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Teachers use anticipation guides (Head & Readence, 1986) to activate 
students’ background knowledge before they read nonfiction books, 
and content area textbooks in particular. Teachers prepare a list of 

statements about the topic for students to discuss; some statements are true and others 
are incorrect, often based on common misconceptions. Students discuss each statement 
and decide whether they agree with it. Then after reading the selection, students discuss 
the statements again and decide whether they agree with them. Usually they change 
some of their opinions, and they realize that they’ve refined their understanding of the 
topic through the activity.

An anticipation guide about immigration that eighth graders considered before 
reading a chapter in their history textbook included these statements:

There are more people immigrating to the United States today than ever 
before in history.
The government sets a quota for the number of people allowed to enter 
the United States each year.
Most people immigrate to the United States because they want to find 
better jobs and earn more money.
Aliens are people who are in the United States illegally.
Refugees are people who are forced to flee from their homeland because 
of war or other disasters.
Many immigrants have difficulty adjusting to the new ways of life in 
America.

You probably agree with some of these statements and disagree with others; perhaps 
you’re unsure about a couple of them. Having these questions in mind when you be-
gin reading gives you a purpose for reading and directs your attention to the big ideas. 
And, as you read, you might find that your initial assessment of one or two statements 
wasn’t accurate, and when you repeat the assessment afterward, you’ll make some 
changes.

THE STEPS. Teachers follow these steps to develop and use anticipation guides:
1. Identify several major concepts in the reading assignment. Teachers keep in

mind students’ knowledge about the topic and any misconceptions they might
have about it.

2. Develop a list of statements. Teachers compose four to six statements that are gen-
eral enough to stimulate discussion and are useful in clarifying misconceptions, and
they make copies for students. The guide has space for students to mark whether they
agree with each statement before and again after reading.

3. Discuss the anticipation guide. Teachers introduce the anticipation guide and
have students respond to the statements. Working in small groups, in pairs, or
individually, students decide whether they agree with each one. Then, as a class,
students discuss their responses to each statement and defend their positions.

4. Read the text. Students read the text and compare their responses to what’s stated
in the reading material.

5. Discuss each statement again. Students talk about the statements again, citing
information in the text that supports or refutes each one. Or, students can again
respond to each of the statements and compare their answers before and after
reading. When students use the anticipation guide, teachers have them fold back
their first set of responses on the left side of the paper and then respond to each
item again on the right side.

Anticipation Guides

Z01_TOMP0191_07_SE_COMP_pp435-486.indd   436 12/11/15   5:56 PM



437PART 4  Compendium of Instructional Procedures

Although anticipation guides are more commonly used before reading content 
area textbooks, they can also be used to explore complex issues in novels, including 
homelessness, crime and punishment, and immigration. An eighth grade class, for 
example, studied gangs in preparation for reading S. E. Hinton’s The Outsiders (2006), 
and they completed an anticipation guide before and again after reading the novel. 
To see how Lanie’s thinking changed after reading the novel, check the figure 
Anticipation Guide for The Outsiders. The statements about gangs in the anticipation 
guide probed important points and led to lively discussion and thoughtful responses.

STANDARDS IN THE CLASSROOM. Click here to read how Mr. Vin addresses 
eighth grade Standards when his students use an anticipation guide. 

ANTICIPATION GUIDE FOR THE OUTSIDERS

Before Reading

Agree  Disagree
Gangs 

1. Gangs are bad.

2. Gangs are exciting.

3.  It is safe to be a
gang member.

4.  Gangs make a differ-
ence in a gang mem-
ber’s life.

5. Gangs fill a need.

6.  Once you join a gang,
it is very difficult
to get out.

After Reading

Agree Disagree

✓✓

✓✓

✓✓

✓✓

✓✓

✓✓

✓✓

✓✓

✓✓

✓✓

✓✓

✓✓

Book talks are brief teasers that teachers give to introduce students to
particular books and interest them in reading the books. To hook 
students’ interest, teachers show the book, summarize it without 

giving away the ending, and read a short excerpt aloud. Then they pass the book off to 
an interested reader or place it in the classroom library for students to read.

Students use the same steps when they give book talks to share the books they’ve 
read during reading workshop. Here’s a transcript of a third grader’s book talk about 
Paula Danziger’s Amber Brown Is Not a Crayon (2006a):

This is my book: Amber Brown Is Not a Crayon. It’s about these two kids—
Amber Brown, who is a girl, and Justin Daniels, who is a boy. See? Here’s their 
picture. They are in third grade, too, and their teacher—his name is Mr. Cohen—
pretends to take them on airplane trips to the places they study. They move their 
chairs so that it’s like they are on an airplane and Amber and Justin always put 
their chairs side by side. I’m going to read you the very beginning of the book. 
[She reads the first three pages aloud to the class.] This story is really funny and 
when you’re reading you think the author is telling you the story instead of you 

Book Talks
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reading it. And there are more stories about Amber Brown. This is the one I’m 
reading now—You Can’t Eat Your Chicken Pox, Amber Brown [2006b].

There are several reasons why this student and others in her class are so successful in 
giving book talks. The teacher has modeled the procedure, and students are reading 
books that they’ve chosen—books they really like. In addition, these students are expe-
rienced in talking with their classmates about books.

THE STEPS. Teachers follow these steps to conduct a book talk:
1. Select a book to share. Teachers choose a new book to introduce to students or a

book that students haven’t shown much interest in. They familiarize themselves
with the book by reading or rereading it.

2. Plan a brief presentation. Teachers plan how they’ll present the book to inter-
est students in reading it. They usually begin with the title and author of the
book, and they mention the genre or topic and brief ly summarize the plot
without giving away the ending. Teachers also decide why they liked the book
and think about why students might be interested in it. Sometimes they choose
a short excerpt to read and an illustration to show.

3. Present the book talk. Teachers present the book talk and show the book. Their
comments are usually enough so that at least one student will ask to borrow the
book to read.

Teachers use book talks to introduce books in the classroom library. At the begin-
ning of the school year, they take time to present many of the books, and during the 
year, they introduce new books that they add to the library. They also talk about the 
books for a literature circle, or a text set of books for a thematic unit (Gambrell & 
Almasi, 1996). During a seventh grade unit on the Underground Railroad, for example, 
teachers might introduce five books about Harriet Tubman and the Underground 
Railroad and then have students form literature circles to read one of them. 

Students use choral reading to orally share poems and other brief 
texts. This group reading activity provides students, especially 
struggling readers, with valuable oral reading practice; they learn 

to read more expressively and increase their reading f luency (Rasinski, Padak, & 
Fawcett, 2010). In addition, it’s a great activity for English learners because they 
practice reading aloud with classmates in a nonthreatening group setting (McCauley 
& McCauley, 1992). As they read with English-speaking classmates, they hear and 
practice English pronunciation of words, phrasing of words in a sentence, and 
intonation patterns.

Many arrangements for choral reading are possible. Students may read the text 
together as a class or divide it and read sections in small groups, or individual students 
may read particular lines or stanzas while the class reads the rest of the text using 
these arrangements:

Echo Reading. A leader reads each line and the group repeats it.

Leader and Chorus Reading. A leader reads the main part, and the group reads 
the refrain in unison.

Small-Group Reading. The class divides into two or more groups, and each group 
reads part of the poem.

Choral Reading
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Cumulative Reading. One student reads the first line or stanza, and another stu-
dent joins in as each line or stanza is read to create a cumulative effect.

Students read the text aloud several times, experimenting with different arrangements 
until they decide which one conveys meaning most effectively.

THE STEPS. Teachers follow this procedure:
1. Select a poem. Teachers choose a poem or other text and copy it onto a chart or

make multiple copies for students to read.
2. Arrange the text. Teachers work with students to decide how to arrange the text.

They add marks to the chart, or they have students mark individual copies so that
they can follow the arrangement.

3. Rehearse the poem. Teachers read the poem with students several times at a natu-
ral speed, pronouncing words carefully.

4. Read the poem aloud. Teachers emphasize that students pronounce words clearly
and read with expression. They can record students’ reading so that they can hear
themselves; sometimes students want to rearrange the choral reading after hearing
their presentation.

Choral reading makes students active participants in the poetry experience, and it
helps them learn to appreciate the sounds, feelings, and magic of poetry. Many poems 
can be used for choral reading, and poems with repetitions, echoes, refrains, or ques-
tions and answers work well. Try these poems, for example:

“My Parents Think I’m Sleeping,” by Jack Prelutsky (2007)
“I Woke Up This Morning,” by Karla Kuskin (2003)
“Every Time I Climb a Tree,” by David McCord (Paschen, 2005)
“Ode to La Tortilla,” by Gary Soto (2005)
“The New Kid on the Block,” by Jack Prelutsky (1983)
“Mother to Son,” by Langston Hughes (2007)
“A Circle of Sun,” by Rebecca Kai Dotlich (Yolen & Peters, 2007)

Poems written specifically for two readers are very effective, including Donald Hall’s 
book-length poem I Am the Dog/I Am the Cat (1994) and Paul Fleischman’s collection 
of insect poems, Joyful Noise: Poems for Two Voices (2004). Teachers can also use 
speeches, songs, and longer poems for choral reading. Try, for example, Brother Eagle, 
Sister Sky: A Message From Chief Seattle ( Jeffers, 1993) and Woody Guthrie’s This 
Land Is Your Land (2002).

STANDARDS IN THE CLASSROOM. Click here to read how Mr. Abbott addresses 
Standards using choral reading with his struggling fourth graders. 

The cloze procedure is an informal diagnostic assessment that 
teachers use to gather information about readers’ ability to deal 
with the complexity of texts they’re reading (Taylor, 1953). Teachers 

construct a cloze passage by selecting an excerpt from a story, a nonfiction book, or a 
content area textbook that students have read and deleting every fifth word in the 
passage; the deleted words are replaced with blanks. Then students read the passage 
and fill in the missing words, using their knowledge of syntax and semantics to 
successfully predict the missing words in the text passage. Only the exact word is 
considered a correct answer.

Cloze Procedure

Z01_TOMP0191_07_SE_COMP_pp435-486.indd   439 12/11/15   5:56 PM



PART 4  Compendium of Instructional Procedures440

This cloze passage is about wolves:

The leaders of  a wolf  pack are called the alpha wolves. There is an  male and 
an alpha  . They are usually the  and the strongest wolves  the 
pack. An alpha   fight any wolf  that  to take over the             . When the 
alpha looks  other wolf  in the             , the other wolf  crouches  and 
tucks its tail  its hind legs. Sometimes  rolls over and licks  alpha 
wolf’s face as  to say, “You are  boss.”

The missing words are alpha, female, largest, in, will, tries, pack, the, eye, down, between, 
it, the, if, and the.

The cloze procedure assesses sentence-level comprehension (Tierney & Readence, 
2005). It’s a useful classroom tool for determining which texts are at students’ instruc-
tional level and for monitoring students’ understanding of novels they’re reading. A 
caution, however: Cloze doesn’t measure comprehension globally; it only assesses stu-
dents’ ability to use syntax and semantics within individual sentences and paragraphs.

THE STEPS. Teachers follow these steps to use the cloze procedure:
1. Select a passage. Teachers select a passage from a textbook or trade book and

retype it. The first sentence is typed exactly as it appears in the original text, but
beginning with the second sentence, one of the first five words is deleted and
replaced with a blank. Then every fifth word in the remainder of the passage is
deleted and replaced with a blank.

2. Complete the cloze activity. Students silently read the passage all the way through
once and then reread it and predict or “guess” the word that goes in each blank.
They write the deleted words in the blanks.

3. Score students’ work. Teachers award one point each time the missing word is
identified. A percentage of correct answers is determined by dividing the number of
points by the number of blanks. If students score more than 60% correct replace-
ments, the text is likely at their independent reading level; if they score 40–60%
correct replacements, the text is probably at their instructional level; and if they
score less than 40% correct replacements, the text is likely at their frustration level.

The cloze procedure can be used to judge students’ reading level in unfamiliar books,
or to assess their comprehension after reading a book. When teachers use the cloze proce-
dure to check students’ comprehension, specific words, such as character names, facts 
related to the setting, or key events, are deleted, rather than every fifth word. This assess-
ment procedure can also be used to judge whether a particular book is appropriate for 
classroom instruction. Teachers prepare a cloze passage and have students follow the 
steps described here to predict the missing words ( Jacobson, 1990). Then they score stu-
dents’ predictions and use a one-third to one-half formula to determine the text’s appro-
priateness: If students correctly predict more than 50% of the deleted words, the text is 
easy reading, but if they predict less than 30%, it’s too difficult for classroom instruction. 
The instructional range is 30–50% correct predictions (Reutzel & Cooter, 2008). 

Students work together in small groups to make collaborative 
books. They each contribute one page or work with a classmate to 
write a page or a section of the book, using the writing process as 

they draft, revise, and edit their pages. Teachers often make class collaborations with 
students as a first bookmaking project and to introduce the stages of the writing pro-
cess. Students write collaborative books to retell a favorite story, illustrate a poem with 
one line or a stanza on each page, or write a nonfiction book or biography. The 

Collaborative Books
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benefit of collaborative books is that students share the work so the books are com-
pleted much more quickly and easily than individual books. Because students write 
only one page or section, it takes less time for teachers to conference with them and 
assist them with time-consuming revising and editing.

THE STEPS. Teachers follow these steps in making collaborative books with their 
students:

1. Choose a topic. Teachers choose a topic related to a literature focus unit or the-
matic unit. Then students choose specific topics or pages to prepare.

2. Introduce the page or section design. If students are each contributing one page
for a class book on penguins, for example, they choose a fact or other piece of in-
formation about penguins to write. They might draw a picture related to the fact
at the top of the page and write the fact underneath the picture. Teachers often
model the procedure and write one page of the book together as a class before
students begin working on their pages.

3. Make rough drafts. Students share their pages in revising groups, and they re-
vise their pictures and text after getting feedback from classmates. Then they cor-
rect mechanical errors and make the final copy of their pages.

4. Compile the pages. Students add a title page and covers. Older students might also
prepare a table of contents, an introduction, and a conclusion, and add a bibliogra-
phy at the end. To make the book sturdier, teachers often laminate the covers (or all
pages in the book) and have the book bound.

5. Make copies of the book. Teachers often make copies of the book for each student.
The specially bound copy is then placed in the class or school library.

As part of literature focus units, students often retell a story or create an innovation
or new version of a story in a collaborative book. They retell a novel by having each 
student summarize one chapter. Students also illustrate a poem or song by writing one 
line or stanza on a page and then drawing or painting an illustration. The Lady With the 
Alligator Purse (Hoberman, 2003), There Was an Old Lady Who Swallowed a Fly 
(Taback, 1997), and America the Beautiful (Bates, 2003) are picture-book examples of 
song and poem retellings that students can examine before they write their own collab-
orative retellings. 

A double-entry journal is a special type of reading log in which the 
pages are divided into two columns; students write different types of 
information in each column (Berthoff, 1981). In the left column, 

students write quotes from the story or nonfiction book they’re reading, and in the right 
column, they reflect on each quote. They may relate a quote to their own lives, react to it, 
write a question, or make some other connection. Check the figure Excerpts From a Fifth 
Grader’s Double-Entry Journal about The Lion, the Witch and the Wardrobe. Teachers use 
double-entry journals to help students structure their thinking about a text (Tovani, 2000). 
The quotes that students select indicate what they think is important, and the responses 
they make in the right column reveal their understanding of what they’ve read.

THE STEPS. Students usually write double-entry journals independently after reading 
each chapter or two of a novel, or more often with a nonfiction book or content area 
textbook, and they follow these steps:

1. Design journal pages. Students divide the pages in their reading logs into two
columns. They may label the left column “Quotes” or “Facts” and the right col-
umn “Ref lections” or “Connections.”

Double-Entry Journals
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2. Write quotes or facts in the left column. As students read, or immediately after read-
ing, they copy one or more important or interesting quotes or facts in the left column.

3. Complete the right column. Students reread the quotes or facts and make notes in
the right column about their reasons for choosing each one or what it means to them.
Sometimes it’s easier if students share the quotes or facts with a partner or in a grand
conversation before they complete the right column.

Sometimes teachers change the headings for the two columns. Young children,
who use the double-entry format in their journals, label the left column “Predictions” 
and the right one “What Happened” (Macon, Bewell, & Vogt, 1991). In the left col-
umn, they write or draw what they think will happen before they begin to read, and 
afterward, they draw or write what actually happened in the right column. 

EXCERPTS FROM A FIFTH GRADER’S DOUBLE-ENTRY JOURNAL

snoitcelfeRsetouQ

Chapter 1

I will tell you this is the sort of house where no 
one is going to mind what we do.

I remember the time that I went to Beaumont, 
Texas, to stay with my aunt. My aunt’s house was 
very large. She had a piano and she let us play 
it. She told us that we could do whatever we 
wanted to.

Chapter 5 

“How do you know?” he asked, “that your sister’s 
story is not true?”

