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Accelerated, Intensive Intervention in
English Language Arts and Literacy to
Support Your Core Program

Leverage the most comprehensive support for gaining
two years of growth for every year of instruction.

Fundamentals
Volume 2

Fundamentals
Volume 1

Reading Level
Instructional Texts: Grades 1-3
Complex Texts: Grades 2-5

CCSS Correlation
Foundational Skills: Grades K-2
Language: Grades 1-5

B Learn the Fundamentals
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Instructional Texts: Grades 5-7
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Instructional Texts: Grades 4-5 Grades 5-8
Complex Texts: Grades 6-8

CCSS Correlation
Grades 3-5
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Meaning Making and Content Knowled

Support striving readers with the rich text experiences
they need to become college and career ready.

Robust Instruction with Accessible Selections

From the Sin to Barth

150 my, :
il fion u!nmnn (93 m . -
i LT o
. . s)

Scoping the Sky

studied the stars

constellation,
B 1akes 8 minutes tor Bg tellations helped
sram #he 3un o reneh Eanth.
pople travel at nlght,

0 Irergeet 1 Dl s 't cocs 180 llion Micmedrs er 93 million il represend ?

Measuring the Universe

I Other Words =g W Gt
e prodes spacee it withot Formesd pa
g 8 .

442 Unst 7 Srer Paver

EE  Cover

study the light that teles copes colleet.

Distances In space are so geeal (hal 1 takes years for the Lght, Bom other
sclentlsts use aspeelal unit to measure stars Lo reach us, We use a unlt eallod a
them, This undl, of measument. 1s based lght-year Lo measure the distance between |
on how fast Ught, Lravels, Earth and those other stass, Allght-yoar ! f;:':;};‘:",'p‘z‘.:’l‘;‘_:: L
Light 1% the Fastest molng thing we 15 the distanea that Lght travels [n a year, | ﬂ':;::m’frﬂ:‘_‘j‘“"“"‘"
know. I Lakes about 8 mitules for lght We cannof, ravel Lo the stars, We
1o travel from the sun to Barth, That's cannol even send space probes that far
adistance of 1650 millon Klometers away, To learn about elher stars, sclentisis
(63 milllon miles). You ml\i.wum study the lght and other energy that,
(he sun s 8llght-minutes from Earth, Lravels through space and reachios us
on Eapth,
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Artful layouts and dramatic Labels, captions, graphics, Selections are divided
images draw students in and callouts support into manageable chunks.
and spark discussion. comprehension for all students.
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Student Book:

Reading and Key Vocabulary is Restatements of
Language eEdition highlighted for students difficult words and
1o use as they speak idioms make complex
and write about texts. texts accessible.

Selection recordings and
fluency models are available
on CDs and online in MP3
format for universal access.

10

Frequent comprehension
checks with questions
focused on text evidence
give readers repeated
opportunities to interact
with the selections.



Close Readings of Complex, Content—Rich Texts

Grade-level texts meet
CCSS quantitative,

gualitative, and

guidelines for text
complexity.

Read-alouds of complex texts introduce each unit.

Meaning
Making

Paragraph numbers
support students in
citing text evidence as
they make inferences
and discuss the text.

task
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W
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A Million Stars Are Born

i

John F. Kennedy's Spee

an

1Fwe are to win the battle that s naw
golng on around the world between Freedom
and tyeanny, the dramatic achievemenis
in spaee which occurred in rcent weeks
should Jave made ehear o us all, as did the
Sputnik in 1957, the impactaf this ad

resourges regquired for such leadership,

We have never specified long-range goals on
an wrgent thme schedule, ar managed our
reso s and aur ime so as W insure their
fulfillment,

an the minds of man vy here, wha are
attempting to make a datermination of
which read they shonld take, Since early

in oy term, our efforts in space have been
nnder review, With the advice of the Yiee
President, whin is Chalrman of the National
Space Council, we have examined where we
ave strang and where we an not, where we
may stceeed and where we may not. Naw it is
time ta take longar steides—tima for a graat
new Ameriean enterpelse—time for this
natian o take a elearly leading mke in space

achievement, which in many ways may hold
the key toour future on earth,

a I believe we passessall the msources
and talents necessary, But the fcsofthe
imatierare that we have newer made the

national declslons ar maedhaled the natianal

Student Book: Reading and
Language Print Edition

[ the head start abtained by
the Soviats with their large meker engines,
which gives tham many manthe of kad time,
and eeognizing the Hkelihood that they will
axploitthis lead for some time o come in still
e [mpressia successes, we never theless
are weauired o make ¢
Forwhile we cannotguarantes that we shall
ane day he frst, weean guarantee that any
failure o make this effort will make us last.
We take an additional risk by making itin full
wviaw af the warld, but as shawn by the feat of
astronaut Shepard, thisvery risk enhances
anrstatire when we are sucessil, But this
Is nat merely a race. Space is apen o us now;

(Frts on aur awn,

and our eagerness toshare is meaning is
nat gaverned by the effores of others, We go
into space becanse whatever mankind must
undertake, free men st fully share,

Short, high—quality, authentic

texts merit reading, rereading,

and discussing.

Level-Appropriate Independent Reading

Leveled Library

JERMY S'orprgn ey

[ therefore adk the Congress, abwy
Beyond the Increases [ have earlier re
for space activities, w pravide the o
which are needed womeet the follo
national goal[s):

First, [ helieve that this nation sk
cammititselfta achioving the gaal, §
this decade s o, of bindinga man
moon and returning him safely o 1.:
Mo single space praject In this periag

mare impressive i manking,
A e fmpartant for e
longgrange ex ploration af
space; and none will be so
dilfieult or expensiva to
accomplish, We propase to
accelerate the develapment
of the appropriaie lunar
spacecrall, We propuse
develop alternate lguld and
salld fuel hoasters, mugh
larger than any now being

developed, until certain, which s superior,

W prapase addtanal funds far ather
engine davdapmant and for uaman ned
explovatlons—explorations which are

"l believe we

should go to
the moon.”

wn el s Lhe Mazbera ol 1he
Congress shanld consider the
matterearelully in making
their judgment, towhich we
Tave grhven attention aver many
waeks and manths, bacanse it
isa heavy burden, and there is
no sense in agreeing or desiving
that the United States take an
afffrmative pasition in auter
space, inless we are preparned
to do the wark and bear the
Turdens o make it suecessful, IF we are not,
wa should decide today and this year,

New abjoctives and new money cannat
salve these prablems, They conld in fact,

particuhrly impartant for one pur pose which
this natin will never overkok: the survival
of the man wha first makes this daring ight.
But ina very real sense, itwill not beane man
gaing o the maon—ifwe na ke thig Judgnent

aggravate them further—unless every
sclentist, every enginesr, every serviceman,
every technician, contractar, and eivil servane
gives his personal pledge that this nation

il onawe frwend, weish the Sull ssed ol

———— e ———

afflematlvely, it will beanentire o

Content Library

© Connect with the (

Begin a class discussion
by asking: According to
John F. Kennedy, why is it important

for the United States to participate in
space exploration? What do you think
John F. Kennedy thinks we can learn
from space exploration? Have students
complete item H on Practice Book
page 240.

Research Have students generate
research questions around the Close
Reading content. Then have them do
a short search and share the answers
with the class,

SO

Level A Teachet’s Edition

Each close reading connects
with the unit’s Guiding Question
for additional meaning making.



Effective Expression and Language Development

Promote academic conversation and engage students in the
reading process with collaborative text-centered discussions.

Prompts from the
teacher help students
share their thinking as
they read the selection.

Lesson 12, continued

READ

OBJECTIVES

Vocabulary

* Use Key Voeabulary @

» Strategy: Use Concext Clues for
Multiple-Meaning Words @

Reading Strategies

* Plan: Set a Purpose

* Make Inferences

Language Function
* Persuade @

ACTIVE READING

@) Set a Purpose
With students, read aloud the head-
ing and preview the photo, Set the
purpose for reading: Find out what
causes light pollution. Have students
read pp. 460-46| chorally.

© Reading [IEHIEEALTI
Make Inferences

Discussions focus on
key language functions
and provide multiple
opportunities to
increase proficiency
and sophistication in
language use.

B After reading, guide students to
make an inference using detalls in
the text and information that they
already know,

GUIDE Pose these prompts:

* What are some facts you learned
about light pellutien? What do you
dlready know about this topic?

 What inference can you make?
How do the facts and examples in
the text support your inference?

List students’ inferences and check
off which ones are supported on

p. 460 and which ones require read-
ing en to find out more details,

© What Causes
Light Pollution?

Light pollurion is vauscd by oxecss light
thit i heamed info the sky. The oxrra
Tigthit shiows Jrom howses, ollice buillings,
strecitlights, and sporrs fields., Theaflents
ol Jove clowds, canslng w sley glow el
blots out thi stars.

Bad light fixtnres cmase el of the
prokdent, Most ol U murky glow I e
nighr sky is wasted light, aceording fn
Davld Cruveford. TIe s e dlraclor of lhe
International Dark-Blay Association, an
orgnnizntion vhat i working to ston ight
pealluticar, Craswloed suys Ll Lghts should
por ar the: gronnd, net at tho sky.

Aboul one=1durd of wll lighling In Lhe
Luited Sates is wagted. Yrastod Lght costs

billiong of dollass per year [L alse haong
the environment.

Tleeteiclty coungs frol powesr
plavrs. Half of the country's powar plants
burn comd, which pollules Lhe wir, The
povwer plinds release sullur dioxide and
enrbon diovide. Sulfur dioxide ereatos
Tuarnful weied puln, Carbon dioxdde Leaps
heat near thy Barth's surtace. cansing
globul warming.

Key Vocabulary
wanated et f, nol needed
enylrannwent ., e

aren where plama sl
anlimald e and gmw
pedonse 1, (o letanl

In Other Words
heamed seni

allight
murky dull

480 UnitT Star Power

blots out malea it lard Lo see
Hight Fixtures streclights,
apatlighis, and oller sourees

LANGUAGE DEVELOPMENT

Structured Cooperative
Learning Routines
ensure all students’
participation.

Persuade
Use the Jigsaw strategy (PDS8) to facilitate
language development.

Brainstorm a Program Have students
work In groups to create a schoolwide

M COOPERATIVE LEARNING Ik reduce, reuse, or recyele,
Groups should assign one area of this pro-

gram te each student, For example: |, how
the program will help the school; 2, how It

mighe face,
Become an Expert Students discuss and

T460 Unit 7 Star Power

i Remind them to use facts, examples, and
i persuasive words to malce thelr arguments,

i Report Have each “expert” persuade
i others on how this program will help thelr
¢ sehoel and the environment,

i Debrief the Cooperative Process Have
i students evaluate how persuasive each

i “expert' was,

will help the envirenment; 3, diffieulties we K " 0 :
i » What did an “expert” say or do to convince

you the idea was good?

Py i = What questions do you still have?
research thelr aspect to become an “expere.’ ! 7 )
i Encourage students to keep this actlvicy In

i mind as they read on.

Level A Teachet's Edition




Language Effective

Development

Expression

ACTIVE READING

© Vocabulary DEIEETIEIEE <

Thei more electdelty poopl
~ have o produce. That

ﬂﬁﬁ;ﬁtfﬁiﬁh‘a'ﬁi t:rmds Multiple. opportunities
s Point out the word traps on p. 460, 1o prac'_u £8 vo_cabulary
and have students use context clues StratEgles build
to figure out the correct meaning. students’ gen eral
QUINE;Say: and domain-specific

* The word traps has more than
one meaning, What does traps
mean? (devices used to catch
animals, something used to trick
someone, or to stop or hold
something)

Use the words in the text around
traps to figure out the correct
meaning.

Allow “think time" and ask
students to signal with their
hands raised when they have
their answer ready. Then call on
a student to give the meaning.
(to held ento something) Restate
the sentence: Carbon dioxide holds
onto heat near the Earth's surface,
causing global warming.

Encourage students to try this
strategy when they encounter other
words with more than one meaning

CHECK UNDERSTANDING

@ Look Into the Text
1. Cause and Effect It causes light

academic vocabulary.

.

[ Look Into the Text pollution because light beams
el o Barth. Gased, ineluding earbon ﬂf%ﬂ?ﬁﬁrﬁmﬂ‘ﬁ“w'.y 4 P If students have trouble respond- rames proviae
A el 1 L 01 (e ki e o Suppertyoutarerer win Mg Hve tham rerand e st scaffolded support
ﬂih“o‘!‘.ﬂi"u‘liﬂfnffﬁ“m‘i.’ 2‘.',41‘ i ' PSSR o e for answerin g text-
2. Evaluating Sources Answers
NotSo-Stamy Ngnts 461 will vary. Provide students with based qu estions.

an Academic Language Frame: <&
1 agree/disagree with Mr. Crawford

Critical Viewing

because
Effect Have students study the photo i o b
Environmental Issues on p. 461, Ask: How does this power students have difficulty form-
plant cause more light pollution? (Possible Ing an opinien, discuss how light

g ) Is used at night for different
response: It reflects a lot of light into the puirposas, Than review David

sky.) Crawford's statement again,

Light pollutien harms the envirenment,
Have students discuss what they have
learned about environmental problems from
newspapers, TV shows, documentaries, podeasts,
Web sites, community actlvists, or ather scurces,

Newspapers

* report on community recyeling programs

+ provide Infermation about community carpeoling
programs

Local News

* reports on lecal envirenmental issues, such as
not using water at certain tmes

* highlights which businesses are the most
eco-friendly

NoL.§o-Starry Nights  Tag1

Activities tap into learners’
diverse perspectives and
encourage effective expression,
in and out of school.




Effective Expression and Language Development, continued

Develop writing fluency with systematic instruction and
integrated writing activities.

Students Read to Write

Short writing
activities
connect texts
to the Guiding
Question and
give students
frequent
opportunities
to write about
texts.

Connect Reading and Writing

CRATICAL THINKING gt
2. UM T e 0

BEADING PLIEHCY b
A, (i U A (g
IR G i At st

READING STRATLGY

ki pution

i sriddy i pal
wibarstird e udistion?
el st bt .

VOCABILARY REVIEW
Ol B o 1 ot sl b1 U sy s

il

alaibary

rvar ol a3
PR R —

sy g

Level A Student Edition:
Reading and Language

Students Complete Writing Projects

Students
read models
to study the
features of a
writing form.

14

Students draw
evidence from
literature and
informational

texts to support
analysis, reflection,
and research.

A B e i
Wi & iy Wbl ary wert I e
Fhorati s e 5 vl i o

| it

0. Wi oreplets smaiced B avewer 1666 Guai e bt HeoRed sy N

L AT A1 SN WOy 107 Yo @G Y Cal i mecheRe four s o IE T

214108 a0 e ways 4ad s polkan 15 s bag a3 coer Hiias of pesdisa

B AT e e [P S ——

Level A Practice Book

T
12 Write to
Convince

Modal Study
Speech

People glve speeches o present and defend thelr ldeas about
Important topics or lssues, When you write a speech, you
ave starting an argument—a good argument, hat s, You are
nrguing for your ideas or opinions about semething that iy
Important Lo yol

A good wpeech lays out s maln polnts Ina clear and
organteed way, stays focused, and holds s Hsteners' inberest.

The student maedel on page 283W shows Lhe fealures of o
aond speech,

SPEECH

A good spooch

L?] makes and defends an argument

M presents Its polnts In a char and organlzed way
[#] stays focused and on tople

|71 Wraps up lts argument In a strong concluslon,

Famwe Chockist

2IW Wi 0 Coriree

The wiiter
Freti bt
Batenen,
1 gel Bk
aterson.
Then she

eheany.

o

The Arswer Could Be in the Stare
by Aalt Jachen
Hae gou ever whieck yourseld’ uhy we shady the shars,

even though they way sear far away frow o lifz here on
Earth? A | chand before yeu foduy, wy wmuar i« that
undeirstundvig i shars ks the kay to underchinding sise
Place in the werld

First, 1 lhe b take a lock at what weve leamed frow | Thewies
stars in the past Let's start with ovr most imporfant star, m’,"md“mm
which is the s, We knew that the um gives us what we o st

g ¢l that
weedd to g It prevdes heat andlight for e planed, ki
food for e plants, and selar power tobelp keep sews of teach progle

o heves and bdneas noming i
Last week in chss, owr anth-grade sdence teacher

M Hernandes pointed eut that even ol and gan, by warces

of peuier for s, cae doow the um They came foew selar

anargy that weached Eacth willosrs of gears aga The s fed The wiker

plants that besave fenals, which tamed into fossil Rk s het
W the sn can give v 5o wuch, what eles sodd we

et from othar shars that we don't devstand as well? __

My peint ia that we den't kinow, 50 we wint spand sowie finee

{inding out.

. Student Model

Level A Student Edition:
Writing
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Language Effective

Development Expression

Students learn the
traits of good writing
and use rubrics to

Writhg Trad

Development of Ideas

[iesIike 2 4

TR Ch TSR lRsssaT | score samples and
e ey T g e Taiout improve their own work.
passayiihary e el | masneda il

g dats ta e dullenos, Burmoks, devakipet will lnpemant dealls,

0 bypa 0f wakting. xkiurca, arce stk

« T g fodds campkite, anate

feateris saiste,
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i et bt e et Lol e A
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e AHngn b feash i abarl v flas o Fard, add :.':".:. e atar e A e,
W o domch ratew o Ha fopls, bt Theie jand 't o v dam

Stueky the rulerk: an page 'MHW \\’lul is e diflers noe
Teelween 3 paper v RTTTE AR TR K

Writing strategy

o i
S i Writhg Siretegy

lessons support

Uso Signal Words striving writers with

Shgnad werrdda, ar tranaitlana, show readens and lsleners the
wonneed kin helween feeas They als make your writing (km

Organlza Your ldeas

W seihly, Yo e e shgnal wards Bekiw to Jead y i H
Inu-a-mmmwuw E Tioners (NN s e e a0 | e b graphic organizers
sarE et il S el Wt Tk o Lo and language tips.
gl 3 sgoach s B 1hat. Budova st o wra sbout ko prenim dhe dend of o e e punis
[ it dhaafirs e et dn b 4o e bk udow ot prnarid.
Amanga anIm pa, o ke dhoul o prevan 4 contrmling o

W oo sl v i i e e
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A Planetariom Field Trip

ok v v speech, you sl presend e kleas fna
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Auelrede dliaggram Tike (s ane can Dedp pon plan haw jo arder

Today l'd like o propose a sith: gade Firld frip to the

laneta v, it lets talk gbout vy thiis inportant, Like many
irace expertd, | bwliove hats udping Tar halpi of under fand
wurplace on Farth, Al ur seience tragher, Mr Bl th, peinted st
lart ek, the un, our clorert sas, keeps 1fe on Earth alie. Other
tars could bevary important, e, Therelore, e thould be ghrn
the sppartunify b kearn abo ok thim,

Some may ark why e need fo g0 o the slane tarivm t da thi,
Can' e Jurt lowk up af the night shyt” In saon plac e, this may be
rue, ubien e dn.a bigaiy, v ere the tars ave netai eaiy to iee.
Hiwe wanf To (Tudy Do, e il hade To do fo indas i,

Some map alie e sy abovt the cortof thit tap, Rew e,
Liseliewee thatioe could lertun the coft by having a used b ki
1, af e did iehen e bewre raifing money for our Trip fo the 2on,

Tnoenclution, | hope Thave proved that fudging ous 1 fars it
imprtant and Thope you will join e in uppor ting a trip that
willallow wi To do Thil.

o lekoas
akim
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T oo Whiting Applieation

Students are
guided through the

Whrite.a fpeech: P2
VARG PIONA e yon write o spceh, youmake an orgiment
A Y 0 DI YU |ISENTS B agee Wb O eas Haw
Mgt eandnee your liseners e eclemg spane |s impsrent?

Tt abeort madngg s argiment. Than wits a speech Wiy

€3 Crganion Your Rossans and Evidlence
D v Tave your reasans and evilonce, 15 bngrrta it
fe gl seme 1 A0 inking aben Bow to arganiee then
0 may that Titeners ean fodko, Yemr iay wand fastart
bty e st imgerctani reasn, ane the evilence that
gt i e member also. fhat W0 ipariant to get ta the
gl quicke 1afine ta start wour speesh by grabbing vaur

development of
a complete piece
of persuasive,

* an e cerian bt g youg It s alengn
* a deary states dai

Tsteners attention bt vau mist aba im educe weur elim
as gy as pews e

i o i od 14 Organ b d B Nainons andl Eddenca narrative’ or
e e N informational/
expository writing.
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Welh siten inehusle thene that end in s foshizatkinal
We silesl ar gov [gemmen Welk s les).

g Chat s 5

My dlaim: e ko oo u wal’ ke Antlost
ey 5 + Ao yoaas
Foasens and || ocaovies o0 gpa da Lt prape oo € s et

avdnen UL s spboating fhas i b adid baeiiangin s
wipper! oy e enapl, B0 b (el b puyp was fused ot Smnessin
daim B M o ki
Shary peogle, euiles askicady, b fueeh ot g sl by Radaw?
Pal el et gl - + Hae yau
dpaa a9t o0 1t bk o e cacgecalion 3ty Nobvid
poepe $o v b warth .

Tt Pl 2900

Level A Student Edition:
Writing



Foundational Skills

Explicit, scaffolded instruction in Inside Phonics helps students
master the reading and spelling skills that lead to independence.

'I.EI-CHEH'SJEEI‘ET\ON

LANGUAGE AND LITERACY

# ; s

OBJECTIVES

Learning to Read

*Develop Phonemic Awareness: lsolbite Sounds
» Associte Sounds and Spellings: farfay idefar
*Blend Sounds 1o Decode Words

Spaliing
*Spell Werds with R-Contralled Vowels

TEACH AND PRACTICE
ar or

{® Complete Reading Routine |
{p. ¥} to introduce firar,

€D Repeat the routine te intreduce /érar, WY i L i
’.
B If students need preteaching, use A Sound/Speliln A Sound/Speliin
Reading Routine 2 (p. viii). Card 3’7&’ 3 Card Jlres“ i

" Reading

R 2
ouine | | jntroduce Sound/Spellings
; [arfar | forfor
i i £lep 1 Develop Ph A
Teacher’s Edition Insert the target sound in each blank,
1. Tell students: These wasds have at the end, Say the three words. car, far, Jar aor, for, nor
2, Tell students: These wouds have in the midale, Say the three words. park, hard, mark | eorn, port, storm

3. Tell students: [will say o word, Listen for _ . If you hear it at the and, ralse one hond. ear, tall, star, stand, for, fat, stoem, not,
If you hear ivin the middle, roise bath hands, Ifyou don't hear it at al, leave your hands down, | far barn, back, park | horn, log, sport

. . Step 2 Introduce the Sound/Spelling
A cons IStent rOUtln e 1. Display the picture-only side of the Sound/Spelling Card, Say the name of the picwre,

introduces each sound/ il smiduits ripe.

2, Say the targer sound, Have students repeat.

Spe”ing_ Students use 3, Turn the eard over, Point to and name the spelling, Have students repeat.,

4, Give sxamples of words with the soundespeling in various positions. art, barn, star or, port, for

the Sound/spelllng 5. Have students say the sound as they write the speliing in the air.
Cards to learn phonemic Sioy . 2ard Sowneyeseind
awareness, and then 1. Write the spelling of the first sound, Point to it and say the sound.

Have students say the sound. Repeat for each sound/spelling before the vowel.

blend words by sound. 2, After you write the vowel spelling, blend the sounds through the vowel, sweeping your
hand below the spellings. Have students blend the sounds,

3, If there are additlonal spelings in the word, repeat the process,

4. When the word is complete, sweep your hand below it. Have students read it

star horn

5. Repeat the procedure for other words, eart, arm, chart | form, horn, sport

Slep 4 Spell Sound-by-Sound i
[aron; Cows live on a
1. Say the word and use it in & sentence, Have students repeat the word farm, cord: Plugin the cord,

2, Guide students to segment the sounds in the woed Then agk: What's the first sound in HY L fed Hif faed idf
the wourd? Guide students 1o match each sound to a Sound/Spe ling Card and identify {arm ¢ ord
the spelling, Say: Check the card, Wihat's the speling? Students may say the spelling and
then write it. Repeat until the word is complete,

3. Write the word on the board. Ask students 1w check their spelling of the word,

4. If a student misspelled the word, have him or her circle the word and write it correctly.

5, Repeat the procedure for other words, car 1orn

T120

Inside Phonics Teachet’s Edition

Online printable
Sound/Spelling
Cards with clear
photographic .
images introcduce mti’
sounds and thelr E

corresponding
Sh a_e spellings.
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o
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Use the Transparency in the
Word Builder online tool to Skills
model and practice blending
and spelling whole words.

Foundational

TEACH AND PRACTICE

SR £) Blend Whole Words
RControllodVowels Work through Step | of Script 57,
¥ spell Words
1 'C . > ‘Work through Step 2 of Seript 57,
" star . harn 8 Q:I‘-:::::LW
e ) - an READ DECODABLE TEXT -+
[} Use Reading Routine 3 (p. ix) to guide Students read decodable
students as they read Decodable Passage 26
for r-contrelled vewels firjar and férfer: passages an d Tear—OUt/
Lingusige Sippart + Out of Hamm's Way [Practice Book, p. 117) FO|d-UD Books to app|y
Tak through exch picture Check Understanding Have students read
to devdop mesning for the word lists at the end of the passage. what they have learned.
the wards in the yellow
baxes, Present the two P If students have difficulty decoding t:
m':':“‘“iﬂ!ﬁ;‘h text in the passage, review the steps o
mm:* o k| :y_ Reading Routine | (p.vi). Have the Decodable Passage 26
Y Laok: rl-'“‘-?ﬂ% el practice reading individual werds in th K’ B
form, ar make, @ star passage, and then have them reread ¢ OuLr am's Way
(trace the star with a entire text,
finger). Here (point to
the second pictere)
& anathes meailg af ON YOUR OWN
form. The pleture haws
| ] Hrw.e farms, ar Mnds, When a student's reading indicates
| e afast, ) nding, assign the follow
independent practice. 2 o M ——
(* Practice Book, p. 55 Cosmimumanity

) Bulletin Board

FaYaTaVaVatatatataYaValatatatatatal Fal YaYa) Ya Fa¥al
UL L L L L L L L U L L L L L U LU L L U U UL N

Seript 57 Procedure

1. Blend Whole Words 7
Model Use the wp panel of the wansparency 10 model whole-word blending and structure Wardunnoemsiel b mindir....,
the practice for blending the key words. Words for Blending :‘g‘:wq. E: ':':I:"' ::" '.I.. ::.'f:
+ Pointto the star and say: The word star hos three sounds. Listan wiile | blend the sounds, far ok i N
* Pointto the s, Slide your hand below steras you say: [ can end the diee sounds: s/ 1t/ i, wa
Maw, I'm golng to say the whale ward: star ear storm LT
+ Repeat, having students blend the word with you, Then have them say the word naturally, dare sports & I'_'_n:'-ml'::wﬂl_“
* Use the word in a sentence. Ask students to suggest other sentences with the waord,
+ Repeat for hom, pointing out that the letters or stand for Jée) smart hamnet k
* Write the words at the right on the board, Have studerts chorally read each one. Remind garden  horse b i [ ]
them to use whole-word blending,
Practlee Guide swdents through items [-5, Read the text, pausing before a word with ar or
ar so that students can Blend the sounds as you point to exch spelling Then have students say
the whole word as you sweep your hand under it. Read the phrase or sentence with the word. -
2. Spell Words 9 Reading Practice .
+ Say: Star, | se the first stor b the sky, Star, Have students repeat the word, Words for Spelling
* Have students say: /s Help them identify the matching Sound'Spelling Card and the spelling part tam Wards with R-controlled Vowals
for the sound. Have students write the letter: s, A TG G R Wit N
+ Repeat for ftf and far! so that students have spelled the entire word, start thorn 4]
* Write the word, and have students compare it 1o their spelling. Have them circle it if they yard stork
spelled it incorrecty and then write it comectly,
+ Repeat the steps to spell the words at the right. march narth

L AW AaIG A0 . CIrEk O AR 1 e,

(mavaiThaeen ﬂ
A B o
9., i 13, 1

Inside Phonics Practice Book

The Practice Book provides
activities for targeted skills
Use the letter and word tiles in the practice and reinforcement.
Word Builder online tool to introduce high

frequency words and model blending.
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Universal Access

Set high expectations for all students with instructional materials

and tools that provide equal access to learning.

