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to Opportunity

The PaCLP is designed to provide guidance to stakeholders about their roles in developing an integrated, aligned, and
comprehensive set of literacy experiences for students. The plan identifies and describes essential evidence-based
notions about the content of literacy and the processes by which all stakeholders can facilitate learning in a coherent and
consistent manner.

Five Guiding Principles

Literacy is a critical foundation for all learning and serves as a “keystone” for opportunity and success. The Standards
for literacy must promote high level learning for all students to ensure that they are prepared to meet the challenges
of the 21st century. Because literacy is an important skill in itself and serves as a tool for learning, it is an essential at
all levels (Birth-Grades 12). Moreover, to enhance literacy learning of students, there must be shared responsibility of
educators, parents and caretakers, and the broader community.

Student learning, motivation, and access to educational opportunities are increased when linguistic, cultural, and
personal experiences are valued, understood, represented in the curriculum and classroom practice, and used to help
students make connections between what they know and what they are learning. Multiple perspectives and
experiences provide opportunities for students to learn about their own as well as the culture of others.

There must be high expectations for all learners and a belief that all are capable of gaining literacy skills that enable
them to be successful as adults. Instruction must address the full range of learners, must be differentiated to meet
each child’s needs, and requires a well-integrated system connecting general, compensatory, gifted, and special
education.

Evidence-based decision-making must be at the heart of all instructional decisions related to literacy development.

Educators must be prepared to teach effectively in the schools of the 21st century and be provided with continuing
professional development support that enables them to be lifelong learners.

Six Essential Elements

Literacy programs (Birth-12) require a well-articulated, coherent set of goals based on standards as identified by
Pennsylvania Department of Education. Articulation is needed between all levels, but especially at important
transition points, (i.e., pre-school to kindergarten; elementary school to middle school; and middle school to
secondary school). Such programs also require an understanding that each of the language arts contributes to the
learning of the other disciplines.

Oral language is the foundation for literacy development. Speaking and listening are the tools of communication that
become the basis for the written word.

Effective assessment is a key component of quality teaching and learning and is important for literacy instruction and
student learning. Teachers, schools, districts, and the state need the knowledge and understanding of how to use
data-driven decision-making to inform instructional practices and improve student learning.

Fostering engagement and academic resiliency are keys to developing literate students.

Differentiation of instruction is key to enhancing students’ ability to learn. Teachers must be able to plan instruction
that accounts for the differences that exist in students’ skills, interests, cultures, and experiential backgrounds.

The development of a literate individual requires that educators in all of the academic disciplines incorporate literacy
instruction as a means of enhancing students’ ability to learn the content of the discipline.

< | -
_ 4 pennsylvania
B DEPARTMENT OF EDUCATION
The Pennsylvania Comprehensive Literacy Plan (PaCLP) is available online at http://pdesas.org under Instruction:
Keystones to Opportunity.
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DeHaene, S. (2009). Reading in the brain: The new science of how we read.
Penguin Books: New York. p 11.

“Written word processing starts in our eyes. Only the center of the
retina, called the fovea, has a fine enough re.;,olution to allow for the
recognition of small print. Our eyes must therefore move around the page
constantly. Whenever our eyes stop, we only recognize one or two words.
Each of them is then split up unto myriad fragments by retinal neurons and
must be put back together before it can be recognized. Our visual system
progressively extracts graphemes, syllables, prefixes, suffixes, and word
roots. Two major parallel processing routes eventually come in to play; the
phonological route which converts letters into speech sounds and the lexical

route which gives access to a mental dictionary of word meanings.”

What did you have to know and be able to do to read and comprehend this passage?
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Four Part Processing System
(Seidenberg and McClelland 1989)
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Oral Language Development

Why do we have language? Why do we learn language early?
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What is the progression of learning a language? What other interesting points did you discover?
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Parent Engagement

“My vision for family engagement is ambitious...| want to have too many parents
demanding excellence in their schools. | want all parents to be real partners in
education with their children’s teachers, from cradle to career. In this partnership,
students and parents should feel connected—and teachers should feel
supported...when parents demand change and better options for their children,
they become the real accountability backstop for the educational system.”