It reminds me of when I was little and I had an 
imaginary place. I would go there in my mind. I 
made up all kinds of make-believe stories about 
myself in this imaginary place. One time I told my 
big brother about my imaginary place. He laughed 
at me and told me I was silly. But it didn’t bother 
me because nobody can stop me from thinking 
what I want.

Chapter 15 

They’re nibbling at the cords.

This reminds me of the story where the lion lets 
the mouse go and the mouse helps the lion. 

Teachers use exclusion brainstorming to activate students’ 
background knowledge and expand their understanding about 
a social studies or science topic before reading (Blachowicz, 

1986). They present a list of words, and students identify the ones that they believe 
don’t relate to the topic. Then after reading, students review the list and decide 
whether they chose correctly. Exclusion brainstorming is a useful prereading activity 
because as students talk about the words on the list to decide which ones aren’t related, 
they refine their knowledge, think about some key vocabulary words, and develop a 
purpose for reading.

THE STEPS. Teachers follow this procedure for exclusion brainstorming:
1. Prepare a word list. Teachers identify words related to a nonfiction book or con-

tent area textbook chapter that students will read and include a few words that
don’t fit with the topic. They project the list on an interactive whiteboard or make
copies for students.

2. Read the list of words. Teachers read the list, and then, in small groups or to-
gether as a class, students decide which words they think aren’t related to the text
and draw circles around them.

Exclusion Brainstorming
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3. Learn about the topic. Students read the text, noticing whether the words in the
exclusion brainstorming exercise are mentioned in it.

4. Review the list. Students check their exclusion brainstorming list and make correc-
tions based on their reading. They put checkmarks by related words and cross out
unrelated words, whether they circled them earlier or not.

Teachers use exclusion brainstorming as a prereading activity to familiarize stu-
dents with key concepts and vocabulary before reading nonfiction books and magazine 
and online articles. An eighth grade teacher prepared the list of words shown in the 
figure An Exclusion Brainstorming before his students read an article on the Arctic 
Ocean; all of the words except penguins, South Pole, and precipitation are related to the 
Arctic Ocean. Students circled seven words as possibly unrelated, and after reading, 
they crossed out the three words that their teacher expected them to eliminate. 

Grand conversations are discussions about stories in which students 
explore the big ideas and ref lect on their understanding (Peterson 
& Eeds, 2007). They’re different from traditional discussions be-

cause they’re student centered. Students do most of the talking as they voice their opin-
ions and support their views with examples from the story. They talk about what puzzles 
them, what they find interesting, their personal connections to the story, connections to 
the world, and connections they see between this story and others they’ve read. Students 
don’t raise their hands to be called on by the teacher; instead, they take turns and speak 
when no one else is speaking, much as adults do when they talk with friends. Students 
also encourage their classmates to contribute to the conversation. Even though teachers 
participate, the talk is primarily among the students.

Grand conversations have two parts. The first part is open-ended: Students talk 
about their reactions to the book, and their comments determine the direction of the 
conversation; teachers share their responses, ask questions, and provide information. 
Later, teachers do close reading to focus students’ attention on one or two topics that 
they didn’t talk about in the first part of the conversation. For English learners to 
participate successfully in grand conversations, they need to feel comfortable and safe 
in the group (Graves & Fitzgerald, 2003).

THE STEPS. Teachers follow these steps in using this instructional procedure:

1. Read the book. Students read a story or part of a story, or they listen to the teacher
read it aloud.

Grand Conversations

✔ smallest ocean

✔ ice-covered

fresh water

✔ icebergs

✔ bitterly cold

✔ Eskimos

✔ polar bears

✔ Robert E. Peary

✔ commercial importance

✔ North Pole

✔ ancient Greeks

✔ Pacific Ocean

✔ aurora borealis

✔ Vikings

✔ whales

penguins

✔ Siberia

✔ Northwest passage

✔ Atlantic Ocean

✔ military importance

✔ sea water

✔ United States

precipitation

✔ cod

✔ research stations

✔ USS Nautilus

South Pole

AN EXCLUSION BRAINSTORMING
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2. Prepare for the grand conversation. Students think about the story by drawing
pictures or writing in reading logs. This step is especially important when stu-
dents don’t talk much because with this preparation, they’re more likely to have
ideas to share with classmates.

3. Hold small-group conversations. Students form small groups to talk about the
story before getting together as a class. This step is optional and is generally used
when students are uncomfortable about sharing with the whole class or when they
need more time to talk about the story.

4. Begin the grand conversation. Students form a circle for the class conversation so
that everyone can see each other. Teachers begin by asking, “Who would like to
begin?” or “What are you thinking about?” One student makes a comment, and
classmates take turns talking about the idea the first student introduced.

5. Continue the conversation. A student introduces a new idea, and classmates talk
about it, sharing ideas, asking questions, and reading excerpts to make a point.
Students limit their comments to the idea being discussed, and after students fin-
ish discussing this idea, a new one is introduced. To ensure that everyone partici-
pates, teachers often ask students to make no more than three comments until
everyone has spoken at least once.

6. Ask questions. Teachers ask questions to direct students to aspects of the story
that they’ve missed; for example, they might focus on an element of story structure
or the writer’s craft. Or they may ask students to compare the book to the film
version of the story or to other books by the same author.

7. Conclude the conversation. After all of the big ideas have been explored, teachers
end the conversation by summarizing and drawing conclusions about the story or
the chapter of the novel.

8. Reflect on the conversation. Students write (or write again) in reading logs to
ref lect on the ideas discussed in the grand conversation.

When students get together for a whole-class conversation during literature fo-
cus units, a feeling of community is established. Young children usually meet as a 
class; older students get together as a class when they’re participating in a literature 
focus unit or listening to the teacher read a book aloud, but during literature circles, 
students meet in small groups because they’re reading different books. When the en-
tire class meets, students have fewer opportunities to talk, but they hear a wide variety 
of comments; however, when they meet in small groups, they have many more op-
portunities to share their ideas, but they hear fewer interesting responses from 
classmates.

STANDARDS IN THE CLASSROOM. Click here to read how Mrs. Mendes addresses 
Standards using a grand conversation in her second grade classroom. 

Hot seat is a role-playing activity that builds students’ comprehen-
sion. Students assume the persona of a character from a story, the 
featured person in a biography they’re reading, or an author whose 

books they’ve read, and they sit in a chair designated as the “hot seat” to be inter-
viewed by classmates. It’s called hot seat because students have to think quickly and 
respond to their classmates’ questions and comments. Wilhelm (2002) explains that 
through the hot seat activity, students explore the characters, analyze story events, 
draw inferences, and try out different interpretations. Students aren’t intimidated by 
performing for classmates; in fact, in most classrooms, the activity is very popular. 
Students are usually eager for their turn to sit on the hot seat. They often wear a 

Hot Seat
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costume they’ve created when they assume the character’s persona and share objects 
they’ve collected and artifacts they’ve made.

THE STEPS. Students follow these steps for a hot seat interview:   
1. Learn about the character. Students prepare for the hot seat activity by reading a

story or a biography to learn about the character they’ll impersonate.
2. Create a costume. Students design a costume appropriate for their character. In

addition, they often collect objects or create artifacts to use in their presentations.
3. Prepare opening remarks. Students think about the most important things they’d

like to share about the character and plan what they’ll say at the beginning of the
activity.

4. Introduce the character. One student sits in front of classmates in a chair desig-
nated as the “hot seat,” tells a little about the character he or she is role-playing
using a first-person viewpoint (e.g., “I said, ‘One small step for man, one giant leap
for mankind’”), and shares artifacts.

5. Ask questions and make comments. Classmates ask thoughtful questions to learn
more about the character and offer advice, and the student remains in the role to
respond to them.

6. Summarize the ideas. The student on the hot seat selects a classmate to summa-
rize the important ideas that were presented about the character. He or she clari-
fies any misunderstandings and adds any big ideas that classmates don’t mention.

During literature focus units, students take turns role-playing characters and being
interviewed. Students representing different characters can also come together for a 
conversation—a group hot seat activity. For example, during a literature focus unit on 
The View From Saturday (Konigsburg, 1998), the story of a championship sixth grade 
Academic Bowl team that’s told from the perspectives of the team members, students 
representing Noah, Nadia, Ethan, Julian, and their teacher, Mrs. Olinski, take turns sit-
ting on the hot seat, or they come together to talk about the story. Similarly, when stu-
dents are participating in literature circles, they can take turns role-playing characters 
from the story they’re reading, or each student in the group can assume the persona of a 
different character at the same time for a group hot seat activity.

STANDARDS IN THE CLASSROOM. Click here to read how Mr. Jones addresses 
Standards using hot seat interviews with his fifth graders. 

Teachers use interactive read-alouds to share books with stu-
dents. The focus is on enhancing students’ comprehension by 
engaging them in the reading process before, during, and after 

reading. Teachers introduce the book and activate students’ background knowledge 
before beginning to read. Next, they engage students during reading through conversa-
tion and other activities. Afterward, they involve students in responding to the book. 
What’s most important is how teachers engage students while they’re reading aloud 
(Fisher, Flood, Lapp, & Frey, 2004).

Teachers often engage students by pausing periodically to talk about what’s just 
been read. The timing is crucial: When reading stories, it’s more effective to stop 
where students can make predictions and connections, after episodes that students 
might find confusing, and just before the ending becomes clear. When reading non-
fiction, teachers stop to talk about big ideas as they’re presented, briefly explain tech-
nical terms, and emphasize connections among the ideas. Teachers often read a poem 
from beginning to end once, and then stop as they’re rereading it for students to play 

Interactive Read-Alouds
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with words, notice poetic devices, and repeat favorite words and lines. Deciding how 
often to pause for an activity and knowing when to continue reading develop through 
practice and vary from one group of students to another. For additional ideas, check 
the figure Interactive Techniques.

THE STEPS. Teachers follow these steps to conduct interactive read-alouds:
1. Pick a book. Teachers choose award-winning and other high-quality books that are

appropriate for students and that fit into their instructional programs.
2. Prepare to share the book. Teachers practice reading the book to ensure that they

can read it f luently and to decide where to pause and engage students with the
text; they write prompts on self-stick notes to mark these pages. Teachers also
think about how they’ll introduce the book and highlight difficult vocabulary
words.

3. Introduce the book. Teachers activate students’ background knowledge, set a clear
purpose for listening, and preview the text.

4. Read the book interactively. Teachers read the book aloud, modeling f luent read-
ing. They stop periodically to ask questions to focus students on specific points in
the text and involve them in other activities.

5. Involve students in after-reading activities. Students participate in discussions
and other response activities.

Teachers use this instructional procedure whenever they’re reading aloud, no
matter whether it’s an after-lunch read-aloud period or during a literature focus unit, 
reading workshop, or a thematic unit. Reading aloud has always been an important 
activity in kindergarten and first grade classrooms. Sometimes teachers think they 
should read to children only until they learn to read, but reading aloud to share the 
excitement of books, especially those that students can’t read themselves, should re-
main an important part of the literacy program at all grade levels. Older students re-
port that when they listen to the teacher read aloud, they get more interested in the 
book and understand it better, and the experience often makes them want to read it 
themselves (Ivey, 2003).

STANDARDS IN THE CLASSROOM. Click here to read how Ms. Perez addresses 
Standards using interactive read-alouds in her first grade classroom. 

Stories

Non!ction

Poetry

! Make and revise predictions at pivotal points.
! Share personal, world, and literary connections.
! Draw a picture of a character or an event.
! Assume the persona of a character and share the characterÕs thoughts.
! Reenact a scene from the story.

! Ask questions or share information.
! Raise hands when speci!c information is read.
! Restate the headings as questions.
! Take notes.
! Complete graphic organizers.

! Add sound e"ects.
! Mumble-read along with the teacher.
! Repeat lines after the teacher.
! Clap when rhyming words, alliteration, or other poetic devices are heard.

INTERACTIVE TECHNIQUES
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Teachers use interactive writing to create a message with students 
and write it on chart paper (Button, Johnson, & Furgerson, 1996). 
The text is composed by the group, and the teacher guides students 

as they write it word by word. Students take turns writing known letters and familiar 
words, adding punctuation marks, and marking spaces between words. As students 
participate in creating and writing the text on chart paper, they also write it on small 
whiteboards. Afterward, students read and reread the text using shared reading at 
first, and then read it independently.

Interactive writing is used to demonstrate how writing works and show students 
how to construct words using their knowledge of phoneme–grapheme correspondences 
and spelling patterns, and it’s a powerful instructional procedure to use with English 
learners, no matter whether they’re first graders or eighth graders (Tompkins & 
Collom, 2004). It was developed by the well-known English educator Moira McKenzie, 
who based it on Don Holdaway’s work in shared reading (Fountas & Pinnell, 1996).

THE STEPS. Teachers follow these steps to do interactive writing with small groups 
of students or the entire class:

1. Collect materials. Teachers collect chart paper, colored marking pens, white cor-
rection tape, an alphabet chart, magnetic letters or letter cards, and a pointer. 
They also collect these materials for individual students’ writing: small white-
boards, pens, and erasers.

2. Pass out writing supplies. Teachers distribute individual whiteboards, pens, and 
erasers for students to use to write the text individually as it’s written together as a 
class on chart paper. They periodically ask students to hold their boards up so they 
can see what the students are writing.

3. Set a purpose. Teachers present a stimulus activity or set a purpose for interactive 
writing. Often they read or reread a trade book as a stimulus, but students also 
share daily news summaries or information they’re learning in social studies or 
science.

4. Choose a sentence to write. Teachers negotiate the text—often a sentence or two—
with students. Students repeat the sentence several times and segment it into words. 
The teacher also helps the students remember the sentence as it’s written.

5. Write the first sentence. The teacher and students slowly pronounce the first 
word, “stretching” it out, and students identify the sounds and the letters that 
represent them and write the letters on chart paper. The teacher chooses students 
to write letters and words, depending on their knowledge of phonics and spelling. 
They use one color pen, and the teacher uses another color to write words stu-
dents can’t spell to keep track of how much writing students are able to do. Teach-
ers have an alphabet poster with upper- and lowercase letters available for students 
to refer to when they’re unsure how to form a letter, and white correction tape 
(sometimes called “boo-boo” tape) to correct poorly formed letters and misspell-
ings. After writing each word, one student serves as the “spacer” and uses his or 
her hand to mark the space between words. This procedure is repeated to write 
each word in the sentence, and students reread the sentence from the beginning 
after each new word is completed. When appropriate, teachers point out capital 
letters, punctuation marks, and other conventions of print.

6. Write additional sentences. Teachers follow the procedure described in step 5 to 
write the remaining sentences to finish the text.

7. Display the completed text. After completing the message, teachers post the 
chart in the classroom and have students reread it using shared reading or in-
dependent reading. Students often reread interactive charts when they “read the 

Interactive Writing
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room,” and teachers use the charts in teaching high-frequency words and pho-
nics concepts.

Interactive writing can be used as part of literature focus units, in social studies 
and science thematic units, and for many other purposes, too:

Write predictions before reading Write responses after reading
Write letters and other messages Write information or facts
Make KWL charts Create new versions of a familiar text
Write class poems Make posters

When students begin interactive writing in kindergarten, they use letters to represent the 
beginning sounds in words and write familiar words such as the, a, and is. As they learn 
more about phoneme–grapheme correspondences and spelling patterns, they do more of 
the writing. Once they’re writing words fluently, students do interactive writing in small 
groups. Each group member uses a different color pen and takes turns writing words. 
They also sign their names in color on the page so that the teacher can track which words 
each student wrote.

STANDARDS IN THE CLASSROOM. Click here to read how Mrs. Perry addresses 
Standards during an interactive writing activity. 

Teachers use KWL charts during thematic units to activate stu-
dents’ background knowledge about a topic and to scaffold them as 
they ask questions and organize the information they’re learning 

(Ogle, 1986). Teachers create a KWL chart by hanging up three sheets of butcher 
paper on a classroom wall and labeling them K, W, and L; the letters stand for “What 
We Know,” “What We Wonder,” and “What We Learned.” To see a KWL chart a 
kindergarten class developed as they were hatching chicks, check the figure A Kinder-
garten Class’s KWL Chart. The teacher did the actual writing on the chart, but the 
children generated the ideas and questions. It often takes several weeks to complete 
this activity because teachers introduce the KWL chart at the beginning of a unit and 
use it to identify what students already know and what they wonder about the topic. 
Toward the end of the unit, students complete the last section of the chart, listing what 
they’ve learned.

This procedure helps students activate background knowledge, combine new in-
formation with prior knowledge, and learn technical vocabulary related to a thematic 
unit. Students become curious and more engaged in the learning process, and teach-
ers can introduce complex ideas and academic vocabulary in a nonthreatening way. 
Teachers direct, scribe, and monitor the development of the KWL chart, but it’s the 
students’ talk that makes this instructional procedure so powerful. Students use talk to 
explore ideas as they create the K and W columns and to share new knowledge as they 
complete the L column.

THE STEPS. Teachers follow this procedure:
1. Post a KWL chart. Teachers hang three charts side by side on the classroom wall

and label them K (What We Know), W (What We Wonder), and L (What We
Learned).