Academic Vocabulary Frontloading

Students receive explicit
instruction in the
academic vocabulary
associated with skill
lessons, providing access
to the terms essential for
learning those skills.
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*1qbing of a muddplamianing wor)
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Key Vocabulary Picture Support

Photographs help visual
learners and students
from all language
backgrounds acquire the
vocabulary necessary for
reading comprehension.

Learn Key Vocabulary
Study the Words Usa the stops below,
4, Pranaunce th word, Say it aloud several times, Spell i,
2, Rato your word knowladge,
3, Study the examplo, Tall more about tha word,
4, Practice it, Maka the word your own,

Koy Words
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Common Core Sentence Stems

Oral language stems correlated
to the Common Core Anchor

Standards provide structure and SPEAKSNG VD USTEHNG i

Crvge i s G 14

focus to help students participate
in learning and discussions.

A

Teachet’s Edition

Language Transfer Resources

Point-of-use notes and transparencies help
teachers support students from all language
backgrounds, including American Sign Language
and African American Vernacular English.

DAILY GRAMMAR LESSONS

Nouns in the Subject
and Predicate

truction of nouns In the subject and predi-
cate using these Transparencies, (Also see

s Direct hjects an-cnd
Subject aexl Object GI6-GIG
P
Subjedt andl Object anr-Gna
Feerining

Apply Students will apply their grammar
skills in speaking and writing on p. T427,

Teach/Model and Practice Continue ins-

the Grammar Instruction Routine eon PD54)
L7

om Lesson Foous QC* PB Page

Language Transfer Issues

+ African American Vernacular
English A subject noun is often followed
by a subject prenoun, and the verb may be
omitted, Students may say The bay he
12 pears old.

« American Sign Language Words are
sometimes in object-subject-verb order
Muslc Sal ke means Sal lkes music,

+Spanish Sentences do not always include
a subject, Students may say Is fun to conk?

+Tagalog Theverb can precede the sub-
Ject, as in Amived the wacher loe,

*Korean Verbs are placed last ina
sencence. Students may say The teacher
homework gave,

° language Transfer Transparendes 7, 8,
33,34

Level B Teacher's Edition

Audio Support

Audio recordings "'

1] mpie

support auditory |[Flemmm e |

learners and
visually-impaired
students.

Comprehension Coach

Language Structure and Phonics Transfer Charts explain
grammar differences between English and seven of the
most commonly spoken languages in California, as well
as African American Vernacular English.

ENGLISH LANGUAGE el SAMPLETRANSFER | LANGUAGE TRANSFER
STRUCTURE | TRANSFER ISSUE ERRORS IN ENGLISH TRANSPARENCY
oy B e,

Commands | Gomevech can be s by 3
ackling an adverb aftervarts obe k] e et | =Doil
erphased. Wietnsmese
fackd the axdvert night pow)
Coemmanch can be fomedd by ackdeg | Himeag Fii the car a1 300,
& e Iechcator after the wrbs lobe =Fls e,
Comensrihi o be forreed by aking, | Vietaamene Ehs Py gocerien, gl
the verb o o emphaski ot theerd of = Dy ey pcceries,
the sennenz,
Dormrurchs canbe fored by charging | Kerean Erirgirg) it over here.
e vorb orcing, = Bring, It ovet hees,
The mabyect proveun yout s et orified | Tagaleg ‘e o brore prw,
ima e, = (i home rew.
Nugrthves Doubleragatives ws rouiraly e, | HaMlsn Cresls Ty chonit ke rotbing, @
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Program Organization

Coordinated student materials put texts at the center of reading and writing
instruction to help all students meet the California Common Core.

Student Reading Materials
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Level B ‘
Student Book: ; R e
Practice Book B
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Award-winning titles with built-in support

Leveled Library B '

Bonos and
Musplos
i
{

20



Student Writing Materials

. G
CALIFORMIA

! Revise a Causc-am-Effect Essay
. i b b s dator s

)

Level B

Student Book:
Writing

Writer's Workout

. 1ha Pl et gttt

e e e i 5 o

myNGconnect.com for Students

* Student eEdition

» Build Background videos
» Comprehension Coach

* My Assignments

» Selection Recordings, Fluency Models,
and Close Readings

* Language CDs and MP3s
* Links to Online Resources

L Eais]

Also available:
eBooks for mobile devices

Access to exclusive National
Geographic videos
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Program Organization, continued

Teacher materials provide the most comprehensive print and digital
resources to implement reading and writing instruction and assessment.

Teacher’s Edition

Print Edition eEdition
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* Reading and writing lessons and teacher support in one book
» Correlations to multiple Common Core grade-level standards
¢ CCSS-correlated sentence stems -
» Teaching routines and strategies & Online Transparencies
* Fluency passages * Academic Language Frames

* Language transfer charts » Writing



myNGconnect.com for Teachers

» Teacher’s eEdition

* Online Lesson Planner

* eAssessment and Progress Reports
* Online Transparencies

* Teaching and Learning Resources

* Online Extension Activities

* Family Newsletters in 9 Languages
* Online Professional Development

* Presentation Tool
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Online Lesson Planner

Reports & Grading

Sl Puatu s by Armitarts

Progress Reports and Individualized
Reteaching Prescriptions

INSIDE Newsletter =

[T - Mora Than o Gama

Family Newsletter
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Assessments

Make informed decisions every step of the way to help students
comfortably enter and exit an intervention setting.

1. Assess & Place 2. Assess & Monitor
CHECK UNDERSTANDING |
oy . © Look Into the Text
e g . CHECK UNDERSTANDING 1. Inference Raymond is devel-
0 Have students tell what they would opmentally delayed. Someone

use to evaluate an argument. (opin- needs to be with.hirn atall cin-.les
ions, facts, and loaded words) Then to make sure he is OK. In their
. have them explain what it means family, this is often Squeaky’s job.

when a claim is valid. (It is supported P If students have trouble answer-
by the author,) ing, have them reread the firsc

two paragraphs on p. 528,
W
e e e e e ]

Placement Test

* Measure phonics and
decoding ability

* Place into the

appropriate level
of Inside

Teacher’s Edition

» Frequent checks help teachers monitor skill acquisition
and reading comprehension.

* Quick reteaching suggestions provide informal
opportunities to catch students before they fall behind.

e T

1]
INSIDE

o)

Level Tests » Selection Tests include constructed-response and
* Measure knowledge of multiple-choice items to assess vocabulary, reading
Common Core skills comprehension, and grammar skills. S eeom oo e
* Unit Test items measure mastery of specific reading, Smarter Balanced

language, and writing standards taught in each unit. kemiormats;

READING LEVEL
GAINS TEST

ExamView®™

L ————‘

Reading Level Gains Tests

* Establish baseline
Lexile® reading level
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generator
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Print and online versions of answer keys, rubrics, reports,
and profiles help teachers gather data, inform reteaching,
and share student progress in conferences.

TESTED SKILLS REVIEW AND RETEACHING

@ Koy Vocabulary s e VacatuiLy Heveaching Rauting (P05 %
congratulate  hanast D shicknits wha ded nen masden e wamls.
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Thar lastitenm an each Salection Test 14 4 eonstneis)
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Thik atoiued 10 el bow 10 answe IS Questan,

O Grammar Wse thir Concept B In e Reading, Language,

* Campley Senencos & Grammar Pracico Boakwa eestaw e skill e
P b studenta wiide 1 retedl the plat of e
e mnte ar bk, Chic far eormect famaton
af eomplo semoes
) C* Practico Book, pp, G147-6151

eAssessment

_. — | * Reports

Assessment Handbook

* Student and Class
Profiles provide an
at-a-glance look at
how well students
have learned the skills
taught in a unit.

= Student- and teacher-
friendly Writing
Rubrics provide
tools for scoring and
evaluating writing.

» Personal Inventories
and Surveys provide
metacognitive and
affective measures.

Teacher’s Edition

« Reteaching prescriptions
ensure tested skills are learned.

3. Show Success

v, pe

* Measure improvement
and show competency
in Common Core skills

READING LEVEL
GAINS TEST

Reading Level Gains Tests

* Measure progress
in Lexile® reading level

Smar ke,
T e o

Smarter Balanced
Test Preparation
and Practice
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Comprehensive Instructional Planning

Pull it all together with the organizational tools to develop comprehensive
yet flexible lesson plans that meet your program needs.

Promote academic
discussion and
literary analysis
with unit Guiding
Questions that keep
students focused.

Unit Launch

Focus on Reading
@ Text Structure:
Chronological Order

Focus on Vocabulary
© Use Context Clues: Multiple

Instructional Focus

= How do sports bring people together?

Reading
E:Zdéulrl?g?(m; » | @ Text Structure: Chronological
Order
© Video

Play Ball!

Leam how baseball reflects the history of
the country.

LESSONS 1-5

+ See BaseballToday
© Strategy: Use Context Clues
» Use Context Clues to Interpret
Multiple-heaning Words

Bulld Background

M aariog Words and Vocabulary »

= bond
« situation

@ Use Key Vocabulary
champlon league professional
compete pastime segregate
fan popular

© Use Academic Vocabulary
« reflect « gltuation

= goal

= sequence
O Reading Fluenc
Build Fluency > Skliimaskild
™ .', O Express Opinions

Language Functions »

Grammar > | O Sentences
» Use Complete Sentences

Student Book:
Reading and Language

LESSONS 1W-5W

Align reading and Project 13

writing instruction.

Strategles | Paragraphs in
and Applications » | Chronological Order

Writing Application
« Write Paragraphs in Chronological Order

Student Book:
Writing

@ myNGeonnect.com

T471g Unit 7 More Than a Game €9 - Tested on Selection Test and/or Unit Reading and Language Test

Level B Teacher's Edition
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Systematically teach, revisit,

and assess skills and strategies
correlated to the California CCSS.
for accelerated learning.

Online Lesson Planner
& myNGconnect.com

m m z v
i~ =

Roberto Clemente Raymond'’s Run Pressure Is a Privilege
Meet a man who was not only a sports Find out how sports can change the way Consider the ways that athletes can
legend buta hero to many. we see others. affect the way young people think.

LESSONS 6-10 LESSONS 11-15 LESSON 16

Compare Media ©@ Determine Viewpoint @ Text Structure: Chronological
Order
© Video © Video PRESSURE -
+ Meet Athletes Who Made History « Meet Athletes with Drive e i
© Strategy: Use Context Clues @ Strategy: Use Context Clues i
» Use Context Cluesto = Use Context Clues to Interpret
Interpret Jargon Multiple-Meaning Words
@ Use Key Vocabulary @ Use Key Vocabulary
celebrate  Introduce respect congratulate  pgesture serlous
credit Invitation  spirit energy henest squeaky
henaor mighty exerelse interrupt
© Use Academic Vocabulary @ Use Academic Vocabulary © Use Academic Vocabulary
» evidence  » Interpret «distinguish « situation i
sevaluate *8ay
O Reading Fluency © Reading Fluency
a':lCDmpre}u:r\lenCDnd‘l a 1 Comp rehenslon Coach
O Justify © Elaborate
O Sentences @ Sentences
« Use Compound Sentences » Use Complex Sentences

LESSONS 6W-15W
Project 14

Compare Across Texts
* Compare Authors’ Styles
« foal

Unit Wrap-Up

Biography + Reflect on Your

© Writing Trait Reading
= Volce and Style
© Writing Application * Explore the Guiding
» Write a Blography Question
+ Book Talk
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CALIFORNIA

INSIDE

Program Components

Inside Fundamentals Volumes 1 and 2

Print Digital

Student Book ® °
Teacher's Edition ® ]
Practice Book ® ®
Practice Book Teacher's Annotated Edition @ ®
Folktale Collections (16 titles) ®

Folktale Selection CDs ®
Theme Books (9 titles) ]

Theme Books CDs ]
Selection and Fluency CDs o
Assessment Handbook °

Placement Test and Teacher's Manual ® ]
Unit Test Booklets and Teacher's Manual @

Level Test Masters and Teacher's Manual ® L]
Reading Level Gains Test and Manual ® o
eAssessment °
ExamView CD ®
myNGconnect @
Inside Levels A-C

Student Book: Reading and Language @ o
Student Book: Writing L ®
Teacher's Edition: Reading and Language/Writing with Language Models and Fluency CDs ® ®
Practice Book <] o
Practice Book Teacher's Annotated Edition <] ]
Writer's Workout <] o
Writer's Workout Teacher's Annotated Edition L] °
Leveled Library (24 titles) ®

Content Library Classroom Set (8 titles) @

Comprehension Coach ©
Selection and Close Reading CDs @
Assessment Handbook ® ®
Placement Test and Teacher's Manual ® ®
Unit Test Booklets and Teacher's Manual ®

Level Test Masters and Teacher's Manual ® ©
Reading Level Gains Test and Manual ®

Test Preparation and Practice for Smarter Balanced Assessments ©

eAssessment °
ExamView CD °
myNGconnect o
Inside Phonics

Teacher's Edition ®

Reading Practice Book ®

Reading Practice Book Teacher's Annotated Edition ©

Teacher Scripts ®

myNGconnect ®
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BEST PRACTICES

Best Practices & Research Base

Inside Language, Literacy, and Content has been designed and updated by experts in the
fields of reading, writing, and language learning. In this section, program authors present
the best practices for teaching—practices that are grounded in current research and
reflect the Common Core State Standards. These practices are built into the resources
and instruction included in the program.

BEST PRACTICES

Bringing Students Inside: Shaping Equitable Pathways ... ................ PD1
Alfred W. Tatum, Ph.D.

Meeting the California Common Core State Standards ... ... ... ... . . . . PD4
Michael Smith, Ph.D.

Robust Vocabulary Instruction. .. .. ... ... ... ... ... ... ................PD7
David W. Moore, Ph.D.

Developing Comprehension To Support Meaning Making. . ... ... ... .. .. . PD10
David W. Moore, Ph.D.

Teaching the Fundamentals: Phonemic Awareness, .. .. ................. PD13
Phonics, Decoding, Spelling, and Fluency
Alfred W. Tatum, Ph.D. and Josefina Villamil Tinajero, Ph.D.

Meeting the Standards for Speaking and Listening. . ... ... .. . ... .. PD17
Deborah J. Short, Ph.D. and Michael Smith, Ph.D.

Motivating Adolescent Readers .. ... .. ... .. .........................PD19
Michael Smith, Ph.D.

Bulld WrIEIGE: POWEIT. v v ation it it atr i i b i s i an s a2 2
Gretchen Bernabei

Comprehensive and Responsive Assessment . . .. ... ... ... .. .. .. .. .. .. PD25
Deborah J. Short, Ph.D. and Alfred W. Tatum, Ph.D.

RESEARCH BASE
Bibliography. .. . ... ... ... ... .. i A L R PD28

Additional monographs by the program authors are available on myNGconnect.com.




by Dr. Alfred W. Tatum

(CCSS) is shifting the instructional focus for middle
school students in the United
States. Literacy demands have in-

The adoption of the Common Core State Standards

Adolescent Readers

Bringing Students Inside:
Shaping Equitable Pathways

Shaping Equitable Pathways
Advancing the literacy needs and shaping equitable

pathways [or middle school students
will involve, at minimum, nurturing

creased f(or all Studel‘l.ts, inclulding — N N — students’ resilience and increasing
those who struggle with reading and g 3 their experiences with more cognitively
writing. According to national assess- Instruction fOV demanding texts, including disciplinary

ment data, a mere 34 percent of U.S.
eighth graders are prolicient readers.
Sorely, only thirty-eight percent of
twellth-graders performed at or above
a proficient level in reading in 2009
(NCES, 2010). This indicates a clear
performance trajectory between the
proficiency levels of middle school
readers and later reading achieve-
ment. Therefore, it is imperative that
educators shape equitable pathways
to protect the literacy rights ol middle
school students to prepare them for a
wide range of post-secondary options.

Broaden the Lens of Reading,
Writing, and Language Instruction

Instruction for middle school students must be concep-
tualized to align to the broader contexts that inform their
lives. Often, middle school students live on the outside

of literacy instruction; and many will remain there un-
less instructional practices are planned and educational
contexts are shaped to meet their specific language and
literacy needs to bring them in from the margins. Literacy-
related difficulties are often exacerbated lor students

who lack the English proficiency needed to handle the
academic language, vocabulary and content found in the
texts that they must read from middle school on. Narrow
approaches to literacy instruction that have simply fo-
cused on skill and strategy development without regard to
students’ intellectual development have only yielded small
upticks in reading achievement over the past four decades
(NCES, 2010). A broader frame of literacy instruction as
outlined by the CCSS brings attention to the intersection
of reading, writing, language and knowledge development
that should benefit middle school struggling readers who
have been traditionally underserved by schools. Educators
must safeguard this intersection to counter inequitable
literacy pathways to ensure that a significant proportion of
middle school students receive the instruction they need
and deserve. Educators must balance a [ocus on complex
texts as called for by the CCSS while honoring the com-
plexity of middle school students’ lives and their need for
academic, cultural, emotional, and personal development.

middle school
students must be
conceptualized to
align to the broader
contexts that inform
their lives.”

- .

texts (Shanahan & Shanahan, 2008).
Middle school students are more likely
to become resilient il they feel secure

in the presence of adults who clearly
communicate high expectations along
with realistic goals, and who support
the students active participation in
authentic tasks and “real-world” dialogue
(Henderson & Milstein, 2003; Stanton-
Salazar & Spina, 2000). During reading
instruction, educators can help nurture
student resilience by modeling specific
reading and writing strategies that
students can use independently, while
simultaneously engaging students with
a wide range ol fiction and nonfiction
texts. These actions are particularly effective for students
who often feel disconnected [rom literacy instruction
(Ivey, 1999; Miller, 2006). Building these contexts

and relationships helps to construct students’ literacy
identities (Triplett, 2004).

Literacy classrooms and instructional practices that
invite students in [rom the margins and shape equitable
pathways are characteristically non-threatening. Students
engage in conversations with teachers and classmates
about the multiple literacies in their lives and [eel
supported and valued. Educalors who structure such
classroom environments and instructional practices have
the potential to promote more active student parlicipation
in literacy-related tasks and to increase student
motivation, leading to improved academic outcomes
(Guthrie & McRae, 2011). For too long, policies and
practices have inadvertently authorized failure in middle
school (Tatum & Muhammad, 2012).

Education should keep in mind the following as they move
to authorize a dilferent set of instructional practices to
shape equitable pathways for middle school students:

1. Conceptualize reading, writing, and language as
tools of protection for middle school students.
Instruction in middle school can shape the trajectory
[or post-secondary options.

Bringing Students Inside
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2. Focus on the intersection of reading, writing, and intel-
lectual development. Require students to demonstrate
their comprehension through reading, writing, and
discussion.

Develop a writing routine that requires students to
demonstrate their new understandings that emerge
from the texts.

3. Increase students’ exposure to academic words and
language in the middle school. Use rich language while
speaking. Share examples ol your own writing that mod-
els how you use rich language.

4. Move beyond texts during instruction that are “cultural
and linguistic feel-goods” in favor of texts that advance
students’ cognitive and social development.

5. Become better arbiters of the texts you use with stu-
dents or change how you plan to use the texts. Establish
a litmus test for your text selections that moves beyond
mandated materials.

6. Provide direct and explicit strategy instruction.

7. Recognize that young adolescents are developing a
sense of sell, and that they draw on cultural, linguistic,
gender, and personal identities Lo define that sell.

8. Honor cultural and linguistic diversity during instruc-
tion while holding all students to standards of excellence.

9. Provide adequate language supports belore, during, and
afler instruction.

10. Select and discuss texts in ways that engage students.
11. Use appropriate pacing during instruction.

12. Involve students in the assessment process and
develop an assessment plan that pays attention to
students’ cognitive and alfective needs.

13. Do not reject complex texts for struggling readers
and writers based on perceived notions of ability or
capacity to handle complex text across a wide range
of subjects. Be patient and steadlast.

As this list indicates, there are multiple ways lo shape
equitable pathways for middle school students. It is impor-
tant for teachers to be flexible in finding the ways that work
best with their students, and to avoid approaching literacy
instruction with a single technique or method.

Engaging literature selections bridge the gap
between students’ in-school and out-of-school
literacy experiences.

PD2 Bringing Students Inside
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Applying the Research

Inside Language, Literacy, and Content is designed

to shape equitable pathways of striving middle school
students and to support them in achieving academic
success. Engaging literature selections bridge the gap
between students’ in-school and out-of-school lives, honor
the diversity of their cultural and linguistic backgrounds,
and encourage them in the development of positive
personal identities.

Teacher’s Editions support teachers in providing a nurtur-
ing classroom environment and in delivering direct and
explicit instruction, with appropriate pacing and system-
atic guidance to keep students on track in learning skills,

strategies, and content. The program [eatures highly
structured and guided practice, using repetitive routines
that move striving readers toward reading independence.
By involving students in the assessment process, Inside
Language, Literacy, and Content helps students visual-
ize their own progress and embrace the goal of becoming
proficient readers.

These approaches to instruction and assessment offer the
best potential to shape positive literacy and life outcomes
for students who struggle to read. With such help, students
become insiders during their school years and carry mul-
tiple efficiencies with them when they graduate and move
into a promising future in the outside world.

d CLOSE READING.
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Complex texts incorporate rich language and advance students’ cognitive and social development.
Instructional routines integrate reading, writing, and intellectual development and require students to
demonstrate their comprehension through reading, writing, listening and speaking.
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California Common Core

are designed to “ensure that all students are college

and career ready in literacy no later than the end
of high school” (National Governors Association Center
for Best Practices, Council of Chiel State School Officers,
2010). A recent analysis (Porter, McMaken, Hwang, Yang,
2011) of the standards establishes that the CCSS will “shift
content. .. toward higher levels of cognitive demand” (p.
106). But the CCSS are about more than rigor. They also
pose new challenges (or what and how we teach. Let’s ex-
plore how Inside Language, Literacy, and
Content meets those challenges.

The California Common Core State Standards (CCSS)

Challenge 1: An Increase Emphasis
on Informational Texts

The CCSS push for an increased emphasis

on informational texts is absolutely clear:
Part of the motivation behind the
interdisciplinary approach to litera-
cy promulgated by the Standards is
extensive research establishing the
need for college and career ready

“Rather than
seeing fiction
and nonfiction
as being in

Meeting the California Common Core
State Standards

by Dr. Michael W. Smith

makes it clear to kids that what they read matters in the
here and now (cl., Smith & Wilhelm, 2002).

Challenge 2: An Increased Emphasis on Text

Complexity

The CCSS “emphasize increasing the complexity of texts

students read as a key element in improving reading com-

prehension.” In fact, Cunningham (in press) argues that

“the most widely discussed reading instructional change
called for by the CCSS is a significant

N increase in text complexity.” Indeed, he

continues, “those who have not read the
standards and only listened to the chatter
about them may well have concluded that
this is the only major change in reading
instruction the CCSS entails.”

Text complexity is itsell a complex mat-
ter. As the Supplemental Information for
Appendix A of the Common Core State
Standards for English Language Arts and

students to be proficient in reading Competltlon, Literacy indicates assessing text complex-
complex informational text inde- : ity involves the consideration of three
pendently in a variety of content Inside sees dimensions—qualitative, quantitative, and
areas (p. 4). reading and task.
them as
Indeed, the Standards call for 70 percent o Given that our program is designed for
of the reading that secondary students Complementary. striving readers and that one of their

do to be informational, although they
stress that “teachers of senior English
classes, for example, are not required to
devote 70 percent of reading to infor-
mational texts. Rather, 70 percent of
student reading across the grade [i.e. across all of their
subjects] should be informational” (p. 5). Despite this
caveat, there’s sufficient concern about this changing
emphasis that Washington Post columnist Jay Matthews
published an article entitled “Fiction vs. Nonfiction
Smackdown.”

Rather than seeing fiction and nonfiction as being in
competition, Inside sees them as complementary. All of
our units are built around Guiding Questions. These
questions are so interestingly complex that they have
been taken up by a variety of disciplines. If we want our
students to think about them, they have to read litera-
ture, to be sure, but they also have to read a wide range
of informational texts as well. Reading fiction and nonfic-
tion together in service of thinking about those ques-
tions invigorates both. And perhaps more importantly, it

PD4 Meeting the Common Core State Standards

primary features is ability-appropriate
texts, the CCSS’s emphasis on the read-

T ing of complex text provided a significant

challenge. We met that challenge by in-

cluding instructional-level texts at acces-
sible reading levels and by closing each of our units with
a text designed to stretch students’ ability. In selecting
those texts we drew on both the quantitative dimension of
complexity (Lexile ratings) and the qualitative dimension
of complexity (our analyses of the complexity of the text's
structure, language, knowledge demands, and levels of
meaning).

Although the CCSS require all stu-
dents to read complex texts, they
explicitly state they do not define
the intervention methods or
materials necessary to support
students who are well below
or well above grade-level
expectations. Therelore,
once we selected the
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texts, we had to draw on our understanding of reader and
task considerations to help students grapple with those
texts. The very structure of our books is designed to help
students do the stretching we ask them to do. In the first
place, we provide instruction designed to help them have
meaningful transactions with the texts we ask them to
read. (More on that in the next section.) In addition, be-
cause our units are built around Guiding Questions, they
involve extended reading, writing, and discussion about
texts that address a similar issue. As a consequence, all of
the reading, writing, and talking that students do acts as
a kind of frontloading (Wilhelm, Baker, & Dube-Hackelt,
2001) for Close Readings, the “stretch” texts that close
each unit. Moreover, because our units are built around
questions that address issues that are important in kids’
lives, students can draw on their prior knowledge and ex-
periences outside school as a source of implication. This
background knowledge will help students understand the
content of the texts, freeing up mental resources Lo cope
with more sophisticated syntax. Moreover, the feelings of
competence that our instruction and unit organization
develop coupled with the meaningful social work we ask
students to do will increase their motivation (cf. Smith

& Wilhelm, 2002). And as the Supplemental Information
for Appendix A of the Common Core State Standards for
English Language Arts and Literacy explains, “Students
who have a great deal of interest or motivation in the con-
tent are ... likely to handle more complex Lexts” (p. 6).

CLOSE READING
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Challenge 3: A Focus on Close Reading of
Particular Texts

Without question, the CCSS emphasize developing deep
understanding of particular texts. Here are the first three
anchor reading standards:

1. Read closely to determine what the text says explicitly
and to make logical inferences from it; cite specific
textual evidence when writing or speaking to support
conclusions drawn [rom the text.