(Secretary of Education, Arne Duncan, May 3, 2010).

| now KNOW that | am my son's first and most important teacher, and | want to
be able to help him succeed in his education until he graduates. And...maybe
beyond that!”

(Family Literacy Parent, Mifflin County, 2011)
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Oral Language Time to Reflect:

In your journal; think of your classroom, and your students and answer the following:

What should oral language “look like/sound like” in your classroom?

“Looks Like” “Sounds Like”

What do you currently have in place, and what do you currently want to add/modify?
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The Hourglass Model: Reproduced with permission from author Carol A. Tolman. Original can

be located in LETRS training modules by SoprisWest.
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Phonological Awareness Scavenger Hunt

1. Logon to the Standards-Aligned System at www.pdesas.org
e Click on “Standards”
o Click on “View Standards” and under “Select a Grade level/Subject Area”
= Click on down arrow to right of “select a grade level”
e Choose either K-2 or 3-5 or 6-8
= Click on down arrow to right of “select a subject area”
e Choose “Reading, writing, speaking & listening”
= |Locate some materials you find of value for phonological awareness
e Save them in your ePortfolio
o Why do you find these tools valuable for your grade level?

2. Logon to the Standards-Aligned System at www.pdesas.org
e Click on “Standards”
o Click on PA Common Core
o Click on Appendix A
e Read pages 18 (from “Phonological Awareness”) to 20 (to “Orthography”) and answer the
following questions

o What tools do you currently have in place to support the skills listed within these pages?

o What tools do you still need?

3. Depending on your grade level, go to www.google.com . In search box, type: Phonological awareness

activities for [your grade level] (pre-k; k; first grade, etc., older students). Share your findings with a
partner.
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Phonological Awareness Time to Reflect:

In your journal; think of your classroom, and your students and answer the following:

What should phonological awareness “look like/sound like” in your classroom?

“Looks Like”

“Sounds Like”

What do you currently have in place, and what do you currently want to add/modify?
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Phonics and Orthography Expert Teams

Expert Team 1: PA Common Core: Foundational Skills
e Spiraling Common Core Activity: Using the tool on page 13 of the participant’s guide, text render
the document, looking for similarities and differences. Report information to an individual in
Expert Team 2 & Expert Team 3.
Expert Team 2: Review of Phoneme-Grapheme Correspondence in CCSS Appendix A
® Appendix A: CCSS Phoneme-Grapheme Correspondence
e Review pgs 17-22
e Reportinformation to an individual in Expert Team 1 & Expert Team 3.
Expert Team 3: PaCLP
® Using the “find tool” in the PDF, search the document for “phonics” and “orthography”
e What are the implications for phonics instruction?
® Reportinformation to an individual in Expert Team 1 & Expert Team 2.

What information did you find to add to your current knowledge?

What tools do you still need?

If time allows: Depending on your grade level, 80 to www.google.com . In search box, type: Phonics and

Orthography activities for [your grade level] (pre-k; k; first grade, etc., older students). Share your
findings. Post on Today’s Meet if applicable.
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Foundational Skills K—=5

Students gain a working knowledge of concepts of print, alphabetic principle and other basic
conventions.

Phonics and Word Recognition

Grade 5 - Know and apply grade level phonics and word analysis skills in decoding words. Use
combined knowledge of all letter-sound correspondences, syllabication patterns and morphology to
read accurately unfamiliar multisyllabic words.

Grade 4 — Know and apply grade level phonics and word analysis skills in decoding words. Use
combined knowledge of all letter-sound correspondence, syllabication patterns and morphology to read
accurately unfamiliar multisyllabic words.

Grade 3 — Know and apply grade level phonics and word analysis skills in decoding words. Identify and
know the meaning of the most common prefixes and derivational suffixes. Decode words with common
Latin suffixes. Decode multi-syllable words. Read grade appropriate irregularly spelled words.

Grade 2 - Know and apply grade level phonics and word analysis skills in decoding words. Distinguish
long and short vowels when reading regularly spelled one-syllable words. Decode two syllable words
with long vowels and words with common prefixes and suffixes. Read grade level high-frequency sight
words and words with inconsistent but common spelling sound correspondences. Read grade
appropriate irregularly spelled words.