2. Complete the K column. At the beginning of a thematic unit, teachers ask stu-
dents to brainstorm what they know about the topic and write this information in

KWL Charts
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the K column. Sometimes students suggest information that isn’t correct; these 
statements should be turned into questions and added to the W column.

3. Complete the W column. Teachers write the questions that students suggest in the
W column. They continue to add questions to the W column during the unit.

4. Complete the L column. At the end of the unit, students ref lect on what they’ve
learned, and teachers record this information in the L column of the chart.

Sometimes teachers organize the information on the KWL chart into catego-
ries to highlight the big ideas and to help students remember more of what they’re 
learning; this procedure is called KWL Plus (Carr & Ogle, 1987). Teachers either 
provide three to six big-idea categories when they introduce the chart, or ask stu-
dents to decide on categories after they brainstorm information about the topic for 
the K column. Students then focus on these categories as they complete the  
L column, classifying each piece of information according to one of the categories. 
When categories are used, it’s easier to make sure students learn about each of the 
big ideas being presented.

Students also make individual KWL charts. As with class charts, they brain-
storm what they know about a topic, identify questions, and list what they’ve 
learned. They can make their charts in learning logs or construct flip books with 
K, W, and L columns. Students make individual flip charts by folding a legal-size 

Baby Chicks

Are their feet called
wabbly?

Do they live in the
woods?

What are their bodies
covered with?

How many toes do they
have?

Do they have a stomach?

What noises do they
make?

Do they like the sun?

ChickensÕ bodies are
covered with feathers.

Chickens have 4 claws.

Yes, they do have
stomachs.

Chickens like to play
in the sun.

They like to stay warm.

They live on farms.

They hatch from eggs.

They sleep.

They can be yellow or
other colors.

They have 2 legs.

They have 2 wings.

They eat food.

They have a tail.

They live on a farm.

They are little.

They have beaks.

They are covered with
ßuff.

K
What We Know

W
What We Wonder

L
What We Learned

A KINDERGARTEN CLASS’S KWL CHART
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sheet of paper in half, lengthwise, cutting the top flap into thirds, and labeling the 
flaps K, W, and L. Then students lift the flaps to write in each column, as shown in 
the figure A Fourth Grader’s Flip Chart. Checking students’ completed L columns 
is a good way to evaluate their learning. 

A FOURTH GRADER’S FLIP CHART

The Language Experience Approach (LEA) is a read-
ing and writing procedure that’s based on students’ 
language and experiences (Ashton-Warner, 1965). A 

student dictates words and sentences about an experience, and the teacher writes the 
dictation. As the words and sentences are written, the teacher models how written 
language works, and then the text becomes the student’s reading material. Because the 
language comes from the student and because the content is based on his or her expe-
riences, the student is usually able to read the text. It’s an effective way to help children 
begin reading; even those who haven’t been successful with other types of reading ac-
tivities can read what they’ve dictated.

Teachers use LEA to create reading materials that English learners can read. The 
student cuts pictures out of magazines and glues them in a book. Then the teacher 
and the student label several important words in a picture and create a related sen-
tence that the teacher writes underneath the picture for the student to read. LEA is 
effective because students’ texts are meaningful to them (Crawford, 2003).

Language Experience Approach
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THE STEPS. Depending on the teacher’s purpose, this flexible procedure can be used 
with the entire class, with small groups, and with individual students. Teachers follow 
these steps when working with individual students:

1. Provide a stimulus for writing. Teachers identify a stimulus for writing; it can be an
experience shared in school, a book read aloud, a field trip, or an outside-of-school
experience that the student is familiar with, such as having a pet or playing in the snow.

2. Talk about the experience. The teacher and the student talk about the experience
to generate words and review the experience so that the student’s dictation will be
more interesting and complete. Teachers often begin with an open-ended ques-
tion, such as “What are we going to write about?” The student talks about the
experience to clarify and organize ideas and use more specific vocabulary.

3. Record the student’s dictation. The teacher takes the student’s dictation. If the
student hesitates, the teacher rereads what has been written and encourages him or
her to continue. Teachers print neatly and spell words correctly, but they preserve
students’ language as much as possible. It’s a great temptation to change the stu-
dent’s language to their own, in either word choice or grammar, but editing should
be kept to a minimum so that students don’t get the impression that their language
is inferior or inadequate.

4. Read the text aloud. The teacher reads the text aloud, pointing at each word as it’s
read; this reading reminds the student of the content of the text and demonstrates
how to read it aloud with appropriate intonation. Then the student reads along with
the teacher, and after several joint readings, he or she reads the text alone.

5. Make sentence strips. The teacher rewrites the text on sentence strips that the
student keeps in an envelope attached to the back of the paper. The student reads
and sequences the sentence strips, and once he or she can read them smoothly, the
student cuts the strips into individual words. He or she arranges the words into the
familiar sentence and then creates new sentences with the word cards.

6. Add word cards to a word bank. The student adds the word cards to his or her word
bank (a small box that holds the word cards) after working with this text. The word
cards are used for a variety of activities, including word sorts.

LEA is often used to create texts students can read and use as a resource for writ-
ing. For example, during a thematic unit on insects, first graders learned about lady-
bugs and created a big book with this dictated text:

Part 1: What Ladybugs Do
Ladybugs are helper insects. They help people because they eat aphids. They make 

the earth pretty. They are red and they have 7 black spots. Ladybugs keep their wings 
under the red wing cases. Their wings are transparent and they fly with these wings. 
Ladybugs love to eat aphids. They love them so much that they can eat 50 aphids in 
one day!

Part 2: How Ladybugs Grow
Ladybugs live on leaves in bushes and in tree trunks. They lay eggs that are sticky 

and yellow on a leaf. The eggs hatch and out come tiny and black larvae. They like to 
eat aphids, too. Next the larva becomes a pupa and then it changes into a ladybug. 
When the ladybugs first come out of the pupa, they are yellow but they change into 
red and their spots appear. Then they can fly.

Part 3: Ladybugs Are Smart
Ladybugs have a good trick so that the birds won’t eat them. If a bird starts to 

attack, the ladybug turns over on her back and squeezes a stinky liquid from her legs. 
It smells terrible and makes the bird fly away.
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Each part was written on a large sheet of paper, and the pages were bound into a 
book. After reading and rereading the book, the children each chose a sentence to be 
written on a sentence strip; some wrote their own sentences, and the teacher wrote 
them for others. They practiced reading their sentences, then they cut the sentences 
apart and rearranged them, and finally they used the sentences in writing their own 
“All About Ladybugs” books.

STANDARDS IN THE CLASSROOM. Click here to read how Ms. Salam addresses 
Standards when she uses the Language Experience Approach in her kindergarten 
classroom. 

Students write in learning logs as part of thematic units. Like other 
journals, learning logs are booklets of paper in which students record 
information they’re learning, write questions, summarize big ideas, 

draw diagrams, and ref lect on their learning. Their writing is impromptu, and the 
emphasis is on using writing as a learning tool rather than creating polished products. 
Even so, students should be encouraged to work carefully and to spell content-related 
words posted on the word wall correctly. Teachers monitor students’ logs, and they 
can quickly see how well students understand the big ideas they’re learning.

THE STEPS. Students construct learning logs at the beginning of a thematic unit and 
then make entries in them during the unit. Here are the steps in this instructional 
procedure:

1. Prepare learning logs. At the beginning of a thematic unit, students construct
learning logs using a combination of lined and unlined paper that’s stapled into
booklets with tagboard or laminated construction paper covers.

2. Make entries in learning logs. Students take notes, draw diagrams, list vocabu-
lary words, do quickwrites, and write summaries.

3. Monitor students’ entries. Teachers read students’ learning logs and answer their
questions and clarify confusions.

4. Write ref lections. Teachers often have students review their entries at the end of
the thematic unit and write ref lections about what they’ve learned.

Students use learning logs during social studies units to make notes and respond
to information they’re learning as they read nonfiction books and content area text-
books. During a thematic unit on pioneers, for example, fourth graders do these ac-
tivities in learning logs:

Write questions to investigate during the unit
Draw and label pictures of covered wagons
List items the pioneers carried west
Mark the Oregon Trail on a map of the United States
Write responses to videos about pioneers
Write a rough draft of a poem about life on the Oregon Trail
Write a letter to the teacher at the end of the unit listing five things they learned

Learning logs are used for similar purposes in science units. During a unit on rocks 
and minerals, for example, seventh graders drew graphic organizers that they completed 
as they read a chapter in the science textbook, compiled lab reports as they did 

Learning Logs
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experiments, did quickwrites after watching videos, and drew diagrams and charts 
about scientific information. One student drew a series of illustrations to explain how 
sedimentary rocks form; check the figure Learning Log Entry.

STANDARDS IN THE CLASSROOM. Click here to read how Mr. Willson addresses 
Standards as his third graders write in learning logs. 

LEARNING LOG ENTRY
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Making words is a teacher-directed spelling activity in which 
students arrange letter cards to spell words (Cunningham & 
Cunningham, 1992). Teachers choose key words from books stu-

dents are reading that exemplify particular phonics or spelling patterns for students to 
practice. Then they prepare a set of letter cards that small groups or individual stu-
dents can use to spell words. The teacher leads students as they create a variety of 
words using the letters. For example, after reading Diary of a Spider (Cronin, 2011), a 
group of first graders built these short-i and long-i words using the letters in the word 
spider: is, sip, rip, dip, drip, side, ride, and ripe. After spelling these words, children used 
all of the letters to spell the key word—spider. As students make words, they’re practic-
ing what they know about phoneme–grapheme correspondences and spelling patterns, 
and teachers get feedback on what students understand, correct confusions, and review 
phonics and spelling concepts when necessary.

Teachers often use this activity with small groups of English learners to practice 
spelling strategies and skills. It’s effective because ELs collaborate with classmates, and the 
activity is both nonthreatening and hands-on. Sometimes teachers bring together a group 
of ELs to do a making words activity as a preview before doing it with the whole class (or 
afterward as a review), and sometimes a different word is used to reinforce a spelling pat-
tern that they’re learning.

THE STEPS. Teachers follow these steps for the making words activity:
1. Make letter cards. Teachers prepare a set of small letter cards with multiple

copies of each letter, especially common letters such as a, e, i, r, s, and t, printing
the lowercase letterform on one side and the uppercase form on the reverse. They
package the cards letter by letter in small plastic bags or partitioned plastic boxes.

2. Choose a word. Teachers choose a word to use in the word-making activity, and
without disclosing it, have a student distribute the needed letter cards to classmates.

Making Words

h

o g
l y

p h
i

c

s

7

r

ei

65432
go her hope cries prices crisply

spicier
hospice

highly
chores
psycho
higher
crispy

horse
chose
girls
chili
Chile
crisp
shore
spice
spire
choir
price

high
hero
rose
rice
chip
iris
pigs
girl

core
rosy
goes
pier

she
yes
ice
pig
hop
cry
shy
lie
pie
ore

he
or
so
is
hi

A MAKING WORDS ACTIVITY
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3. Name the letter cards. Teachers ask students to name the letter cards and arrange
them on their desks with consonants in one group and vowels in another.

4. Make words. Students use the letter cards to spell words containing two, three,
four, five, six, or more letters, and they list the words they can spell on a chart.
Teachers monitor students’ work and encourage them to fix any misspelled words.

5. Share words. Teachers have students identify two-letter words they made with
the letter cards and continue to report longer and longer words until they identify
the chosen word made using every letter card. After students share all of the
words, teachers suggest any words they missed and point out recently taught spell-
ing patterns.

Teachers choose words for word-making lessons from books they’re reading with
students. For example, for Eric Carle’s A House for Hermit Crab (2005), hermit crabs 
offers many word-making possibilities; and for Number the Stars (Lowry, 2011), resis-
tance fighters can be used. Teachers also choose words for making words activities 
from thematic units. While a sixth grade class was studying ancient Egypt, they com-
pleted the activity shown in the figure A Making Words Activity using the word hiero-
glyphics. Teachers can get additional ideas for word-making activities using books that 
Patricia Cunningham and Dorothy Hall have compiled (1994a, 1994b).

STANDARDS IN THE CLASSROOM. Click here to read how Mrs. Ford addresses 
Standards through a making words activity with second graders. 

Teachers teach short, focused lessons called minilessons on literacy
strategies and skills (Atwell, 1998; Hoyt, 2000). Topics include how 
to write an entry in a reading log, use commas in a series, draw 

inferences, and use sentence combining. In these lessons, teachers introduce a topic and 
connect it to the reading or writing students are involved in, provide information, and su-
pervise as students practice the topic. Minilessons usually last 15 to 30 minutes, and some-
times teachers extend the lesson over several days as students apply the topic in reading 
and writing activities. The best time to teach a minilesson is when students will have 
immediate opportunities to apply what they’re learning.

It’s not enough to simply explain strategies and skills and remind students to use 
them; minilessons are an effective way to teach strategies and skills so that students 
actually learn to apply them. Teachers must actively engage students, encourage and 
scaffold them while they’re learning, and then gradually withdraw their support 
(Dorn & Soffos, 2001).

THE STEPS. Teachers follow these steps as they teach minilessons to small groups 
and to the whole class:

1. Introduce the topic. Teachers introduce the strategy or skill by naming it and
making a connection between the topic and activities going on in the classroom.

2. Share examples. Teachers show how to use the topic with examples from
students’ own writing or from books they’re reading.

3. Provide information. Teachers provide information, explaining and demonstrat-
ing the strategy or skill.

4. Supervise practice. Students practice using the strategy or skill with teacher
supervision.

5. Assess learning. Teachers monitor students’ progress and evaluate their use of
newly learned strategies or skills.

Minilessons
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Teachers teach minilessons during literature focus units, reading and writing 
workshop, and other instructional approaches. Some address strategies and skills, and 
others focus on instructional procedures, such as how to use a dictionary or share 
writing from the author’s chair, and concepts, such as homophones or adjectives.

STANDARDS IN THE CLASSROOM. Click here to read how Mrs. Waters addresses 
Standards when she teaches a minilesson during writing workshop in her fifth grade 
classroom. 

OPEN-MIND PORTRAIT

Students draw open-mind portraits to help them think more 
deeply about a character, ref lect on story events from the charac-
ter’s viewpoint, and analyze the theme (McLaughlin & Allen, 

2001). The portraits have two parts: the character’s face on the top, the “portrait” page, 
and several “thinking” pages revealing the character’s thoughts at pivotal points in the 
story. The two pages of a fourth grader’s open-mind portrait on Sarah, the mail-order 
bride in Sarah, Plain and Tall (MacLachlan, 2005), are shown in the figure Open-Mind 
Portrait. The words and pictures on the “thinking” page represent her thoughts at the 
end of the story.

THE STEPS. Students follow these steps to make open-mind portraits either as 
they’re reading a story or immediately afterward:

1. Make a portrait of a character. Students draw and color a large portrait of the
head and neck of a character in a story they’re reading.

Open-Mind Portraits
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2. Cut out the “portrait” and “thinking” pages. Students cut out the portrait and
attach it with a brad or staple on top of several more sheets of drawing paper. It’s
important that students place the fastener at the top of the portrait so that there’s
room to draw and write on the “thinking” pages.

3. Design the “thinking” pages. Students lift the portrait page and draw and write
about the character’s thoughts at key points in the story.

4. Share the completed open-mind portraits. Students share their portraits with
classmates and talk about the words and pictures they chose to include on the
“thinking” pages.
Students create open-mind portraits to think more deeply about a character in a

story they’re reading in literature focus units and literature circles. They often reread 
parts of the story to recall specific details about the character’s appearance before they 
draw the portrait, and they write several entries in a simulated journal to start think-
ing from that character’s viewpoint before making the “thinking” pages. In addition 
to making open-mind portraits of characters in stories they’re reading, students can 
make open-mind portraits of historical figures as part of social studies units, and of 
well-known personalities after reading biographies. 

Possible sentences is a prereading activity that activates students’ back-
ground knowledge about content area topics and related academic 
vocabulary (Blachowicz & Fisher, 2015; Lenski, Wham, & Johns, 

1999). Students use what they know about a topic and their familiarity with English 
sentence structure to make predictions about word meanings and craft possible sen-
tences; then after learning more, they review their sentences and make changes if they 
aren’t accurate. This instructional procedure is typically used before reading nonfiction 
texts, especially content area textbook chapters, but teachers also use it before giving 
oral presentations on social studies and science topics or viewing DVDs.

A third grade teacher introduced a unit on honeybees by listing these key words 
on a whiteboard:

drones hive nectar
eggs honey queen
flowers honeycomb workers

The students eagerly began a conversation to share what they knew about honeybees, 
and soon they were asking lots of questions. Next, the teacher distributed The Life and 
Times of the Honeybee (Micucci, 1997), The Honey Makers (Gibbons, 2000), Bees! (Time 
for Kids, 2005), and other nonfiction books about honeybees for students to examine. 
Afterward, the students shared what they learned and created possible sentences that 
they called “rough draft sentences” using the key words. These sentences are shown in 
the figure A Possible Sentences Chart; the key words are underlined. Some of the sen-
tences were accurate, but others would be revised after students learned more. The next 
day, the students read and discussed The Magic School Bus Inside a Beehive (Cole, 1998). 
Then they evaluated their possible sentences and revised them to correct factual errors 
and to add more information; these sentences are also shown in the figure, and their 
revisions are in red. The third graders expanded their background knowledge and aca-
demic vocabulary, and were now prepared to read and learn more about honeybees.