2. Determine central ideas or themes of a text and ana-
lyze their development; summarize the key supporting
details and ideas.

3. Analyze how and why individuals, events, and ideas de-
velop and interact over the course of a text.

However, although these standards focus on learning [rom
individual texts they do so in a way very much in line with
the strategy instruction we provide. We locus on making in-
ferences (Standard 1). We focus on determining importance
(Standard 2). We locus on synthesizing (Standard 3).

In fact, in a guide for publishers seeking to develop mate-
rials consistent with the CCSS, two of the lead authors of
the standards (Coleman and Pimentel, 2012) suggest that
strategy instruction can support the learning [rom text goal
the CCSS articulate:
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Close Reading passages provide opportunities for reading and rereading short, more complex texts,
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Close reading and gathering knowledge from specific
texts should be at the heart of classroom activities ...
Reading strategies should work in the service of read-
ing comprehension (rather than an end unto them-
selves) and assist students in building knowledge and
insight from specific texts. (p. 9)

That's just what Inside does. It teaches students strate-

gies so that they can independently apply them to under-
stand the specific reading we ask them to do. We avoid the
“cookie-cutter” strategy-based questions that Coleman and
Pimental critique. The Look Into the Text feature is a salient
example of embedding strategy instruction in rich, textual
context.

In short, we connect text-dependent questions and strategic
instruction. As a consequence, we support students” “gath-
ering evidence, knowledge, and insight from [the specific
text] they read” even as we are teaching strategies that they
can apply in new textual contexts.

In his comprehensive review of research on transfer Haskell
(2000) points out that “Despite the importance of transfer
of learning, research findings over the past nine decades
clearly show that as individuals, and as educational insti-
tutions, we have [ailed to achieve transfer of learning on
any significant level (p. xiii).” Despite this finding, Perkins
and Salomon {1988) argue that teachers are loo sanguine
about the likelihood of transfer, relying on what Perkins
and Salomon call the Little Bo Peep view of transfer; that
is, if we “leave them alone” they come to a new task and
naturally transfer relevant knowledge and skills. But that
transfer doesn’t happen. Perkins and Solomon note that “a
great deal of the knowledge students acquire is ‘inert™ (p.
23), meaning that students don't apply it in new problem-
solving situations. As a consequence, Perkins and Salomon
(1988) argue that teachers must work hard and quite
consciously to cultivate transfer. They explain cultivating

a “mindful abstraction” of a strategy allows it to be moved
[rom "one context to another” (p. 25). That’s why we provide
explicit strategy instruction and provide multiple opportu-
nities for students to apply their understanding.

We want students to grapple with the texts that they read
so they can learn [rom them and use them to think about
the Guiding Questions that organize our units. Strategy
instruction coupled with repeated opportunities to apply
those strategies in meaningful ways in a range of textual
contexts is the way to do just that.

Challenge 4: An Increased Emphasis on
Argumentation

The prominence of argumentation in the CCSS is undeni-
able: “[T]he Standards put particular emphasis on students’
ability to write sound arguments on substantive topics and
issues, as this ability is critical to college and career readi-
ness.” We respond to that increased emphasis in two ways.

Meeting the Common Core State Standards

The first is by working to create a culture of argumentation
in the classroom through the use of Guiding Questions,
questions that have no definite answers. Structuring units
around such questions signals to students that they'll need
to make the kind of sound arguments that the CCSS are
calling for il their ideas about the Guiding Questions are to
carry the day.

This emphasis on argumentation stands in stark contrast
to the patterns of discourse that prevail in schools. Indeed
Applebee, Langer, Nystrand, and Gamoran’s (2003) analy-
sis of twenty 7-12 grade classrooms reveals that what they
call open-discussion, defined as “more than 30 seconds of
[ree exchange of ideas among students or between at least
three participants” which “usually begins in response to an
open-ended question about which students can legitimately
disagree” (p. 707) averaged 1.7 minutes per 60 minutes of
class time. This is a pretty depressing finding, but one that
we work to overcome by the very structure of our program.

The second response to argument is to provide explicit
instruction on how to read and write arguments. We teach
students how to understand and employ Toulmin’s (1958)
model of argumentation, a model of argumentation that
allows students to draw on their ability to make effective
oral arguments in their efforts to cralt effective written
ones (cl, Smith, Wilhelm, & Fredrickson). Just as providing
explicit strategy instruction with plenty of opportunities
for applying that instruction in specific textual situations
losters transfer of learning in reading, so too does providing
explicit instruction in the elements of argumentation along
with plenty of opportunities to practice applying those ele-
ments foster transfer of learning in writing.

We want the struggling readers that our books are designed
to serve to be college and career ready by the time they
graduate from high school. That’s why we have embraced
the challenges that the Common Core State Standards pose.

o e 1k -

Frequent opportunities for academic discussion are fostered through
Guiding Questions.



Vocabulary

by Dr. David W. Moore

broad and deep vocabulary knowledge is crucial for

their literate, academic, and occupational success. For
striving readers and students who are learning English,
such instruction is imperative (Cummins, 2003; Nation,
2001; Torgeson et al., 2007). According to the Common
Core State Standards (CCSS) (National Governors
Association Center [or Best Practices, Council of Chiel
State School Officers, 2010):

Instruction that helps middle grades students develop

Robust Vocabulary Instruction

range of print materials—Lrade books, textbooks, reference
sources, periodicals, web sites, and multimedia presen-
tations—they gain access to the meanings of unfamiliar
words along with information aboul how familiar words are
used in different ways in dilferent contexts.

To make new words their own, students benefit [rom
frequent and varied activities that allow them to use the
words as they read, write, speak, and listen

To be college and careerreadyinlan- BN =~~~ (Marzano, 2004). Engaging students in

guage, students must have extensive

collaborative content-rich tasks, regularly

vocabularies, built through reading “Complemeﬂﬁng prompting them to elaborate their ideas,
and study, enabling them to compre- . . and supporting their efllorts are all rich
hend complex texts and engage in F"lCh and va F"led language experiences associated with
purposelul writing about and con- vocabulary growth.

versations around content. They need language

to become skilled in determining or
clarifying the meaning of words and
phrases they encounter, choosing
flexibly from an array of strategies to
aid them. (p. 51)

Research in promoting middle grades
English learners’ and striving readers’
vocabularies (Blachowicz, Fisher, Ogle,

& Walls-Talle, 2006; Graves, August, &
Mancilla-Martinez, 2013; Harmon, Wood,
& Medina, 2009; Kame'enui & Baumann,
2012; Lesaux, Kielfer, Fuller, & Kelley,
2010) indicates that effective instruction includes
four components.

Rich and Varied Language Experiences

Most word learning occurs through meaningful oral
language and wide reading of diverse materials (National
Reading Panel, 2000). The oral language that young
children hear and participale in al home is their major
source of word learning. Once children begin school, the
ways in which they use language to interact with teachers
and classmates become especially important contributors
to vocabulary growth. Teachers increase this growth when
they support students' oral language centered on academic
purposes, structures, and terminology.

Rich oral language experiences are essential to students’
vocabulary growth; however, as students move through
school, reading becomes a principal source of new words
{Cunningham & Stanovich, 1998). Indeed, some research-
ers consider the amount of reading that students do to be
the most powerlul influence on their vocabulary develop-
ment (Anderson & Nagy, 1992). When students read a

experiences with
the direct teaching
of specific words
is important.”

Inside Language, Literacy, and Content
provides informative nonfiction and fic-
tion selections that present new words
through a range of oral and written
language experiences. The selections shed
light on many flascinating Lopics and are
grouped in topical units so that students
encounter ideas and information that re-
late to and build on each other. The selec-

——— - lions also grow in difficulty, which allows

students to encounter words in a logical

sequence. Instructive videos introduce the

selections, embedding the new words and
concepts in stunning displays. Instruction related to the
selections and videos leads students to interact with the
materials meaningfully throughout each unit.

Direct Teaching of Specific Words

Complementing rich and varied language experiences with
the direct teaching of specific words is important. Direct
teaching of specific words helps students develop in-depth
knowledge (Beck, McKeown, & Kucan, 2008; Graves,
2009). Such instruction is especially valuable for students
who do not read or understand English well enough to
acquire vocabulary through reading and listening alone.

Directly teaching specific words well requires choosing
particular words for instruction, then bringing them to life
in ways that allow students to gain permanent ownership of
them. It means explaining word meanings so that students
form connections with what they already know, detecting
relationships as well as distinctions among known words. It
means modeling correct usage of the words and providing
numerous opportunilies for students Lo see and use the
words in active meaningful contexts.

Robust Vocabulary Instruction  PD7



Key Vocabulary The program directly teaches specific
words before each major reading selection. Key Vocabulary
are words that are essential to understanding a unit con-
cept, central to comprehension of a selection, valuable for
students in classroom discussions, and highly useflul for fu-
ture academic studies. Directly teaching these words helps
students unlock meanings of both the words and of related
words they will encounter in the future.

Introductions to each word follow a consistent pattern that
calls for students to assess their knowledge of the word,
pronounce and spell it, study its meaning, and connect it to
known words. Student friendly definitions, striking photo-
graphs, and explanatory links between each definition and
photograph accompany every key word.

Academic Vocabulary Along with Key Vocabulary, Inside
Language, Literacy, and Content focuses on academic
vocabulary, words such as function and transform that make
up the distinctive language of school (Coxhead, 2000;
Nagy & Townsend, 2012). Academic terminology typically
is bundled together more densely in the materials students
read inside school than outside of school, and it typically is
more abstract. Despite differences between academic and
general vocabulary, shared principles of instruction apply
to both, For instance, students benefit from rich and varied
language experiences along with direct and meaningful
teaching of academic as well as general vocabulary.

Vocabulary Routines Throughout the Inside units, instruc-
tional routines offer extended opportunities to engage
students in word study. Routines lead students to gain
control of specific words through actions such as graphi-
cally organizing them, comparing them with synonyms and
antonyms, and using them orally and in writing. Students
connect the words to their lives and to the selections’ and

Key Words

cell (sel) noun circulate (sur-kii-lat) verh

papge 273 page 279 page 273

A cell Is the smallest working part
of aliving thing. People are made
up of millions of cells.

Related Word: cellular

along a path that returns to the
place it started. Blood circulates

Related Wards: circle, clreult

involve (in-vahly) verb organ (or-gun) noun

i |
To be invalved means to be part of Anargan is a body part that has
something. A team Involves people a certaln Job to do. Your heart and
working together. lungs are important organs.
£ e fnalind =

Striking photographs, student friendly definitions, and links between each photograph and the

definition accompany every word.
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examine (ig-zam-un) verb

oxygen (ahk-si-jun) noun
page 276 page 273 page 276

Oxygen s the air we breathe. We use
extra oxygen to exercise.

units’ topics. Twelve vocabulary routines are featured

in the Teacher Editions and used throughout the levels.
Regular use of these routines helps students internalize
the habits of thinking about, exploring, and connecling
words. Additionally, students’ knowledge of the words di-
rectly taught is assessed regularly throughout the program
to inform instructional decisions.

Instruction in Word-Learning Strategies

Proficient readers apply independent strategies to figure
out the meanings of unfamiliar words (Anderson & Nagy,
1992). As the CCSS make clear, college and career ready
students independently determine the meanings of un-
familiar words through contextual analysis, morphemic
analysis, and the use of specialized reference materials.

Contextual Analysis Analyzing the context of an unfamil-
iar word to clarily its meaning involves actively using the
text and illustrations that surround the word (Baumann,
Edwards, Boland, & Font, 2012; Stahl & Nagy, 2006).
Proficient readers use contextual analysis when they de-
termine that they do not know a word (e.g., "l don’t under-
stand hitched in ‘They got hitched.”). They then look back
in the selection, rereading for clues to the word’s meaning
they might have missed, and they look forward, reading
on [or new information that might help. They search the
surrounding words for particular types of clues, such as
definitions, examples, and restatements that clarily word
meanings. They adjust their rates of reading, slowing down
or speeding up, to find clarifying information.

Morphemic Analysis Analyzing an unfamiliar word'’s mor-
phemes, its meaningful parts such as prefixes, bases, roots,
and suffixes, plays a valuable role in word learning (Bowers,
Kirby, Deacon, 2010; Carlisle, 2010). Proficient readers

use morphemic analysis by first not-
ing an unlamiliar word'’s use in context
("Distances among the stars are just
incredible!"). They break the word into
parts (in + cred + ible) and assign mean-
ing to each part (in = not, cred = believe,
ible = can be done). Then they combine
the word-part meanings (“cannot be
believed”) and see if this combination
makes sense in the selection.

When something clrculates, it moves  When you examine something,

you look at it very closely. A doctor
examines you to make sure you
throughout your body, are healthy,

Related Words: examination, exam

Proficient readers also use morphemic
analysis to identily words that are de-
rived from a common base word (e.g.,
night as in midnight, nightly, night-
shirt) or root (e.g., cred as in credit,
credible, credence} to determine word
meanings. Second-language learners
who are proficient readers in their
first language use morphemic analysis
to identify morphemes in words that
have first-language cognates in English
(e.g., English-Spanish pairs: continent/
continente, history/historia) (August
& Shanahan, 2006).



Specialized Reference Materials Information about words
and their meanings is available in numerous references.
Students can consult print and digital dictionaries, glos-
saries, and thesauruses; personal productivity software
and knowledgeable people are other possible references.
Students who meet an unfamiliar word that is difficult to
figure out through its context or morphemes do well to
look it up in a word meaning reference and confirm its
proper meaning.

Inside Language, Literacy, and Content teaches multiple
aspects of independent word-learning strategies. Each unit
begins with a Focus on Yocabulary section that explicitly
teaches a word-learning strategy and how to use it. The
strategy is then carried through the unit in a scaffolded
instructional plan. In each selection teachers first model
the strategy explicitly, guide students in using it, then
provide opportunities for students to apply the strategy on
their own.

Fostering Word Consciousness

Students who are conscious of words habitually examine
their meanings and uses (Graves & Watts-Talfe, 2002;
Scolt & Nagy, 2004). In line with the CCSS, these students
interpret figurative language, analyze word choice, and note
word relationships.

Figurative Language Students who interpret figurative
language make sense of word meanings that go beyond
literal definitions. They understand figures of speech such
as allusions (self evident truths), idioms (make ends meet),
metaphors (Life is a rollercoaster.), and personification (The
wind screamed.). Students interpret such figurative language
in context, and they grasp its role in shaping the meanings
of texts.

Word Choice Analyzing word choice
involves nuances in words’ literal mean-
ings. For example, students notice how
particular words’ connotations (steady,
monotonous) allect texts’ messages. They
appreciate particularly striking word
usage (Parting is such sweet sorrow). They
realize that technical words in diller-
ent disciplines often convey diflerent
meanings (positive electrical charge, positive
emotional appeal). In general, they [ollow
the impact of a text’s specific wording on
its cumulative meaning and tone.

Word Relationships Word relationships

Fotun oanwocabelary [
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cement their word knowledge, students draw on relation-
ships such as antonyms (remember, forget), examples {empire,
Roman), semantic family members (nature, natural), and
synonyms (shy, bashful). They also make use of terminology
that signals such relationships in texts (including, similarly).

Students are encouraged throughout Inside Language,
Literacy, and Content to explore and become excited about
words, to notice their shades of meaning, and to use them
with increasing skill. Structured discussions of authors’
word choices regularly draw attention to figurative and
connotative word meanings and guide students’ judg-
ments about how well certain words fit particular contexts.
Inquiries guided by Guiding Questions (How do decisions
affect your identity? How can one individual make a difference?)
focus students on the ways different authors refine the
meanings of significant terms. Vocabulary routines involv-
ing notebooks, study cards, word maps, and word sorts
highlight word relationships.

Students also are encouraged to respect and value the word
knowledge they bring with them from outside school. They
are led to connect new word meanings with what they al-
ready know. Literature selections include many examples of
young people valuing their linguistic heritages. All of these
instructional supports help striving readers and English
learners develop their awareness of and interest in words.

Conclusion

Inside Language, Literacy, and Content’s vocabulary
instruction consists of interactive components that support
one another. Engaging middle school English learners and
striving readers in rich and varied language experiences, di-
rect teaching of specific words, instruction in independent
word learning strategies, and word consciousness encour-
agement lead to them becoming college and career ready.
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are meaningful connections among
words that students can use Lo under-
stand and remember each word. To
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Each unit begins with a Focus on Vocabulary lesson that explicitly teaches how to use a
word-learning strategy.

Robust Vocabulary Instruction  PD9



Meaning Making

by Dr. David W. Moore

readers who are prepared to successlully enter col-

lege and careers as independent builders of strong
content knowledge (National Governors Association Center
for Best Practices, Council of Chiefl State School Officers,
2010). These readers understand and critique complex
texts [rom dilferent genres and disciplines. They value evi-
dence when interpreting authors’ messages. As participants
in the twenty-flirst century’s global society and economy,
they engage with diverse media, ideas, and perspeclives.

The Common Core State Standards (CCSS) portray

Developing Comprehension
To Support Meaning Making

Viewing fiction and nonfiction as complementary, each
unit of Inside Language, Literacy, and Content includes

a wealth of content-rich selections from both genres.
Informational texts make up a significant portion ol the
reading materials. Reflecting the unit focus, these selec-
tions explore science and social studies topics, and they
examine personal identity, loyalty, and other life issues. In
addition, selections by authors such as Sandra Cisneros,
Christopher Myers, Lensey Namioka, and Gary Soto permit
students both to learn about other people and cultures

and to identifly with recognizable char-
Inside Language, Literacy, and Content —__ acters and settings.

is designed to help middle-grade striving
readers meel and exceed the rigorous
CCSS expectations for reading. The
program promotes the knowledge, skills,
and mindsets required by the standards,
and it is informed by major reviews of
reading comprehension research (Duke,
Pearson, Strachan, & Billman, 2011;
Edmonds, Vaughn, Wexler, Reutebuch,
Cable, Tackett, et al., 2009; RAND
Reading Study Group, 2002; Short

& Fitzsimmons, 2007; Torgesen et al,,
2007). Central elements of the pro-
gram include its lexts, activilies, and
instruction.

“Texts that are
content-rich contain
plentiful ideas
and information
that contribute to
students’ stores
of knowledge.”

Complex Texts

The CCSS expect all students to compre-
hend complex texts independently and
proficiently. Raising the text complex-
ity bar for striving readers is meant to
enable them to gain mature insights into
the human condition, develop advanced
knowledge, and increase capacily with
similar challenges.

At the end of each unit, Inside Language,
Literacy, and Content provides a com-
plex reading passage that extends the
materials students just read. These texts

_ are designed to stretch students’ abilities.

Content-Rich Texts

The CCSS are all about students making

meaning and acquiring knowledge. Texts that are content-
rich contain plentiful ideas and information that contrib-
ute to students’ stores of knowledge. They help students
develop both general and subject-specific understandings.
Such texts often highlight diverse cultural and linguistic
groups, [ueling students’ insights into the heritages of oth-
ers and affirming their own. Drawn (rom print and digital
seltings as well as an array of genres, content-rich texts
help make reading meaninglul and relevant (McKenna,
Conradi, Lawrence, Jang, & Meyer, 2012).

As CCSS expectations to read informational lexts increase
across the grades, middle grades students benefit from a
range ol materials such as essays, histories, memoirs, news
[eatures, proclamations, scientific expositions, and speech-
es that are well craflled and memorable. Engaging students
with such content-rich literary nonfiction goes far in build-
ing content knowledge (Pearson, in press).

PD10 Developing Comprehension

They meet CCSS quantitative guidelines

for complexity based on Lexile ratings as
well as qualitative guidelines based on levels of meaning,
structure, language, and knowledge demands.

Engaging vulnerable readers with complex texts involves
more than just making them available. It means helping stu-
dents bridge the gap between their current abilities and the
challenges posed by the texts. It means supporling students’
efforts to navigate sophisticated linguistic and conceptual
structures as well as accomplish high level academic work.
Consistent with research (Moje, 2007), the CCSS call for
scalfolding learners' comprehension as needed.

Inside Language, Literacy, and Content includes a wealth
of instructional-level texts and texts lor independent read-
ing in addition to complex texts. The program includes
appropriate scaffolds for striving readers to succeed with
instructional, independent, and complex texts. Read alouds
expose students to grade-level difficulty texts at the start of
each unil. The accessible, content-rich selectlions provided



in each unit give students a running start that prepares
them for the complex texts that end each unit. Students are
prepared for the especially challenging selections through
the opportunities they have early on to develop needed
background knowledge, language, motivation, elfective
expression, and confidence.

Other comprehension scaffolds include leveled library
books that offer challenging but not defleating levels of text
complexity. A digital library of videos and images helps
build background and interest prior to reading. Preparation
to read includes quickwriles, graphic organizers, and
read-alouds. Glosses of unfamiliar words, text-dependent
questions, prompts for students to think through what
they have read before moving on, and post-reading discus-
sion prompts support comprehension. Leveled Library and
Content Library books are supported by complete online
lesson plans and blackline masters for Student Journals.

Purposeful Activities

According to the CCSS, college and career ready students
read purposelully. Purposelul activities, academic engage-
menls that are relevant and interesting, encourage youth to
seek meaning vigorously. Purposeflul activities emphasize
attention to conceptual networks. They promote students’
views ol facts and ideas as [acts-in-action and ideas-in-
action. When purposes (or reading are unclear to students,
or when they cannot see the relevance of the reading, their
ability to make meaning suffers (Guthrie, 2007). This can
also be the case when reading purposes do not take into
consideration—or are insensitive lo—students’ social and
cultural backgrounds.

Purposelul activities permeate Inside. Each unit contains
selections unified by a common theme such as “Decision
Point” or “Making a Difference” to promote coherent inqui-
ries. Each unit begins with a Guiding Question like “What
makes an idea powerful?” or "How [ar will people go lor the
sake of [reedom?” Such questions have no single, simple, or
predetermined answers; they allow verbal, artistic, and dra-
matic responses (Langer, 2002). The program’s emphasis on
inquiry helps students see authentic purposes for reading
and provokes active thinking,

Inside also consistently sets up discussions to encourage
purposelul reading. Combining individual reading with
student-led small-group discussion contributes substan-
tially to learning to understand the texts they read and
think critically about the texts’ contents (Nystrand, 2006;
Soter, Wilkinson, Murphy, Rudge, Reninger, & Edwards,
2008). The program offers students opportunities to talk
with partners, in groups, and as a whole class. Knowing
they soon will talk with their peers about what they have
read provides middle grades students an audience and

a meaningful reason to read. During these exchanges,
students explain and justify their interpretations while
noting leatures of others’ interpretations that they might
take up for themselves. Such talk helps students clarily
and organize their thinking about selections, promotes
metacognition, and develops effective expression and
argumentation skills.

Close Reading

The CCSS place close reading “at the heart of under-
standing and enjoying complex works of literature” (p. 3).
Because good books don't give up all their secrets at once
(King, n.d.), close reading is a sensible part of readers’
reperloires. Readers benefit from strategically reading and
rereading selected passages closely and attentively. The
practice of close reading includes four fundamental charac-
teristics (Adler & Van Doren, 1972; Beers & Probst, 2012;
Hinchman & Moore, in press):

* rigor,
« multiple readings of the target text,
« academic discussion, and

» focus on text evidence.

When applied to close reading, rigor is a term that links fea-
tures of the passage with readers’ actions with the passage
(Beers & Probst, 2012). Close reading rigor is determined
by the complexity of texts as well as by the levels of engage-
ment and commitment readers put into making sense of
them. To read rigorously is to examine complex texts in a
disciplined, dedicated, and thorough manner.

At the end of each unit, Inside Language, Literacy, and
Content provides texts and tasks for close reading that meet
CCSS guidelines for grade-level complexity. These content-
rich texts and purposelul tasks speak to middle grades
youth. They draw students into deep and thoughtful read-
ings and rereadings. They are interesting and meaning(ul,
contributing Lo rigorous study.

The program leads students through multiple readings of the
target text by means of a Close Reading Routine. This rou-
tine involves a four-part spiraling analysis that is based on
the CCSS for Reading strands, Key Ideas and Details, Craft
and Structure, and Integration ol Knowledge and Ideas.
Readers are led to read and reread successively in order to:

* form initial understandings of the text,
« summarize the text,

« deepen their understandings while examining
the author's use of texl elements Lo shape
understandings, and

¢ build content knowledge.

Academic discussion marks the program’s Close Reading
Routine. In preparation [or summarizing selections, stu-
dents compare the topic statements they compose and the
imporlant words they select. When time permits, they share
and compare their summaries. As a class they synthesize the
ways particular text elements shape the meaning of selec-
tions. Finally, they discuss the new ideas they generated
while reading, and apply those ideas to the units’ Guiding
Questions. Student generate their own questions through
discussion and these texts provide an excellent opportunity
for students to engage in short research projects relating to
questions they generate.
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Focusing on text evidence is a key aspect of Inside
Language, Literacy, and Content. Of necessily readers use
their knowledge and experience to make sense of authors’
meanings (Pearson, 2012), but misunderstandings can
arise when readers rely too much on what they bring to the
text and substitute it for what authors actually presented.
Consequently, the program consistently prompts students
to ground their interpretations with wording from the text.
All the reading selections in the program, including the
ones for close reading, are accompanied by text-dependent
questions that prompt students to directly engage authors’
ideas and cite the evidence that supports their responses to
the ideas.

Strategy Instruction

As the CCSS put it, a [ull range of strategies may be needed
for students to monitor and direct their comprehension.
Whether they are reading to acquire new knowledge, to
perform a task, or for pleasure, independent readers are
strategic (McNamara, 2007). They take charge of what they
read, adopting strategies that fit their selections and their
reasons [or reading, Il something in a text is puzzling or
confusing, independent readers realize Lhis immedialely,
shilt mental gears, and apply strategies to repair their
understanding. Convincing research of effective second-
ary-school literacy programs confirms the need to teach
students comprehension strategies (Langer, 2002).

Inside Language, Literacy, and Content presents the [ol-
lowing eight strategies known to promote students’ reading
comprehension:

* Plan: Preview, set a purpose, and predict what you will
meet in the text before reading il more careflully.

« Monitor: Notice conflusing parts in the text then reread
and make them clear.

* Determine Importance: Focus attention on the author’s
most significant ideas and information.

* Ask Questions: Think actively by asking and answering
question about the text.

« Visualize: Imagine the sight, sound, smell, taste, and
touch of what the author is telling.

« Make Connections: Combine your knowledge and experi-
ences with the author’s ideas and information.

« Make Inferences: Use what you know to figure out what
the author means but doesn't say directly.

¢ Synthesize: Bring together ideas gained [rom texts and
blend them into a new understanding,.
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Following the National
Reading Panel’s (2000)
findings, the program’s S
introductory lessons teach * Visualize

students to flexibly apply - Determine Importance

this set of eight strate- :
gies. The lessons focus Ask Questions

students on orchestrating * Make Connections
th?s repertoire, delibe.rately > Make Inferences
using multiple strategies to When the author does not say
foster their understandings something dif(ectiy. use what
of texts. Ei?-::h unit i]n the L IO TEHIE st
program then supplements . 1

this introduction by con- Synthesize

Reading Strategies
+ Plan and Monitor

-

centrating attention on a
single stralegy, an intervention that develops expertise and
improves transler across genres (Nokes & Dole, 2004).