Grade 1 - Know and apply grade level phonics and word analysis skills in decoding words. Identify
common consonant diagraphs, final-e and common vowel teams. Decode one and two-syllable words
with common patterns. Read grade level words with inflectional endings. Read grade appropriate
irregularly spelled words.

Kindergarten - Know and apply grade level phonics and word analysis skills in decoding words.
Demonstrate basic knowledge of one to one letter sound correspondence. Associate the long and short
sounds with common spellings for the five major vowels. Read grade level high frequency sight words
with automaticity. Distinguish between similarly spelled words by identifying the sounds of the letters
that differ.

Pre-K — Develop beginning phonics and word skills. Associates some letters with their names and
sounds. Identify familiar words and environmental print.
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Phonics Time to Reflect:

In your journal; think of your classroom, and your students and answer the following:

What should phonics “look like/sound like” in your classroom?

“Looks Like”

“Sounds Like”

What do you currently have in place, and what do you currently want to add/modify?
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Accuracy and Fluency Time to Reflect:

In your journal; think of your classroom, and your students and answer the following:

What should accuracy and fluency “look like/sound like” in your classroom?

“Looks Like” “Sounds Like”

What do you currently have in place, and what do you currently want to add/modify?
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Working through
Vocabulary Tiers

been learning?

Word Category 1: Category 2: Category 3: Tier
Is this a Does the word relate to Is the word helpful in
generally other words or ideas understanding the text? Choose
useful word? that the student has 1,2,0or3

* If the word fits in all categories above, then it is most probably a Tier 2 word.

* If the word fits in first category only, then it is probably a Tier 1 word.

* If the word fits in category 2 & 3, but not in 1, then it is probably a Tier 3 word>

© These materials cannot be duplicated or revised in any manner without the express permission of the PA Department of Education.
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Reading Literature

Students read and respond to works of literature — with emphasis on comprehension, making
connections among ideas and between texts with focus on textual evidence.

Craft and Structure — Vocabulary

Grade 11-12 - Evaluate how words and phrases shape meaning and tone in texts.

Grade 9-10 - Analyze how words and phrases shape meaning and tone in texts.

Grade 8 - Analyze the influence of the words and phrases in a text including figurative and connotative
meanings; and how they shape meaning and tone.

Grade 7 - Determine the meaning of words and phrases as they are used in grade level reading and content,
including interpretation of figurative, connotative meanings.

Grade 6 - Determine the meaning of words and phrases as they are used in grade level reading and
content, including interpretation of figurative language in context.

Grade 5 - Determine the meaning of words and phrases as they are used in grade level text, including
interpretation of figurative language.

Grade 4 - Determine the meaning of words and phrases as they are used in grade level text, including
figurative language.

Grade 3 - Determine the meaning of words and phrases as they are used in grade level text, distinguishing

literal from non-literal meaning as well as shades of meaning among related words.

Grade 2 - Describe how words and phrases supply rhythm and meaning in a story, poem, or song.
Grade 1 - |dentify words and phrases in stories or poems that suggest feelings or appeal to the senses.
Kindergarten - Ask and answer questions about unknown words in a text.

Pre-K - Answer questions about unfamiliar words read aloud from a story.
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Vocabulary Time to Reflect:

In your journal; think of your classroom, and your students and answer the following:

What should vocabulary instruction “look like/sound like” in your classroom?

“Looks Like”

“Sounds Like”

What do you currently have in place, and what do you currently want to add/modify?
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Jigsaw Activity: RAND Report Reading for
Understanding
Toward an R&D Program in Reading Comprehension (Copyright 2002)

THE READER (person #1)

To comprehend, a reader must have a wide range of capacities and abilities. These include
cognitive capacities (e.g., attention, memory, critical analytic ability, inferencing, visualization
ability), motivation (a purpose for reading, an

interest in the content being read, self-efficacy as a reader), and various types of knowledge
(vocabulary, domain and topic knowledge, linguistic and discourse knowledge, knowledge of
specific comprehension strategies). Of course, the specific cognitive, motivational, and linguistic
capacities and the knowledge base called on in any act of reading comprehension depend on the
texts in use and the specific activity in which one is engaged.