THE STEPS. Teachers follow these steps in this prereading procedure:
1. Choose words. Teachers choose 8–10 key words related to a content area topic;

some words will probably be somewhat familiar to students, but others are likely
to be unfamiliar or used in a new way.

Possible Sentences
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Rough Draft Sentences Evaluation Revised Sentences

Bees live in hives. 1 Bees live in hives.

Bees get nectar from flowers. 2 Worker bees get nectar from flowers.

The queen bees use the nectar to make 
honey.

2 The worker bees use the nectar to make 
honey.

Bees store the honey in the honeycomb. 1 Bees store the honey in the honeycomb.

The drones donÕt eat the honey. ? The drones are the male bees, and they 
donÕt do much work at all.

The queen is the most important bee. 1 The queen is the ruler bee and sheÕs the 
biggest.

The queen bee lays all the eggs. 1 The queen bee lays thousands of eggs.

The workers are the male bees. 2 The workers are small female bees who 
do most of the work in the hive.

A POSSIBLE SENTENCES CHART

2. Introduce the topic. Teachers introduce the topic, making connections to topics
previously studied and asking students to share their ideas. If students have limited
knowledge about the topic and the vocabulary, teachers often read aloud a picture
book about the topic.

3. Define the words. Teachers have students define or explain the words. Upper
grade students often group the words into related pairs.

4. Write sentences. Students compose sentences using each word or each related
pair of words. Even though they’re not sure about the meanings or how to use the
words in sentences, they give it a try. They make a prediction, understanding that
this possible sentence is like a rough draft, and it can be revised later.

5. Share the sentences. Students share their possible sentences with classmates and
talk about the plausibility of each one.

6. Teach the lesson. Students read the selection or listen to the presentation to test
the accuracy of their predictions.

7. Evaluate the sentences. Students evaluate the accuracy of their sentences and
mark them as accurate (+), inaccurate (–), or don’t know (?).

8. Revise the inaccurate sentences. Students revise the sentences that aren’t accurate
and share them with classmates.

Possible sentences is a demanding activity because students must have a little
background knowledge about the topic and be willing to make educated guesses about 
the meaning of academic vocabulary; nonetheless, it’s effective because students learn 
to apply their background knowledge and word knowledge to predict the meanings of 
words. In addition, students become more engaged and eager to learn because they want 
to determine whether their predictions are accurate. 

Teachers use the prereading plan (PReP) to diagnose and build 
necessary background knowledge before students read nonfiction 
books and content area textbooks (Langer, 1981; Vacca, Vacca, & 

Mraz, 2014). Teachers introduce a key concept discussed in the reading assignment 
and ask students to brainstorm related words and ideas. Teachers and students talk 

Prereading Plan
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about the concept, and afterward students quickwrite to ref lect on it. This activity is 
especially important for English learners who have limited background knowledge 
about a topic and technical vocabulary because it prepares them to read nonfiction 
books or content area textbooks. An added benefit is that students’ interest in the topic 
often increases as they participate in this activity.

THE STEPS. Teachers follow these steps when they use this instructional procedure:
1. Discuss a key concept. Teachers introduce a key concept using a word, phrase,

object, or picture to initiate a discussion.
2. Brainstorm. Teachers ask students to brainstorm words about the topic and re-

cord their ideas on a chart. They also help students make connections among the
brainstormed ideas.

3. Introduce vocabulary. Teachers present additional vocabulary words that students
need to read the assignment and clarify any misconceptions.

4. Quickwrite about the topic. Teachers have students quickwrite about the topic
using words from the brainstormed list.

5. Share the quickwrites. Students share their quickwrites with the class, and teachers
ask questions to help classmates clarify and elaborate their thinking.

6. Read the assignment. Students read the assignment and relate what they’re read-
ing to what they learned before reading.

Teachers use this instructional procedure during thematic units. Before reading
a social studies textbook chapter about the Bill of Rights, for example, an eighth 
grade teacher used PReP to introduce the concept that citizens have freedoms and 
responsibilities. Students brainstormed this list during a discussion about the Bill of 
Rights:

guaranteed in the Constitution James Madison
1791 10 amendments
citizens freedom of speech
freedom of religion owning guns and pistols
no searches without a search warrant act responsibly
limits on these freedoms for everyone’s good serve on juries
“life, liberty, and the pursuit of happiness” right to a jury trial
no cruel or unusual punishments vote intelligently

Then before reading the chapter, students wrote quickwrites to make personal connections 
to the ideas they’d brainstormed. Here’s one student’s quickwrite:

I always knew America was a free country but I thought it was because of the 
Declaration of Independence. Now I know that the Bill of Rights is a list of our 
freedoms. There are 10 freedoms in the Bill of Rights. I have the freedom to go to 
any church I want, to own guns, to speak my mind, and to read newspapers. I never 
thought of serving on a jury as a freedom and my Mom didn’t either. She was on a 
jury about a year ago and she didn’t want to do it. It took a whole week. Her boss 
didn’t like her missing work. The trial was about someone who robbed a store and 
shot a man but he didn’t die. I’m going to tell her that it is important to do jury 
duty. When I am an adult, I hope I get to be on a jury of a murder trial. I want to 
protect my freedoms and I know it is a citizen’s responsibility, too.

When the teacher read this student’s quickwrite, she noticed that the student confused 
the number of amendments with the number of freedoms listed in the amendments, so 
she clarified the misunderstandings individually with her. 
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Taffy Raphael’s Question-Answer-Relationships 
(QAR) procedure teaches students to be aware of 
whether they’re likely to find the answer to a com-

prehension question “right there” on the page, between the lines, or beyond the  
information provided in the text so that they’re better able to answer it (Raphael, 
Highfield, & Au, 2006). Students use the QAR procedure when they’re reading  
both stories and nonfiction and answering comprehension questions independently.

This procedure differentiates among the types of questions and the kinds of 
thinking required to answer them: Some questions require only literal thinking, but 
others demand higher levels of thinking. Raphael identified these four types of 
questions:

Right There Questions. Readers find the answer “right there” in the text, usually 
in the same sentence as words from the question. These are literal-level questions.

Think and Search Questions. The answer is in the text, but readers must search 
for it in different parts of the text and put the ideas together. These are inferential-
level questions.

Author and Me Questions. Readers use a combination of the author’s ideas and 
their own to answer the question. These questions combine inferential and evalu-
ation levels.

On My Own Questions. Readers use their own ideas to answer the question; 
sometimes they don’t need to read the text to answer it. These are evaluation-level 
questions.

The first two types of questions are known as “in the book” questions because the 
answers can be found in the book, and the last two types are “in the head” questions 
because they require information and ideas not presented in the book. An eighth 
grader’s chart describing these types of questions is shown in the figure QAR Chart.

THE STEPS. Students follow these steps when they use the QAR procedure:
1. Read the questions first. Students preview the questions before reading the text

to give them an idea of what to think about as they read.
2. Predict how to answer the questions. Students consider which of the four types

each question represents and the level of thinking required to answer it.
3. Read the text. Students read the text while thinking about the questions they’ll

answer afterward.
4. Answer the questions. Students reread the questions, determine where to find the

answers, locate the answers, and write them.
5. Share answers. Students read their answers aloud and explain how they answered

the questions. They should again refer to the type of question and whether the
answer was “in the book” or “in the head.”

Students use the QAR procedure whenever they answer questions after reading a
story, nonfiction book, or content area textbook. They can also write their own “in 
the book” and “in the head” questions. A seventh grade teacher, for instance, asked 
his students to write questions representing the four levels in their reading logs as 
they read The Giver (Lowry, 2006). Here are some of their questions:

Right There Questions
What was the first color Jonas could see?
What does a Receiver do?

Question-Answer-Relationships
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Think and Search Questions
How is Jonas different than the other people?
Why did Rosemary ask to be released?

Author and Me Questions
What happened to Jonas and Gabe at the end of the book?
Was the Giver an honorable person?

On My Own Questions
What would you have done if you were Jonas?
Could this happen in the United States?

Students also write questions when reading nonfiction books and content area text-
books. 

Quickwriting is an impromptu writing activity in which students 
explore a topic or respond to a question (Brozo & Simpson, 2007). 
They write for 5 to 10 minutes, letting their thoughts f low 

without stopping to make revisions or correct misspelled words; the focus is on gen-
erating ideas and developing writing f luency. Students think about ideas, ref lect on 
what they know about a topic, ramble on paper, and make connections among ideas. 
Here’s a series of quickwrites that a fifth grader wrote as she listened to her teacher 
read aloud The Higher Power of Lucky (Patron, 2006), an award-winning story of a 
plucky 10-year-old girl named Lucky who tries to surmount her problems and bring 
stability to her life:

Quickwriting

QAR CHART
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Prompt: Why do you think the main character is named Lucky?

I don’t know. At this point I don’t think Lucky is lucky at all. Her mom died and her 
dad doesn’t want her. She seems pretty unlucky. All that I can think is that Lucky is 
going to get more lucky at the end of the book. I hope something really good hap-
pens to her because she deserves it.

Prompt: Do you think Brigitte will abandon Lucky?

Lucky is really afraid that Brigitte will go back home to Paris. I don’t think Brigitte  
is going to leave. It would be a really mean thing to do and Brigitte is sort of a 
mom and moms don’t do that. I also think it’s bad for a girl to have to worry about 
being abandoned. That’s really sad. I predict that Lucky will have a real family at 
the end of the book.

Prompt: What happened when Lucky hit bottom?

It happened when she ran away from home. There was a bad dust storm and 
Miles was lost and it was her fault that Miles was lost. She was wearing Brigitte’s 
beautiful red dress and she probably ruined it. I thought she’d get in big trouble 
and maybe she’d even die and so would Miles and her dog but it didn’t happen 
that way. Everybody in town drove their cars out to the caves to find her and they 
were so happy to see her and Miles that they didn’t even get mad. Lots of good 
things happened. Best of all, she found out that Brigitte was going to adopt her 
and would always be her mom. I love this book.

Students wrote their quickwrites after the teacher finished reading each chapter or 
two, and the quickwrites helped them reflect on what was happening in the story and 
prepare for the grand conversations.

THE STEPS. Teachers follow these steps in the quickwriting procedure:
1. Choose a topic. Students choose a topic or question (or the teacher assigns one)

for the quickwrite, and they write it at the top of their papers.
2. Write about the topic. Students write sentences and paragraphs to explore the

topic for 5 to 10 minutes. They focus on interesting ideas, make connections be-
tween the topic and their own lives, and ref lect on their reading or learning. They
rarely, if ever, stop writing to reread or correct errors in what they’ve written.

3. Read quickwrites. Students meet in small groups to read their quickwrites, and then
one student in each group is selected to share with the class. That student rereads his
or her quickwrite in preparation for sharing with the whole class and adds any missing
words and completes any unfinished thoughts.

4. Share selected quickwrites. Students who have been chosen to share their quick-
writes with the whole class take turns reading them aloud.

5. Write a second time. Sometimes students write a second time on the same topic or
on a new topic that emerged through writing and sharing; this second quickwrite is
usually more focused than the first. Or students can expand their first quickwrite
after listening to classmates share theirs or after learning more about the topic.

Teachers use quickwriting to promote thinking during literature focus units and
thematic units. It’s used as a warm-up at the beginning of a lesson or to promote re-
flection at the end. Sometimes students identify the topics or questions for the quick-
write, and at other times, the teacher provides them. Quickwrites are also an effective 
prewriting procedure (Routman, 2004). Students often do several quickwrites to ex-
plore what they know about a topic before beginning to write; they brainstorm ideas 
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and vocabulary, play with language, and identify ideas they need to learn more about 
before moving on to the drafting stage. 

Teachers use RAFT to create project topics and other assignments to
enhance students’ comprehension of novels they’re reading and informa-
tion they’re learning in thematic units (Buehl, 2001; Holston & Santa, 

1985). RAFT stands for role, audience, format, and topic, and teachers consider these 
four dimensions as they design projects:

Role. Students assume the role of a person or the voice of a group of people for 
this project. Sometimes they take on the role of a book character, historical figure, 
or contemporary personality, such as Oprah, but at other times, they remain 
themselves.

Audience. The audience is the person or people who will read or view the project; 
they may include students, teachers, parents, or community members, as well as 
simulated audiences, such as book characters and historical personalities.

Format. The format is the genre or activity that students create; it might be a let-
ter, brochure, cartoon, journal, poster, essay, newspaper article, speech, or digital 
scrapbook.

Topic. The topic is the subject of the project; it may be an issue related to the text, 
an essential question, or something of personal interest.

When students develop projects, they process ideas and information in different ways 
as they assume varied viewpoints and complete projects directed to specific audiences. 
Their thinking is imaginative and interpretive; in contrast, students’ comprehension 
tends to be more literal when they do more traditional assignments, such as writing 
answers to questions.

RAFT

RAFT IDEAS FOR THE WEDNESDAY WARS
Role Audience Format Topic

Holling and 
William 
Shakespeare

Our class Interview Explain ÒTo thine own self be trueÓ and 
other life lessons.

Mrs. Baker Her son, a U.S. 
soldier in Vietnam

Letter Tell why you took such an interest in 
Holling.

You Our class Poster Describe the cultural and political 
uproar of the 1960s.

You Newbery Award 
Committee

Persuasive essay Present reasons why this book should 
win the Newbery Award.

Bullies Students at 
Camillo Jr. High

Speech Research bullying, and explain how to 
deal with bullies.

Mai Thi (HollingÕs 
classmate)

Our class Digital scrapbook Share information about Vietnam and 
the warÕs effect on you and your home 
country.

Holling Mrs. Baker Letter, written 
when Holling is 
30 years old

Explain how youÕve followed Mrs. 
BakerÕs advice: ÒLearn everything you 
canÑeverything. And then use all that 
you have learned to be a wise and 
good man.Ó
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THE STEPS. Teachers follow these steps to create projects:
1. Establish the purpose. Teachers reflect on what they want students to learn through

this activity and consider how it can enhance students’ comprehension of a book
they’re reading or a social studies or science topic they’re learning.

2. Prepare a RAFT chart. Teachers prepare a RAFT chart of possible projects by
brainstorming roles, choosing audiences, identifying genres and other formats for
projects, and listing topics.

3. Read the book or study the topic. Students read and discuss a novel or learn about
a topic before they develop RAFT projects.

4. Choose projects. Sometimes teachers assign the same project for groups of stu-
dents, but at other times, they let students choose a project from the RAFT chart.

5. Create projects. Students prepare their oral, written, or multimedia projects and
get feedback from the teacher as they work.

6. Share completed projects. Students share their projects with small groups or the
whole class and other appropriate audiences.

RAFT is an effective way to differentiate instruction by providing tiered activi-
ties; projects on the same text or topic can be adjusted according to students’ 
achievement levels, English proficiency, and interests. For example, check the fig-
ure RAFT Ideas for The Wednesday Wars to see a seventh grade teacher’s project 
ideas for Gary Schmidt’s (2007) Newbery Honor book; this coming-of-age novel 
chronicles the everyday trials of Holling Hoodhood, who’s at odds with his sev-
enth grade English teacher, Mrs. Baker. 

Readers theatre is a dramatic performance of a script by a group  
of readers (Black & Stave, 2007). Students each assume a part,  
rehearse by reading and rereading their characters’ lines in the 

script, and then do a performance for their classmates. Students can read scripts in trade 
books and textbooks, or they can create their own scripts. The Booklist: Readers Theatre 
Scripts includes books of both narrative and nonfiction scripts. 

What’s valuable about readers theatre is that students interpret the story with their 
voices, without using much action. They may stand or sit, but they must carry the 
whole communication of the plot, characterization, mood, and theme by using their 
voices, gestures, and facial expressions. In addition, readers theatre avoids many of the 
problems inherent in theatrical productions: Students don’t memorize their parts; elab-
orate props, costumes, and backdrops aren’t needed; and long, tedious hours aren’t 
spent rehearsing. They have opportunities to read good literature, and through this 
procedure they engage with text, interpret characters, and bring the text to life 
(Keehn, Martinez, & Roser, 2005; Worthy & Prater, 2002). Moreover, English learn-
ers and other students who aren’t yet fluent readers gain valuable oral reading prac-
tice in a relaxed, small-group setting. They practice reading high-frequency words, 
increase their reading speed, learn how to phrase and chunk words in sentences, and 
read with more expression. 

THE STEPS. Teachers follow these steps for readers theatre as they work with a small 
group or the whole class:

1. Select a script. Students select a script and then read and discuss it as they would
any story. Afterward, they volunteer to read each part.