Along with the eight comprehension strategies that fit

all selections, Inside Language, Literacy, and Content
includes instruction in analyzing literary devices, analyz-
ing specific text structures, and learning with and about a
variety of genres. These strategies enable readers to analyze
authors’ organization of ideas (e.g., sequence, topic-detail,
compare-contrast), purpose for writing (e.g., to tell a story,
to explain, to convince), and genre-specific features (e.g.,
foreshadowing, symbolism, visual representations, testimo-
nials). Text structure and genre stralegies are especially
important to teach because the ability to navigate textual
arrangements as an aid to understanding and remembering
is a robust characteristic of independent readers (Meyer,
Wijekumar, Middlemiss, Higley, Lei, Meier, & Spielvogel,
2010; Kamil, 2012).

The program’s reading comprehension instruction also
makes frequent use of Academic Language Frames and
other structured supports (Dutro & Kinsella, 2010) to help
striving readers internalize the reading comprehension
processes that independent readers use habitually. Finally,
it is important to note that the program presents strategies
and scaffolds as helpful tools to be applied in the service
of meaning making and knowledge building; strategies
and scalfolds are no more than a means to the end goal of
students getting the most of texts (Learned, Stockdill, &
Moje, 2011).

Conclusion

Inside Language, Literacy, and Content's reading compre-
hension instruction is best seen as a set of interactive ele-
ments that support one another. Engaging middle school
striving readers with content-rich, complex texts along with
purposeful, close reading activities and teaching them how
to comprehend, enhance their college and career futures.



Foundational Skills

and Fluency

Teaching the Fundamentals:
Phonemic Awareness, Phonics,
Decoding, Spelling,

by Dr. Alfred W. Tatum and Dr. Josefina Villamil Tinajero

most current, scientiflically based reading research,

such as that reviewed in the National Reading Panel
report (2000), as well as other highly regarded reports
and research analyses (e.g., Gambrell, Morrow, & Pressley,
2007; Moats, 2000: Snow, Burns, & Grillin, 1998). These
findings show clearly that for striving readers, the content
ol instruction must be rigorous and the presentation of
that content must be explicit and systematic. These find-
ings are reinforced by studies of eflfec-
tive reading teachers, which reveal that
the classrooms of these teachers are
“characterized by high academic engage-
ment, excellent and positive classroom
management, explicit teaching of skills,
large amounts of reading and writing,
and integration across the curriculum”
(Cunningham, 2007, p. 176). So it is
clear that instruction must be complete,
systematic, integrated, and explicit, but
what does that tell us about loundational
skills? How much instructional lime
should teachers invest in building the
basics? The answer depends on the par-
ticular skills and challenges each student
faces. When it comes to the foundational
skills of reading, it is especially important
to assess and respond to student needs
and consider the range of skills required
[or accurate, (luent reading.

E [fective reading instruction should incorporate the

Developing Reading Fluency

Oral reading with speed, accuracy, and expression are
indicators of the ability to decode. For students to compre-
hend what they read, however, they must possess more than
well-developed decoding skills. Suppose, for example, that
students are given the [ollowing paragraph to read:
The national debate over the impoverishment of
inner-city populations and the presumed failure of
New Deal initiatives such as Aid to Families with
Dependent Children and public housing have, for the
most part, been structured by a group of theoretical
perspectives and empirical assumplions emphasiz-
ing individual responsibility [or a variety of social ills
such as economic dependency, family disorder, and
crime (Bennett, Smith, & Wright, 2006, p. 9).

Some students may be able to accurately decode each word
of the paragraph, and with a speed that is characteristic of

“When it comes to
the foundational
skills of reading, it is
especially important
to assess and
respond to student
needs...”

a moderately fluent reader. However, these students may
still be unfamiliar with the words impoverishment, initia-
tives, and empirical, and with concepts such as New Deal
or inner city. Therefore, even though they read with speed
and accuracy, these students do not read with comprehen-
sion. For comprehension to take place, readers must have
sulficient vocabulary and background knowledge to access
the information in the text.

Effective [luency instruction recognizes

that limited vocabulary and background
- knowledge are major barriers to compre-

hension, particularly for striving readers
and English learners, and takes care to
address both vocabulary and cogni-

tive development (Pressley, Gaskins, &
Fingeret, 2006).

For English learners (ELs), the English
vocabulary and language structures

in their content area reading materi-

als pose a special challenge Lo [luency.
As Palumbo and Willicutt (2006, p.
161) explain, even when these students
determine the meaning of a new word in
a text, they must "have a place to fit the
meaning within a mental framework, or

- schema for representing that meaning

with associated concepts. .. English
words they decode may not yield mean-
ing lor them.”

Palumbo and Willicutt conclude that il instruction is to
help ELs Lo decode and comprehend at a productive pace,
it must increase both their store of English words and
their familiarity with English story grammars, text struc-
ture, and, perhaps, new concepls. Research shows that ELs
benefit when vocabulary support is incorporated into texts;
when students are aflorded opportunities to read multiple
texts on the same subject; and when they receive explicit
instruction about how to apply their own, culturally famil-
iar experiences to achieve understanding. In addition to
improving vocabulary and comprehension strategies, many
striving readers also need practice routines to develop
their reading fluency. They may need practice with intona-
tion, phrasing, and expression. Striving readers often ben-
efit from repeated readings of [amiliar texl in which they
gradually improve phrasing and intonation and also record
improvements in reading rate measured in words correct
per minute (WCPM).
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Effective Fluency Instruction

Scientifically based research findings converge on several
practices that are essential for effective luency instruction.
These practices include the lollowing:

* Selecting appropriate texls and providing students with
opportunities to read [rom texts that are engaging and
age-appropriate

« Building vocabulary and background knowledge so stu-
dents can access new and unfamiliar texts

 Helping students become familiar with the syntax or
language structures of different text genres

¢ Teaching students specific comprehension strategies that
allow them to read successfully and independently

« Allowing students to sometimes choose materials to read
that they find interesting

« Teaching routines that combine teacher modeling with
guided and independent student practice, along with
constant encouragement and feedback

« Practice routines to develop automaticity and fluency at
the word level and in reading connected text

« Encouraging students to monitor and improve their flu-
ent reading rates

Inside Language, Literacy, and Content provides robust
support [or [luency development, including all of the
research-based practices cited above. The program also
provides daily practice routines for developing reading ac-
curacy, intonation, phrasing, expression, and rate. Fluency
practice passages are included for each week of instruction,
with teaching support that includes modeling ol the target
skill (for example, phrasing), and a five-day plan for improv-
ing the skill through choral reading, collaborative read-
ing, recorded reading, reading and marking the text, and
reading lo assess. Assessment includes a timed reading of
the passage and reading rate in words correct per minute
(WCPM). Students are encouraged to graph their reading
rate over time so they can monitor their improvement.

In Levels A-C, the Comprehension Coach interactive soft-
ware provides a risk-(ree and private environment where
striving readers and ELs can develop their reading power
and (luency. Student literature selections are included with
comprehension and vocabulary supports. Students can read
silently or listen to a model of the selection being read flu-
ently. They can also record and listen to their own reading
of the selection. Alter a recording, the soltware automati-
cally calculates and graphs their reading rate in WCPM.

Teaching Foundational Skills in Middle School

The National Reading Panel report and other research
summaries emphasized the five essential components of
reading—phonemic awareness, phonics, fluency, vocabu-
lary, and comprehension. At the middle school grades,
teachers often encounter students who have not acquired
the fundamental skills of phonemic awareness, phonics,
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The Comprehension Coach gives students a risk-free environment for
developing fluency through coached silent reading, listening to proficient
models, and recording their own reading.

decoding, and spelling in the primary grades. It is well-
documented that some striving readers in middle school
need support in the fundamental skill areas to i mprove
their ability to decode words.

Still, some teachers are surprised to realize this—as indi-
caled by these recent comments [rom experienced teachers
in Texas:
“1 always thought that teaching phonemic aware-
ness and phonics was something that teachers in the
early grades worried about—maybe K through 2nd
grade—not 7th grade teachers like me! As 1 learned
more about the kinds of things I could do to help my
striving readers, my students began to respond in pos-
itive ways. For the first time, I felt that they were mak-
ing progress—and that I was making a difference.”

“By combining best practices for teaching phonemic
awareness and phonics with those of second-language
acquisition, for the first time in my 12-year career as a
teacher, I began to see my striving readers thrive.”

Who are the students who need to begin at the begin-
ning? Some students are new arrivals to our schools [rom
countries that may have no written language or a non-
Roman alphabet. Some have never been enrolled in school,
and others have had interrupted schooling. Still others
may have been in the U.S. school system, but have not yet
learned basic blending and decoding skills or how to rec-
ognize words automatically.

If students are English learners, they need a complete
language and literacy program that develops oral language,
vocabulary, and the patterns and structures of English for
use in oral and written communication as well as phonemic
awareness, phonics, and decoding. Research shows that
oral language is the foundation of reading proficiency (e.g.,
Fitzgerald, 1995; Hiebert, Pearson, Taylor, Richardson, &
Paris, 1998). Oral language is critical in the development



of phonemic awareness because students who are able to
recognize large numbers of spoken words can focus more
easily on recognizing the individual sounds in those words
(e.g., Goswami, 2003). In addition it provides support for
students’ acquisition of the alphabetic principle: When
readers have a large store of words in their oral vocabular-
ies, they are better able to sound out, read, and understand
these words when they see them in print (National Reading
Panel, 2000).

Not all middle school striving readers and langunage learn-
ers need intensive instruction in all of the foundational
skills. Many students in the middle grades have acquired
basic decoding skills but read with difficulty because they
struggle with word analysis skills (especially with multisyl-
labic words) and [luency. All students, regardless of their
foundational skills knowledge and proficiency, need access
to age-appropriate rich texts and literature that builds the
complex metacognitive strategies and skills essential for
extracting meaning,

Therefore, teachers of striving readers and language learn-
ers at these grades should carefully assess student needs
and provide direct, explicit, and systematic instruction
that fills the gaps students have in phonemic awareness,
phonics, decoding, and spelling, if necessary. Additionally,
students at all proficiency levels should be given opportu-
nities to develop reading aulomaticity and fluency.

Inside Language, Literacy, and Content includes resources
to measure students’ foundational skills and guide place-
ment and appropriate supports. For students who may have
experienced years of [rustration and disengagement, iden-
tifying the appropriate instructional and independent level
for text is important for building confidence and reading
abilities. The program’s Placement Test includes a Phonics
Test and a Reading Level Lexile® test. As noted in other
monographs, text complexity can be measured in a variety
of ways— quantatively (as with Lexile), qualitatively, and by
evaluating the reader and task. The quantitative measures
gained from the Placement Test are useful measures and
musl be considered in the broader context of complexity
when considering matching readers with curriculum levels.

If students do not show mastery of phonics and decoding
skills, they are placed in the Fundamentals levels of the
program. In Fundamentals levels, students receive explicit,
systematic instruction in phonemic awareness, phonics and
decoding, spelling, and high frequency words throughout
the instructional plan. Vocabulary, comprehension, writing,
and language development skills are thematically con-
nected to foundational skill instruction to create a compre-
hensive literacy learning experience. Because it is essential
that students at lower levels of proficiency have the most
rapid and effective intervention, the Fundamentals level is
broken into two separate volumes—volume 1 and volume
2. With two volumes, students can be placed more pre-
cisely according to their level of reading foundational skill
development.

Inside Language, Literacy, and Content address phonemic
awareness and phonics skills in a carefully ordered scope
and sequence that reflects scientific research findings. This
sequence features a strong emphasis at the beginning on
blending CVC words with short vowels, and then moves
gradually to more difficult skills, including digraphs, long
vowels, inflected endings, r-controlled vowels, and multisyl-
labic words. All essential phonics skills are covered.

I students answer 80 percent or more of the items on the
Phonics Test correctly, they will take the Reading Level
Lexile® test to place them into Level A, B, or C of the pro-
gram according to reading level. Studying the item analysis
for the student’s performance on the Phonics Test, how-
ever, is still helpful in identily-
ing gaps in decoding, which
teachers can fill by selecting
appropriate lessons [rom

the Inside Phonics kit. The
instructional plans and
decodable texts included

in Inside Phonics target
specific skills and help all
students develop reading
accuracy and rate.

Inside Phonics Kit

What are the Foundational Skills?

Phonemic Awareness and Phonics The ability to hear,
identify, and manipulate the individual sounds, or pho-
nemes, in spoken words is known as phonemic awareness.
Phonics refers to the understanding that a predictable
relationship exists belween phonemes and the spellings
that represent those sounds in written language, or the
alphabelic principle (National Reading Panel, 2000).
Students’ levels of phonemic awareness and phonics skills
both predict initial reading success and relate strongly to
their reading success throughout the school years (e.g.,
Calfee, Lindamood, & Lindamood,1973; Ehri & Nunes,
2002; Snow et al., 1998).

The research reviewed by the National Reading Panel
(2000) indicates that the best method to ensure that
readers develop both phonemic awareness and phonics
knowledge is to provide them with direct, explicit, and sys-
tematic instruction. The basis for effective direct, explicit,
systematic instruction is a carefully articulated and
sequential progression ol skills that begins with the most
basic tasks and moves with appropriate pacing to more
difficult tasks. This curriculum is best presented through
consistent teaching routines that let students know up
front what they are expected to do and learn in specific ac-
tivities. The teacher clearly models the skills and provides
ample structured and guided practice with immediate cor-
rective feedback when needed.

Decoding and Spelling An essential part of phonics and
decoding instruction is blending, in which students are
explicitly taught how to blend sounds to decode words.
Decoding should begin with simple 2- or 3-letter words
and then move gradually Lo more complex words.

Teaching the Fundamentals
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As students learn to decode sound/spellings to blend
words, they must also learn and practice spelling, or en-
coding—the process of hearing sounds in words, relating
the sounds to their spellings, and writing those spellings
to form written words. This encoding process is an essen-
tial part of learning the alphabetic system and becoming
proficient in its use.

High Frequency Words These are words that occur fre-
quently in running text and have at least one spelling that
is not phonetically regular. Students need lo recognize
these words automatically or fluent reading.

These foundational skills work together as readers decode
words. In addition to learning these skills, students need
an array of practice opportunities to develop automaticity.
Foundational skills are not sufficient for developing strong
readers. As the term suggests, they are just the foundation
ol a more complex array of variables that include vocabu-
lary and background knowledge and comprehension and
literary analysis skills. Together, the array of reading skills
and knowledge supports the development of engaged and
fluent readers.

How Are Foundational Skills Taught?

Inside Language, Literacy, and Content uses research-
based reading routines to teach sound/spellings, blend-
ing, spelling, high requency words, and the reading of
decodable texts. These routines allow teachers to scaflold
instruction, first making sure that students grasp the skill,
and then gradually shilting and releasing responsibility
for completing a task from themselves to students (e.g.,
Vygotsky, 1978).

Phonics and decoding phonics lessons follow consistent in-
structional routines based on principles of explicit instruc-
tion. This instructional routine includes the essentials of
exemplary phonics instruction: direct, explicit teaching ol
sound-spellings and the application of this phonics knowl-
edge to blend the sounds together (Shanahan, 2002).

In addition to routines that build knowledge and skills,
there must be [requent opportunities for students to apply
skills in authentic contexts. In the case of foundational
reading skills, application is best supported through

the use ol decodable texts. Decodable texts are passages

in which a high percentage of words can be blended by
applying the sound/spellings students have been taught.
In addition, up to 10 percent to 15 percent of the words in
these texts may be previously taught high [requency words.
As students learn each new sound/spelling, they need
ample opportunities to decode words with the new spell-
ing in decodable lext. Using a research-based instructional
routine for teaching the decodable text gives students
multiple experiences reading the text to build fluency and
allows teachers to provide immediale corrective feedback.
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Developing Automaticity

Improving reading fluency is one way to help striving
middle school readers move through text the way that
proficient readers do and so reduce the [rustration that
often leads them to give up on reading altogether. Indeed,
research analyses identify reading fluency as one of the five
key components of effective reading instruction (National
Reading Panel, 2000). More specifically, the research
shows that increased reading fluency is related strongly
and positively to increased reading comprehension
(Samuels & Farstrup, 2006).

In addition to the rich, authentic trade literature, the
Fundamentals levels include decodable text selections

that are designed to apply phonics, decoding, and high
frequency word skills immediately aflter instruction. These
texts are engaging and age appropriate for middle school
readers. They are taught using a consistent routine in
which students read the text four times, first using whisper
reading, then pariner reading, then group reading, and fi-
nally choral reading with the whole group. Teachers moni-
tor during each reading and provide corrective feedback
and other support, including discussion of hard words,
teaching lext leatures and genre, summarizing, and prac-
tice with phrasing. After several practice sessions, students
do a timed reading of the text. The teacher notes misreads
and calculates words correct per minute. Students graph
their performance and set a personal goal for improvement
in subsequent timed readings. These repeated readings
provide essential practice for students in applying phonics
and high [requency word skills and in developing automa-
ticity and fluency—a key step on the path to becoming
proficient readers.

Conclusion

Inside Language, Literacy, and Content provides the [ull
range of research-based support that striving readers and
English learners need to become (luent, proficient, and
confident readers. Some middle school students need in-
tensive intervention in the complete sequence ol decoding
skills, and others have gaps in their knowledge thal need
to be filled. Inside provides, through carelul placement,
appropriate instruction [or this full range of students to
support acceleration and progress toward grade-level read-
ing achievement.



Speaking and Listening

State Standards is their emphasis on the importance

of speaking and listening. As the standards docu-
ment states “To become college and career ready, students
must have ample opportunities to take part in a variety of
rich, structured conversations—as part of a whole class,
in small groups, and with a partner.” (National Governors
Association Center for Best Practices, Council of Chiel
State School Officers, 2010)

g mong the less noticed aspects of the Common Core

The Problem

Unfortunately, a wealth of research
demonstrates that students seldom have
opportunities o take part in rich conver-
sations. Goodlad’s (1984) classic study
of over a thousand classrooms led him to
this conclusion:
The data [rom our observation in
more than a thousand classrooms
support the popular image of a
teacher standing or sitting in front
of a class imparting knowledge to
a group of students. Explaining
and lecturing constituted the most
frequent teaching activities, accord-
ing to teachers, students, and our
observations. Teachers also spent a
substantial amount of time obsery-
ing students at work or monitoring
their seatwork. (p. 105).

More recently, Applebee, Langer, Nystrand, and Gamoran’s
(2003) analysis of twenty seventh- to twellth-grade class-
rooms found that what they call open-discussion, defined
as “more than 30 seconds of [ree exchange of ideas among
students or between at leasl three participants” which
“usually begins in response to an open-ended question
about which students can legitimately disagree” (p. 707)
averaged 1.7 minules per 60 minutes of class time. As
depressing as that finding is, il is even more depressing
when you consider that Applebee and his colleagues found
that lower-track students, the students we are targeting

in Inside are much less likely to have the opportunity to
participate in such discussions.

The dearth of discussion is especially troubling because
when it does occur it has dynamic eflects. In Langer’s
(2001) study of schools that beat the odds, those “whose

Talking the Talk:
Meeting the Standards for
Speaking and Listening

by Dr. Deborah |. Short and Dr. Michael W. Smith

“...research
demonstrates that
students seldom
have opportunities
to take part in rich
conversations.”

students perform higher [on high-stakes tests] than demo-
graphically comparable schools” (p. 837), she found that
“in the most successful schools, there was always a beliel
in students’ abilities to be able and enthusiastic learners;
they believed all students can learn and that they, as teach-
ers, could make a difference. They therefore took on the
hard job of providing rich and challenging instructional
contexts in which important discussions about English,
language, literature, and writing in all its forms could take
place.” (p. 876). Moreover, Applebee and his colleagues
(2003) found that these benefits accrue
to all students, regardless of track.

N0

Little wonder. In their study of the liter-
ate lives of young men both in and out

of school, Smith and Wilhelm (2006)
found that their participants “wanted

to solve problems, debate, and argue in
ways through which they could stake
their identity and develop both ideas and
functional tools that they could share
and use with others in very immediate
ways” (p. 57). This finding resonates with
research that looked more specifically

at struggling readers. Roberts and his
colleagues (2008) found that struggling
readers’ motivation increases when they
have the opportunity for interaction, and
Faggella-Luby and Deshler (2008) found

[ that collaborative learning tasks increase

student ownership ol their literacy learn-

ing, generate rich thinking, and can be
expected to improve reading achievement. These findings
apply to English language learners as well, but in their case
besides being relevant and meaningful, the interactions
must be carefully planned to yield gains in oral language
development (Saunders & Goldenberg, 2010; Torgesen et

al., 2007).

So What Do We Do?

Why do classroom discussions remain closed in light of
such findings? Why is it so hard to break the pattern of
discourse that typifies discussions of texts, even [or teach-
ers who strive to do so (cl. Marshall, Smagorinsky, & Smith,
1995)? Rabinowitz (Rabinowitz & Smith, 1998) provides
one possible explanation when he notes that teachers typi-
cally teach texts that they have read many times to kids
who are reading them for the first time. As a consequence,
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they've settled in their own minds at least many of the
potential questions they could ask. And when they have,
they understandably want to share their thinking with our
students.

In our program, therefore, we do something that neces-
sitates breaking the mold: We embed our reading and
instruction in units that focus on Guiding Questions. Our
Guiding Questions are designed to foster substantial talk
about important issues that really matter. Take a look at
the question on which unit 1 of our first book is centered:
“What defines home?” The question is deceplively simple,
but has a wide range of possible answers: Is home a par-
ticular physical place? Or is it the presence of the people
around us? Is its most important characteristic familiar-
ity? Or safety? Or history? The point is that the multiple
possibilities for responses leads to multiple opportunities
for rigorous discussion. Students must take a position and
make a claim. They then must use relevant text information
as evidence to support their claim. Our units make it clear
right from the start that they are designed to foster rich
collaborative exchanges.

Pasing compelling questions isn’t enough, however. It's also
important that the academic talk those questions foster
takes a variety of forms to meet the expectations ol the

new standards. Our books ofler whole-class discussions,
small-group discussions, and paired discussions. Some are
spontaneous and others are more formal. But all of them
occur only after we have prepared students to engage in
them in a meaningful way. For English language learners
this is particularly important. First, we help negotiate the
dynamics of a class discussion (how to get a turn, how to
build on a peer’s idea) and second, we provide them with
language lrames to help them organize and state their ideas
or opinions clearly.

Another benefit of building units around Guiding
Questions is that students have the opportunity to tap into
and develop their background knowledge, something that
is important for all students but is especially crucial for
English language learners (Short & Fitzsimmons, 2007).
No one perspective is privileged with Guiding Questions;
rather, different cultural and personal viewpoints are
welcome to inform the dialogue among the students. In
short, we offer students important issues to talk about and
provide the texts and the contexts they need to make that
talk as rewarding as possible.
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Motivating Readers

by Dr. Michael W. Smith

report on adolescent literacy is that teachers pro-

vide “direct, explicit comprehension instruction”
(Biancarosa & Snow, 2006, p. 4). It sounds simple and
obvious, but it’s not. Classic research by Durkin (1978)
establishes that even at the early grades teachers tended to
provide comprehension assesment rather than comprehen-
sion imstruction. That is, teachers tend lo assign work and
then assess students on the basis of how well they do it.

The first recommendation made in the Reading Next

In our study, Jeff Wilhelm and I found that the assign-and-
assess approach is indeed prevalent. Only one student
talked about a teacher who provided the kind of explicit
instruction Reading Next calls [or. His comments were
inspiring:

I haven't started reading until this
year pretty much.... | have been
starting novels this year because
Mrs. X kinda like assigns the home-
work and this is the only time it’s
really been due so I've been reading
pretty good novels now and 1 like
John Steinbeck and stulf. A lot of
novels like that get to me and Mrs.
X's been kinda showing me the road
and the path. 1’kinda thought read-
ing was dumb, but now I'm kinda
gelling more inio it.

One of the lundamental principles of Inside Language,
Literacy, and Content is thal it provides the kind ol instruc-
tion that Reading Next calls for and that the students in our
study were looking for. It provides that instruction in two
ways: through extended work with seven key strategies and
particular work with specific genres.

Share the Secrets of Reading

Margarel Meek (1983) does a wonderful job summarizing
what we see as the central job ol a teacher of reading or
literature. She argues that as teachers we need to share the
“list of secret things that all accomplished readers know, yet
never talk about” (cited in Thomson 1987, p. 109). Literary
theorist Peter Rabinowitz (Rabinowitz & Smith, 1998) ex-
plains that some of these secret things are true across texts.
But he offers a power[ul caution:

Let me stress again that .. . no particular rules of read-
ing are universal: Different texts call upon different
sets of procedures, just as putting together a bicycle

— IS 0000
Let’s show

students the road
and the path
to reading.

Motivating Adolescent Readers

and installing an internal modem require different
tools and different skills. (p. 59).

Our point is this: The different demands of different
kinds of texts mean that the readers must apply gen-
eral reading strategies in different ways. That means
both that readers need a chance to apply general
strategies to a wide variety of texts and that they need
to learn strategies that are specific to particular kinds
of texts.

Give Students the Strategic Edge

In Inside Language, Literacy, and Content, students have
repeated opportunities to work with seven robust read-

ing strategies in stories, poetry, expository nonfiction, and
many other kinds of texts. They also get a
chance to explore how particular texts work
through each unit’s lessons on literary ele-
ments and text structures.

A quick illustration: Readers have to make
inferences in virtually every text that they
read. When they read stories, one particu-
lar kind of inference they have to make is
about characters. That's why we work with
students to recognize the kind ol clues

—mm———————  authors ol stories provide Lo reveal their

characters—Ifor example, the characters’
actions, their words, their physical appeat-
ance, how others respond to them, and so on. Readers have

to make similar inferences when they read dramas, but

making inferences aboul characters in plays depends more
on dialogue. Understanding dialogue requires that readers
attend to stage directions.
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The uniqueness of drama provides a significant challenge to
readers, as the boys in our study told us: “I don't like read-
ing plays because it’s hard, it’s just everything is talking.”
That's why we work with students to use the text features
unique to drama to construct meaning (cf. Esslin, 1987).
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If we want our students to be life-long readers, let’s show
them the “road and the path” to reading. We can’t expect
them to find it on their own. Inside Language, Literacy, and
Content is designed to do just that.

A Reason for Reading
But strategy instruction alone is not enough to engage kids,
according to expectancy value theory, one of the most pow-
erfully explanatory theories I've encoun-
tered. In brief, the theory (cf. Wigfield and
Eccles, 1992) holds that one’s motivation
is a function ol both one’s expectation for
success and the value one places on a task.
Even if the strategy instruction we provide
increases students’ expeclation of success,
they won’'t be motivated unless they alse
value what we are asking them to do.

One of the students who participated in
our study said something in an interview
that haunts us to this day:

English is about NOTHING! It doesn’t help you DO
anything. English is about reading poems and tell-
ing about rhythm. It's about commas and [stulff] like
that.... What does that have to DO with DOING
anything? It's about NOTHING!

His contention was echoed in one way or another by many
ol the other boys. This is likely a main reason that many of
them rejected the reading they were given to do in school.