Fluency can be conceptualized as both an antecedent to and a consequence of comprehension.
Some aspects of fluent, expressive reading may depend on a thorough understanding of a text.
However, some components of fluency—quick and efficient recognition of words and at least
some aspects of syntactic parsing—appear to be prerequisites for comprehension. As a reader
begins to read and completes whatever activity is at hand, some ofthe knowledge and capabilities
of the reader change. For example, a reader might increase domain knowledge during reading.
Similarly, vocabulary, linguistic, or discourse knowledge might increase. F luency could also
increase as afunction of the additional practice in reading.

Motivational factors, such as self-concept or interest in the topic, might change in either a
positive or a negative

direction during a successful or an unsuccessful reading experience. Another important source of
changes in knowledge and capacities is the instruction that a reader receives. Appropriate
instruction will foster reading

comprehension, which is defined in two ways—the comprehension of the text under current
consideration and comprehension capacities more generally.

Thus, although teachers may focus their content area instruction on helping students understand
the material, an important concurrent goal is helping students learn how to become self-
regulated, active readers who have a variety

of strategies to help them comprehend. Effective teachers incorporate both goals into their
comprehension instruction. They have a clear understanding of which students need which type
of instruction for which texts, and they give students the instruction they need to meet both short-
term and long-term comprehension goals.

THE TEXT (person #2)

The features of text have a large effect on comprehension. Comprehension does not occur by
simply extracting meaning from text. During reading, the reader constructs different
representations of the text that are important for comprehension. These representations include,
for example, the surface code (the exact wording of the text), the text base (idea units

© These materials cannot be duplicated or revised in any manner without the express permission of the PA Department of Education. 20




representing the meaning), and a representation of the mental models embedded in the text. The
proliferation of computers and electronic text has led us to broaden the definition of text to
include electronic text and multimedia documents in addition to conventional print. Electronic
text can present particular challenges to comprehension; such as dealing with the non-linear
nature of hypertext, but it also offers the potential for supporting the comprehension of complex
texts, for example, through hyperlinks to definitions or translations of difficult words or to
paraphrasing of complex sentences.

Texts can be difficult or easy, depending on factors inherent in the text, on the relationship
between the text and the knowledge and abilities of the reader, and on the activities in which the
reader is engaged. For example, the content presented in the text has a critical bearing on reading
comprehension. A reader’s domain knowledge interacts with the content of the text in
comprehension. In addition to content, the vocabulary load of the text and its linguistic structure,
discourse style, and genre also interact with the reader’s knowledge. When too many of these
factors are not matched to a reader’s knowledge and experience, the text may be too difficult for
optimal comprehension to occur. Further, various activities are better suited to some texts than to
others. For example, electronic texts that are the product of Internet searches typically need to be
scanned for relevance and for reliability, unlike assigned texts that are meant to be studied more
deeply. Electronic texts that incorporate hyperlinks and hypermedia

introduce some complications in defining comprehension because they require skills and abilities
beyond those required for the comprehension of conventional, linear print.

The challenge of teaching reading comprehension is heightened in the current educational era
because all students are expected to read more text and more complex texts. Schools can no
longer track students so that only those with

highly developed reading skills take the more reading-intensive courses. All students now need
to read high-level texts with comprehension to pass highstakes exams and to make themselves
employable.

THE ACTIVITY (person #3)

Reading does not occur in a vacuum. It is done for a purpose, to achieve some end. Activity
refers to this dimension of reading. A reading activity involves one or more purposes, some
operations to process the text at hand, and the consequences of performing the activity. Prior to
reading, a reader has a purpose, which can be either externally imposed (e. g., completing a class
assignment) or internally generated (wanting to program a VCR). The purpose is influenced by a
cluster of motivational variables, including interest and prior knowledge. The initial purposes can
change as the reader reads. That is, a reader might encounter information that raises new
questions that make the original purpose either incomplete or irrelevant. When the purpose is
externally mandated, as in instruction, the reader might accept the purpose and complete the
activity; for example, if the assignment is “read a paragraph in order to write a summary,” the
compliant student will accept that purpose and engage in reading operations designed to address
it. If the reader does not fully accept the mandated purpose, internally generated purposes may
conflict with the externally mandated purpose. Such conflicts may lead to incomplete
comprehension. For example, if students fail to see the relevance of an assignment, they may not
read purposively, thus compromising their comprehension of the text.
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During reading, the reader processes the text with regard to the purpose. Processing the text
involves, beyond decoding, higher-level linguistic and semantic processing and monitoring. Each
process is more or less important in