2. Rehearse the reading. Students decide how to use their voice, gestures, and facial
expressions to interpret the characters they’re reading. They read the script sev-
eral times, striving for accurate pronunciation, voice projection, and appropriate

Readers Theatre
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inf lections. Less rehearsal is needed for an informal, in-class presentation than for 
a more formal production; nevertheless, interpretations should always be devel-
oped as fully as possible.

3. Stage the reading. Readers theatre can be presented on a stage or in a corner of
the classroom. Students stand or sit in a row and read their lines. They stay in
position through the production or enter and leave according to the characters’
appearances “onstage.” If readers are sitting, they stand to read their lines; if
they’re standing, they step forward to read. The emphasis isn’t on production
quality; rather, it’s on the interpretive quality of readers’ voices and expressions.
Costumes and props aren’t necessary; however, adding a few small props enhances
interest as long as they don’t interfere with the interpretive quality of the reading.

Students create their own readers theatre scripts from stories they’ve read and
about topics related to thematic units (Flynn, 2007). When students are creating a 
script, it’s important to choose a story with lots of conversation; any parts that don’t 
include dialogue can become narrator parts. Depending on the number of narrator 
parts, one to four students can take the narrator duties. Teachers often make photo-
copies of the story for students to mark up or highlight as they develop the script. 
Sometimes students simply use their marked-up copies as the finished script, and at 
other times, they retype the finished script, omitting the unnecessary parts. 

!""#$%&' Readers Theatre Scripts

Barchers, S. I. (1997). 50 fabulous fables: Beginning readers theatre. 
Portsmouth, NH: Teacher Ideas Press.

Barchers, S. I., & Pfeffinger, C. R. (2006). More readers theatre for 
beginning readers. Portsmouth, NH: Teacher Ideas Press.

Fredericks, A. D. (2007). Nonfiction readers theatre for beginning 
readers. Portsmouth, NH: Teacher Ideas Press.

Laughlin, M. K., Black, P. T., & Loberg, M. K. (1991). Social studies 
readers theatre for children: Scripts and script development. 
Portsmouth, NH: Teacher Ideas Press.

Martin, J. M. (2002). 12 fabulously funny fairy tale plays. New York: 
Scholastic.

Pugliano-Martin, C. (1999). 25 just-right plays for emergent readers. 
New York: Scholastic.

Pugliano-Martin, C. (2008). Greek myth plays. New York: Scholastic.

Shepard, A. (2005). Stories on stage: Children’s plays for reader’s  
theater with 15 play scripts from 15 authors. Olympia, WA: 
Shepard.

Wolf, J. M. (2002). Cinderella outgrows the glass slipper and other 
zany fractured fairy tale plays. New York: Scholastic.

Wolfman, J. (2004). How and why stories for readers theatre. Ports-
mouth, NH: Teacher Ideas Press.

Worthy, J. (2005). Readers theatre for building fluency: Strategies 
and scripts for making the most of this highly effective, motivat-
ing, and research-based approach to oral reading. New York: 
Scholastic.

Reading logs are journals in which students write their reactions and 
opinions about books they’re reading or listening to the teacher 
read aloud. Through their reading log entries, students clarify mis-

understandings, explore ideas, and deepen their comprehension (Barone, 1990; Han-
cock, 2008). They also add lists of words from the word wall, diagrams about story 
elements, and information about authors and genres. For a chapter book, students 
write after reading every chapter or two, and they often write single entries after read-
ing picture books or short stories. Often students write a series of entries about a col-
lection of books written by the same author, such as books by Eric Carle or Chris Van 
Allsburg, or about versions of the same folktale or fairy tale.

Sometimes students choose what they’ll write about in reading log entries, and at 
other times, they respond to questions or prompts that teachers have prepared. Both 
student-choice and teacher-directed entries are useful: When students choose their 

Reading Logs
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own topics, they delve into their own ideas and questions, sharing what’s important to 
them, and when teachers prepare prompts, they direct students’ thinking to topics 
and questions that students might otherwise miss. When teachers know their students 
well and are familiar with the books students are reading, they choose the best mix of 
student-choice and teacher-directed entries.

THE STEPS. Students follow these steps as they write independently in reading logs:
1. Prepare reading logs. Students make reading logs by stapling paper into booklets,

and they write the title of the book on the cover.
2. Write entries. Students write their reactions and ref lections about the book or

chapter. Sometimes they choose their own topics, and at other times, teachers
pose topics and questions. Students often summarize events and make connections
to the book. They also list interesting or unfamiliar words, jot down memorable
quotes, and take notes about characters, plot, or other story elements.

3. Share entries. Students share their reading logs with teachers so they can monitor
students’ work. Teachers also write comments back to students about their inter-
pretations and ref lections.

Students at all grade levels can write and draw reading log entries to help them
understand stories they’re reading and listening to read aloud during literature focus 
units and literature circles (Daniels, 2001). As a sixth grade class read The Giver 
(Lowry, 2006), a Newbery Award–winning story of a not-so-perfect society, students 
discussed each chapter and brainstormed several possible chapter titles. Then they 
wrote entries in their reading logs and labeled each chapter with the number and the 
title they thought was most appropriate. The following three reading log entries show 
how a sixth grader grappled with the idea of “release”:

Chapter 18: “Release”
I think release is a very rude thing to do. People have a right to live where they 
want to. Just because they’re different they should NOT have to go somewhere 
else. I think release means that you have to go and live elsewhere. And you can’t 
come back to the community.

Chapter 19: “Release—The Truth”
It is wrong to kill people that didn’t do anything bad. They kill perfectly innocent 
people! If I were Jonas I would probably go insane. The people who kill the peo-
ple that are to be released don’t know what they’re doing. I think they’ve been 
brain-washed.

Chapter 20: “Mortified”
Jonas really can’t go home and face his father. What can he do? Now that he 
knows what release is, he will probably decide to stay with The Giver for the rest 
of his life.

After reading and discussing Chapter 18, this student doesn’t understand that 
“release” means “killing,” but he grasps the awful meaning of the word as he reads 
Chapter 19. 

During the revising stage of the writing process, students meet in 
revising groups to share their rough drafts and get feedback on how 
well they’re communicating (Tompkins, 2012). Revising group 

members offer compliments about things writers have done well and make suggestions 

Revising Groups
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for improvement. Their comments ref lect these topics and other aspects of the writer’s 
craft:

leads word choice voice
dialogue sentences rhyme
endings character development sequence
description point of view flashbacks
ideas organization alliterations

These topics are used for both compliments and suggestions. When students are of-
fering a compliment, they might say, “I liked your lead. It grabbed me and made me 
keep listening,” and when they’re making a suggestion, they say, “I wonder if you 
could start with a question to make your lead more interesting. Maybe you could say, 
‘Have you ever ridden in a police car? Well, that’s what happened to me!’”

Teaching students how to share their rough drafts and offer constructive feed-
back isn’t easy. When teachers introduce revision, they model appropriate responses 
because students may not know how to offer specific and meaningful comments tact-
fully. Teachers and students can brainstorm a list of appropriate compliments and 
suggestions and post it in the classroom to refer to. Comments should usually begin 
with “I,” not “you.” Notice the difference in tone in these two sentence stems: “I won-
der if . . .” versus “You need to . . .” Here are some ways to begin compliments:

I like the part where . . .
I learned how . . .
I like the way you described . . .
I like how you organized the information because . . .

Students also offer suggestions about how classmates can revise their writing, and it’s 
important that they phrase what they say in helpful ways. Writers often begin sugges-
tions this way:

I got confused in the part about . . .
I wonder if you need a closing . . .
I’d like you to add more about . . .
I wonder if these paragraphs are in the right order . . .
I think you might want to combine these sentences . . .

Student-writers also ask classmates for help with specific problems they’ve identified; 
looking to classmates for feedback is a big step in learning to revise. Writers ask ques-
tions such as these:

What do you want to know more about?
Is there a part that I should throw away?
What details can I add?
What do you think is the best part of my writing?
Are there some words I need to change?

Revising groups work effectively once students understand how to support and help 
their classmates by offering compliments, making suggestions, and asking questions.

Revising is the most difficult part of the writing process because it’s hard for students 
to stand back and evaluate their writing objectively in order to make changes to commu-
nicate more effectively. As students participate in revising groups, they learn how to ac-
cept compliments and suggestions and to provide useful feedback to classmates.

THE STEPS. Teachers teach students how to use this instructional procedure so that they 
can then work in small groups to get ideas for revising their writing. Here are the steps:
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1. Read drafts aloud. Students take turns reading their rough drafts aloud to the
group. Everyone listens politely, thinking about compliments and suggestions
they’ll make after the writer finishes reading. Only the writer looks at the compo-
sition because when classmates look at it, they quickly notice and comment on
mechanical errors, even though the emphasis during revising is on content.
Listening to the writing read aloud keeps the focus on content.

2. Offer compliments. After listening to the rough draft read aloud, classmates in the
revising group tell the writer what they liked about the composition. These posi-
tive comments should be specific, focusing on strengths, rather than the often-
heard “I liked it” or “It was good”; even though these are positive comments, they
don’t provide effective feedback.

3. Ask clarifying questions. Writers ask for assistance with trouble spots they identi-
fied earlier when rereading their writing, or they may ask questions that ref lect
more general concerns about how well they’re communicating.

4. Offer other revision suggestions. Group members ask questions about things that
were unclear to them and make suggestions about how to revise the rough draft.

5. Repeat the process. Members of the revising group repeat the first four steps so
that all students can share their rough drafts.

6. Make plans for revision. Students each make a commitment to revise their writing
based on the comments and suggestions of the group members. The final decision
on what to revise always rests with the writers themselves, but with the understand-
ing that their rough drafts aren’t perfect comes the realization that some revision
will be necessary. When students verbalize their planned revisions, they’re more
likely to complete the revision stage.

Students meet in revising groups whenever they’re using the writing process.
Once they’ve written a rough draft, students are ready to share their writing and get 
some feedback from classmates. They often meet with the same revising group 
throughout the school year, or students can form groups when they’re ready to get 
feedback about their rough drafts. Many teachers have students sign up on the white-
board; this way, whenever four students are ready, they form a group. Both estab-
lished and spontaneously formed groups can be effective. What matters most is that 
students get feedback about their writing when they need it.

STANDARDS IN THE CLASSROOM. Click here to read how Ms. Feingold addresses 
Standards using revising groups in her third grade classroom. 

Rubrics are scoring guides that teachers use to assess students’ achieve-
ment (Spandel, 2005). These guides usually have 4, 5, or 6 levels, rang-
ing from high to low, and assessment criteria are described at each level. 

Students receive a copy of the rubric as they begin a project so that they understand 
what’s expected and how they’ll be assessed. Depending on the rubric’s intricacy, teach-
ers mark the assessment criteria either while they’re reading or examining the project 
or immediately afterward and then determine the overall score.

The assessment criteria on rubrics vary. The requirements in rubrics for oral pre-
sentations often focus on eye contact, composure, and the quality of the content; and 
the criteria in rubrics for museum projects describe the quality of artifacts and cura-
tor’s notes, accuracy and completeness of information, Standard English conventions 
used in written text, and bibliographic resources. Criteria in general writing rubrics 
address the writer’s craft, such as ideas, organization, word choice, and mechanics. 
Other rubrics are genre specific, and deal with genre characteristics; teachers often 

Rubrics
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use these rubrics to assess stories, reports, and autobiographies. No matter which as-
sessment criteria are used, the same ones are addressed at each achievement level. If a 
criterion addresses sentence fluency, for example, descriptors about sentence fluency 
are included at each level; the statement “contains short, choppy sentences” might be 
used at the lowest level and “uses sentences that vary in length and style” at the high-
est level. Each level represents a one-step improvement in students’ application of 
that criterion.

Rubrics can be constructed with any number of levels, but it’s easier to show 
growth when a rubric has more levels: Much more improvement is needed for stu-
dents to move from one level to another if the rubric has 4 levels than if it has 6 levels. 
A rubric with 10 levels would be even more sensitive, but rubrics with many levels are 
harder to construct and more time-consuming to use. Researchers usually recom-
mend that teachers use rubrics with either 4 or 6 levels so that there’s no middle 
score—each level is either above or below the middle—because teachers are inclined 
to score students at the middle level, when there is one.

Rubrics are often used for determining proficiency levels and assigning 
grades. The level that’s above the midpoint is usually designated as “proficient,” 
“competent,” or “passing”—that’s a 3 on a 4-point rubric and a 4 on a 5- or 
6-point rubric. The levels on a 6-point rubric can be described this way:

1 = minimal level 4 = proficient level
2 = beginning or limited level 5 = excellent level
3 = developing level 6 = superior level

Teachers also equate levels to letter grades.

These scoring guides help students achieve higher grades because they lay out 
the qualities that constitute excellence and clarify teachers’ expectations so students 
understand how the project will be assessed. Students, too, can use rubrics to improve 
the quality of their projects: Based on the rubric’s criteria, they can examine their 
work-in-progress and decide how to strengthen it. In addition, Vicki Spandel (2005) 
claims that rubrics are time savers: She says that rubrics drastically reduce the time it 
takes to read and respond to students’ work because the criteria on the rubric guide 
the assessment and reduce the need to write lengthy comments back to students.

THE STEPS. Teachers follow these steps when they use rubrics to assess students’ 
achievement:

1. Choose a rubric. Teachers choose or create a rubric that’s appropriate to the project.
2. Introduce the rubric. Teachers distribute copies of the rubric to students and talk

about the criteria used at each level, focusing on the requirements at the proficient
level.

3. Self-assess progress. Students use the rubric to self-assess their work-in-progress.
They highlight phrases in the rubric or check off items that best describe their
achievement. Then they determine which level has the most highlighted words or
checkmarks; that level is the overall score, and students circle it.

4. Assess students’ projects. Teachers assess students’ projects by highlighting
phrases in the rubric or checking off items that best describe the work. Then they
assign the overall score by determining which level has the most highlighted
words or checkmarks and circle it.

5. Conference with students. Teachers talk with students about the assessment, iden-
tifying strengths and weaknesses. Then students set goals for the next project.

Many commercially prepared rubrics are currently available: State departments
of education post rubrics for mandated writing tests on their websites, and school 
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districts hire teams of teachers or consultants to develop reading and writing rubrics 
for each grade level. Spandel (2005) provides rubrics that assess the six traits of writ-
ing. Other rubrics are provided with basal reading programs, in professional books 
for teachers, and on the Internet.

Even though commercially prepared rubrics are convenient, they may not be appro-
priate for some groups of students or for certain types of projects. The rubrics may have 
only 4 levels when 6 would be better, or they may have been designed for a different grade 
level. They also may not address a specific genre, or they may have been written for teach-
ers, not in kid-friendly language. Because of these limitations, teachers often decide to 
develop their own rubrics or adapt commercial rubrics to meet their own needs.

STANDARDS IN THE CLASSROOM. Click here to read how Mr. Alvarez addresses 
Standards in the rubrics he uses in his fourth grade classroom. 

In this reading-stage activity, teachers observe individual students as 
they read aloud and record information to analyze their reading 
f luency (Clay, 2000). They calculate the percentage of words the 

student reads correctly and then analyze the miscues or errors. Teachers make a check-
mark on a copy of the text as the student reads each word correctly and use other 
marks to indicate words that the student mispronounces or doesn’t know.

THE STEPS. Teachers conduct running records with individual students using these 
steps:

1. Choose a book. Teachers have the student choose an excerpt for the assessment at
least 100 words in length from a book he or she is reading. For beginning readers,
the text can be shorter.

2. Take the running record. As the student reads the excerpt aloud, the teacher re-
cords information about the words read correctly as well as those misread. The

Running Records

HOW TO MARK MISCUES
MISCUE EXPLANATION MARKING

Incorrect word If the student reads a word incorrectly, the teacher writes the 
incorrect word above the correct word.

take
taken

Self-correction If the student self-corrects an error, the teacher writes SC (for 
Òself-correctionÓ) following the incorrect word.

for SC
from

Unsuccessful attempt If the student attempts to pronounce a word, the teacher 
records each attempt above the correct word.

be-bøef-before
before

Skipped word If the student skips a word, the teacher marks the error with 
a dash.

 Ñ
the

Inserted word If the student says words that arenÕt in the text, the teacher 
writes an insertion symbol called a caret where the student
made the error and records the inserted words.

out
go for a walk

Supplied word If the student canÕt identify a word, the teacher supplies it and 
writes T above the word.

T
which

Repetition If the student repeats a word or phrase, it isnÕt scored as a 
miscue, but the teacher notes it by making a checkmark for 
each repetition.

so

öö
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teacher makes checkmarks on a copy of the text for each word read correctly and 
uses other marks for miscues. Check the figure How to Mark Miscues.

3. Calculate the percentage of miscues. Teachers calculate the percentage of miscues
by dividing the number of miscues by the total number of words read. When the
student makes 5% or fewer errors, the book is considered to be at his or her
independent level. When there are 6–10% errors, the book is at the student’s in-
structional level, and when there are more than 10% errors, the book is too
difficult—the student’s frustration level.

4. Analyze the miscues. Teachers look for patterns in the miscues in order to deter-
mine how the student is growing as a reader and what strategies and skills should
be taught next.