But they didn’t reject reading outside school. Every one of
the young men in our study had an active literate life. Mark
read goll magazines to straighten out his slice. Mick read
model car magazines to make his model run faster. Maurice
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Rich discussions
result in notable
improvements in
comprehension

=== think deeply, students are often asked to

read and reread his driver's manual. Barnabas was always
on the Internet looking for cheat codes for video games.
Woll was reading an investigation of the nature of evil
because he wanted to have a better understanding of what
might account for some of the historical events he was so
fascinated by.

Guiding Questions Make Reading Matter

Inside Language, Literacy, and Contentwas designed to help
students see that English is about something important.
That's why we built our units around Guiding Questions.
Guiding Questions are the deep and abiding questions
we all face as we think about our lives: What should we do
when life is unfair? How should we deal with the forces

of nature? How far should we go for the sake of freedom?
How should we overcome conflict? Reading matters when
it gives readers insight into questions like these. Robert
Coles (1989) in The Call of Stories quotes a student:

When I have some big moral issue, some question to
tackle, I think I try lo remember what my [olks have
said, or I imagine them in my situation—or even more
these days I think of [characters about whom I've
read|. Those [olks, they're people for me... they really
speak to me—there’s a lot of me in them, or vice versa.
I don't know how to put it, but they're voices, and they
help me make choices. | hope when | decide “the big

ones” theyll be in there pitching. (p. 203)

Inside Language, Literacy, and Contentis built around

Guiding Questions and texts that matter, so that when stu-

dents [ace a similar question in their lives, the characters
will be in there pitching.

— s =092 32

Guiding Questions Foster Active
Participation

Considering Guiding Questions requires
students to be active participants in their
own learning. Study after study of second-
ary education has noted how students

are cast in the role of passive recipients
of knowledge. Instead of being asked to

fillin the blanks and to guess the answer
that teachers are looking for.

Nystrand and his colleagues (1997) document how impor-
tant rich discussions are. Discussions generated from what
he calls authentic questions occur on average only “50
seconds per class in eighth grade and less than 15 seconds
in grade 9” (p. 42). Bul such rich discussions resulted in
significant improvements in comprehension.

One of the reasons that Nystrand and his colleagues found
so lew authenlic discussions is the pressure teachers [elt
to “go somewhere” (p. 22} in their classroom discussions
(Marshall, Smagorinsky, & Smith, 1995). That somewhere
was usually to a shared interpretation of a text. Marshall,
Smagorinsky, and Smith'’s study demonstrated that teachers



often took on the role of classroom discussion leader and
that students recognized and accepted their role as passive
followers.

Because Guiding Questions clearly have no right answer,
they provide a situation that requires students and teachers
to take on new roles. Students become active agents in their
learning, and teachers become part of the inquiry, too.

Guiding Questions Promote Wide Reading

Another way that Guiding Questions loster students’ valu-
ing what we do is that they allow a wide variety of works to

be brought into conversation with each other: lor example,
stories and poems and Web sites and magazine articles.
Every single boy in our study was actively engaged in liter-
acy, though most often they were not engaged with texis in
school. Other researchers have come to similar conclusions
(cf., Mahiri, 2004; Moje, 2000). Inside Language, Literacy,
and Content provides students an opportunity to use text
types that they value to shed light on the issues raised in
literary texts. «
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by Gretchen Bernabei

is to ensure that American students are “college and

career ready in literacy no later than the end of high
school” (National Governors Association Center for Best
Practices, Council of Chiel State School Officers, 2010).
Whether writing an analysis based on a text or writing
argument, informative/explanatory or
narrative texts aboul their experiences,
students will need to draw [rom a deep
well of understanding about forms and
content. Inside Language, Literacy and
Content is designed to build the literacy
competencies required in order for a
student to read like a writer and write
for a range of purposes and audiences.

The main goal of the Common Core State Standards

Recent scholarly reports highlight the
importance of wriling proficiency and
provide an important research base [or
improving writing instruction for middle
school students, especially striving
readers and English learners (Graham
and Perin, 2007; National Commission
on Writing, 2003, 2004, 2005). These
reports make clear that il students are to
improve in writing, they must spend sig-
nificant classroom time writing, and they
must learn aboul writing through explicit
instruction, feedback, and reflection.

Assignments that involve extensive writ-

ing can be spread oul over several class

periods. This allows time [or lteachers to present models
for writing and for students to practice using the models
as they generate ideas for writing topics, collect informa-
tion about the lopic, prepare and revise drafls, and solicit
feedback from teachers and classmates.

Writing instruction is most successful when it encourages
generative thinking — thinking that explores questions
deeply, rather than simply producing an expected answer.
Teachers prompt generative thinking by creating meaning-
ful activities and helping students form questions that lead
to deep understanding of a topic. Classrooms that foster
generative thinking are more effective in increasing stu-
dent learning (Strong, 2001).
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“If students are to
improve in writing,
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Build Writing Power

Effective Elements of Writing Instruction

These and other aspects of writing are summarized in
Writing Next, the important research summary by Graham
and Perin. Inside Language, Literacy and Content incor-
porates these effective elements of writing instruction:

1. Study of writing models: analysis
of examples of good writing and
the elements of the type of writing
represented

Each project begins with a student
writing model which is analyzed for the
elements of the writing represented.

In addition, an extensive collection of
prolessional writing models is provided
for extension. Writing models extend
beyond the introduction. As students
explore wriling traits, strategies, and
use the writing process, models provide
concrete samples that make abstract
concepts clear and provide a source for
evaluation and inspiration.

2. Specific goals for writing products:
identifying the target forms and pur-
poses of writing (such as argument)
and its characteristics, and setting
specific goals for how to develop or
improve the end result

Characteristics of the target writing form
are explicitly examined and goals established for students
to incorporalte these characteristics in their work. Students
learn and consis-

tently utilize plan-
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3. Explicit writing strategy instruction: systematically
teaching the steps for planning, revising, and editing
text

Each writing project includes explicit, intensive instruction
in strategies for improving student writing, such as using
transitions, establishing a central idea, choosing and using
precise words and sentences, writing strong introductions
and conclusions, and more. By engaging students in exten-
sive strategy instruction with shorter writing assignments,
Inside Language, Literacy, and Content builds skills and
confidence in the craft of writing and then provides an au-
thentic opportunity to apply learning in engaging projects.
This also enables young writers to develop their writing
fluency and improve their writing quality.

4. Instruction in summarizing: teaching students how to
summarize texts

Summarizing is a key strategy taught throughout the levels
of Inside Language, Literacy, and Content. In addition to
writing summaries as part of reading instruction, a writ-
ing project at each level focuses on writing a summary. As
noted above, clear and explicit instruction in strategies and
extensive use of student models support instruction in this
critical element of literacy.

5. Instruction in sentence-combining: learning to com-
bine two or more basic sentences to create more
complex sentences

As students extend their writing from simple sentences to
more complex linguistic structures, sentence combining

is used as a vehicle for building and revising phrases and

paragraphs.

6. Opportunities for collaborative writing: students work
together to plan, draft, revise, and edit their writing

Partner and group writing activities are incorporated in
teaching routines that clarily their purposes and show
students how to build their collaboration skills. A range

of cooperative learning structures provide support for
collaboration and clear management and grouping strate-
gies. There's a craft to weaving in this collaboration during
the writing process. One way not to do it is Lo say, "Get

a partner and give each other feedback,” without teach-
ing students how. The importance of explicit instruction
mentioned above is not just about the writing part of the
process, but for all of the steps throughout. There are part-
ner and group writing activities and peer response activi-
ties throughout the Inside Writing Student Books, broken
down into short, concrete tasks so that students can build
their collaboration skills. In addition to building writing
abilities, collaboration plays a far greater role in develop-
ing all aspects of literacy. Such collaboration also enables
students to generate questions as they read and write and
conduct short research projects to pursue those questions.
Peer collaboration is called out in the wriling standards
and a substantive portion of the Speaking and Listening
Common Core State Standards addresses collaboration
skills and abilities.

7. Support for idea generation and prewriting: activi-
ties to help students gather information, develop and
organize ideas, and plan their writing

Early in the program, students receive extensive instruc-
tion in the techniques and benefits of prewriting. These
concepts are reinforced and extended through every proj-
ect that follows. Inside Language, Literacy, and Content
includes a rich array of graphic organizers and student
models of idea generation and prewriting to bring these
concepts to life.

8. Process writing approach: extended writing
opportunities for real purposes, involving
planning, development, and revision, and
lessons to address students’ writing needs

The writing process is taught in explicit detail at the be-
ginning of each level. The stages of the writing process are
reinforced and extended through all writing projects in
the program. As they learn and apply the writing process,
students study models that show works in progress and are
provided with clear and extensive opportunities to follow
the steps in the Writer's Workout activities. At the end of
each step in the writing process, students are prompted Lo
reflect on their work, focusing on the goals of the proj-

ect and the particular stage of the writing process. This
ongoing sell-analysis builds habits of reflective writing
and promotes metacognition. In addition, regular Check
Progress leatures help teachers monitor student progress
so students are well prepared belore moving to a new stage
of the writing process.

9. Writing for content learning: using writing as
a tool to enhance students’ learning of content
material

Inside Language, Literacy, and Content includes many
opportunities for students Lo wrile about content topics
they are exploring in the unit literature. Students engage
in [requent activities where they must write to sources. In
addition, the program provides explicit instruction in the
research process and how to use a variety ol information
resources.

The Traits of Good Writing

In addition to the elements of effective teaching, writing
power depends on an understanding of the traits of good
writing:

» Focus and Unity: how well the parts of the writing go to-
gether and how clearly the writing presents a central idea

« Organization: how well the paper presents ideas in a
structure that is appropriate to the wriler’s purpose and
how smoothly the ideas [low together

*» Development of Ideas: how well the ideas are explained
and supporied with details and examples and how
thoughtful and interesting the writing is
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« Voice and Style: how real the writing sounds and how it
reflects the writer’s unique style with powerful, engaging
word choice and fluent, varied sentences

« Written Conventions: how understandable the paper is
because it is [ree of errors in sentence structure, punc-
tuation, capitalization, and spelling

Beginning at Level A, writing projects in Inside Language,
Literacy, and Content include robust instruction in writing
traits. Each project targets one trait, such as Organization.
Students use the writing trait rubric to discuss and analyze
the treatment of the trait in writing samples. They then
critique the application of the trait in four differentiated
student essays on the same topic, analyzing how to raise

the score of each essay [roma 1to a2, ora2toa 3, elc.

Students need ample opportunities to compare and evalu-
ate papers that exhibit and do not exhibit these traits of
good writing. They benefit [rom improving writing samples
created by others and then applying these solutions in
their own writing,

Inside Language, Literacy, and Content [eatures explicit,
intensive writing instruction that aligns with the findings
ofl recent scientific research, including the points listed
above. The program [eatures opportunities to write in
response to literature as part of the instructional plan. At
Levels A-C students also write in response to the Guiding
Question in each unit.

In the Fundamentals level, writing projects that teach and
use the writing process offer extended writing assignments.
In Levels A-C, this elaborated writing instruction occurs

in the Inside Writing Student Book with projects careflully
coordinated to each week’s instruction in the Reading &
Language Student Book.

Across the levels, these projects address the writing forms
required by the Common Core State Standards, including
argument, informative/explanatory,
and narrative writing.

Differentiated Instruction

Lessons are designed to help teach-
ers deal with the diversity of lan-

guage levels and writing proficiency
that may exist in the classroom. For

« If students need more support, the lesson directs teach-
ers to move from the modeling to carrying out the
writing step as he or she thinks aloud to create the work,
inviting participation from students. This structured
practice provides the bridge to the guided practice that
students do next in the Writer's Workout.

* If students need less support, they can work more inde-
pendently in the Writer's Workout using the checklist
and rubric that tie to the writing project.

These approaches help students build toward indepen-
dence, moving from an “almost” stage to an “1 got it” stage.

For [urther differentiation, lessons include:

« Strategies to help students build banks of personal topics

« Multi-Level Strategies to help teachers adjust the writ-
ing lesson so that students at all language levels can
participate

« Academic Language Frames that support students in
learning academic language and expressing their ideas
about writing concepts

« Specific guidance to the teacher in providing immediate
correclive [eedback

Conclusion

Inside Language, Literacy, and Content approaches writ-
ing with all the elements of effective teaching. It involves
students in studying and trying out the traits of good
writing, learning writing strategies, and engaging in writ-
ing applications that will grow their writing proficiency.
Lessons are set up for collaboration and dilferentiation so
that teachers can meet the needs of their students regard-
less of their language levels and writing proficiencies.

example, each writing application
follows a gradual release model in
which more and more responsibil-
ity is turned over to students. For
each stage of the writing process,
teachers model the step, and stu-
dents then carry out the step in the
Writer's Workoul while the teacher
provides guidance and support.

Each application also advises teach-
ers on how to dilferentiate instruc- MO bt
tion further. For example:

FH N

S .

Lessons allow teachers to adjust levels of support to meet their students’ varied writing abilities.
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Assessment

lege and careers among governors, chiel state school

officers, business leaders, college faculty, and teach-
ers has led to a demand for more rigorous instruction for
the nation’s children (Grossman, Reyna, & Shipton, 2011).
The concerns have engendered two major shifts in K-12
education:

The growing concern about students’ readiness for col-

1. the implementation of the Common Core State
Standards, and

2. the development of assessments that align with these
new slale standards.

' Comprehensive and

“3B Responsive Assessment
Ny | . by Dr. Deborah . Short and Dr. Alfred W. Tatum

Standardized tests that aim to measure knowledge of aca-
demic content (e.g., science, math) generally are not sensitive
to reading and language proficiency. As a consequence, some
educators may incorrectly interpret data from these measures
as evidence that students lack content mastery. Tests results
also are confounded by aspects of students’ cultural and lin-
guistic diversity. Further, the tests may require knowledge of
life experiences that students have not had. The outcome of
all this is that for striving readers, many tests do not measure
what they are intended to measure. It will be important to
remember this when interpreting results on the new assess-
ments linked to the Common Core State Standards.

Descriptive data of student performance D Using Assessments to Plan
indicate our students are not perform- " Instruction
ing as well as we would like. For instance, Assessments To plan responsive instruction, assess-

15-year-olds in the United States ranked
17th in reading on the international
Programme for International Student
Assessment (PISA), only 38 percent of
U.S. 12" graders performed at or above
proficiency in reading according to 2009
NAEP data, and only 25 percent of high
school graduates in 2011 scored at a
level on the ACT that indicates readiness
for entry-level, credit-bearing college
coursework. The data stem [rom a lack of
reading proficiency in the middle grades.
We can reverse this long-standing trend
of underperformance on reading assess-

are critical
in planning
responsive
instruction for
students who
struggle with
reading and

ment must be ongoing. The assessment
plan must include [ormative, interim, and
summative measures to gauge student
progress, determine the effectiveness

ol instruction, and help leachers know
when students are ready to move from an
intervention program to on-grade-level
instruction. All students can benefit from
a diagnostic assessment at the start of the
school year. Instruction in reading, writ-
ing, language, listening and speaking can
be more carefully tailored to the students
needs when teachers know, for example,
that students have strong decoding skills

ments by a large number of U.S. students ey but lack understanding of specific com-
with responsive instruction to improve ertmg. prehension strategies, such as determining
ties. Assessments are critical in planning |

responsive instruction for students who
struggle with reading and writing.

Reading and writing assessments help teachers construct
an understanding of how students are developing, and

thus provide critical information that allows teachers to
make important instructional decisions (Alflerbach, 2007).
Alllerbach (2007) notes that responsive teachers need to
examine the consequences, usefulness, roles, and responsi-
bilities related to assessments, as well as the reliability and
validity of the assessments.

This point is particularly important for the assessment of stu-
dents who are reading two or more years below grade level.

English learners (ELs) in particular also
benefit when teachers know the extent of their native-lan-
guage literacy skills, because many of these skills transfer
to English literacy acquisition (Genesee, Lindholm-Leary,
Saunders, & Christian, 2006). In addition, EL students who
have strong home-literacy experiences and opportunities
generally achieve better English literacy outcomes than
do those without such experiences (Goldenberg, Rueda, &
August, 2006). Therelore, eflfective assessment practices in-
clude the initial testing of students” native-language literacy
as well as their English literacy.

To capture students’ varied reading, writing, and linguistic
abilities and inlerests, assessment plans must endeavor Lo
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create comprehensive student profiles that measure the full
range of student performance. This may include:

1. Ascertaining students’ concept of reading and writing

2. Identifying students’ strengths and weaknesses at both
the word level and text level

3. Assessing students’ acumen for reading increasingly
complex narrative and expository texts over time

4. Assessing students’ acumen [or applying the knowledge
oflanguage and conventions when writing.

5. Gauging students’ affective responses to reading and
writing activities

6. Involving students in the assessment process and using
their voices to adjust instructional practice and assess-
ment practices, if necessary.

7. Having students cite evidence for arguments and infer-
ences based on close readings of text

Using these seven dimensions to develop comprehensive
profiles increases the likelihood that assessment practices
will be of maximum benefit to students. Comprehensive
and timely profiles allow teachers to focus attention on
whether students view reading as a word-calling task, or
on whether they strive actively to construct meaning as
they read. The profiles give teachers ways to become aware
of students’ reading fluency, observe their reading for
meaning-changing and non-meaning changing miscues,
and assess their comprehension-monitoring strategies.
Additionally, the profiles guide teachers in examining

the texts students read determining whether the content
engages their interest. Regular use of eAssessments or
online assessments can help facilitate timely snapshots of
students’ skills to inform instruction and improve accom-
modations for students who struggle with reading and writ-
ing. Additionally, using constructed responses gives a more
comprehensive view of students’ strengths and weakness in
writing and in citing text evidence.
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Applying the Research:

Inside Language, Literacy, and Content provides a robust
array of lools for both formal and informal assessments to
support teachers in understanding their students’ needs
and monitoring their progress.

Diagnostic and Placement Assessments Students enter-
ing the program can take a Phonics Test and a Placement
Test. If the Phonics Test indicates that a student needs
support with basic reading skills and decoding, place-
ment is in the Fundamentals level. Fundamentals is divided
into two volumes so students can be placed strategically
to most effectively accelerate their achievement. Students
who have acquired basic decoding skills will proceed to the
Placement Test. This assessment provides a recommended
placement in Inside Level A, B, or C. For students in Levels
A-C, formative and interim assessments monitor progress
and may identily needs for further instruction in basic or
advanced phonics, phonological awareness, decoding,and
spellng instruction. This intervention instruction is pro-
vided in the Inside Phonics Kit.

In addition to these placement tools, the program includes
recommendations for further diagnostic assessment with
standardized instruments f[rom a number of test publish-
ers. Such measures can give additional information on
students’ strengths and instructional needs in phonics,
decoding, vocabulary, comprehension, fluency, grammar,
and writing. The instructional plan also provides consistent
support for informal diagnosis of student needs. Lessons
include frequent checks for understanding and many op-
portunities for students to demonstrate their skills through
a variety of oral and written responses. As they observe and
evaluate these steps of the plan, teachers engage in con-
tinuing diagnosis of students’ needs and progress.

Interim Progress Monitoring The main formal assess-
ment of student progress in Inside Language, Literacy and
Content is tailored Lo the language and reading proficiency
level of the student. In Levels A-C, Unit Tests include
unique reading passages, and contexl-rich opportunities
to assess language and grammar, and prompts for writing
composition. A balance of selected response and con-
structed response items help students gain comfort with
the question types they will encounter on high-stakes tests.
The Fundamentals level includes Unit Quick Checks after
every unit of instruction to evaluate progress on phonics
and decoding, spelling, word recognition, vocabulary, and
grammat. In order to balance pacing and skill development
at the lower reading levels, more extensive Unit Tests are
also provided after every third unit, covering phonemic
awareness, phonics and decoding, word recognition vo-
cabulary and morphology, comprehension, grammar,

and writing.



Formative Progress Monitoring The program provides

a wealth of resources and daily support to help teachers
monitor student progress informally. Lessons include a
Check Understanding step to assist teachers in quickly
determining if students understand the skill. In addition,
lessons are constructed so that at each step of the learn-
ing process, all students respond in ways that demonstrate
how successfully they are learning the strategy or content
objectives. Students respond in a variety of ways, through
graphic organizers, Academic Language Frames and sen-
tence stems, choral responses, written responses, gestures,
and more. This interactive lesson structure gives teachers
continual opportunities to note students’ successes and
areas of need. When students have dilficulty with a strategy
or conceplt, lessons provide specific suggestions [or correc-
tive feedback, addressing student needs immediately.

Affective and Metacognitive Measures Responsive as-
sessment examines students attitudes toward reading and
writing and their sell-assessments ol achievement. Inside
Language, Literacy, and Content includes interest surveys,
inventories related to the behaviors of reading and writ-
ing, metacognitive measures in which students can share
the strategies they are using to determine the meaning of
words and comprehend selections, and student sell-assess-
ments that lead to goal-setting.

Summative Assessments The program also includes two
Level Tests that measure achievement on the standards
taught in the program that are typically assessed on high-
stakes tests. To delermine how well students have met the
annual goals of the program, a Level Test is provided in
two forms. The first form may be used mid-year; the second
at the end. The test measures student achievement on the
standards taught in this program that are typically as-
sessed on high-stakes tests, such as the Common Core.

Reteaching and Review The program includes reteaching
prescriptions [or the informal and lormal progress-mon-
itoring tests and for the Level Tests so that teachers can
take corrective action.
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Fluency Assessment Each week students can practice
[luency with a passage, excerpted [rom the reading selec-
tion. This same passage can be used [or a timed reading in
which the words-correct-per-minute (WCPM) fluency rate
is calculated. Students are encouraged to graph their flu-
ency rales over time so they can see the evidence of their

improvement. Fluency development in the core materials
is supported by daily fluency activities including listening,
choral reading, partner reading, and recording, with em-
phasis on intonation, phrasing, and expression. Additional
technology support for [luency practice and assessment of
WCPM rates is provided in the Comprehension Coach at
levels A-C.

Preparation for Common Core Aligned
Assessments

To provide our learners with the best opportunities to
demonstrate their knowledge on the new Common Core
aligned assessments, we have incorporated the best in-
structional practices for striving readers and writers and
English learners in our program. In addition, we have

a range of measures to help teachers monitor student
progress and prepare for these high-stakes tests, including
interim measures. Our writing and language rubrics and
our Unit Tests can help teachers determine where gaps in
understanding occur as well as where language acquisition
may interfere with demonstrating content knowledge. The
passages and content in the Level Tests are calibrated so
students have a chance to demonstrate their knowledge
with texts written at accessible reading levels, and the
Reading Level Gains Test helps teachers determine reading
growth.

To help students practice for these new, computer-based
standardized assessments, Inside Language, Literacy, and
Content includes online testing to help students become
familiar with the particular skills and logistics required
for computer-based testing. In addition to the frequent
opportunities for students to practice taking tests online,
eAssessment provides reports that identify target skills for
reteaching and align performance o standards.
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eAssessment provides opportunities to practice for high-stakes
computer-based testing.

Conclusion

Inside Language, Literacy, and Content provides a [ull
range of tools for formal and informal assessment that
support teachers in diagnosing their students’ interest and
needs and using assessment to continually monitor stu-
dents’ progress. By using these tools, teachers can provide
striving readers and English learners with responsive in-
struction that optimizes growth and fosters success aligned
to the goals of college and career readiness.

Comprehensive and Responsive Assessment PD27



Research Base and Bibliography for INSIDE Language, Literacy, and Content

Reading/Adolescent Literacy

Adler, M. ]., & Van Doren, C. (1972). How fo read a book. New
York, NY: Touchstone. (Original work published 1940)

Afflerbach, P. (2007). Understanding and Using Assessments. Newark,
DE: International Reading Associalion,

Alexander, P. A., & Jetton, T. L. (2000). Learning [rom lext: A
multidimensional and developmental perspective. In M.L Kamil,
P. B. Mosenthal, P. D. Pearson, & R. Barr (Eds.), Handbook of read-
ing research (Vol. 3; pp. 285-310). Mahwah, NJ: Erlbaum.

Allington, R. L., & Baker, K. (2007). In L. B. Gambrell, L. M.
Morrow, & M. Pressley (Eds.), Best practices in literacy instruction
{pp. 83-103). New York: The Guilford Press.

Alvermann, D., Hinchman, K., Moore, D., Phelps, 8., & Walf,
D. (2006). Reconcepiualizing the literacies in adolescents’ lives (2nd
ed.). Mahwah, NJ: Lawrence Erlbaum Associates.

Applebee, A. N., Langer, J. A., Nystrand, M. & Gamoran, A.
{2003). Discussion-based approaches to developing under-
standing: Classroom instructlion and student performance in
middle and high school English, American Educational Research
Journal, 40, 685-730.

Bauerein, M., & Stotsky, 8. (2012). How Common Core's ELA
standards place college readiness at risk: A Pioneer Institute white
paper. Retrieved [rom hilp://pioneerinstitute.org/pdl/120917_
CommonCoreELAStandards.pdfl

Beers, K., & Probst, R. (2012). Notice and note: Strategies for close
reading, Portsmouth, NH: Heinemann,

Biancarosa, C., & Snow, C. (2006). Reading next—A vision for
action and research in middle and high school literacy: A report to
the Carnegie Corporation of New York (2nd ed.). Washinglon, DC:
Alliance for Excellent Education.

Calfee, R. C., Lindamood, P. E., & Lindamood, C. H. (1973).
Acoustic-phonelic skills and reading—kindergarten through
12th grade. Journal of Educational Psychology, 64, 293-298.

Coleman D. (2011), Bringing the Common Core to life. Relrieved
from usny.nysed.gov/rlll/resources/bringing-the-common-core-
to-life.html

Cunningham, J. W. (in press). Research on text complexily: The
Common Core Stale Standards as catalyst. In 5.B. Neuman &
L.B. Cambred (Eds.), Reading instruction in the age of Common Core
State Standards. Newark, DE: International Reading Association.

Cunningham, P. M. (2007). Besl praclices in leaching phonologi-
cal awareness and phonics. In L. B. Gambrell, L. M. Morrow, &
M. Pressley (Eds.), Best practices in literacy instruction (pp. 159-
177). New York: The Guilford Press.

Duke, N. K., Pearson, P. D., Strachan, §. L., & Billman, A. K.
(2011). Essential elements of fostering and teaching reading
comprehension. In 8. ]. Samuels & A. E. Farstrup (Eds.), What
research has to say about reading instruction (4th ed., pp. 51-93).
Newark, DE: International Reading Association.

Edmonds, M. S., Vaughn, S., Wexler, ]., Reutebuch, C., Cable,
A., Tackelt, K. K., et al. (2009). A synthesis of reading interven-
tions and eflects on reading comprehension outcomes for older
struggling readers. Review of Educational Research, 79, 262-300.

Ehri, L. C., & Nunes, 8. R. (2002). The role of phonemic aware-
ness in learning (o read. In A. E. Farstrup & S. J. Samuels (Eds.),
What research has to say about reading instruction (pp. 110-139).
Newark, DE: International Reading Association.

PD28 Research Base

Fagella-Luby, M. N., & Deshler, D. D. (2008). Reading compre-
hension in adolescents with LD: Whal we know; whal we need lo
learn. Learning Disabilities Research and Practice, 25(2), 70-78.

Farstrup, A. E., & Samuels, S. ]. (Eds.) (2002). What research
has to say about reading instruction, Newark, DE: International
Reading Association.

Franzak, J. (2006). Zoom: A review of Lhe lileralure on marginal-
ized adolescent readers, literacy theory, and policy implications,
Review of Educational Research, 76(2), 209-248.