different types of reading, including skimming (getting only the gist of text) and studying
(reading text with the intent of retaining the information for a period of time). Finally, the
consequences of reading are part of the activity. Some reading activities lead to an increase in the
knowledge a reader has. For example, reading the historical novel Andersonville may increase
the reader’s knowledge about the U.S. Civil War, even though the reader’s initial purpose may
have been enjoyment. The American history major who reads an assigned text about the Civil
War may experience similar consequences, although the reading activity was undertaken for the
explicit purpose of learning. Another consequence of reading activities is finding out how to do
something. These application

consequences are often related to the goal of the reader. Repairing a bicycle or preparing
bouillabaisse from a recipe are examples of applications.

As with knowledge consequences, application consequences may or may not be related to the
original purposes. Finally, other reading activities have engagement as their consequences.
Reading the latest Tom Clancy novel might keep the reader involved while on vacation at the
beach. We are not suggesting, however, that engagement occurs only with fiction. Good
comprehenders can be engaged in many different types of text. Knowledge, application, and
engagement can be viewed as direct consequences of the reading activity. Activities may also
have other, longer-term consequences. Any knowledge (or application) acquired during reading
for enjoyment also becomes part of the knowledge that a reader brings to the next reading
experience. Learning new vocabulary, acquiring incidental knowledge about Civil War battles or
bouillabaisse ingredients, or discovering a new interest might all be consequences of reading
with comprehension.

THE CONTEXT (person #4)

One important set of reading activities occurs in the context of instruction. Understanding how
the reader’s purpose for reading and operations are shaped by instruction, and how short- and
long-term consequences are influenced by

instruction, constitutes a major issue within the research agenda we propose. When we think
about the context of learning to read, we think mostly of classrooms. Of course, children bring to
their classrooms vastly varying capacities and understandings about reading, which are in turn
influenced, or in some cases determined, by their experiences in their homes and neighborhoods.
Further, classrooms and schools themselves reflect the neighborhood context and the economic
disparities of the larger society. The differences in instruction and in the availability of texts,
computers, and other instructional resources between schools serving low-income neighborhoods
and those serving middle-income neighborhoods are well documented. Sociocultural and socio-
historical theories of learning and literacy describe how children acquire literacy through social
interactions with more expert peers and adults. According to Vygotsky (1978), with the guidance
and support of an expert, children are able to perform tasks that are sli ghtly beyond their own
independent knowledge and capability. As they become more knowledgeable and
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experienced with the task, the support is withdrawn, and the children internalize the new
knowledge and experiences they have acquired, which results in learning. From a sociocultural
perspective, both the process (the ways the instruction is delivered and the social interactions that
contextualize the learning experience) and the content (the focus of instruction) are of major
importance. Tharp and Gallimore (1988) explain that children’s acquisition of knowledge (and
literacy) is influenced by five characteristics of the sociocultural context, which they call activity
settings: the identity of the participants, how the activity is defined or executed, the timing of the

activity, where it occurs, and why children should participate in the activity, or the motivation for

the activity. Clearly, all five characteristics are likely to vary as a function of both economic and
cultural factors.

The effects of contextual factors, including economic resources, class membership, ethnicity,
neighborhood, and school culture, can be seen in oral language practices, in students’ self-
concepts, in the types of literacy activities in which individuals engage, in instructional history,
and, of course, in the likelihood of successful outcomes. The classroom-learning environment
(such as organizational grouping, inclusion of technology, or availability of materials) is an
important aspect of the context that can affect the development of comprehension abilities.