Many teachers conduct running records on all their students at the beginning of
the school year and at the end of grading periods. In addition, they do running re-
cords more often during guided reading groups and with students who aren’t making 
expected progress in reading to diagnose their reading problems and make instruc-
tional decisions. 

Teachers create a semantic feature analysis to help students 
examine the characteristics of vocabulary words or content 
area concepts (Pittelman, Heimlich, Berglund, & French, 

1991). They draw a grid for the analysis with words or concepts listed on one axis and 
the characteristics or components listed on the other. Students reading a novel, for 
example, can do a semantic feature analysis with vocabulary words listed on one axis 
and the characters’ names on the other; they decide which words relate to which char-
acters and use pluses and minuses to mark the relationships on the grid. Teachers often 
do a semantic feature analysis with the whole class, but students can work in small 
groups or individually to complete the grid. The examination should be done as a 
whole-class activity, however, so that students can share their insights.

THE STEPS. Teachers follow these steps to do a semantic feature analysis:
1. Create a grid. Teachers create a grid with vocabulary or concepts listed on the

vertical axis and characteristics or categories on the horizontal axis.

Semantic Feature Analysis

Immigration
Arrived 
in the 
1600s

Arrived 
in the 
1700s

Arrived 
in the 
1800s

Arrived 
in the 
1900s

Came 
to Ellis 
Island

Came for 
religious 
freedom

Came 
for 

safety
Came for 

opportunity
Were

refugees
Experienced 
prejudice

English

Africans

Irish

Other
Europeans

Jews

Chinese

Latinos

Southeast
Asians

Code: + = yes; Ñ = no; ? = donÕt know 

SEMANTIC FEATURE ANALYSIS
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2. Complete the grid. Students complete the grid, cell by cell, by considering the
relationship between each item on the vertical axis and the items on the horizon-
tal axis. Then they mark the cell with a plus to indicate a relationship, a minus
to indicate no relationship, and a question mark when they’re unsure.

3. Examine the grid. Students and the teacher examine the grid for patterns and
then draw conclusions based on the patterns.

Teachers have students do a semantic feature analysis as part of a literature focus
unit or a thematic unit. For example, check the figure Semantic Feature Analysis to 
see how a fifth grade class reviewed what they were learning about America as a cul-
turally pluralistic society during a thematic unit on immigration. They listed the 
groups of people who immigrated to the United States on one axis and historical fea-
tures on the other. Next, they completed the grid by marking each cell. Afterward, 
the students examined it for patterns and identified these big ideas:

Different peoples immigrated to America at different times.
The Africans who came as slaves were the only people who were brought to  
America against their will.
The English were the only immigrants who didn’t suffer prejudice. 

Teachers use shared reading to read authentic literature—stories, 
nonfiction books, and poems—with students who couldn’t read 
those books independently (Holdaway, 1979). Teachers use big 

books with young children and read the book aloud, modeling f luent reading. Then 
they read the book again and again for several days. The focus for the first reading is 
students’ enjoyment; during the next couple of readings, teachers draw students’  
attention to concepts about print, comprehension, and interesting words and sen-
tences. Finally, students focus on decoding particular words during the last reading 
or two.

Students are actively involved in shared reading. Teachers encourage them to 
make predictions and to chime in on reading repeated words and phrases. Individual 
students or small groups take turns reading brief parts once they begin to recognize 
words and phrases. Students examine interesting features that they notice in the 
book—punctuation marks, illustrations, tables of contents, for example—and teachers 
point out others. They also talk about the book, both while they’re reading and after-
ward. Shared reading builds on students’ experience listening to their parents read 
bedtime stories (Fisher & Medvic, 2000).

THE STEPS. Teachers follow these steps to use shared reading with the whole class or 
small groups of young children:

1. Introduce the text. Teachers talk about the book or other text by activating or
building background knowledge on topics related to the book and by reading the
title and the author’s name aloud.

2. Read the text aloud. Teachers read the story aloud, using a pointer (a dowel rod
with a pencil eraser on the end) to track as they read. They invite children to be
actively involved by making predictions and by joining in the reading, if the story
is repetitive.

3. Have a grand conversation. Children talk about the story in a grand conversation,
ask questions, and share their responses.

4. Reread the story. Children take turns using the pointer to track the reading and
turning pages. Teachers invite students to join in reading familiar and predictable

Shared Reading
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words. Also, they take opportunities to teach and use graphophonic cues and read-
ing strategies while reading. Teachers vary the support that they provide, depend-
ing on children’s reading expertise.

5. Continue the process. Teachers continue to reread the story with children over a
period of several days, again having them turn pages and take turns using the
pointer to track the text while reading. They encourage children who can read the
text to read along with them.

6. Read independently. After children become familiar with the text, teachers dis-
tribute individual copies of the book or other text for them to read independently
and use for a variety of activities.

Teachers use shared reading during literature focus units, literature circles, and
thematic units. When doing shared reading with young children, teachers use enlarged 
texts, including big books, poems written on charts, Language Experience stories, and 
interactive writing charts, so that children can see the text and read along. Teachers 
also use shared reading techniques to read books that older students can’t read them-
selves (Allen, 2002). Students each have a copy of the novel, content area textbook, or 
other book, and the teacher and students read together. The teacher or another fluent 
reader reads aloud while students follow along in the text, reading to themselves.

STANDARDS IN THE CLASSROOM. Click here to read how Ms. Clark addresses 
Standards during a shared reading lesson in her first grade classroom. 

Sketch-to-stretch is a tool for helping students deepen their 
comprehension of stories they’ve read (Short & Harste, 1996). Stu-
dents draw pictures or diagrams that represent what the story means 

to them, not pictures of their favorite character or episode. In particular, they focus on 
theme and on symbols to represent the theme as they make sketch-to-stretch drawings 
(Dooley & Maloch, 2005). An added benefit is that students learn that stories rarely have 
only one interpretation and that by ref lecting on the characters and events, they usually 
discover one or more themes.

Students need many opportunities to experiment with this activity before they move 
beyond drawing pictures of the story events or characters to be able to think symbolically. 
It’s helpful to introduce this instructional procedure through a minilesson and to draw 
several sketches together as a class before students do their own. With practice, students 
learn that there isn’t a single correct interpretation, and teachers help students focus on 
the interpretation rather than on their artistic talents. Check the figure A Fourth Grader’s 
Sketch-to-Stretch, made after reading The Ballad of Lucy Whipple (Cushman, 1996), a 
story set during the California gold rush. The sketch-to-stretch emphasizes two themes of 
the book—you make your own happiness, and home is where you are.

THE STEPS. Teachers follow these steps as they implement this instructional 
procedure:

1. Read and respond to a story. Students read a story or several chapters of a longer
book, and they respond to the story in a grand conversation or in reading logs.

2. Discuss the themes. Students and the teacher talk about the themes in the story
and ways to symbolize meanings. Teachers remind students that there are many
ways to represent the meaning of an experience, and they explain that students can
use lines, colors, shapes, symbols, and words to visually represent what a story
means to them. They talk about possible meanings and ways they might visually
represent them.

Sketch-to-Stretch
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3. Draw the sketches. Students draw sketches that ref lect what the story means to
them. Teachers emphasize that students should focus on their thinking about the
meaning of the story, not on their favorite part, and that thereÕs no single correct
interpretation of the story. They also remind students that the artistic quality of
their drawings is less important than their interpretation.

4. Share the sketches. Students meet in small groups to share their sketches and talk
about the symbols they used. Teachers encourage classmates to study each studentÕs
sketch and tell what they think the student is trying to convey.

5. Share some sketches with the class. Each group chooses one sketch from their
group to share with the class.

6. Revise sketches and make final copies. Students add to their sketches based on
feedback they received and ideas from classmates, and then they make a final copy
of their sketches.

Students can use sketch-to-stretch whenever theyÕre reading stories. In literature
circles, for example, students create sketch-to-stretch drawings about themes and 
symbols that they share during group meetings (Whitin, 2002). Through this sharing, 
students gain insights about their classmatesÕ thinking and clarify their own under-
standing. The same is true when students create and share sketch-to-stretch drawings 
during literature focus units.

STANDARDS IN THE CLASSROOM. Click here to read how Mr. Maldonado ad-
dresses Standards when his fifth graders use sketch-to-stretch. 

A FOURTH GRADER’S SKETCH-TO-STRETCH

Story boards are cards on which the illustrations and text from a pic-
ture book have been attached. Teachers make story boards by cut-
ting apart two copies of a picture book and gluing the pages on 

pieces of tagboard. The most important use of story boards is to sequence the events 
of a story by lining the cards up on a whiteboard marker tray or hanging them on a 
clothesline. Once the pages of the picture book have been laid out, students visualize 

Story Boards
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the story and its structure in new ways and examine the illustrations more closely. For 
example, students arrange story boards from How I Became a Pirate (Long, 2003) to 
retell the story and pick out the beginning, middle, and end. They use story boards to 
identify the dream sequences in the middle of Abuela (Dorros, 1997) and compare ver-
sions of folktales, such as The Mitten (Brett, 2009; Tresselt, 1989) and The Woodcutter’s 
Mitten (Koopmans, 1995).

Teachers use this instructional procedure because it allows students to manipu-
late and sequence stories and examine illustrations more carefully. Story boards are 
especially useful tools for English learners who use them to preview a story before 
reading or to review the events in a story after reading. ELs also draw story boards 
because they can often share their understanding better through art than through 
language. In addition, story boards present many opportunities for teaching compre-
hension when only one copy of a picture book is available.

Moon Shadow meets his Uncle Bright Star. He had worked in the California Gold Rush and building the 
railroad. Then Windrider, Moon ShadowÕs dad, shows Moon Shadow around, to  make him feel safe at home. 
They go past the Barbary Coast where the white demons live to  his new home in Chinatown, the to wn of the 
Tang People. It  looks like his old home in China. Moon ShadowÕs dad gave him a kite to  fly. It  was like a blue and 
green butt erfly. Moon Shadow loved his new kite. Moon Shadow hasnÕt flown his kite yet, but I bet that he 
canÕt wait! They all go into a big house called the Company of the Peach Order Vow and then Uncle Bright 
StarÕs son named Black Dog comes. He is in a gang and he takes drugs. He tells everyone that the demons hate 
them and want to  kill them. Then they heard the sound of a window shattering. So they went downsta irs and 
they saw that a window was broken and the white demons were yelling and shouting at them. Moon Shadow 
is scared but Windrider protects him.

AN EIGHTH GRADE STORY BOARD FROM DRAGONWINGS
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THE STEPS. Teachers generally use story boards with a small group of students or 
with the whole class, but individual students can reexamine them as part of center 
activities. Here are the steps:

1. Collect two copies of a book. Teachers use two copies of a picture book for the
story boards; paperback copies are preferable because they’re less expensive. In a
few picture books, all the illustrations are on right-hand or left-hand pages, so
only one copy is needed.

2. Cut the books apart. Teachers remove the covers and separate the pages, evening
out the cut edges.

3. Attach the pages to pieces of cardboard. Teachers glue each page or double-page
spread to a piece of cardboard, making sure that pages from each book are alter-
nated so that each illustration is included.

4. Laminate the cards. Teachers laminate the cards so that they can withstand use
by students.

5. Use the cards in activities. Teachers use the story board cards for a number of
activities, including sequencing, story structure, rereading, and word study.

Students use story boards during literature focus units. For a sequencing activity,
teachers pass out the cards in a random order, and students line up around the class-
room to sequence the story events. Story boards can also be used when only a few cop-
ies of a picture book are available so that students can identify words for the word wall, 
notice literary language, examine an element of story structure, or study the illustra-
tions. When students read novels, they create their own story boards. Partners work 
together to create a story board for one chapter: They make a poster with a detailed 
drawing illustrating events in the chapter and write a paragraph-length summary of it. 
Check the figure An Eighth Grade Story Board From Dragonwings, which two students 
created to summarize Chapter 2 from the Laurence Yep (2000) story.

STANDARDS IN THE CLASSROOM. Click here to read how Ms. O’Brien addresses 
Standards as she uses story boards with first graders. 

Teachers use story retelling to monitor students’ comprehension 
(Morrow, 1985). Teachers sit one-on-one with individual students 
in a quiet area of the classroom and ask them to retell a story they’ve 

just read or listened to read aloud. While the student is retelling, teachers use a 
teacher-made scoring sheet to mark the information that he or she includes. If the 
student hesitates or doesn’t finish retelling the story, teachers ask questions, such as 
“What happened next?” Students organize the information they remember to provide 
a personalized summary, which reveals their level of comprehension (Hoyt, 1999).

Teachers can’t assume that students already know how to retell stories, even 
though many do. Through explanations and demonstrations of the retelling proce-
dure, students learn what’s expected of them. Students also need to practice retelling 
stories before they’ll be good at it. They can retell stories with a classmate and to their 
parents at home.

Once teachers begin listening to students retell stories, they notice that students 
who understand a story retell it differently than those who don’t. Good compre-
henders’ retellings make sense: They reflect the organization of the story and include 
all of the important story events. In contrast, weak comprehenders often recall events 
haphazardly or omit important events, especially those in the middle of the story.

Retelling is an instructional tool as well as an assessment tool. McKenna and 
Dougherty Stahl (2015) explain that through story retelling, students expand their 

Story Retelling
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oral language, enhance their use of comprehension strategies, and deepen their 
knowledge of story structure. When students participate regularly in retelling activi-
ties, their comprehension improves as they learn to focus on the big ideas in the story, 
and their oral language abilities are enhanced as they incorporate sentence patterns, 
vocabulary, and phrases from stories into their own talk.

THE STEPS. Teachers usually share a story with the class and then follow these steps 
as individual students retell it:

1. Introduce the story. Teachers introduce the story by reading the title, examining
the cover of the book, or talking about a topic related to the story. They also ex-
plain that students will retell the story afterward.

2. Read and discuss the story. Students read the story or listen to it read aloud.
When students are reading the story themselves, it’s essential that the story is at
their reading level. Afterward, they talk about the story, sharing ideas and clarify-
ing confusions.

3. Create a graphic organizer. Students create a graphic organizer or a series of
drawings to guide their retelling. (This step is optional, but it’s especially helpful
for students who have difficulty retelling stories.)

4. Retell the story. Teachers ask students to individually retell the story in their own
words, asking questions, if necessary, to elicit more information:

Who was the story about?
What happened next?
Where did the story take place?
What did the character do next?
How did the story end?

5. Mark the scoring guide. Teachers assess the retelling by marking a scoring guide as
the student retells the story. The scoring guide lists important information about
characters and events in the story, usually organized into beginning, middle, and end
sections. As they listen to the retelling, teachers place checkmarks by each piece of
information that the student recalls. If a student omits important information, teachers
ask questions to prompt the student’s recall, and they write P beside information that
was recalled with prompting.

Teachers often use this instructional procedure during literature focus units and
guided reading to monitor students’ comprehension of stories they’ve read and lis-
tened to read aloud. Students can also retell nonfiction books; in these retellings, the 
focus is on summarizing the big ideas and their relationships rather than on story 
events (Flynt & Cooter, 2005). Their retellings should address these questions:

What are the big ideas?
How are the big ideas structured?
What is the author’s purpose?
What did students learn that they didn’t already know?

For students to remember the big ideas they’re learning, it’s essential that they make 
personal, world, and textual connections to them. They need adequate background 
knowledge about a topic to make connections—and if they can’t make any connections, 
it’s unlikely they’ll understand or remember the big ideas.

STANDARDS IN THE CLASSROOM. Click here to read how Ms. Guzman addresses 
Standards when her first graders retell stories. 
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Sustained Silent Reading (SSR) is an independent reading time 
set aside during the school day for students in one class or the 
entire school to silently read self-selected books (Gardiner, 

2005). In some schools, everyone—students, teachers, principals, secretaries, and custo-
dians—stops to read, usually for a 15- to 30-minute period. SSR is a popular reading activ-
ity that’s known by a variety of names, including “drop everything and read” (DEAR), 
“sustained quiet reading time” (SQUIRT), and “our time to enjoy reading” (OTTER).

Teachers use SSR to increase the amount of reading students do every day and to 
develop their ability to read silently and without interruption (Hunt, 1967). SSR fol-
lows these guidelines:

Students choose the books they read.
Students read silently.
The teacher serves as a model by reading.
Students choose one book or other reading material for the entire reading 
time.
The teacher sets a timer for a predetermined, uninterrupted time period, usually 
15–30 minutes.
Everyone participates.
The teacher doesn’t keep records or evaluate students on their performance. 
(Pilgreen, 2000)

Even though SSR was specifically developed without follow-up activities, many 
teachers use a few carefully selected and brief follow-up activities to sustain students’ 
interest in reading books. For example, students often discuss their reading with a part-
ner, or volunteers give book talks to tell the whole class about their books. As students 
listen to one another, they get ideas about books that they might like to read. In some 
classrooms, students develop a ritual of passing on the books they’ve finished reading to 
interested classmates.