Fisher, D., Frey, N., & Lapp D. (2012). Text Complexity: Raising the
Rigor in Reading. Newark, DE: International Reading Association.

Gambrell, L. B., Morrow, L. M., & Pressley, M. (Eds.). (2007).
Best practices in literacy instruction. New York: The Guilford Press.

Goodlad, J. (1984). A place called school: Prospects for the future.
New York: McGraw-Hill.

Goswami, U. (2003). Early phonological development and the
acquisition of literacy. In S, B, Neuman & D. K. Dickinson (Eds.),
Handbook of early literacy research. (pp. 111-125). New York: The
Guilford Press.

Graves, M. (2004). Theories and constructs that have made a
significant dilference in adolescent literacy—but have the
polential o produce still more positive benefits, In T. L. Jetlon
& J.A. Dole (Eds.). Adolescent lileracy research and practice. (pp.
433-452). New York: The Guilford Press.

Grossman, T., Reyna, R., & Shipton, 8. (2011). Realizing their
potential: How governors can lead effective implementation of the com-
mon core stale standards. Washington, D.C.: National Governors
Association.

Guthrie, J., & McRae, A. (2011). Reading engagement among
African American and European American students. In. S,
Samuels & A, Farstrup (Eds.), What research has to say about read-
ing instruction, 4th, (pp. 115-142). Newark: DE: Inlernational
Reading Associalion,

Guthrie, J. T. (Ed.) (2007). Engaging adolescents in reading.
Thousand Oaks, CA: Corwin,

Haskell, R. (2000). Transfer of learning: Cognition, instruction, and
reasoning. San Diego: Academic Press

Henderson, N., & Milstein, M. (2003). Resiliency in schools: Making
it happen for students and educators. Thousand Oaks, CA: Corwin
Press.

Hiebert, E. H., Pearson, P. D., Taylor, B. M., Richardson, V., &
Paris, S. G. (1998). Every child a reader: Applying reading research in
the classroom. Ann Arbor: Universily of Michigan, Cenler for the
Improvement of Early Reading Achievement (CIERA).

Hinchman, K. A., & Moore, D. W. (in press). Close reading: A
caulionary inlerprelation. Journal of Adolescent and Adult Literacy.

Hinchman, K., Alvermann, D., Boyd, F., Brozo, W. G., & Vacca,
R. (2003/04). Supporling older students’ in- and out-ol-school
literacies. Journal of Adolescent & Adult Literacy, 47, 304-310.

Ivey, G. (1999). A mullicase study in the middle school:
Complexilies among young adolescent readers. Reading Research
Quarterly, 34(2), 172-192.

Ivey, G., & Broaddus, K. (2001). Just plain reading: A survey of
whal makes students wanl to read in middle schools. Reading
Research Quarterly, 36, 350-377.

Joyce, B. & Weil, M. (2000). Models of teaching {6Lh ed.). Boston:
Allyn and Bacon.



Kamil, M. (2012). Current and historical perspeclives on reading
research and instruction. In Harris, K, R,, Graham, S., & Urdan,
T. (Eds.), APA educational psychology handbook (Vol. 3, Application
lo teaching and learning; pp. 161-188). Washington, DC:
American Psychological Association.

King, S. (n.d.). Stephen King quotes. Retrieved from http:/www.
goodreads.com/author/quotes/3389.Slephen_King

Langer. ]. A. (2001) Bealing the odds: Teaching middle and high
school students to read and write well. American Educational
Research Journal, 38, 837-880.

Langer, J. A. (2002). Effective literacy instruction: Building success-
Jul reacling and writing programs. Urbana, IL: National Council of
Teachers of English.

Lapp D., Moss, B, Johnson, K., Grant, M. (2012). “Teaching
Students to Closely Read Texts: How and When?" Rigorous Real-
World Teaching and Learning. Newark, DE: International Reading
Associalion,

Learned, J. E., Stockdill, D., & Moje, E. B. (2011). Integrating
reading strategies and knowledge building in adolescent literacy
instruction. In 8.]. Samuels & A. E. Farstrup (Eds.), What research
has to say about reading instruction (4th ed., pp. 159-185). Newark,
DE: International Reading Association.

Marshall, J. D., Smagorinsky, P., & Smith, M. W, (1995). The
language of interpretation: Patterns of discourse in discussions of litera-
ture. Urbana, IL: NCTE,

McKenna, M. C., Conradi, K., Lawrence, C., Jang, B. G., &
Meyer, J. P. (2012). Reading attitudes of middle school students:
Resulls of a U.S. survey. Reading Research Quarterly, 47, 283-306.

McNamara, D. 8. (Ed.). (2007). Reading comprehension strategies:
Theory, interventions, and technologies, Mahwah, NJ: Erlbaum,

Meyer, B. J. F, Wijekumar, K., Middlemiss, W., Higley, K., Lei,
P-W, Meier, C., & Spielvogel, ]. (2010), Web-based Luloring
of the structure strategy with or withoul elaboraled feedback
or choice [or fifth- and seventh-grade readers. Reading Research
Quarlerly, 45, 62-92.

Miller, M. (2006). Where they are: Working with marginalized
students. Educational Leadership, 63 (5), 50-54.

Moats, L. C. (2000). Speech to print: Language essentials for teachers.
Baltimore, MD: Paul I, Brookes Publishing,

Moje, E. B. (2007). Developing socially jusl subjecl-maller
instruction—A review of the literature on disciplinary literacy
teaching. Review of Research in Education, 31(1), 1-44.

Moje, E. B. (2006). Molivating lexts, motivaling conlexts, moti-
vating adolescenis: An examination of the role of motivation in
adolesent literacy practices and development. Perspectives, 32(3),
10-14,

Moje, E. B., McIntosh Ciechanowski, K., Kramer, K., Ellis, L.,
Carrillo, R., & Collazo, T. (2004). Working loward third space
in conlent area lileracy: An Examination of everyday funds of
knowledge and discourse. Reading Research Quarterly, 39(1),
38-71.

Moore, D. W,, Bean, T. W,, Birdyshaw, D., & Rycik, J. A. for the
Commission on Adolescent Literacy of the International
Reading Association (1999). Adolescent literacy: A position stale-
ment. Newark, DE: Inlernational Reading Association. Relrieved
March 18, 2006 [rom Lhe IRA sile: [online: www.reading.org/
resources/issues/positions_adolescent.html]

National Center for Education Statistics. (2010). The nation’s
report card: Grade 12 reading and mathematics 2009 national and pi-
lot state results (NCES 2011-4.55). National Cenler for Education
Statistics, Institute of Education Sciences, U.S, Department of
Education, Washington, D.C.

National Governors Association Center for Best Practices,
Council of Chief State School Officers. (2010). Common Core
State Standards for English language arts & literacy in history/social
studies, science, and technical subjects. Washington, DC: Author.
Retrieved from hitp://www.corestandards.org/the-standards

National Governors Association Center for Best Practices
(2005). Reading to achieve: A governor's guide to adolescent liferacy.
Washington, DC: Author.

National Reading Panel. (2000). Teaching children to read: An evi-
dence-based assessment of the scientific research literature on reading
and its implications for reading instruction: Reports of the subgroups.
Betlhesda, MD: Nalional Institute of Child Health and Human
Development, National Institutes of Health.

Nokes, J. D. & Dole, J. A. (2004). Helping adolescent readers
through explicil strategy instruction. In T, L. Jetton & J.A. Dole
(Eds.). Adolescent literacy research and practice (pp. 162-182), New
York: The Guilford Press.

Nystrand, M. (2006). Research on Lhe role ol discussion as il al-

[ects reading comprehension. Research in the Teaching of English,
40 (4), 392-412.

Pearson, P. D. (in press). Research [oundations for the Common
Core Slate Standards in English language arts. In S, Neuman
and L. Gambrell (Eds.), Reading instruction in the age of Common
Core Stale Standards. Newark, DE: International Reading
Associalion.

Pearson, P. D., & Camperell, K. (1994). Comprehension of lext
structures. In R, B, Ruddell, M. R. Ruddell, & H. Singer (Eds.),
Theoretical models and processes of reading (4th ed.; pp. 448-468).
Newark, DE: International Reading Association.

Pearson, P. D., & Gallagher, M. (1983), The instruction of

reading comprehension. Contemporary Educational Psychology, 8,
317-344,

Pearson, P. D., Roehler, L. R., Dole, ]. A., & Duffy, G. G. (1992).
Developing expertise in reading comprehension. In S. J. Samuels
& A. L. Farstrup (Eds.), What research has to say about reading
instruction (2nd ed., pp. 145-199). Newark, DE: International
Reading Association,

Perkins, D. N., & Salomon, G. (1988). Teaching lor transfer.
Educational Leadership, 46(1), 22-32.

Porter, A., McMaken, J., Hwang, J. Yang, R. (2011). Common
Core Standards: The new U.S. intended curriculum. Educational
Researcher, 40, 103-116.

Pressley, M., & Afflerbach, P. (1995). Verbal protocols of read-
ing: The nature of constructively responsive reading, Fillsdale, NJ:
Erlbaum.

Rabinowitz, P., & Smith, M. W. (1998). Authorizing readers:
Resistance and respect in the teaching of literature, New York:
Teachers College Press.

RAND Reading Study Group. (2002). Reading for understanding:
Toward an R&D program in reading comprehension. Sanla Monica,
CA: Science and Technology Policy Institute, RAND LEducation.

Roberts, G., Torgesen, J. K., Boardman, A, & Scammacca, N.
(2008). Evidence-based strategies [or reading instruction of
older students with learning disabilities. Learning Disabilities
Research and Practice, 23(2), 63 -69.

Rosenshine, B. & Meister, C. (1992). The use of scaffolds for
teaching higher-level cognitive strategies. Educational Leadership,
50, 26-33.

Schoenbach, R., Greenleaf, C., Cziko, C., Hurwitz, L. (1999).
Reading for understanding, San Francisco: Jossey-Bass,

Shanahan, T., and Shanahan, C. (2008). Teaching disciplin-
ary literacy to adolescents: Rethinking conlent-area lileracy.
Harvard Educational Review, 38, 40-59,

Research Base PD29



Research Base and Bibliography, continued

Smith, M. W, & Wilhelm, J. (2006). Going with the flow: How to
engage boys (and girls) in their literacy learning. Portsmouth, NH:
Heinemann.

Smith, M. W,, & Wilhelm. J. (2002)."Reading don't fix no Chevys":
Literacy in the lives of young men. Portsmouth, NH: Heinemann.

Snow, C. E., Burns, M. S., & Griffin, P. (1998). Preventing reading
difficulties in young children. Report of the National Reading Council.
Washington, DC: National Academy Press,

Soter, A. O., Wilkinson, L. A., Murphy. P. K., Rudge, L.,
Reninger. K., & Edwards, M. (2008). Whal the discourse lells
us: Talk and indicators of high-level comprehension. International
Journal of Educational Research, 47, 372-391,

Stanton-Salazar, R., & Spina, 8. (2000). The network orienta-
tions of highly resilient urban minority youth: A network-
analylic account of minorily socialization and its educational
implications. Urban Review, 32(3), 227.

Tatum, A.W. & Muhammad, G. (2012). African American males
and literacy development in contexts thal are characteristically
urban. Urban Education, 47(2), 434-463.

Tatum, A. W. (2007). Building the textual lineages of Aflrican
American adolescent males. In K. Beers, R. Probst, & L. Reil
(Lds.), Adolescent literacy: Turning promise into practice. Portsmouth,
NH: Heinemann,

Tatum, A. W. (2005). Teaching reading to black adolescent males:
Closing the achievement gap. Portland, ME: Stenhouse Publishers.

Torgesen, J. K., Houston, D. D., Rissman, L. M., Decker, 5. M.,
Roberts, G., Vaughn, S., Wexler, J., Francis, D). ]., Rivera, M.
0., & Lesaux, N. (2007). Academic literacy instruction for ado-
lescents: A guidance document from the Center on Instruction (p.

3). Portsmouth, NH: RMC Research Corporation, Center on
Instruction. Retrieved May 3, 2007 (rom [online: www.cenleron-
instruction.org)

Toulmin, S. (1958). The uses of argument. New York: Cambridge
Universitly Press.

Triplett, C. (2004). Looking for a struggle: Exploring the emo-
tions ol a middle school reader. Journal of Adolescent & Adult
Literacy, 48(3), 214-222,

Vygotsky, L. 8. (1978). Mind in sociely: The development of higher
psychological processes, Cambridge, MA: Harvard University Press,

Walker, B.]. (2008). Diagnostic Teaching of Reading: Techniques for
Instruction and Assessmenl (7th ed.). Columbus, OH: Merrill.

Wilhelm, J.D., Baker, T., & Dube-Hackett, J. (2001). Strategic
reading: Guiding adolescents to lifelong literacy. Portsmouth, NH:
Heinemann.

Yopp, H. K., & Yopp, R. H. (2000). Supporting phonemic aware-
ness development in the classroom. The Reading Teacher, 54,
130-143.

Vocabulary

Anderson, R. C., & Nagy, W. E. (1992). The vocabulary conun-
drum. American Educator, 16 (4), 14-18, 44-47.

August, D., & Shanahan, T. (2006). Developing literacy in second-
language learners: Report of the National Literacy Panel on Language-
Minority Children and Youth. Mahwah, NJ: Lawrence Erlbaum
Associales.

Baumann, J. K., & Kame'enui, E. J. (Eds.) (2004). Vocabulary
instruction: Research to practice. New York: The Guilford Press.
Beck, I. L., McKeown, M. G., & Kucan, L. (2008). Robus! vocabu-
lary: Frequently asked questions and extended examples, New York:

Guilford.

Beck, L. L., McKeown, M. G., & Kucan, L. (2002). Bringing words
to life: Robust vocabulary instruction. New York: The Guillord Press.

PD30 Research Base

Blachowicz, C. L. Z., Fisher, P. J. L., Ogle, D., & Watts-Taffe, S.
{2006). Vocabulary: Questions rom Lhe classroom. Reading
Research Quarterly, 41, 524-539,

Blachowicz, C. L. Z., & Fisher, P. ]. L. (2000). Vocabulary
instruction. In M.J. Kamil, P.B. Mosenthal, P.D. Pearson, & R.
Barr (Eds.), Handbook of reading research {(vol. 3) (pp. 503-523),
Mahwah, NJ: Lawrence Erlbaum Associates.

Bowers, P. N., Kirby, ]. R., & Deacon, S. H. (2010). The effects of
morphological instruction on literacy skills: A syslematic review
ol the literature. Review of Educational Research, 80, 144-179,

Carlisle, J. F. (2010). Effects of instruclion in morphologi-
cal awareness on lileracy achievement: An inlegrative review.
Reading Research Quarterly, 45, 464-487.

Carlo, M. S., August, D., Snow, C. E., Dressler, C., Lippman,
D. N., Lively, T. J., & White, C. E. {(2004). Closing the gap:
Addressing the vocabulary needs ol English-language learn-
ers in bilingual and mainstream classrooms. Reading Research
Quarterly, 39, 188-215.

Coxhead, A. (2000). A new academic word list. TESOL Quarterly,
34, 213-238,

Cummins, J. (2003). Reading and the bilingual student: Fact
and fiction. In G, G. Garcia (Ed.), English learners: Reaching the
highest level of English literacy. Newark, DE: Inlernational Reading
Associalion.

Cunningham, A. E., & Stanovich, K. (1998). Whal reading does
to the mind. American Educator, 22(1), 8-15.

Cunningham, J. W,, & Moore, D. W. (1993). The contribution of
understanding academic vocabulary lo answering comprehen-
sion questions. Journal of Reading Behavior, 25, 171-180.

Edwards, E. C., Font, G., Baumann, ]. ., & Boland, E. (2004),
Unlocking word meanings: Strategies and guidelines for leach-
ing morphemic and contextual analysis. In ], F, Baumann &
E.J. Kame'enui (Eds.), Vocabulary instruction: Research to practice
{pp. 159-176). New York: The Guilford Press.

Graves. (2009). Teaching individual words: One size does not fit all.
New York: Teachers College Press and International Reading
Association,

Graves, M. (2000). A vocabulary program lo complement and bol-
ster a middle-grade comprehension program. In B. M. Taylor, M.,
[ Graves, & P. van den Broek (Eds.). Reading for meaning: Fostering
comprehension in the middle grades (pp. 116-135), Newark, DE:
International Reading Association.

Graves, M. E. (2006). The vocabulary book: Learning and instruction.
New York: Teachers College Press.

Graves, M. F., & Watts-Taffe, 8. M. (2002). The place of word
consciousness in a research-based vocabulary program. In A.E.
Farstrup & S.J. Samuels (Eds.), What research has to say about read-
ing instruction (3rd ed., pp. 140-165). Newark, DE: Inlernational
Reading Association.

Harmon, J. S., Wood, K. D., & Medina, A. L. (2009). Vocabulary
learning in the conlenl areas: Research-based practices for
middle and secondary school classrooms, In K. D, Wood & W. E.
Blanton (Eds.), Literacy instruction for adolescents: Research-based
practice (pp. 344-367). New York: Guilford,

Hyland, K., & Tse, P. (2007). [s there an academic vocabulary?
TESOL Quarterly, 41, 235-253.

Kame'enui, E. J., & Baumann, J. F. (Bds.) (2012). Vocabulary
instruction: Research to practice (2nd ed.). New York: Guillord.

Lesaux, N. K., Kieffer, M. ]., Fuller, 8. E., & Kelley, J. G. (2010).
The effectiveness and ease of implementation of an academic
vocabulary intervention for linguistically diverse students in
urban middle schools. Reading Research Quarterly, 45, 196-228,



Lubliner, 8., & Smetana, L. (2005). The effects of comprehensive
vocabulary instruction on Title | students’ metacognilive word-
learning skills and reading comprehension. Journal of Literacy
Research, 37 (2), 163-200.

Marzano, R. J. (2004). Building background knowledge for academic
achievement: Research on what works in schools. Alexandria, VA:
Association for Supervision and Curriculum Development.

Nagy, W., & Townsend, D. (2012). Words as tools: Learning
academic vocabulary as language acquisition. Reading Research
Quarterly, 47, 91-108,

Nagy, W. E., & Scott, ]. A. (2000). Vocabulary processes. In M. J.
Kamil, P. B. Mosenthal, P. D. Pearson, & R, Barr (Eds.), Handbook
of reading research (v. IIl; pp. 269-284). Mahwah, NJ: Lawrence
Erlbaum Associates.

Nagy, W. E., Berninger, V. W,, & Abbott, R. D. (2006).
Conlribution of morphology beyond phonology Lo lileracy oul-
comes of upper elementary and middle-school students. Journal
of Educational Psychology, 98, 134-147.

Natiom, I. 8. P. (1990). Teaching and learning vocabulary. Boston,
MA: Heinle & Heinle.

National Reading Panel. (2000). Teaching children to read: An
evidence-based assessment of the scientific research literature on read-
ing and its implications for reading instruction. Washinglon, DC:
National Institutes of Health,

Scott, J. A., & Nagy, W. E. (2004). Developing word conscious-
ness. [n L.F. Baumann & E.J. Kame'enui (Eds.), Vocabulary instruc-
tion: Research to practice {pp. 201-217). New York: The Guilford
Press.

Stahl, S. A., Nagy, W. E. (2006). Teaching word meanings. Mahwah,
NJ: L. Exlbaum Associates.

Templeton, S. (2004). The vocabulary-spelling connection:
Orthographic development and morphological knowledge al
the intermediate grades and beyond, In J.F. Baumann & L.J.
Kame'enui (Eds.), Vocabulary instruction: Research to practice (pp.
118-138). New York: The Guilford Press.

Torgesen, J. K., Houston, D. D, Rissman, L. M., Decker, S. M.,
Roberts, G., Vaughn, S., Wexler, ]., Francis, D. ]., Rivera, M.
0., & Lesaux, N. (2007). Academic literacy instruction for ado-
lescents: A guidance document from the Center on Instruction (p.

3). Portsmouth, NH: RMC Research Corporalion, Center on
Instruction. Retrieved May 3, 2007 from [online: www.cenleron-
instruction.org|

Fluency

Bennett, L., Smith, J., & Wright, P. (2006). Where are poor people
lo live? Transforming public housing communilies. New York: M. E.
Sharpe.

Kuhn, M. R. (2005). Helping studenls become accurale, expres-
sive readers: Fluency instruction for small groups. The Reading
Teacher, 58, 338-344.

National Reading Panel. (2000). Teaching children to read: An
evidence-based assessment of the scientific research literature on read-
ing and its implications for reading instruction. Washington, DC:
National Institutes of Health.

Palumbo, T., & Willcutt, J. (2006). Perspectives on fluency:
English-language learners and students with dyslexia. In S. ],
Samuels & A. E. Farstrup (Eds.), What research has to say about
Jluency instruction (pp. 159-178). Newark, DE: International
Reading Associalion.

Pikulski, J., & Chard, D. (2005). Fluency: The bridge between
decoding and reading comprehension. The Reading Teacher, 58,
510-521.

Pressley, M., Gaskins, . W., & Fingeret, L. (2006). Instruction
and development of reading [luency in striving readers. In S.].
Samuels & A, E. Farstrup (Eds.), What research has to say about flu-
ency instruction (pp. 47-69). Newark, DE: International Reading
Association.

Samuels, 8. J. (2002). Reading [luency: Its development and as-
sessment. In A, E, Farstrup & S. ]. Samuels (Eds.), What research
has to say about reading instruction (3rd ed., pp. 166-183). Newark,
DE: International Reading Associalion,

Samuels, S. J., & Farstrup, A. E. (2006). What research has to say
about fluency instruction. Newark, DE: Inlernational Reading
Associalion.

Writing
Atwell, N. (1998). In the Middle: New understandings about wriling,
reading and learning. Portsmouth, NH: Heinemann.

Cunningham, P., & Allington, R. (2003). Classrooms that work.
New York: Pearson Education, Inc.

Elbow, P. (1973). Writing without teachers. London: Oxford
Universily Press.

Graham, S., & Perin, D. (2007). Writing next: Effective strategies to
improve writing of adolescents in middle and high schools—A report to
the Carnegie Corporation of New York. Washington, DC: Alliance [or
Excellent Education.

Hillocks, G., Jr. (1986), Research on wrilten composition: New direc-
tions for teaching. Urbana, IL: ERIC and National Conlerence (or
Research in English,

Kirby, D., Kirby D. L., & Liner, T. (2004). Inside out: Stralegies for
teaching writing. Portsmouth, NH: Heinemann.

Kohn, A. (2006). The homework myth. Cambridge, MA: DaCapo
Lifelong Books.

Lane, B. (1993). After the end: Teaching and learning creative revision.
Portsmouth, NH: Heinemann.

Langer, J. (2000). Guidelines for teaching middle and high school
students o read and write well, Albany, NY: Center on English
Learning & Achievement.

Moffett, J. (1983). Teaching the universe of discourse. Porlsmouth,
NH: Heinemann.

Murray, D. M. (1990). Shoptalk: Learning to write with writers.
Portsmouth, NIH: Heinemann.

Newkirk, T. (2005). The school essay manifesto. Shoreham, VT:
Discover Writing Press.

Newkirk, T. (2002). Misreading masculinity. Portsmouth, NH:
Heinemann.

Noden, H. (1999). Image grammar: Using grammatical structures to
teach wriling. Portsmouth, NH: Heinemann.

Ray, K. W. (2002). What you know by heart. Portsmouth, NH:
Heinemann,

Rief, L. (1992). Seeking diversity: Language arts with adolescents.
Portsmouth, NH: Heinemann.

Romano, T. (2004). Crafting authentic voice, Portsmoulh, NH:
Heinemann.

Shaughnessy, M. (1977). Errors and expectafions. London: Oxford
Universily Press.

Smith, F. (1998). The book of learning and forgetting. New York:
Teachers College Press.

Smith, M. (2007). Boys and writing. In Newkirk, T., & Kent, R.
(Eds.), Teaching the neglected “r": Rethinking writing instruction in sec-
ondary classrooms (pp. 243-253). Portsmouth, NH: Heinemann
Boynlon/Cook.

Research Base PD31



Research Base and Bibliography, continued

Smith, M. W., Wilhelm, ]., Fredrickson, J. (2012). O, yeah?!:
Putling argument to work both in school and out. Portsmouth, NH:
Heinemann.

Strong, W. (2001). Coaching writing: The power of guided practice.
Portsmouth, NH: Heinemann-Boynton/Cook.

Tovani, C. (2000). I read it, but I don’t get it. Portland, ME:
Stenhouse.

Vygotsky, L. 8. (1978). Mind and society: The development of higher
psychological processes, Cambridge, MA: Harvard Universily Press.

Weaver, C. (1996). Teaching grammar in context. Portsmouth, NH:
Heinemann.

Language & Literacy for ELLs

Anstrom, K., DiCerbo, P., Buller, F., Katz, A., Millet, J., &
Rivera, C. (2010). A Review of the lilerature on Academic
English: Implications for K-12 English Language Learners.
Arlinglon, VA: The George Washinglon Universily Center for
Equity and Excellence in Education,

August, D., & Shanahan, T. (Eds.). (2006). Developing literacy
in second-language learners: A report of the National Literacy Panel
on language-minority children and youth. Mahwah, NJ: Lawrence
Erlbaum Associales.

Bailey, A. (Ed.). (2007). The language demands of school: Putting aca-
demic English to the test. New Haven, CT: Yale Universily Press.

Beck, I. L., Perfetti, C., & McKeown, M. G. (1982). Effects of
long-term vocabulary instruction on lexical access and reading
comprehension. Journal of Educational Psychology, 74, 506-521.

Biancarosa, G., & Snow, C. (2004). Reading next: A vision for ac-
tion and research in middle and high school literacy. Report to the
Carnegie Corporation of New York. Washington, DC: Alliance
for Excellent Education.

Carlo, M. 8., August, D., McLaughlin, B., Snow, C. E., Dressler,
C., Lippman, D., Lively, T., & White, C. (2004). Closing the
gap: Addressing Lthe vocabulary needs of English language learn-
ers in bilingual and mainstream classrooms. Reading Research
Quarterly, 39(2), 188-215.

Dutro, S., & Kinsella, K. (2010). English language develop-
ment: Issues and implementation al grades 6-12. In California
Department of Education (Ed.), Improving education for English
learners: Research-based approaches (pp. 151-207). Sacramento:
California Department of Education.

Echevarria, J., Richards-Tutor, C., Canges, R., & Francis, D.
{2011). Using the SIOP Model Lo promole the acquisilion of
language and science concepts with English learners. Bilingual
Research Journal, 34, 1-18.

Echevarria, J., Short, D., & Powers, K. (2006). School reform
and standards-based education: An instructional model for
English language learners. Journal of Educational Research, 99(4),
195-211.

Echevarria, J., Vogt, M. E., & Short, D. (2013). Making content
comprehensible for English learners: The SIOP® Model, 4th ed.
Boston: Pearson Allyn & Bacon.

Echevarria, J., Vogt, M.E., & Short, D. (2008). Making conlent
comprehensible for English learners: The SIOP® model (3rd ed.).
Boston: Pearson/Allyn & Bacon.

Fitzgerald, J. (1995). English-as-a-second-language reading
instruction in the United States: A research review. Journal of
Reading Behavior, 27, 115-152.