© These materials cannot be duplicated or revised in any manner without the express permission of the PA Department of Education.
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PA Common Core Standards
Grades K - 12
Reading Informational Text

Students read, understand, and respond to informational text — with emphasis on comprehension,
making connections among ideas and between texts with focus on textual evidence.

Key Ideas and Details Main Idea

Grades 11-12 CC.1.2.11-12.A
Analyze foundational U.S. and world documents of historical, political, and literary significance for their
themes, purposes, and rhetorical features.

Grades 9-10 CC.1.2.9-10.A LN.1.1.1 L.N.1.3.2 L.N.233
Analyze seminal U.S. documents of historical and literary significance, including how they address
related themes and concepts

Grade 8 CC.128.A E08.B-K.1.1.2
Analyze two or more texts that provide conflicting information on the same topic and identify where the
texts disagree on matters of fact or interpretation.

Grade 7 CCL.2.7:A E07.B-K.1.1.2
Analyze how two or more authors present and interpret facts on the same topic.

Grade 6 CC.1.2.6.A E06.B-K.1.1.2
Examine how two authors present similar information in different types of text.

Grade 5 CC.12.5A E05.B-K.1.1.2
Determine two or more main ideas in a text and explain how they are supported by key details;
summarize the text.

Grade 4 CC.1.24.A E04.B-K.1.1.2
Determine the main idea of a text and explain how it is supported by key details; summarize the text.

Grade 3 CE.L2.3A E03.B-K.1.1.2
Determine the main idea of a text; recount the key details and explain how they support the main idea.

Grade 2 CC.1.22.A
Identify the main idea of a multi-paragraph text as well as the focus of specific paragraphs within the text.

Grade 1 CC.1.2.1.A
Identify the main idea and retell key details of text.

Kindergarten CC.1.2.K.A
With prompting and support, identify the main idea and retell key details of text.

Pre-K CC.1.2.PK.A
With prompting and support, retell key details of text that support a provided main idea.

© These materials cannot be duplicated or revised in any manner without the express permission of the PA Department of Education.
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Comprehension Time to Reflect:

In your journal; think of your classroom, and your students and answer the following:

What should comprehension instruction “look like/sound like” in your classroom?

“Looks Like” “Sounds Like”

What do you currently have in place, and what do you currently want to add/modify?

© These materials cannot be duplicated or revised in any manner without the express permission of the PA Department of Education. 26




Oral
Language

The reception and expression of the
pragmatic, semantic, syntactical,
morphological, and phonological
aspects of language; involves listening
and speaking.

Phonological
Awareness

The ability to clearly perceive and
effectively manipulate the sounds of
language. This ability is critical for
reading and spelling.

Phonics and
Word Study

Learning the relationship between
letters (graphemes) and sounds
(phonemes), and then remember the
exact letter patterns and sequences
that represent various speech sounds
(Moats, 2000).

Accuracy and
Fluency

The ability to read, speak, or write
easily, correctly, smoothly, and
expressively. In other words, the
speaker can read, understand and
respond in a language clearly and
concisely while relating meaning and
context.

Vocabulary

A sum or stock of words employed by
a language, group, individual, or work
or in a field of knowledge

Comprehension

The act or fact of grasping the
meaning, nature, or importance of;
understanding.

© These materials cannot be duplicated or revised in any manner without the express permission of the PA Department of Education.
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Multiple Measures of Data

Allows the prediction of Over time, Tells us:

actions/processes/programs Zem ogrsp hae What processes/programs
: ata indicate - different groups of

that best meet the learning chiznges in the students like best.

needs of all students. context of :

the school.

Tells us:
Student participation
in different programs and

Tells us:

If groups of students
are “experiencing
school” differently.

processes.
% % Tells us:
RS % The impact of
Eiverbiine Enrollment, Attendance, deraios f; hic factors
hool Drop-Out Rate grap
school processes Ethnicity, Gender, and attitudes about the
show how Grade Level learning environment
cLassrooms on student learning.
change.
s
a
]
z
sEg sa
cS2 O co
oa O 8Z0,0
T 2z 23
E 8o g‘%m g
o5& 3 es
vy w a.
&

Standardized Tests
Norm/Criterion-Referenced Tests
Teacher Observations of Abilities
Authentic Assessments

o

Tells us:
What processes/
programs work best

for different groups

of students with respect
to student learning.