Through numerous studies, SSR has proven to be beneficial in developing students’ 
reading ability—fluency, vocabulary, and comprehension (Krashen, 1993; Marshall, 2002; 
Pilgreen, 2000). In addition, it promotes a positive attitude toward reading and encourages 
students to develop the habit of daily reading. Because students choose the books they’ll 
read, they have the opportunity to develop their own tastes and preferences as readers.

THE STEPS. Teachers follow these steps in implementing this instructional procedure:
1. Set aside a time for SSR. Teachers allow time every day for uninterrupted, inde-

pendent reading; it may last for only 10 minutes in first grade classrooms or 20 to 30
minutes or more in the upper grades. Teachers often begin with a 10-minute period
and then extend the time as students build endurance and want to continue reading.

2. Ensure that students have books to read. Students read independently in books
they keep at their desks. Beginning readers often reread three or four leveled read-
ers that they’ve already read during SSR.

3. Set a timer for a predetermined time. Teachers set the timer for the SSR reading
period. To ensure that students aren’t disturbed during SSR, some teachers place
a “do not disturb” sign on the door.

4. Read along with students. Teachers read a book, magazine, or newspaper for
pleasure while students read to model what capable readers do and to show that
reading is a pleasurable activity.

When all teachers in a school are working together to set up SSR, they meet to
set a daily time for this special reading activity and lay the ground rules for the 

Sustained Silent Reading

Z01_TOMP0191_07_SE_COMP_pp435-486.indd   478 12/11/15   5:56 PM



479PART 4  Compendium of Instructional Procedures

program. Many schools have SSR first thing in the morning or at some other conve-
nient time during the day. What’s most important is that SSR is held every day at the 
same time, and that all students and adults in the school stop what they’re doing to 
read. If teachers use the time to grade papers or work with individual students, the 
program won’t be effective. The principal and other staff members should also make 
a habit of visiting a different classroom each day to join in the reading activity. 

Students participate in a tea party to read or reread excerpts from a
story, nonfiction book, or content area textbook. It’s an active, par-
ticipatory activity with students moving around the classroom and 

socializing with classmates as they read short excerpts aloud to each other and talk 
about them (Beers, 2003). Teachers choose and make copies of excerpts, back them 
with tagboard, and laminate them. Then they distribute the excerpts to students, pro-
vide some rehearsal time, and have students participate in the tea party activity.

Teachers often use tea party as a prereading activity to introduce a new chapter in a 
content area textbook. They usually select the excerpts in order to introduce big ideas and 
related vocabulary, familiarize students with a new text, and build background knowledge. 
At other times, teachers invite students to reread favorite excerpts to celebrate a book 
they’ve finished reading. When tea party is used as a postreading activity, students review 
big ideas, summarize the events in a story, or focus on an element of story structure. Stu-
dents can also create vocabulary cards, each featuring a word from the word wall, its defi-
nition, and an illustration. After making the cards, students participate in a tea party, 
sharing their word cards and explaining the words to their classmates.

This instructional procedure is especially valuable for English learners because stu-
dents have opportunities to build background knowledge before reading and review 
texts after reading in a supportive, social classroom environment (Rea & Mercuri, 
2006). It’s important that teachers choose excerpts that are written at English learners’ 
reading levels or adapt them so that these students will be able to read them fluently.

THE STEPS. Teachers follow these steps as they implement tea party:
1. Make the cards. Teachers make cards with excerpts from a story, nonfiction book,

or content area textbook that students are reading. They laminate the cards, or
they use sentence strips with younger students.

2. Practice reading. Students practice reading the excerpts to themselves several
times until they can read them f luently.

3. Share excerpts. Students move around the classroom, stopping to read and dis-
cuss their excerpts with classmates. When students pair up, they take turns sharing
their excerpts. After the first student reads, both students discuss the text; then the
other student reads and both students comment on the second student’s text. Then
students move apart and find other classmates to share their cards with.

4. Share excerpts with the class. Students return to their desks after 10 to 15 min-
utes, and teachers invite several students to read their excerpts to the class or talk
about what they learned through the tea party activity.

Tea party is a good way to celebrate the conclusion of a literature focus unit or a
thematic unit, and the activity reinforces the main ideas taught during the unit. 
Teachers also use tea party to introduce a thematic unit by choosing excerpts from 
nonfiction books or content area textbooks that present the main ideas and key vo-
cabulary students will learn during the unit. The figure Tea Party Cards shows cards 
from a class set that a seventh grade teacher used to introduce a unit on ecology. The 
teacher collected some of the sentences and paragraphs from nonfiction books and a 
textbook chapter that students would read, and she wrote other selections herself. 

Tea Party
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Students read and discussed the excerpts and began a word wall with the key words. 
These two activities activated students’ background knowledge about ecology and 
began to build new concepts. 

TEA PARTY CARDS

Recycling means using materials  
over and over or making them into
new things instead of throwing
them away.

Acid rain happens when 
poisonous gases from factories 
and cars get into rain clouds. 
Then the gases mix with rain and 
fall back to earth. It is harmful to 
our environment and to the people 
and animals on earth. 

Plastic bottles, plastic forks, and 
plastic bags last forever! A big 
problem with plastic is that it 
doesnÕt biodegrade. Instead of 
Þlling landÞlls with plastic, it 
should be recycled. 

Many cities have air Þlled with 
pollution called smog. This 
pollution is so bad that the sky 
looks brown, not blue. 

The ozone layer around the earth 
protects us from the harmful rays 
of the sun. This layer is being 
damaged by gases called chloro-
ßuo rocarbons or CFCs. These 
gases are used in air conditioners, 
Þre extinguishers, and styrofoam. 

Americans cut down 850 million 
trees last year to make paper 
products. Sound like a lot of 
trees? One tree can be made into 
approximately 700 grocery bags , 
and a large grocery store uses 
about that many bags in an hour!

Teachers use the think-aloud procedure to teach students how to 
direct and monitor their thinking during reading (Wilhelm, 2001). 
By making their thinking explicit, they’re demonstrating what ca-

pable readers do implicitly (Keene & Zimmerman, 2007). After they watch teachers 
think aloud, students practice the procedure by thinking aloud about the literacy strat-
egies they’re learning. As they think aloud, students respond to the text, identify big 
ideas, ask self-questions, make connections, figure out how to solve problems that 
arise, and ref lect on their use of strategies. This procedure is valuable because students 
learn to be more active readers. They learn how to think metacognitively and to regu-
late their own cognitive processes (Baker, 2002).

THE STEPS. Teachers use these steps to teach students to think aloud:
1. Choose a book. Teachers who work with younger children usually choose a big

book, and those who teach older students often make copies of an excerpt from a
book they’re reading aloud to the class to demonstrate how to think aloud.

2. Plan the think-aloud. Teachers decide which strategies they want to demon-
strate, where they’ll pause, and the kinds of thinking they want to share.

3. Demonstrate a think-aloud. Teachers read the text, pausing to think aloud,
explaining what they’re thinking and how they’re using a strategy or solving a

Think-Alouds
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reading problem. They often use these “I” sentence starters to talk about their 
thinking:

I wondered if . . .
I don’t know this word, so . . .
I was confused by . . .
I didn’t understand why . . .
I think the big idea is . . .
I reread this part because . . .

4. Annotate the text. Teachers write a small self-stick note about their thinking and
attach it beside the text that prompted the think-aloud. They often use a word or
phrase, such as picture in my mind, context clues, or reread, to quickly document their
thinking.

5. Continue thinking aloud. Teachers continue reading the book, pausing to think
aloud again and annotate the text with additional notes about their thinking.

6. Reflect on the procedure. Teachers review their annotations, talk about their strat-
egy use, and ref lect on the usefulness of think-alouds as a tool for comprehending
what they’re reading.

7. Repeat the procedure. Teachers read another book and have students take turns
thinking aloud and annotating the text. Once students are familiar with the proce-
dure, they practice doing think-alouds in small groups and with partners.

Once students know how to think aloud, teachers can use this procedure as an as-
sessment tool. During student–teacher conferences, students reflect on their reading 
and evaluate how well they use particular strategies, and they think about what they 
could do differently to comprehend more effectively. Students can also refer to their 
annotations and write reflections about their use of particular strategies.

STANDARDS IN THE CLASSROOM. Click here to read how Ms. Carle addresses 
Standards when she teaches her struggling second graders to use think-alouds. 

Students use word sorts to examine and categorize words according
to their meanings, phoneme–grapheme correspondences, or spell-
ing patterns (Bear, Invernizzi, Templeton, & Johnston, 2016). The 

purpose of word sorts is to help students focus on conceptual and phonological features 
of words and identify recurring patterns. For example, as students sort cards with words 
such as stopping, eating, hugging, running, and raining, they discover the rule for doubling 
the final consonant in short-vowel words before adding an inf lectional ending.

Teachers choose categories for word sorts, depending on instructional goals or 
students’ developmental levels:

Rhyming words, such as words that rhyme with ball, fat, car, and rake
Consonant sounds, such as pictures of words beginning with r or l
Phoneme–grapheme relationships, such as words in which the final y sounds like 
long i (cry) and others in which the final y sounds like long e (baby)
Spelling patterns, such as long-e words with various spelling patterns (sea, greet, 
be, Pete)
Number of syllables, such as pig, happy, afternoon, and television
Root words and affixes
Conceptual relationships, such as words related to different characters in a story 
or to big ideas in a thematic unit

Word Sorts
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Many of the words chosen for word sorts come from books students are reading or 
from thematic units. The figures A Concept Sort and A Grammar Sort show two 
word sorts using words from Holes (Sachar, 2008).

Word sorts are effective for English learners because students build skills to under-
stand how English differs from their native language, and they develop knowledge to 
help them predict meaning through spelling (Helman, Bear, Templeton, Invernizzi, & 
Johnston, 2012). Because word sorts can be done in small groups, teachers can choose 
words for the sorts that are appropriate for students’ developmental levels.

THE STEPS. Teachers follow these steps for conducting a word sort:
1. Choose a topic. Teachers choose a language skill or content area topic for the word

sort and decide whether it will be an open or closed sort: In an open sort, students
determine the categories themselves based on the words they’re sorting, and in a
closed sort, teachers present the categories as they introduce the sorting activity.

2. Compile a list of words. Teachers compile a list of 6 to 20 words, depending on
grade level, that exemplify particular categories, and they write the words on small
cards. Or, small picture cards can be used.

3. Introduce the sorting activity. If it’s a closed sort, teachers present the categories
and have students sort word cards into these categories. If it’s an open sort, students
identify the words and look for possible categories. They arrange and rearrange the
cards until they’re satisfied with the sorting. Then they add category labels.

4. Make a permanent record. Students make a permanent record of their sort by
gluing the word cards onto a large sheet of construction paper or poster board or
by writing the words on a sheet of paper.

5. Share word sorts. Students share their word sorts with classmates, explaining the
categories they used (for open sorts).

Teachers use word sorts to teach phonics, spelling, and vocabulary. During liter-
ature focus units, students sort vocabulary words according to the beginning, middle, 

A CONCEPT SORT

Stanley Zero
Camp 

Green Lake Mr. Sir The Warden The Escape

unlucky

sneakers

Caveman

overweight

callused

million dollars

suitcase

nobody

Hector Zeroni

confession

homeless

Clyde LivingstonÕs
shoes

digger

frai l

wasteland

guards

investigation

yellow-spotted
lizard

scorpions

girl scout camp

temperature

grotesque

cowboy hat

swollen

tatto o

sunflower 
seeds

guard

tougher

Ms. Walker

holes

venom

miserable

fingernail 
polish

make-up kit

freckles

miracle

sploosh

thumbs-up sign

impossible

ledges

Big Thumb

happiness

Z01_TOMP0191_07_SE_COMP_pp435-486.indd   482 12/11/15   5:56 PM



483PART 4  Compendium of Instructional Procedures

or end of the story or according to character. During thematic units, students sort 
vocabulary words according to big ideas. 

Adjectives Nouns Verbs Adverbs

half-opened

scratchy

tougher

desolate

throbbing

metallic

shriveled

callused

wasteland

curiosity

fossil

allergies

pitchfor k

warden

sneakers

Caveman

chewing

waits

howled

startled

watches

gazes

wiggled

scooped

surely

previously

quickly

well

intently

supposedly

always

angrily 

A GRAMMAR SORT

Word walls are collections of words posted in the classroom that
students use for word-study activities and refer to when they’re 
writing (Wagstaff, 1999). Teachers make word walls using construc-

tion paper squares or sheets of butcher paper that have been divided into alphabetized 
sections. Students and the teacher write on the word wall interesting, confusing, or 
other important words from books they’re reading and related to big ideas they’re 
learning during thematic units. Usually students choose the words to write on the 
word wall, and they may even do the writing themselves, but teachers add any impor-
tant Tier 2 words that students haven’t chosen.

A second type of word wall for high-frequency words is used in primary grade 
classrooms: Teachers hang large sheets of construction paper, one for each letter of 
the alphabet, on a wall of the classroom, and then post high-frequency words such as 
the, is, are, you, what, and to as they’re introduced (Cunningham, 2013; Lynch, 2005). 
This word wall remains on display, and additional words are added throughout the year. 
In kindergarten classrooms, teachers begin the school year by placing word cards with 
students’ names on the wall chart and adding common environmental print, such as  
K-Mart and McDonald’s. Later in the year, they add words such as I, love, the, you, Mom, 
Dad, good, and other words that students want to be able to read and write.

THE STEPS. Teachers usually create word walls with the whole class, and they follow 
these steps:

1. Prepare the word wall. Teachers prepare a blank word wall from sheets of con-
struction paper or butcher paper, dividing it into 12 to 24 boxes and labeling the
boxes with letters of the alphabet.

Word Walls

Z01_TOMP0191_07_SE_COMP_pp435-486.indd   483 12/11/15   5:56 PM



PART 4  Compendium of Instructional Procedures484

2. Introduce the word wall. Teachers introduce the word wall and write several key
words on it before beginning to read.

3. Add words to the word wall. Students suggest “important” words for the word
wall as they’re reading a book or participating in thematic-unit activities. Students
and the teacher write the words in the alphabetized blocks, making sure to write
large enough so that most students can see the words. If a word is misspelled, it’s
corrected because students will be using the words in various activities. Sometimes
the teacher adds a small picture or writes a synonym for a difficult word, puts a box
around the root word, or writes the plural form or other related words nearby.

4. Use the word wall. Teachers use the word wall for a variety of vocabulary activi-
ties, and students refer to the word wall when they’re writing.

Teachers use word walls during literature focus units and thematic units, and pri-
mary grade teachers also teach high-frequency words using word walls. They involve 
students in a variety of word-study activities. For example, students do quickwrites 
using words from the word wall and refer to the word wall when they’re writing jour-
nal entries and books. Teachers also use words from the word wall for word sorts 
and tea party activities. In addition, primary grade teachers use words from high-
frequency word walls for phonics and other word-study activities. One example is a 
popular word-hunt game: Teachers distribute small whiteboards and have students 
identify and write words from the word wall on them according to the clues they pro-
vide. For example, teachers say, “Find the word that begins like          ,” “Look for the 
word that rhymes with       ,” “Find the word that alphabetically follows          ,” or 
“Think of the word that means the opposite of  ,” depending on what students 
are learning. As they play this game, students read and reread the words, apply pho-
nics and word-study concepts, and practice spelling high-frequency words.

STANDARDS IN THE CLASSROOM. Click here to read how Mrs. Greene addresses 
Standards as fifth graders create sentences using words from the word wall.  
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Glossary

academic language The language used in the classroom, 
in books, and on tests. ItÕs more difficult to understand 
than everyday, spoken English.

accommodation A Piagetian process in which learners cre-
ate schemas because of new information or experiences.

aesthetic reading Reading for pleasure; the term was 
introduced by Louise Rosenblatt.

affix A syllable added to the beginning (prefix) or end 
(suffix) of a word to change its meaning (e.g., il-  in 
illiterate and -al in national).

alliteration A sound device in which authors repeat a 
consonant sound in several words in a sentence or 
line of poetry.

alphabetic principle The assumption underlying alpha-
betical language systems that each sound has a corre-
sponding graphic representation (or letter).

antonyms Words with opposite meanings (e.g., goodÐbad).

applying The fifth stage of the reading process, in which 
readers go beyond the text to use what theyÕve learned 
in another literacy experience, often by making a proj-
ect or reading another book.

assessment An ongoing process to monitor growth, diag-
nose problems, and improve learning; in contrast, evalu-
ation is used at the end of instruction to make judgments 
and determine quality against a set of standards.

assimilation A Piagetian process in which learners modify 
or incorporate new information and experiences into 
existing schemas.

authentic Activities and materials related to real-world 
reading and writing.

automaticity Identifying words accurately and quickly 
when reading.

background knowledge A studentÕs knowledge or previ-
ous experiences about a topic.

balanced approach An approach to literacy instruction 
in which teachers integrate instruction with authentic 
reading and writing experiences.

basal readers Reading textbooks that are leveled accord-
ing to grade.

