English learners are being 
taught. Note whether the teacher makes adapta-
tions for the students and, if so, how. In particular, 
what does the teacher do to make input comprehen-
sible? What is done to encourage output? Does the 
teacher intentionally present vocabulary and language 
structures?

3. Observe a classroom in which a special education 
teacher is offering instruction or assistance according 
to the inclusion model. What arrangements have the 
specialist and the classroom teacher made for work-
ing together? What are the advantages of this type of 
arrangement? What are some of the disadvantages?

4. Investigate the culture of a minority group that is rep-
resented in a class you are now teaching or observing. 
Find out information about the group’s literature, lan-
guage, and customs. How might you use this informa-
tion to plan more effective instruction for the class? 
Plan a lesson using this information. If possible, teach 
the lesson and evaluate its effectiveness.

5. What rules or regulations, if any, has your state issued 
for dyslexia?

Glossary
Academic language is abstract, decontextualized school-

type language that is used to understand and express 
complex ideas.

Accommodation is a change in the process of instruction 
or assessment that does not change the content. It could 
be the use of large-print books or extra time when tak-
ing a test.

Attention deficit/hyperactivity disorder (ADHD) refers 
to a difficulty focusing and maintaining attention. It 
can exist on its own or coexist with hyperactivity and 
impulsivity.

Autism spectrum disorder (ASD) is a developmental 
disorder that usually appears before age 2 and impacts 
communication and behavior. People with this disorder 

typically experience difficulty communicating with 
others and acquiring social skills. They may have lim-
ited interests and may engage in repetitive behaviors. 
Severity of symptoms varies (NIH, 2018).

Cochlear implants are electronic devices that provide 
representations of sound by stimulating the auditory 
nerve.

Comprehensible input is the practice of taking steps 
such as speaking more slowly, using visuals, or using 
easy-to-read materials to make the English language 
input more understandable to English learners.

Culturally responsive teaching is a way of instructing stu-
dents in which teachers value and build upon students’ 
knowledge, language, and culture to foster learning.
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Support Materials for Instructors
The following resources are available for instructors to download on www. 
pearsonhighered.com/educators. Instructors enter the author or title of this book, 
select this particular edition of the book, and then click on the “Resources” tab to log 
in and download textbook supplements.

Instructor’s Resource Manual and Test Bank
The Instructor’s Resource Manual and Test Bank feature a series of Learning Out-
comes, a Chapter Overview, suggestions for Before, After, and During Reading, a list 
of suggested Teaching Activities, a Resource Master (a graphic organizer designed to 
help readers organize information from the chapters) and suggestions for Assessment. 
The test bank offers more than 200 questions, including multiple choice and essay 
questions. This supplement has been written completely by the author, Tom Gunning.

PowerPoint Slides
Designed for teachers using the text, the PowerPoint™ Presentation consists of a se-
ries of slides that can be shown as is or used to make handouts or overhead transpar-
encies. The presentation highlights key concepts and major topics for each chapter.

TestGen
TestGen is a powerful test generator available exclusively from Pearson Education 
publishers. You install TestGen on your personal computer (Windows or Macintosh) 
and create your own tests for classroom testing and for other specialized delivery op-
tions, such as over a local area network or on the Web. A test bank, which is also called 
a Test Item File (TIF), typically contains a large set of test items, organized by chapter 
and ready for your use in creating a test, based on the associated textbook material.

The tests can be downloaded in the following formats:

• TestGen Testbank file—PC

• TestGen Testbank file—MAC

• TestGen Testbank—Blackboard 9 TIF

• TestGen Testbank—Blackboard CE/Vista (WebCT) TIF

• Angel Test Bank (zip)

• D2L Test Bank (zip)

• Moodle Test Bank

• Sakai Test Bank (zip)
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