Tells us:
If a program is making
a difference in student
learning results.

Over time,
student learning data
give information about
student performance on
different measures.

Over time,
perceptions
can tell

us about
environmental
improvements.

JUBWIUOIIAUT

Tells us:

The impact of
student perceptions
of the learning
environment on
student learning.

Tells us:
The impact of the program on
student learning based upon
perceptions of the program
and on the processes used.

Note. Adapted from Data Analysis for Comprehensive Schoelwide Improvement (p.15), by Victoria L. Bernhardt, 1998, Larchmont, NY:

Eye on Education. Copyright © 1998 Eye on Education, Inc. Reprinted with permission.

Note. From Using Data to Improve Student Learning in Elementary Schools, by Victoria L. Bernhardt, 2003, Larchmont, NY: Eye on Education.

Copyright © 2003 Eye on Education, Inc. Reprinted with permission.
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Resources for Building Blocks of Literacy
The processes of reading are deep and vast. Below are some resources that will be discussed throughout
the module to build a more comprehensive understanding of literacy acquisition and instruction.
Annotated bibliographies will be included. This list is not exhaustive.

Websites:

CIERA ~ | Reading Online

International Reading Association Responsive Education for All Children
[RIS Center for Training Enhancements Standards-Aligned System

Keystone State Reading Association What Works Clearinghouse

MCREL: Research for Education and Learning

Books:

Allington R. (2006). What really matters for struggling readers: Designing research-based programs
(2nded.). New York, NY: Longman.

Allington, R. (2009). What really matters in response to intervention research based designs. New
York, NY: Allyn & Bacon.

Adams, M. J. (1990). Beginning to read: Thinking and learning about print. Cambridge, MA: MIT
Press.

Batsche, G., Elliott, J., Graden, J. L., Grimes, J., Kovaleski, J. F., Prasse, D., Reschly, D.J., Schrag, J.,
Tilly 1ll, W. D. (2005). Response to Intervention: Policy considerations and implementation.
Alexandria, VA: National Association of State Directors of Special Education.

Bear, D. R., Invernizzi, M., & Templeton, S. (2007). Words their way: Word study for phonic
vocabulary and spelling instruction (4t ed.). Upper Saddle Ridge, NJ: Prentice Hall.

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

Bernhardt, V.L. (2004). Data analysis for continuous school improvement. Larchmont, NY: Eye on
Education

DeHaene, S. (2009). Reading in the brain: The new science of how we read.

Penguin Books: New York

Dweck, C. S. (1999). Self-theories: The role in motivation, personality, and development.
Philadelphia, PA: Taylor & Francis.

Hart, B. & Risley, T.(1995). Meaningful Differences in the Everyday Experience of Young American

Children. Brookes Publishing

© These materials cannot be duplicated or revised in any manner without the express permission of the PA Department of Education.
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Lipson, M. Y. & Wixson, K.K. (2012). Successful Approaches to RTI: Collaborative Practices for
Improving K-12 Literacy

Kauffman, D. (2007). What’s Different about Teaching Reading to Students Learning English? Center
for Applied Linguistics, Delta Publishing: Illinois

Kletzien, S. B., & Dreher, M. J. (2004). Ihformationa/ text in K-3 classrooms. Newark, DE:
International Reading Association.

Moats, L. C. (2010). Speech to print: Language essentials for teachers (2nd ed.) Baltimore, MD: Paul
H. Brookes Publishing Co.

Snow, C,, Burns, F., & Griffin, P. (1998). Preventing reading difficulties in young children.
Washington, D.C.: National Academy Press.

Shaywitz, S. (2003). Overcoming dyslexia: A new and complete science-based program for reading
problems at any level. New York, NY: Random House, Inc.