Basic Interpersonal Communicative Skills (BICS) The 
language skills used in everyday social situations; 
theyÕre not cognitively demanding.

big books Enlarged versions of picture books that teach-
ers read with children, usually in the primary grades.

blend To combine the sounds represented by letters to 
pronounce a word.

bound morpheme A morpheme that isnÕt a word and 
canÕt stand alone (e.g., -s, tri-).

breve A mark shaped like a smile thatÕs placed over a 
vowel to indicate that it represents a short sound (e.g., 
b!th, "nd, and c#t).

close reading A procedure to deepen studentsÕ compre-
hension of challenging texts through repeated read-
ings of a brief text passage and analysis of individual 
words and sentences.

cloze An activity in which students replace words that 
have been deleted from a text.

cluster A spider webÐlike diagram used to collect and 
organize ideas after reading or before writing; also 
called a map or a web.

cognition Thinking.

Cognitive Academic Language Proficiency (CALP)  
The formal academic language thatÕs needed for 
school success. ItÕs the language use in classrooms, in 
books, and on tests. In contrast to BICS, itÕs cogni-
tively demanding.

cognitive strategy A learning process that requires think-
ing, such as predicting, inferring, and revising.

Common Core State Standards An initiative that de-
scribes what American KÐ12 students should learn in 
language arts and math at each grade level. The goal 
is to ensure that students graduating from high school 
are prepared for college or the workforce.

compound word A new word formed with two or more 
words that has its own meaning; it can be spelled as 
one word, joined together with a hyphen, or spelled 
as separate words (e.g., makeup, newspaper, upside-down, 
mother-in-law, high school, police officer).

comprehension The process of constructing meaning us-
ing both the authorÕs text and the readerÕs background 
knowledge for a specific purpose.

concepts about written language Basic understandings 
about the way print works, including the direction of 
print, spacing, punctuation, letters, and words.
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conditional knowledge Metacognitive knowledge about 
when to use a reading or writing strategy or perform 
the steps in a process, such as the writing process.

consonant A speech sound characterized by friction or 
stoppage of the airflow as it passes through the vocal 
tract; usually any letter except a, e, i, o, and u.

consonant blend Combinations of two or three conso-
nants; each one is pronounced, in contrast to consonant 
digraphs. Examples include swing, bump, clean, and bent.

consonant digraph Two adjacent consonants that repre-
sent a sound not represented by either consonant alone 
(e.g., thÐthis, chÐchin, shÐwash, phÐtelephone).

context clue Information from the words or sentences 
surrounding a word that helps to clarify the wordÕs 
meaning.

conventions Mechanics of writing, including spelling, 
capitalization, punctuation, and grammar.

critical comprehension The third level of comprehen-
sion; readers analyze symbolic meanings, distinguish 
between facts and opinions, and draw conclusions.

critical literacy An instructional approach in which 
students read texts to understand issues of power, 
inequality, and injustice, and theyÕre empowered 
through social action projects.

cueing systems The phonological, semantic, syntactic, and 
pragmatic information that students rely on as they read.

declarative knowledge Metacognitive knowledge or fac-
tual information about a reading or writing strategy or 
process, such as the writing process.

decoding Using word-identification strategies to pro-
nounce and attach meaning to an unfamiliar word.

diagnosis Determining specific problems readers are hav-
ing, generally using a test.

dialect A variety of language.

differentiated instruction Procedures for assisting students 
in learning, providing options, challenging students, and 
matching books to students to maximize their learning.

diphthong A sound produced when the tongue glides 
from one sound to another; itÕs represented by two 
vowels (e.g., oyÐboy, ouÐhouse, owÐhow).

drafting The second stage of the writing process, in which 
writers pour out ideas in a rough draft.

echo reading The teacher or another reader reads a sen-
tence and a group of students reread or ÒechoÓ what 
was read.

editing The fourth stage of the writing process, in which 
writers proofread to identify and correct spelling, capi-
talization, punctuation, and grammar errors.

efferent reading Reading for information.

Elkonin boxes A strategy for segmenting sounds in a word 
that involves drawing a box to represent each sound.

emergent literacy ChildrenÕs early reading and writing 
development before conventional reading and writing 
instruction.

environmental print Signs, labels, and other print found 
in the community.

eponym Words created from peopleÕs names, such as 
maverick, silhouette, diesel, LeviÕs, and sandwich.

etymology The origin and history of words; the etymo-
logical information is enclosed in brackets in dictionary 
entries.

evaluation Summative assessment conducted after learning.

evaluative comprehension The fourth and most sophis-
ticated level of comprehension; readers judge the value 
of the text theyÕre reading.

explicit instruction Systematic instruction of concepts, 
strategies, and skills that builds from simple to complex.

exploring The fourth stage of the reading process, in 
which readers reread the text, study vocabulary words, 
and learn strategies and skills.

expository text Nonfiction.

expository text structures The organizational patterns 
of nonfiction textsÑ description, comparison, sequence, 
cause-effect, and problem-solution.

eZines Online literary magazines.

family literacy HomeÐschool partnerships to enhance 
studentsÕ literacy development.

figurative meaning The symbolic meaning of a word 
or phrase; figures of speech, such as metaphors and 
symbols, are used to make the text more metaphorical.

fluency Reading smoothly, quickly, and with expression.

formative evaluation Informal assessment procedures that 
teachers use during the learning process.

free morpheme A morpheme that can stand alone as a 
word (e.g., book, cycle).

frustration reading level The level of reading material 
thatÕs too difficult for students to read successfully; 
accuracy level is less than 90%.
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genre A category of literature such as folklore, science fic-
tion, biography, or historical fiction, or a writing form.

Goldilocks Strategy A strategy for choosing Òjust rightÓ 
books.

grammar The structure of a language; that is, how words 
combine to form sentences.

grapheme A written representation of a sound using one 
or more letters.

graphic novels Book-length comics.

graphic organizers Diagrams that provide organized 
visual representations of information from texts.

graphophonemic SoundÐsymbol relationships.

high-frequency word A common English word, usually 
a word among the 100 or 300 most common words 
(e.g., the, is, what).

high-stakes tests Standardized achievement tests that 
are administered with the knowledge that important 
funding, placement, graduation, or tenure decisions 
are riding on the result.

homographs Words that are spelled alike but are pro-
nounced differently (e.g., a present and to present).

homonyms Words that sound alike but are spelled dif-
ferently (e.g., seaÐsee, thereÐtheirÐtheyÕre); also called 
homophones.

homophones Words that sound alike but are spelled dif-
ferently (e.g., thereÐtheirÐtheyÕre); also called homonyms.

hyperbole A stylistic device involving obvious exaggerations.

idioms Expressions that mean something different than 
the literal meanings of the individual words (e.g., Òkick 
the bucket,Ó Òa piece of cake,Ó Òhold your horsesÓ).

imagery The use of words and figurative language to cre-
ate an impression.

independent reading level The level of reading material 
that students can read independently with high com-
prehension and an accuracy level of 95Ð100%.

inferential comprehension The second level of com-
prehension; readers draw inferences using clues in the 
text, implied information, and their own knowledge.

inflectional endings Suffixes that express plurality or pos-
session when added to a noun (e.g., girls, girlÕs), tense 
when added to a verb (e.g., walked, walking), or compari-
son when added to an adjective (e.g., happier, happiest).

informal reading inventory (IRI) An individually ad-
ministered reading test composed of word lists and 

graded passages that are used to determine studentsÕ 
independent, instructional, and frustration levels and 
listening capacity levels.

informational text Nonfiction books and articles.

instructional reading level The level of reading mate-
rial that students can read with teacher support and 
instruction with 90Ð94% accuracy.

interpretation Comprehension.

intervention Intense, individualized instruction for strug-
gling readers to solve reading problems and accelerate 
their growth.

invented spelling StudentsÕ attempts to spell words that 
reflect their developing knowledge about the spelling 
system.

leveled books Books that have been evaluated and ranked 
according to difficulty level.

Lexile scores A method of estimating the difficulty level 
of a text.

listening capacity level The highest level of graded pas-
sage that students can understand when itÕs read aloud 
to them.

literacy The ability to read and write.

literacy coach A reading specialist who provides profes-
sional development for teachers and supports their 
implementation of the instructional programs.

literal comprehension The most basic level of compre-
hension; readers pick out main ideas, sequence details, 
and notice similarities and differences to understand 
whatÕs explicitly stated in a text.

literature circle An instructional approach in which stu-
dents meet in small groups to read and respond to a book.

literature focus unit An approach to reading instruction 
in which the whole class reads and responds to a piece 
of literature.

literal meaning The direct meaning of a text; the words 
in the text have common, everyday meanings, and no 
figures of speech are used.

long vowels The vowel sounds that are also names of the 
alphabet letters: /!/ as in make, /"/ as in feet, / #/ as in 
ice, /$/ as in coat, and /%/ as in rule.

lowercase letters The letters that are smaller and usually 
different from uppercase letters.

macron A horizontal mark thatÕs placed over a vowel to 
indicate that it represents a long sound (e.g., r$le, g%, 
b&ke, and p'le).
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mechanics Conventions of writing, including spelling, 
capitalization, punctuation, and grammar.

metacognition StudentsÕ awareness of their own thinking 
and learning processes.

metacognitive strategy A learning process that requires 
reflection, such as monitoring or evaluating.

metaphor A comparison expressed directly, without using 
like or as.

miscue analysis A procedure for categorizing and analyz-
ing a studentÕs oral reading errors.

mood The tone of a story or poem.

morpheme The smallest meaningful part of a word; 
sometimes itÕs a word (e.g., cup, hope), and sometimes 
it isnÕt a whole word (e.g., -ly, bi-).

multigenre project A collection of student products and 
texts representing different genres that are related to 
a repetend or theme.

narrative A story.

new literacies The ability to use digital and multimodal 
technologies to communicate and learn effectively.

nonstandard English A dialect of English other than 
Standard English.

onomatopoeia Words that imitate sounds, such as ker-
plunk, zaaaap, wroom, and splat.

onset The part of a syllable or one-syllable word that 
comes before the vowel (e.g., c in cat, sh in shell, and 
str in string).

orthography The spelling system.

oxymoron A figure of speech in which opposite ideas are 
joined to create an effect (e.g., cruel kindness, jumbo 
shrimp, and walking dead ).

palindrome A word or phrase that reads the same forward 
and backward (e.g., mom, eye, toot, racecar).

personification Figurative language in which objects and 
animals have human qualities.

phoneme A sound; itÕs represented in print with slashes 
(e.g., /s/ and /th/ ).

phoneme–grapheme correspondence The relationship 
between a sound and the letter(s) representing it.

phonemic awareness The ability to manipulate the 
sounds in words orally.

phonics Predictable relationships between phonemes and 
graphemes.

phonogram A rime or word family (e.g., -ill  is the pho-
nogram used to create this word family: bill, gill, hill, 
chill, will, quill, thrill ).

phonological awareness The ability to identify and ma-
nipulate phonemes, onsets and rimes, and syllables; it 
includes phonemic awareness.

phonology The sound system of language.

plot The events that make up a story.

polysyllabic Containing more than one syllable.

portfolio assessment An alternative form of assessment 
using studentsÕ collections of their work samples, 
including writings, multimedia projects, and other 
artifacts, to demonstrate growth and achievement 
over time.

portmanteau word A blended word made by combining 
two words (e.g., motor + hotel = motel, and breakfast + 
lunch = brunch).

pragmatics The social use system of language.

prefix A syllable added to the beginning of a word to 
change its meaning (e.g., re- in reread ).

prereading The first stage of the reading process, in 
which readers activate background knowledge, set 
purposes, and make plans for reading.

prewriting The first stage of the writing process, in which 
writers gather and organize ideas for writing.

procedural knowledge Metacognitive knowledge about 
when to use a reading or writing strategy or do a pro-
cess, such as stages in the writing process.

proofreading Reading a composition to identify spelling 
and other mechanical errors.

prosody The ability to orally read sentences expressively, 
with appropriate phrasing and intonation.

publishing The fifth stage of the writing process, in which 
writers make the final copy of their writing and share 
it with an audience.

r-controlled vowels When vowels are followed by an 
r, it affects how the vowels are pronounced (e.g., are, 
where, and scare).

readability formula A method of estimating the difficulty 
level of a text.

reader factors The factors that enable students to com-
prehend what they read, including background knowl-
edge, vocabulary, reading fluency, and comprehension 
strategies and skills.
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reading The second stage of the reading process, in which 
readers read the text for the first time using indepen-
dent reading, shared reading, or guided reading, or by 
listening to it read aloud. Also, the complex process of 
understanding written text.

reading process The process in which students use pre-
reading, reading, responding, exploring, and applying 
to negotiate meaning and create an interpretation of 
a text.

reading rate Reading speed, usually reported as the aver-
age number of words read correctly in 1 minute.

repetend The theme of a multigenre project.

responding The third stage of the reading process, in 
which readers respond to the text, often through grand 
conversations and by writing in reading logs.

revising The third stage of the writing process, in which 
writers clarify meaning in their rough drafts.

rhyming words Words with the same rime sound (e.g., 
white, bright).

rime The part of a syllable or one-syllable word that 
begins with the vowel (e.g., -at in cat, -ell in shell, -ing 
and in string).

rubric A guide listing specific criteria for grading student 
work; it includes levels of achievement and is scored 
numerically.

scaffolding The support a teacher provides to students as 
they read and write.

schema A cognitive structure or mental file.

schwa The neutral vowel sound in an unaccented syl-
lable of words with two or more syllables; the sound is 
marked with e, an upside-down lowercase e (e.g., egain, 
sof e, penc el, and vit emin). 

segment To pronounce a word slowly, saying each sound 
distinctly.

self-efficacy StudentsÕ belief in their capability to succeed 
and reach their goals; students who have self-efficacy are 
more likely to be higher achieving readers and writers.

semantics The meaning system of language.

short vowels The vowel sounds represented by /&/ as in cat, 
/eù/ as in bed, /õù/ as in big, /où/ as in hop, and /'/ as in cut.

simile A comparison expressed using like or as.

six traits An analytical model for teaching and assessing 
writing using these qualities of good writing: ideas, 
organization, voice, word choice, sentence fluency, conven-
tions, and presentation.

skill An automatic processing behavior that students use 
in reading and writing, such as sounding out words, 
recognizing antonyms, and capitalizing proper nouns.

Standard English The variety of English thatÕs the model 
for educated users.

standardized achievement tests Tests, usually created 
by commercial publishers, that measure academic 
achievement against grade-level standards; they 
employ uniform procedures for administering and 
scoring so that results across schools, districts, and 
states are comparable.

strategy A problem-solving behavior that students use in 
reading and writing, such as predicting, monitoring, 
visualizing, and summarizing.

struggling reader or writer A student who isnÕt meeting 
grade-level expectations in reading or writing.

suffix A syllable added to the end of a word to change its 
meaning (e.g., -y in hairy, -ful in careful ).

summative evaluation Formal assessment procedures 
used after learning to judge the studentsÕ achievement 
and the effectiveness of instruction.

syllable An uninterrupted segment of speech that in-
cludes a vowel sound (e.g., get, a-bout, but-ter-fly, 
con-sti-tu-tion).

symbol An object used to represent something else.

synonyms Words that mean nearly the same thing (e.g., 
roadÐstreet).

syntax The structural system of language or grammar.

text complexity A way to determine the comprehension 
demands of a book or other text using reader and text 
factors.

text factors The genres, text structures, and text fea-
tures that make books easier or more difficult to 
comprehend.

text features Literary devices and display conventions 
that authors use to achieve particular effects in their 
writing, such as point of view, metaphors, rhyme, and 
headings.

text set A collection of fiction and nonfiction books and 
digital resources at varied reading levels on a topic.

text structures Organizational patterns or genres.

theme The underlying meaning of a story.

think-aloud A procedure in which teachers or students 
verbalize their thoughts while reading or writing to 
describe their strategy use.
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trade book A published book that isnÕt a textbook; the 
type of books in bookstores and libraries.

uppercase letters The letters that are larger and are 
used as first letters in a name or at the beginning of a 
sentence; also called Òcapital letters.Ó

voice The authorÕs writing style.

vowel A voiced speech sound made without friction or 
stoppage of the airflow as it passes through the vocal 
tract; the letters a, e, i, o, u, and sometimes w and y.

vowel digraph Two or more adjacent vowels in a syllable 
that represent a single sound (e.g., bread, eight, pain, saw).

word consciousness StudentsÕ interest in and awareness 
of words and their meanings.

word family A group of words with the same rime (e.g., 
ball, call, fall, hall, mall, tall, and wall ).

word identification Strategies that students use to de-
code words, such as phonic analysis, analogies, syllabic 
analysis, and morphemic analysis.

writer’s craft The language tools that writers use to con-
vey meaning effectively, including imagery, humor, 
alliteration, sentence structure, and viewpoint.

writing genres Forms of writing, such as stories, friendly 
letters, essays, and poems.

writing process The process in which students use pre-
writing, drafting, revising, editing, and publishing to 
develop and refine a composition.

zone of proximal development The distance between 
studentsÕ actual developmental level and their po-
tential developmental level that can be reached with 
scaffolding by the teacher or classmates.
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