Gindara, P., Maxwell-Jolly, J., & Driscoll, A. (2005). Listening to
teachers of English language learners: A survey of California teachers’
challenges, experiences, and professional development needs. Santa
Cruz, CA: Cenler for the Fulure of Teaching and Learning,

PD32 Research Base

Garcia, G. & Beltran, D. (2003). Revisioning the blueprint:
Building for the academic success of English learners. In G.
Garcia (Ed.), English learners: Reaching the highest levels of English
literacy. Newark, DE: Inlernational Reading Associalion.

Garcia, G. E., & Godina, H. (2004). Addressing the literacy
needs of adolescent English language learners. InT. Jellon &
]. Dole (Eds.), Adolescent literacy: Research and practice (pp.
304-320). New York: The Guillord Press.

Genesee, F, Lindholm-Leary, K., Saunders, W., & Christian, D.
(2006). Educating English language learners: A synthesis of research
evidence. New York: Cambridge University Press.

Gersten, R., Brengelman, 8., & Jiménez, R. (1994). Elfective
instruction lor culturally and linguistically diverse students: A
reconceplualization. Focus on Exceptional Children, 27, 1-16.

Goldenberg, C. (2006). Improving achievement for English learn-
ers: What research tells us. Education Week, July 26, 2006

Graves, M. E, August, E., & Mancilla-Martinez, ]. (2013).
Teaching vocabulary to English Language Learners. New York:
Teachers College Press.

Graves, M. (2006). The vocabulary book: Learning & instruction. New
York: Teachers College Press.

IRA & NICHD. (2007). Key issues and questions in English language
learners literacy research, Washingtlon, DC: International Reading
Association and National Institute of Child Health and Human
Development. Retrieved [rom hitp://www.reading.org/down-
loads/resources/ELL_paper_071022.pdf

Lindholm-Leary, K., & Borsato, G. (2006). Academic achieve-
ment. In F. Genesee, K. Lindholm-Leary, W. Saunders, & D.
Christian (Eds.), Educating English language learners: A synthesis of
research evidence (pp. 176-222), New York: Cambridge University
Press.

McGraner, K., & Saenz, L. (2009). Preparing teachers of English lan-
guage learners. Washinglon DC: National Comprehensive Cenler
for Teacher Quality.

Nation, I. 8. P. (2001). Learning vocabulary in another language. New
York: Cambridge University Press.

Saunders, W., & Goldenberg, C. (2010). Research Lo guide
English language development instruction. In California
Department of Education (Ed.), Improving education for English
learners: Research-based approaches (pp. 21-81). Sacramento, CA:
CDE Press.

Schleppegrell, M. (2004). The language of schooling: A functional
linguistic perspective. Mahwah, NJ: Lawrence Erlbaum Associates.

Short, D., Fidelman, C., & Louguit, M. (2012). Developing aca-
demic language in English language learners through sheltered
instruction, TESOL Quarterly 46(2), 333-360.

Short, D., & Fitzsimmons, 8. (2007). Double the work: Challenges
and solutions to acquiring language and academic literacy for adoles-
cenl English language learners. Reporl Lo Carnegie Corporation of
New York. Washinglon, DC: Alliance for Excellent Education.

Slavin, R. E., & Cheung, A. (2003). Effective programs for English
language learners: A best-evidence synthesis, Baltimore, MD: Johns
Hopkins University, CRESPAR.,



Teaching Routines & Strategies




Teaching Routines & Strategies

To bring best practices into your classroom, use the following routines and
instructional strategies.

Vocabulary Routines
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Reading Routines
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* Vocabulary \

Make Words Your Own Fo'"¢ ]

Decades of research have confirmed the important role that vocabulary plays in reading
comprehension and in students’ overall academic success (Hiebert & Kamil, 2005). Immersing
students in rich and varied language experiences permits them to learn words through listening,
speaking, reading, and writing. In this new view of robust, explicit instruction, vocabulary is
introduced using a consistent, predictable routine (Beck et al., 2002). Follow these steps to help
students make words fully their own, so that vocabulary can be accessed at will in a variety of
situations.

1.

6.

Pronounce Guide students in correctly pronouncing the word (by syllables and as a whole).
Have students repeat the word after you multiple times; you may want to have ELLs repeat
syllable-by-syllable before building up to the whole word. Point out appropriate spelling
patterns. For higher-level students, point out if the word is a compound word, includes prefixes
or suffixes, or has Latin or Greek roots. For example: The word structure includes the Latin root
struct- which means “to build.” Knowing that, what do you think the word destruction means?

Rate Word Knowledge Have students use the rating scale provided on the student page
to show how well they know the word. Students can hold up one, two, or three fingers to
indicate word knowledge or use the Vocabulary Rating Scale provided online.

Explain Refer to the examples in Prepare to Read to provide a clear, student-friendly
explanation of the word'’s meaning. Provide any synonyms and/or antonyms that students may
be familiar with. For example: The word opponent means the person or team who is against you.
A synonym is rival, and an antonym is teammate. Our opponents in next week’s basketball game are
the Cougars from Lake Middle School.

Study Examples Encourage students to think about how and why words are being used
in example sentences. Systematic use of tools such as word squares, definition maps, and
vocabulary study cards provides students with the opportunity to study words in various
contexts.

Encourage Elaboration Students elaborate word meanings by generating their own
examples and through practice. Choose from these techniques:

® Role-play, drama, or pantomime
® Create a drawing or visual representation

® Generate more examples. Build a schema by creating a list of examples within a specific
category. For example: A mammal is a warm-blooded animal that feeds its young with milk.
Human beings are mammals. What other animals are mammals? (cat, dog, whale, elephant,
cow, etc.)

® Prompt a discussion by asking open-ended questions. For example, to elaborate on the
word standards, say: Talk about standards that you have chosen for yourself and your own life.

Assess Check student understanding through both informal, ongoing assessment and
summative evaluations. In all cases, assessments should go beyond simple memorization or
matching, requiring students to demonstrate a deeper level of thinking and understanding.
The following are examples of assessment types that require deep thinking:

® Students complete a sentence that requires giving an example or explaining the word.
For example: The workers struggledto ______________ (lift the heavy boxes, move the large
sofa, etc.)

® Students complete a sentence with the target word. For example: Because [ didn't want to be
lote to class, | took the _____________ of setting my clock ten minutes ahead. (precaution)

® Ask students to identify appropriate use in a sentence. For example: Which sentence makes
sense? It is an American tradition to celebrate July 4th with fireworks. OR It is an American tradition
to play soccer on Labor Day.

California Common Core Connection

SPEAKING AND LISTENING
Comprehension and Collaboration:
CA CC.SL.CCR.1

LANGUAGE

Vocabulary Acquisition and Use:
CA CC.L.CCR.4; CA CC.L.CCR.5;
CA CC.L.CCR.6

Vocabulary Routines PD33
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Vocabulary Notebook Revtine?) |

Materials Dedicated section of three-ring binder or spiral-bound notebook; print or online

student dictionary California Common Core @IL!J,Q&‘.@.{QJ@
1. Before explicitly teaching ley words, have students conduct a self-assessment by completing a LANGUAGE =~ .
Word Awareness Scale for each word. (After students work with the Vocabulary Acquisition and Use:

CA CC.L.CCR.4; CA CC.L.CCR.6

word in multiple vocabulary routines, ask them to re-rate their word knowledge.)

2. Model how to record information for each key word, including a student-generated
example and a definition. Students can develop the information individually or with a
partner. Although students can consult a dictionary for help, discourage them from directly
copying definitions as this requires little thought or understanding.

3. In addition to the example and definition, encourage students to include other helpful
information. For example, a phonetic respelling may help them remember how to
pronounce the word. Sometimes, a synonym and antonym or a common prefix, root,
or suffix will help jog the students’ memory of the word's meaning. For some words, students
may draw a picture, diagram, or cartoon.

4. As extra support for English language learners, suggest they include a translation of each
key word and examples in English of multiple meanings for the word.

5. To foster word consciousness, encourage students to add to the notebook interesting
words that they come across in other sources: outside reading, conversations, the Internet,
music CDs, etc.

Heown Kucan: 002

gource: peck M
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Vocabulary Study Cards """ 3 |

Materials 3" x 5”index cards; thesaurus and pronunciation guide (optional)

Have students create a study card for each key word they wish to learn.

1. Demonstrate how to use the Frayer Model graphic organizer. Show students how to add the
information to the model by writing the word in the center, a student-generated definition and

characteristics of the word at the top, and an example and non-example in the two bottom
cells. Encourage students to draw on prior knowledge to come up with examples and non-
examples from their own life.

2. Turn the card over and model how to note additional information about the word’s
pronunciation, synonyms and antonyms, connotation, word relationships, and a sample sentence.

\California Common Core Connection

LANGUAGE

Yocabulary Acguisition and Use:
CA CC.L.CCR.4; CA CC.L.CCR.5;

3. Introduce 4-Corner Vocabulary as another option for a study card. Demonstrate how to use
this method with a common word.

4. Suggest that students use these study cards as word sorts for periodic cumulative review and to
prepare for vocabulary tests by self testing and partner testing. As words are learned, cards could
be discarded or given to a partner or class set. Study cards could also be used as flip books.

Pronunciation

muenostuenus

CA CC.L.CCR.6
Frayer Model
Definition Charactevistics
never chanaing never changing
v W v [
boring boring
P ecsEai Y
|
—(monotonousj
A bor'mg movie An exciting
where nothing movie with a
ever happens lot of action

Non-Example

Synonyms unchanging, boring Evample
Antonyms changina, exciting

Connotation negative

Word Family monotony, monofone

dentence The movie was 50 monotonous,

| almost fell asleep.

4-Corner Vocabulary

My parents have

Word Picture
property |
N
Word in Context | Definition

a piece of land

owned property

or real estate

for many years.
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"Voca_bulary ‘
Wordbench "*“"¢4 |

Use a Wordbench to provide explicit instruction in spelling, morphemic analysis, word families,
and cognates.

1. Display these two questions in a prominent place in the classroom: LANGUAGE
Do | know any other words that look like this word? Are the meanings of the look-alike words related? COﬂ;iﬂggnfggRStzandard English:
2. Use these questions to examine new vocabulary with students. Display a word and explain Vocabular;( ;kcqu}sition and Use:
that this is like a carpenter’s workbench, where you can take a word apart and put it back CA CC.L.CCR.4
together.
3. Have students pronounce the word and divide it into syllables. Then ask them to name
other words that look like it. List the words and invite students to underline and “spell out”
the letters that make up the common parts.
4. Next, focus on meaning by asking students what each familiar word means. Refer students
back to the passage where the new word appears. The more examples of its use that you can
provide, the better. Then ask: Does the meaning of the word you know relate in some way to this
new word? If so, how?
5. If the two words are related in meaning,
lead students in exploring the word f
relationships. Discuss their common WOi"db h
3 o enc
roots, affixes, and word origins. Then _
point out the differences between the ) iudici i '
words—spelling, pronunciation, affixes, e "jJ' aam - e
etc. e .._._,,,.J.gﬁtgj_a[ e ==
6. Encourage students to add insights = ._.._____lu_clgg__ .._Edgm.enf i
from the Wordbench to their SN s e ——— o o
—— e us :
Vocabulary Notebooks and - "J_jgg"—"'ﬂé-tfg—--— -
Vocabulary Study Cards. Remind e _,,_}g_d_g!m R
them that they can draw on their = ey iy e e
Y e ___mbrﬁiaﬂngutg o

knowledge of word relationships and M_g;n_]n

cognates to figure out the meanings of
new words during reading. =
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Text Talk Read-Aloud Method FRovtine 5 |

The Text-Talk method (Beck, et al,, 2002) teaches text-specific vocabulary after a story or
passage has been read aloud to students.

Read Aloud Write the target words on the board or a transparency. Read aloud the text
or excerpt; as you are reading, pause to provide a short explanation of each target word as
you reach it in the text, as well as any other words that may affect comprehension. Don't let
your explanations break the flow of your reading; you will be explaining the target words more
fully after reading the story or passage. If your target words were tradition, celebrate, purpose,
and freedom, you would do the following:

® For the target word tradition, pause and say: A tradition is a belief or way of doing things.

® For the target word celebrate, pause and say: To celebrate is to have a party or other special
activities to show that an event is important.

® For the target word purpose, pause and say: A purpose is a reason for something.

® For the target word freedom, pause and say: Freedom is the power to do, say, or be whatever
you want.

After Reading After reading the story or passage, explain the meanings of the target
words more fully. Use the Make Words Your Own routine (PD33), which includes these
steps: Pronounce, Explain, Study Examples, Encourage Elaboration, and Assess.

Bring the Target Words Together After you introduce the target words one at a
time, give students opportunities to use the words together.

® One Question Using all the target words, create one thoughtful question and ask students
to answer it. For example, if your target words were tradition, celebrate, purpose, and
freedom, you could ask: Which U.S. tradition has the purpose of celebrating people’s freedom?

® Questions: Two Choices Form a question that requires that students choose the best
target word between two options. For example, ask: If a group of people always wears the
color red to celebrate a holiday, is it a tradition or a purpose? (tradition)

® Questions: One Context Form a question for each of the target words, keeping all
questions within a single context. Ask students to answer the question set. For example,
if the single context is learning about Thai culture, you could ask: What tradition do Thai
farmers have after the January rice harvest? How do Thai families celebrate the New Year? What is
the purpose of the wai gesture? Why is freedom important to Thai people?

® Questions: Same Format Use a consistent format to form a question for each target
word. Encourage students to explain their answers. For example, ask: When you follow
a tradition, are you doing something original or something many people do? When you have a
celebration, are you excited or bored?

® Prompts Create a discussion prompt for each of the words. Be sure your prompts are
open-ended, and encourage students to answer creatively. For example, ask: How could you
and your classmates create new traditions? If you wanted to celebrate your friend’s birthday, what
would you do?

Extend Word Use Beyond the Classroom In order to develop a rich, deep, and
lasting understanding of new vocabulary, students require multiple exposures to target words
in more than one context. Encourage students to think about and use target words beyond
the classroom as often as they can.

READING
Craft and Structure:
CA CC.R.CCR.4

SPEAKING AND LISTENING
Comprehension and Collaboration:
CA CC.SL.CCR.2

LANGUAGE

Knowledge of Language:
CA CC.L.CCR.3

Vocabulary Acquisition and Use:
CA CC.L.CCR.6
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Word Sorts Routine @ |

Materials 3" x 5 index cards or narrow paper strips

Students explore word relationships by sorting, or categorizing, words into groups.

1. Have students write a word on each card or paper strip. You can have students do a closed

sort by providing the categories of how the cards should be sorted. Choose closed sorts when
progress monitoring indicates that students need additional review, reinforcement, or practice

with particular skills.

When students need to apply spelling and structural analysis for more advanced vocabulary

development, use sorts for spelling patterns:
¢ number of syllables

* common affixes

* derived vs. non-derived forms Part of %Pf’/f%h dort
When students struggle with grammar and
syntax, use the following sorts: Nouns __\(B\"b'.‘: MV&F'D_‘S
® Part of speech abstract (n.) adhere (v) ethically (adv)

LANGUAGE
Conventions of Standard English:
CA CC.L.CCR.1; CA CC.L.CCR.2

Knowledge of Language:
CA CC.L.CCR.3

Vocabulary Acquisition and Use:
CA CC.L.CCR.4; CA CC.L.CCR.5;
CA CC.L.CCR.6

® Formal and informal language

® Words with cognates (for English learners) - |reinforce (v)

When students are learning to synthesize ideas or
analyze word choice, use the following sorts:
® Related meanings or concepts —

¢ Multiple meanings ——

® Positive or negative connotations

_dilemma ()| _advocate (v) | desolately (adv)
deliberately (adv)

" Number of $yllables Sort

When students grapple with science or social studies 2 3 4 g
concepts, use the following word sort: = = - -
i ab-stract  ad-vo-cate des-o-late-ly  de-lib-er-ate-ly
® Subject areas
ad-here di-lem-ma
Another option is an open sort where you provide
students with a list of words only. Then students e-thi=cal
work together to identify the common patterns and re-in-force
attributes of the words on their own. Open word
sorts foster creativity, support student independence,
motivate students, and foster word consciousness.
2. When students have sorted the cards, ask students — 15 5
to explain their sorts. Then have them create a LI%T'(ZT‘OUP _Lab&\ oort
chart or web to record the word relationships they Topic: War
discovered. general planes courage
3. Finally, encourage students to sort the words soldier weapons uniform
again using different categories and to once | f
again record the information in a graphic organizer. JLAD il il
4. List-Group-Label is a more sophisticated version : = ‘
aficrwart sare: People Tools Feelings Actions
® Students brainstorm words associated with a general planes fear plan
topic. soldier WeapoNs courage 5Py
® Students look at the word list and group words uniforms

into different categories.

® Then students label the categories.

When students are sorting words, supply a “parking lot” category for words that might not fit

existing groups. Additionally, allow students to assign one word to more than category when

appropriate.
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“ Vocabulary \
Graphic Organizers Routine 7 |

——

Materials Overhead projector; models of completed graphic organizers (optional)

California Common Core Connection

Students can use graphic organizers to visually represent dimensions of word meanings and build

i ; LANGUAGE
connections between groups of semantically connected words. T A
1. Word Web A Word Web shows the meaning(s) and examples of CAOCLECRS

a key word. The key word is written in a central oval, with spokes
connecting it to its various meanings and examples. A word web is
ideal for the study of polysemous (multiple-meaning) words and their

syn onyms.' Word Web
2. Semantic Map In a Semantic Map, students group words related

to a predetermined concept. Semantic maps are adaptable to a number
of different topics and contexts. You may want to develop an initial
semantic map based on a preview of a reading selection and then revise
and expand it after students have finished reading the text.

3. Five Senses Web A Five Senses Web is a good way to make
a word memorable. Students write a word in the center oval.
Then they imagine the different sensory images the word conjures
up in their minds.

beliefs,
attitudes, and
behaviors shared by
2 group

culture {v)
2ls0 means o ?row
microorganisms, like in

4. Matrix Grid A Matrix Grid is a good way to quickly compare things 2 Petri dish

in a category. Students write the category at the top of the first column.

Below it, they list examples of items in the category. Across the top they

list the attributes or key features of things in the category. Then they go

through each example, deciding whether or not it has each feature they

listed. A plus sign (+) indicates that it does; a minus sign (-) means that it

does not. When the grid is complete, students can see at a glance how Semantic Map
the items are similar and what makes each one unique.

5. Denotation and Connotation Chart In a Denotation and
Connotation Chart, students determine the feeling that the word
suggests. This can help students choose the best word when they
are trying to describe something,

Extreme Weather

thunderstorms tornadoes
s e dangerous destructive
piano . + - + ' s dusters violent
guitar + - - -
saxophone - + ” warning severe

Five Senses Web

Denotation and Connotation Chart

tastes like...

Connotation smells like...

rotten eggs

steady ‘fot changing,  when the beat in o positive feels like...
cousarts aiedto vt el looks like melancholy Y2 ! 02!
oatne. & negative
sounds like...
monotonous “not changing;  when the beat O positive
repetitious and  inasongis O neutral
dull” boring @ negative
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Structured discussions about authors’ word choices provide students opportunities to extend
their knowledge of known words, learn new words, and realize how specific words shape the

" Vocabulary ‘
Discuss Author’s Word Choice Routine 8

meanings of texts.

1. To introduce word choice discussions to your students, first select 2 or 3 words or phrases
from a passage that are especially effective in shaping meaning and tone, engaging feelings, or
triggering sensory images. These terms often have strong connotative or figurative meanings.

After students read the passage, use the eEdition to display a page containing the words
or phrases that you selected. Briefly describe word choice by saying: Authors choose words to
grab your attention and influence your thinking. These words suggest important ideas, positive or
negative feelings, and sensory images. Identifying these words and talking about them adds to your

understanding of the word and of the text that you're reading.

ia Common Core Connection
READING
Craft and Structure:
CACC.R.CCR5

SPEAKING AND LISTENING
Collaboration and Comprehension:
CACC.SL.CCR.1

LANGUAGE
Knowledge of Language:
CACC.L.CCR.3

Then model how to analyze an author’s choice of words. For instance, for “The House on

Mango Street,” say:

Sandra Cisneros writes: “She trudged up the wooden stairs.” The word trudged grabbed my
ottention. This word tells me the character, Esperanza, feels tired or unhappy about where she
is going. | imagine her walking slowly and with heavy steps. If the author used the words raced or
skipped up the stairs to describe the scene, [ would think Esparanza feels excited or happy, and

[ would think about her differently.

For the selection, “Outliers,” you could say:

Malcolm Gladwell writes: “The people at the very top don't work just harder or even much
harder than everyone else. They work much, much harder.” [ notice that Gladwell uses the
word much two times in the second sentence. This repetition tells me that it is important to realize

that top performers put in far more work than lower performers.

Display the page containing other words you identified, and have students chorally read
the sentences in which they appear. Then collaboratively discuss with your students the
author’s choices of the particular words or phrases. Use the following questions to generate

discussions about word choice:
® Why do you think the word(s)
® How does/do the word(s)

® What images does/do the word(s)
as a reader?

isfare important?
make you feel?

create for you

Have pairs or small groups of students identify 2 or 3
additional noteworthy words or phrases. Then invite the
pairs or groups to compare the words they identified. Display
language frames like those shown to support academic
discussion.

Have students add the new words to their Vocabulary
Notebooks using Step 5 in Vocabulary Routine 2 (PD 34).
Encourage students to record the following details in their
notebook entries:

® The context for the word and citation of the passage
® Why the word is important
® The feeling or image the word creates

Gradually release to your students the responsibility for
discussing authors’ word choices. Before reading a new
passage, remind students to be prepared to talk about its
noteworthy words. After reading, have students discuss the
author’s use of noteworthy terms and add them to their
Vocabulary Notebooks. Use additional language frames like the
ones shown at right to promote academic discussions. Fade
out the use of prompts and language frames gradually so your
students independently discuss the words that authors choose.
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Language Frames

ldentify Words or Phrases

® | think the word(s) is/are important because

® The word(s)

® The words

makes/make me feel

ereate images of

Language Frames

Discuss Word Choice

® The author probably chose the words to make
me think .

® The words tell me that

® The author used the words because

® The words made me feel positive/negative
about ___ because ;

® The words made me use my senses to

® |f the author had used the word
, | would think

instead of

® The word ______ seemed like it didn’t belong in the text,

but it does belong because




* Vocabulary \
Games and Drama Routine 9 il.

Games motivate students to be word conscious while actively manipulating and using language.
Drama activities allow students to explore word meanings through a total physical response.
Games also create an authentic context for social interaction and build listening and speaking
skills; pantomime and charades are ideal for students who have limited oral vocabularies. In

re Connection

SPEAKING AND LISTENING
Collaboration and Comprehension:

addition to the time-honored 20 questions, classroom baseball, and Pictionary®, make the CA CC.SL.CCR.1
following games and drama activities part of your daily vocabulary routines: LANGUAGE
1. Stump the Expert Designate an expert. A stumper presents a definition and the expert Knog&eggeLoélé:naguage:
has |0 seconds to produce the term. If the expert responds accurately, the next stumper s
- - ’ : : Vocabulary Acquisition and Use:
offers a challenge. This continues until the expert is stumped, or until the expert answers a CA CC.L.CCR.5

set number of challenges and earns applause or a prize. The person who stumps the expert \ J
becomes the next expert.

2. Around the World A student designated as the traveler moves from his or her seat and
stands by a student in the next seat. Give the traveler and the challenger a definition; whoever
correctly identifies the word first is the traveler and stands by the student in the next seat. A
traveler who continues responding first and returns to his or her seat has successfully gone
“Around the World."

3. Whatta" Ya" Know Pose yes/no questions using two key vocabulary words. You or your
students can make up the questions. The responses can be written or stated orally, and one
hand can be raised for yes and two hands for no. For instance, the following questions might
be asked about words associated with volcanoes: Are volcanoes made of lava? Do igneous rocks
come from magmal

4. Rivet For this variation of the game Hangman, choose a key vocabulary word (such as
ecology). On the board, make a blank for each letter in the word: . Fill in the

blanks by writing one letter at a time: e c o _ _ _ _. Pause briefly after you write each letter

and encourage the class to guess the word. When someone identifies the correct word, have
that student come to the board and fill in the blanks with the remaining letters.

5. Vocabulary Concentration Write one key vocabulary word per index card. Write the
definition of each word on a separate card. Tape the cards, blank side showing, to the board,
placing word cards on one side and definition cards on the other. Call on a student to choose
one card from each side of the board, read the two cards aloud, and say whether the word
and definition match. If the definition matches the word, the student keeps the cards and
tries to make another match. If the word and definition do not match,
the student replaces the cards on the
board and another student has a turn.
Continue playing until all cards have
been matched.
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Games and Drama, continued ROUtiNe 9 "_“

6.

7.

10.

You Made That Up! Each student uses a dictionary to find an unfamiliar word and
writes the word on an index card. On the card, the student also writes the real definition
of the word. He or she then makes up and writes two phony definitions. One student says
her or his word and reads all three definitions, in no particular order, and calls on another
student to tell which definition is correct. If that student makes the right choice, he or she
takes over. If the choice is wrong, any other student can raise a hand and volunteer the
correct answer.

Multiple Key Word Skit Groups can work together to create and act out a skit

with dialogue that includes at least five of the key words. Allow groups a few minutes of
preparation time to brainstorm ways that the words relate to each other. You may wish to
award points for the most original skit, the most humorous, or the most accurate use of the
words’ meanings.

Charades Students can play Charades to pantomime an action or emotion associated with
a key word or phrase.

® Write out words or phrases on index cards and place them in a stack.

® Arrange students in teams; one member of a team takes a card and acts out each word or
syllable of a word using only physical signals. His or her teammates must guess the word or
phrase being acted out.

® A time-keeper from the other team monitors the time, and the team with the lowest time
score after a full round wins.

Synonym Strings Have teams compete to form synonym strings. Arrange the class in
two teams and assign a starter word, such as talk, to each team. Teams then work to come
up with as many synonyms as they can, and act out the meaning of each one. For example,
for the starter word talk, students might come up with babble, blab, chat, drawl, intone, squeal,
yell, etc. Synonyms can be checked in a thesaurus or against a teacher-generated list. Building
synonym strings leads to distinguishing denotations/connotations and shades of meaning.

Picture It On the board, write several key vocabulary words, Arrange students in small
groups. Assign each group a place to work in the classroom, along with a sheet of chart
paper and a marker. Explain that group members are to work together to choose one
vocabulary word without announcing what that word is. Then they must decide how they
can show the word’s meaning in a drawing. They must also choose only one member to
make the drawing. Call on a group and allow the drawer |15 to 30 seconds to complete the
picture. Have the other groups talk quietly about
the picture. When group members agree on the
word, they designate someone to raise a hand
and give the answer. The group that guesses the
word correctly gets | point. The drawer for that
group goes next, and so on. Continue until one
group has collected 3 points.
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* Vocabulary \
Word Generation FRoutine]() |

Materials Board, chart paper, or transparency; dictionary (optional)

Students explore how words are related, expand vocabulary, and learn or apply spelling patterns

and rules by looking at word parts. LANGUAGE
Vocabulary Acquisition and Use:
1. Write a root, prefix, or suffix in the center of the board or paper and circle it. CA CC.L.CCR.4

For example: im-,

2. Ask students to generate other words with that word part.

3. Draw lines from the center circle out and write the generated words at the end of the lines
forming a sun. For example: imperfect, impossible, imbalance, immature. Students can use
dictionaries to help them generate additional words that suit the word part.

4. Look at the generated words and see if students can get the meaning of the word part. Ask
them: What do possible and perfect mean? How does the prefix im- change the meaning of the
words!? Define im-.

Note: Sometimes students say words that don't fit the root or affix meaning. Example: imitate.
That’s okay. It's a teachable moment. Remind students: English words come from many
different places. Certain letter combinations can give you clues about prefixes, suffixes,

or roots. Some words do not follow those rules.

Word Generation Diagram

immature
immaterial

p immeasurable
imbalance

impossible
imperfect |
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Word Poems Routine 19 |

Materials Board, chart paper or transparency

Using key vocabulary or other words from a selection in a less structured way provides

opportunities for students to expand their vocabulary skills. Poetry is a great way to WRITING
accomplish this. Rangi %fcw\&rlté%gr; "
1. Concrete poems Students d ingful sh bject and write words along th LANALAGE
= ! P udents raw.a meanlng u 5 ape oro ]ECt and write words al ong the Vocabulary ACqUiSitiOl‘I and Use:
outline of the shape, so words look like the physical shape. Example: Student draws a volcano CA CC.LCCR.G

and along the outline writes: lava, magma, cone, flow, and ash.

2. Diamante poems Diamante poems are 7 lines long.
Line 1: Students select or are assigned a key word.
Line 2: Two adjectives that describe line |
Line 3: Three action verbs that relate to line |
Line 4: Two nouns that relate to line |, and 2 nouns that relate to line 7
Line 5: Three action verbs that relate to line 7
Line 6: Two adjectives that describe line 7
Line 7: One noun that is the opposite of or contrasts with line |
3. Cinquain poems Cinquain poems have different patterns. Have students work together
to complete the pattern below with a vocabulary word.
Line 1: A noun
Line 2: Two adjectives
Line 3: Three -ing words
Line 4: A phrase

Line 5: Another word for the noun

Concrete Poem

ash

4

I S
S 2
g

o
-
<& z
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Diamante Poem

Winter
Rainy, cold
Skiing, skating, sledding
Mountains, wind, breeze, ocean
Swimming, surfing, scuba diving
Sunny, hot

Summer

Cinquain Poem

Spaghetti
Messy, spicy
Slurping, sliding, falling
Between my plate and mouth

Delicious



* Vocabulary \

Reteaching Key Vocabulary Routine 2 :";

Reteaching Routine

Group students who did not master the Key Vocabulary or Academic Vocabulary. Use the

following routine to reteach each word. LANGUAGE =~
i Vocabulary Acquisition and Use:
1. Find and Say the Word Point out the word in the Prepare to Read section in the CA CC.L.CCR.5; CA CC.L.CCR.6

=

Student Book. Say the word and have students repeat it after you. Then have the students
locate the word in the selection, repeat the word after you, and read aloud the sentence in
which the word appears. For Academic Vocabulary, point out the definition in context.

Learn the Meaning Read aloud the definition of the word. Then elaborate by restating
the meaning using different words and giving additional examples.

For example, to reteach the word village you might say: A village is a place where people live. It
is smaller than a town. A village might be made up of just a few houses. Then you might show a
drawing of a village in a work of fiction and a photograph of a village in a modern rural setting.
You can also help students look up the word in a dictionary to confirm its meaning.

Make Connections Discuss with students when they might use the word, For example,
they might hear the word village in a social studies class or read it in a story.

Write and Remember Have students record each word at the top of a separate page

in a notebook in order to create a personal dictionary. Ask them what they notice about its
sounds and spelling. Then have them make a Word Map to help them remember the word. If
they have already created a Word Map, you can suggest other ways to help them remember,
such as:

® making a drawing to illustrate its meaning
® copying the word, with its phrase or sentence context, when they see it in print
® writing a sentence with the word, or

® writing the translation of the word in their home language.

Word Map

What is it? Wised: What is it like?
place where smaller than a town,
people live not many houses

villag&

What are some
examples?
Maravatio, Mexico
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Reading Routines

Research has demonstrated the importance of explicit, systematic instruction
in phonological awareness, basic and advanced phonics, spelling, and decoding.
Inside Language, Literacy, and Content features several instructional
routines for presenting this instruction. In the Fundamentals |evel, these
foundational skills are built into core lessons. For students who have
demonstrated knowledge of basic and advanced phonics and have placed into
levels A-C, phonics reteaching and intervention resources are provided in the
Inside Phonics kit.

Reading Routine 1:
Introduce Sound/Spellings

Step 1 Develop Phonemic Awareness
Purpose To orient students to the sounds of English

Procedure

1. Provide examples of words with the target sound in the initial, final, and medial positions.

(Note that some positions may not be applicable with all elements.)

2. Say a series of words, some with the target sound and some without. Have students
respond to indicate when they hear the target sound and in which position it appears.

Step 2: Introduce the Sound/Spelling
Purpose To help students connect sounds of English with their spellings

Procedure

1. Display the picture-only side of the Sound/Spelling Card. Say the name
of the picture and have students repeat it.

2. Say the target sound and have students repeat it.

3. Turn the Sound/Spelling Card over. Point to and name the spelling for the sound.
Have students repeat.

4. Give examples of words with the sound/spelling in various positions.

5. Have students say the sound as they write the spelling in the air.

fart fori

\ J \ sty
Sound/Spelling Card
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California Common Core Connection

READING FOUNDATIONAL
SKILLS
Phonological Awareness:

CA CC.RF.1.2

Phonics and Word Recognition:
CA CC.RF.1.3; CA CC.RF.2.3;
CA CC.RF.3.3; CA CC.RF.4.3;
CA CC.RF5.3

LANGUAGE
Conventions of Standard English:
CA CC.L.CCR.2




Reading Routines, continued

Step 3 Blend Sound-by-Sound

Purpose To practice blending words with the target phonetic element; to develop a strategy
for decoding unfamiliar words C h

a t

Procedure

1. Select a word made up of the target sound/spelling and other sound/spellings with which
students are familiar. VWrite the spelling of the first sound in the word. Point to the spelling
and say the sound. Point to the spelling again and have students say the sound.

2. Write the spelling of the second sound and repeat the procedure. If the second sound is
a vowel, blend the first sound with the vowel sound as you sweep your hand beneath the
two spellings.

3. Write the spelling of the next sound, and continue the procedure until the word is complete.

4. When you have written the complete word, sweep your hand beneath the word and have
students blend the sounds and read the word.

5. Repeat the procedure for other words.

Step 4 Sound-by-Sound Spelling

Purpose To practice spelling words with the target phonetic element; to develop
a strategy for spelling unfamiliar words ‘ ‘ H ‘ [ H [ ‘ ‘ ‘

Procedure

1. Select and say a word made up of the target sound/spelling and other h
sound/spellings with which students are familiar. Use the word in a sentence. n o ri
Have students repeat it.

2. Have students say the first sound of the word. Encourage them to match the
sound to a Sound/Spelling Card and identify the spelling. Say: Check the card.
What’s the spelling? Students say the spelling and then write it. Repeat for the

ABCDEFGHIJELMNOFPQRSTUVWEYZ 7

remaining sound/spellings in the word. Sl edkpxightemeppestusnsyind T ENELTIA1E]

3. Write the word on the board. Ask students to check their spelling of the word.
Write-on/Wipe-off Board
4. Have students who misspell the word circle it and write it correctly. /NP

5. Repeat the procedure for other words again.
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Reading Routines, continued

Reading Routine 2:
Vowel-First Blending

Purpose To provide support for students who have difficulty blending and reading words by
focusing on a word'’s vowel sound

Procedure

1. Select a word that includes the target sound/spelling. Write the spelling for the word’s
vowel sound.

2. Point to the vowel spelling and say the sound. Have students repeat the sound. If
students need additional support, have them say the sound with you. If not, have them

say it independently.

3. Tell students that you will write the letters that come before the vowel sound. Explain
that you will remember to say the vowel sound as you blend the word.

4. Write the spellings for the sounds in the word that precede the vowel sound. Point to
each spelling and say the sound. Have students repeat each sound after you.

5. Blend the partial word (first sound/spelling through the vowel) as you sweep your hand
slowly under the letters. Have students repeat after you.

6. Write any remaining spellings that follow the vowel. Point to each spelling and say the
sound. Have students repeat each sound after you.

7. Blend the whole word as you sweep your hand slowly under the letters. Have students
repeat after you.

8. Have students say the word again, naturally.

Reading Routine 3:
Reading Decodable Text

Purpose To practice reading words with the sound/spelling patterns taught in phonics and
decoding lessons

Preparation Have students who need extra support sit closer to you so you can provide
immediate corrective feedback. Display the Sound/Spelling Cards for the target sound/
spellings that appear in the text. Have students name the sound and the spelling. Then point
out that those sound/spellings will appear frequently in the text they are about to read.

Procedure Students should read the text four times, each time for a different purpose.
Prior to the first read, have students chorally read the title of the passage, and give them a
brief overview of the passage. Then remind them to use the blending routines and refer to
the Sound/Spelling Cards as they read.

First Read Whisper Read

1. Have students read the first page or section of text aloud quietly. Monitor students
as they read, and listen for misread words. Provide immediate feedback to correct the
misread words, and ask students to reread the sentences. If necessary, pronounce non-
decodable selection words for students.

2. After students read, summarize the common errors you identified. Reteach the related
Sound/Spelling Cards.

3. Have students repeat the process for the remaining pages or sections of the text.

4. Have students show you the hard words they found in the selection and tell how they
figured out those words.
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SKILLS
Phonological Awareness

CA CC.RF.1.2

Phonics and Word Recognition:
CA CC.RF.1.3; CA CC.RR.2.3;
CA CC.RF.3.3; CA CC.RF.4.3;
CACC.RF5.3
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READING FOUNDATIONAL

SKILLS

Phonics and Word Recognition:
CA CC.RF.1.3; CA CC.RF.2.3;
CA CC.RF.3.3; CA CC.RF.4.3;
CA CC.RF.5.3

Fluency:
CA CC.RF.1.4; CA CC.RF.2.4;
CA CC.RF.3.4; CA CC.RF.4.4;
CA CC.RF.5.4

SPEAKING AND LISTENING
Comprehension and Collaboration:
CA CC.SL.CCR.1




Reading Routines, continued

Second Read Pariner Reading

1. If students struggled in the first read, have those students who need extra help read aloud
with you.

2. Discuss hard words students found as they read. Have partners tell how they figured out the
words.

3. Have students summarize the selection by responding to prompts and questions about it.
Prompts for the Decodable Passages in the Student Book are provided for each passage.

Third Read Group Reading

1. Review the genre of the selection. Remind students about the defining characteristics of the
genre and how those are present in the text.

2. If a selection contains text features such as captions, headings, or diagrams, point out those
features. Read each one and discuss with the students how they help them better understand
the selection.

3. Call on a student at random to read the first four sentences of the selection. Then call on
other students to read the next portions of the selection. As you listen to students read,
focus on whether they have corrected the common errors you noticed during the first read. If
they have not, repeat the corrective feedback.

Fourth Read Choral Reading
1. Listen while students read the selection chorally.

2. Read the last two sentences in the selection, modeling appropriate phrasing. Have students
chorally read the sentences, and listen to assess their phrasing.

3. Have students demonstrate comprehension of the selection by responding to prompts and
questions about it. Prompts for the Decodable Passages in the Student Book are provided for
each passage.
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Reading Routines, continued

Other Reading Routines

Throughout the program, additional instructional routines provide explicit, systematic practice

with key reading skills and strategies.

Whole-Word Blending

Purpose To develop a strategy for decoding unfamiliar words which contain familiar
sound/spellings

Procedure
1. Display a word that includes the target sound/spelling.

2. Point to each sound/spelling. Have students blend the sounds as you point.
3. Sweep your hand under the whole word and have students blend and read it.

4. Have students say the word naturally.

Whole-Word Spelling

Purpose To develop a strategy for spelling unfamiliar words which contain familiar
sound/spellings

Procedure

1. Say a word that includes the target sound/spelling. Use the word in a sentence,
then say the word again.

2. Have students say the word.

3. Have students write the word. Invite them to refer to Sound/Spelling Cards if they
need help associating spellings with sounds.

4. Write the word correctly, and have students check their worlk.

5. Have students circle the word if they spelled it incorrectly and then write
it correctly.

train

ABCDEFGHIJKLMNOPQRSTUVWXYZ ol I
obcdeFﬁhiJk\mnqu_rafuvwxy; 12345678910

o

Wiite-on/Wipe-off Board
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Reading Routines, continued

High Frequency Word Practice T G
The Fundamentals level of Inside, as well as thu'e l'n.side l.’honic.s kit, include |essc.)ns to teach high READING FOUNDATIONAL
frequency words that students need to recognize in their reading and use effectively in their SKILLS
writing. Use the instructional routine in the lessons to present each word. Practice the words daily Fluency:
selecting from the following activities. CA CC.RF.1.4; CA CC.RF.2.4;

CA CC.RF.3.4; CA CC.RF.4.4;
Activities for Daily Practice CA CC.RF.5.4

LANGUAGE

Word Chart Have students use index cards to make a word card for each new word. Add the Vocabulary Acquisition and Use:
cards to a classroom word chart, organizing them by the sound of the first letter. Use the chart to CACC.LCCR.6

play the following practice games:

® Group members take turns saying a sound, and other group members name the words on the
chart that start with that sound.

® Point to words at random, and have students read them aloud. Increase the pace of the game as
students gain familiarity with the words.

® State the meaning of a word and have students say the word aloud.
® Have students take a card from the chart and use the word in a sentence.

Repeat one or more of these quick activities at the beginning of each day’s practice session.

Word Hunt Partners or small groups challenge one another to find words from the list in the
unit’s reading selections or in print around the school or classroom.

Interactive Whiteboard Games Display the Word Builder located on myNGeonnect.com.
Use the digital letter tiles to spell words from the word chart one letter at a time. Pause after
placing each letter to see if students can guess the word you are spelling. Alternatively, set
several tiles on the projector, give clues about a word, and have volunteers come to the
projector and spell the word with the tiles. (For example, say: It starts with n and rhymes with
blue. What is the word? or What is the opposite of old?)

Word Builder App

Open Word Sorts Have partners write the set of words on cards and then put them

in as many categories as they can. These categories can be print based (e.g, start with the
same letter; have the same number of letters; share a common word part) or semantic
(related to a category, such as family or animals). Students come up with their own

categories and explain them.

Spelling Practice Say a sentence omitting one of the words. Have students write the ‘ ‘ ‘ ‘ H ‘ [ ‘
word on a Write-on/Wipe-off Board. Write the word for students to see, and have

them check their work. If they wrote the word incorrectly, have them circle the word
and write it again. Invite students that need extra support to refer to the word chart
as they write. You may even wish to isolate the few words students will be practicing
and review them together. 0“‘1
Routine for Reteaching the High Frequency Words BT s W
i i i abadefghijklmna ratuvwayz [123456728910
Group students who did not master the high frequency words. Reteach about five words wrig B4 L e
at a time. Work at the overhead using letter and word tiles to carry out the followin . .
g Y g Write-on/Wipe-off Board

reteaching routine:
1. Write the word or set out the word tile on the overhead. Say: Look at the word.

2. Tell students: Listen to the word. Then point to the word as you say it. Have students repeat
the word.

3. Next use the word in a sentence and discuss its meaning.
4. Tell students: Say the word.

5. Have students spell the word as you place letter tiles on the overhead. Point to each letter
again and have students spell the word.

6. Then ask students to say the word on their own and write it.

Choose from the practice options above to practice the words you are reteaching.
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Reading Routines, continued

Close Reading Routine

The program provides extensive opportunities for students to engage with complex texts as
Read Alouds (R2), Close Readings, and in libraries. One of the Common Core State Standards’
main goals is to enable students to “undertake the close, attentive reading that is at the heart of

understanding and enjoying complex works of literature” (CCSS, 2010, p. 3). The practice of close

reading includes four fundamental characteristics (Beers & Probst, 2012; Coleman, 2011; Frey et

al., 2012; Hinchman & Moore, in press; Lapp et al., 2012)— short, rigorous texts, multiple readings

of target texts, academic discussion, and a focus on text evidence.

This routine combines the three overarching strands of the CCSS—Key Ideas and Details, Craft
and Structure, and Integration of Knowledge and Ideas. The Close Readings are available in the

Student Book and Practice Book. To begin, display the Student eEdition for the class. Have

students use the Practice Book to annotate the text as you conduct the routine.

1. Read for Understanding The purpose of the first reading is to help students form initial

understandings of the text. Students begin by determining the text's genre and topic.

® Read the entire selection aloud and help students examine its purpose, structural patterns,
and features to determine its genre. Have students respond to two basic questions: What
kind of text is this? and How do you know? Have partners enrich their responses by identifying
relevant elements of the text, reading illustrative sections aloud, and comparing the text to
others in the Student Book.

® Help students compose a topic statement by leading them through two steps:
|. Identify the topic: This text mostly tells about . ..

2. Compose a topic-plus-comment: This text mostly tells about . . .
and...

(insert the key word) . ..
(supply a phrase stating what the text mostly tells about the key word} ...

Reread and Summarize The purpose of the second reading is to help students deepen
understandings of the author’s key ideas and details.

® Direct students to reread the text in order to summarize it. For students who need extra
support, reread chorally, have students take turns reading aloud with a partner, or have
students read along with the audio recordings provided in CD and MP3 formats.

® Using the Practice Book version of the text, have students identify the 3-5 most
important words in each section of the text. These words best express the big ideas.

® Have partners compare their topic statements and important words in preparation for
summarizing the selection. Then have students individually compose their summaries. When
time permits, lead them to share, compare, and possibly revise their summaries.

Reread and Analyze The dual purposes of the third reading is to help students deepen
understandings of (a) the author’s meaning, and (b) the author’s use of craft and structure to
communicate meaning. Model using the examples provided in the lessons. Dedicate sufficient
time for students to work as partners or in small groups to ensure active participation.

Draw attention to a text element such as word choice, descriptive language, text structure, or
point of view. Point out an example in the text. Then have students explain how it helps shape
the meaning of the selection, Invite students to examine how the element affects meaning in
other segments of the text. Have students use the Practice Book to mark and explain the
evidence that supports their analysis.

Discuss The purpose of this step is to help students integrate their knowledge and ideas
and to build new understandings that they can apply to other readings. Begin a whole-class
discussion that leads students to develop the ideas and questions they generated and form
general statements about how authors craft their texts. Ask questions that involve relating,
applying, and evaluating ideas and information. Have students record responses in the
Practice Book.

Connect to the Guiding Question The purpose of this final step is to help students
connect the text to the unit topic and build new understandings of the world. Support

students as they apply the ideas in the text to the unit's Guiding Question and to the unit
topic. Conduct a discussion and have students record their answers in the Practice Book.

Invite students to generate additional questions and conduct short research projects to pursue

those questions.

PD52 Teaching Routines
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Academic Discussion Strategies

Discuss Guiding Questions

Units are built around Guiding Questions, content-rich questions that do not have a single

definitive answer. Analyzing these questions is like conducting a scientific inquiry. Not only do SERARINGAND LISTENING

Collaboration and Comprehension:

these questions provide an organizing principle for the units, they also provide the occasion for CA CC.SL.CCR.A: CA CC.SLCCR.3
the s_ubstanuve gnd |nteract|ve_classroom conversations that both motivate studr-.:nts to read Presentation of Knowledge and Ideas:
and increase their comprehension. To take full advantage of the Guiding Questions, keep the CA CC.SL.CCR.4: CA CC.SL.CCR.6

following principles in mind:

1. Highlight the question’s authenticity. The essential characteristic of Guiding
Questions is that they are debatable. When introducing a question, note that people have
taken different positions on them over the years. Most school discussions revolve around
things that are already known and figured out, so it’s important to make it clear to students
that they will have to formulate their own hypotheses and then take and defend a position.

2. Let student responses dictate the direction of the discussion. Sometimes
teachers preempt student thinking by asking yes/no or fill-in-the blank questions. This slots
students’ responses in the teacher’s interpretation. Promote creativity and originality. Do your
best to male sure that students are the ones who are doing the higher-order thinking.

Discussions can be unpredictable. If a student’s response takes the discussion in a new
direction, go with it. Recognizing student-generated ideas propels discussion. Identify and
credit the idea by writing responses on a board or display device. Follow up with the student
to invest them with authorship and reinforce authenticity. For example, say: Does what | wrote
down reflect what you were saying?

3. Establish routines for argumentation. Build habits in active argumentation using
consistent series of questions that prompt argumentation. Model and provide practice in
turning a question upside down or inside out.

® After students make a claim, ask: What makes you say so? This cues them to produce
evidence. Remind students to mine the text for evidence.

® After they cite evidence, ask: So what? This cues students to connect the evidence and the
claim and help students discriminate between relevant and irrelevant evidence.

® Ask: What would someone who disagrees say? and How would you respond? This cues students
to anticipate and respond to counter-arguments.

Extend discussion with follow-up prompts. In addition to the phrases supporting the
argumentation routine, encourage elaboration in more general ways.

® To help students complete ideas or provide additional detail, say: That’s very interesting.
Can you tell me more about that?

® To help students connect to ideas expressed by others, ask: How does what you just said
connect towhat —_______ said?

4. Create student-to-student interactions. In addition to the Cooperative
Learning Structures (PD58-PD59), make frequent use of small-group and partner
discussions to engage more individuals in active participation and support the development of
multiple perspectives. Small group discussion also gives students a deeper understanding of their
peers’ perspectives because there can be more frequent exchange of ideas and opportunities
for clarification and elaboration. In whole-class discussions encourage students to summarize
the previous speaker’s points before making their own.

5. Provide time to think. Silence can be daunting but it is important to create an
environment where time for reviewing the text and silent thinking time are allowed and
supported in whole-class and small group discussions. Use the following strategies to support
the class in gaining comfort with wait time.

® For whole class discussions, choose a series of respondents (you, then you, then you) including
both volunteers and more reluctant students to allow students time to frame responses
before speaking.

® Acknowledge silence as a part of the thinking and learning process. Say, for example: I'm glad
you're taking time to think that through, let’s come back to that topic in a minute or two. Or stop
the discussion and say: Let’s take a minute to collect our thoughts. Everyone take a minute to
review the text. Then write what you're thinking about.

Academic Discussion PD53




Grammar Instruction and Practice

The 5-Day Plan

Grammar instruction for Inside Language, Literacy, and Content is carefully sequenced across

each level and spiraled from level to level to ensure comprehensive instruction in foundational and
grade-level grammar skills. For each selection in the Reading and Language Book, a series of five
lessons targets one grammar topic. This focus and repetition helps students integrate correct language
structures into their oral and written communication. In addition, cumulative review resources are
provided to help students integrate skills and retain what they have learned. Grammar instruction is
also reinforced in the Writing Book.
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Reading and Language
Student Book.

Assess oral grammar
and language with the
Language Acquisition
Rubrics available in the
Teacher’s Edition and
in the Assessment
Handbook.
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Grammar Instruction Routine

On Days 2—-4, use transparencies to carry out direct instruction in which you teach and model
the skill and then use the items in Practice Together to provide structured practice. In the
Practice Book, use the items in Try It to provide guided practice. Then assign from the rest of
the Practice Book for independent practice.

Sample Lesson

Begin each lesson by connecting to what students already know. For example, you might hold a
brief discussion about what the class did yesterday and write down a few of the regular verbs.
Then you can point out that these verbs tell about the past.

@ Teach / Model

Read aloud or choral read the information in the box at the top of each transparency. Use
the rules and examples to explain the grammar concept. Use the visuals, charts, lists, etc., to
support your explanation.

For example, for Transparency 48, read aloud the first three sentences. Then use the visual:

® Circle the word Now. Have students read the tense that goes with Now and use the verb
talk or talks in a sentence that tells what's happening now.

® Circle the word Earlier and repeat the process. Use the verb talked in a sentence that tells
about the past. Then have students compare the present and past tense verbs and tell how
they are different.

Sum up by reading the rule below the time line as a group. Then work through the examples
and compare more present and past tense verbs. Say: The verb talked ends in —ed because it
tells about something that happened yesterday.

@ Practice Together

Think aloud as you work through each item in Part A. For example, for number |, say:

Many people pack the dock. The verb is pack. To make pack tell about the past,
| add -ed: Packed. Many people packed the dock. Now | know that this is
something that happened in the past.

Have students chorally repeat the present tense verb, the past tense verb, and then the whole
sentence. Supply the correct answers so that students hear and see the correct structures.

For Part B, think aloud as you write two sentences with past tense verbs. For example, say: |
want to write this sentence: The people on the shore watched the big ship. When you get to the
word watched, say: | write the verb watch; Then [ add the ending -ed to show that this happened in
the past.

© Try it [T

Distribute the Practice Books. In the Try It section, students supply the answers on their
own. Ensure that every student has a chance to respond to each item. Read aloud each item
and give students “think time” to write the answer on a card. Ask all students to hold up the
cards. Scan the room quickly to identify students with incorrect responses. Then confirm the
correct response and have all students repeat it chorally and write it in the Practice Book.

For those students who did not respond correctly initially, give immediate corrective feedback.
For example, say: You have to add -ed to the verb to make it tell about the past. The verb is want.
If I add -ed, it is wanted. When the items are complete, ask a student to chorally read the
correct sentence aloud.

© on Your own

Check for understanding. For example, say: Tell me how to change a regular present tense verb to
the past tense. When students indicate understanding by telling you to add -ed, assign the rest
of the Practice Book exercises as independent work.
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Structured Response

Strategies for Structured Responses

Structured response formats are instructional practices that can be incorporated into daily lessons
to allow all students to participate more actively and productively (e.g., Heward, 2006). Carefully
planned structured response routines can ensure that every student participates in a lesson, and
that participation remains focused and on task. They also allow for immediate feedback to support
correct answers and to address incorrect ones. Lessons in Inside Language, Literacy, and
Content use the following structured response formats.

Choral Responses

The goal of choral responses is to allow students to join in on important academic words,
expressions, or ideas, and/or to determine immediately whether (and which) students understand
a presentation.

1. Use an established spoken cue (e.g., Everybody; Look at me; Eyes up) to focus students’ attention.

2. Give a prompt or ask a question that can be answered with one or two words or an academic
phrase. Use a visual cue (e.g., holding up a hand as a “stop sign,” then dropping it quickly) to
provide wait time for students to think before they answer (and to keep some students from
blurting out the answer). This use of wait time allows students to think about and form their
answers and increases their confidence to join in class interactions.

3. Provide feedback to recognize correct responses (e.g. That’s right. Good work, everyone!). If some
students give the wrong answer (or say nothing), say: The correct answer is
Let’s all say that together.

Response Cards

The goal of using response cards is to ensure participation by every student. Response cards work
best when the answer is short; for example, students are asked to change a verb in a sentence
from present to past tense. Response cards can take many forms from a set of index cards to a
write-on/wipe-off board to a torn sheet of paper.

1. Give students a prompt or ask them a question that can be answered with one or two words,
yes/no, or true/false.

2. Tell students to think about their answers, Silently count to 5, then say: Write.
3. After a few moments, say: Hold up your cards.

4. Quickly check all of the cards and provide feedback, such as: Excellent work! You all wrote true,
which is the correct answer. | see some of you wrote Sammy, which is the name of the main character
in the passage.

TRUE SAMMY

5. Continue with other prompts and questions.

PD56 Teaching Routines