Articles:

Biemiller, A. (2001). Teaching Vocabulary: Early, Direct, and Sequential

retrieved from http://www.aft.org/newspubs/periodicals/ae/spring2001/biemiller.cfm

Cunningham, P. M. (2006). High-poverty schools that beat the odds. The Reading Teacher 60(4),
382-385. Doi: 10.1598RT.60.4.9.
Diamond, Linda. Implementing and Sustaining a Middle and High School Reading and

Intervention Program. Retrieved from: http://www.corelearn.com/files/CORE-

SecondaryReading.pdf

Guthrie, ). T. & Wigfield, A. (Eds.) (1997). Reading engagement: Motivating reader through
integrated instruction. Newark, DE: International Reading Association.

Hart, B., & Risely, T. R. (2003). The early catastrophe: The 30 million word gap. American Educator,

27(1), 4-9.

Kamil, M. L., Borman, G. D., Dole, J., Kral, C. C., Salinger, T., and Torgesen, J. (2008). Improving
adolescent literacy: Effective classroom and intervention practices: A Practice Guide (NCEE
#2008-4027). Washington, DC: National Center for Education Evaluation and Regional
Assistance, Institute of Education Sciences, U.S. Department of Education. Retrieved from
http://ies.ed.gov/ncee/wwc

Kelley, M., & Clausen-Grace, N. (2009). Facilitating engagement by differentiating independent

reading. The Reading Teacher, 62(4), 313-318.
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Moss, B. (2005). Making a case and a place for effective content area literacy instruction in the
elementary grades. The Reading Teacher, 59(1), 46-55.

Nagy, W. E. and Herman, P.A. (1987). Breadth and depth of vocabulary knowledge: Implications for
acquisition and instruction. In M. McKeown and M. Curtis (Eds.), The nature of vocabulary
acquisition. (pp. 19—?;5) Hillsdale, NJ: Lawrence Erlbaum

Scarborough, H. S. (2001). Connecting early language and literacy to later reading (dis)abilities:
Evidence, theory, and practice. In S. Neuman & D. Dickinson (Eds.), Handbook for research in
early literacy (pp. 97-110). New York: Guilford Press.

Snow, C. & RAND. (2002). Reading for understanding toward an R&D program in reading
comprehension. retrieved from:

http://www.rand.org/content/dam/rand/pubs/research briefs/2005/RB8024.pdf

Tannenbaum, K. R., Torgeson, J. K., & Wagner, R. K. (2006). Relationships between word knowledge
and reading co;nprehension in third grade children. Scientific Studies of Reading, 10(4), 381-
398.

Valencia, S. & Buly, M. R. (2004). Behind test scores: What struggling readers really need. The

Reading Teacher, 57(6), 520-531.

© These materials cannot be duplicated or revised in any manner without the express permission of the PA Department of Education.

31



vzlvil %

ResSley

L

Miche




7/25/2012

Cehed! Perfoy muoun e
Profiiey




o : ‘ 7/25/2012

Keystones to Opportunity




7/25/2012




{ comprehend this passage?
- = Share your answer with a partner. Be prepared

‘u : . Keystonesto Opportunity

et
“ Concept & Information;
Sentence Context;
Text Structure

: V;)cabular;' :

Keystones to Opportunity
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Keystones to Opportunity ‘u BN

- Productlon of sounds, words and sentences
Determine when to use them (Moats 2001)

o How Children Acqunre and Produce Languag
!BBC 2001)

A

Keystones to Opportunity M 5

.: Receptive and Expresswe Vocabulary nmpacts
Llstenmg and Readmg Comprehensmn

_" Exposdre‘to 'new_'experienc_es and increasing
- knowledge of the world
e 'C'(')mmunication with others.

s Oral language facilitates readlng and wrltlng

IR

I{eystones to Oppoxh.m.ity ‘u ®
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sho'ur feel su T :
* their children, thev ome the real accol
educahonal sys(em g (Secretary of Educanon,

y e Duncan, May 3, 201

I now. KNOW that 1am my son's llrsz and most !mpomn(

teacher, and | want 1o be able to help him succeed in his

education until-he graduates. And...maybe beyond that!*
(Family. Literacy Parent, Mifflin County; 2011)

Keystones to Opportunity ‘u 20

o Restn e Speech
g Bn 4 'nelaborated speech
e Assumes shared s:tuational background knowledge
] More prevalent in hcmes wllh parents wvth low educatlon

Iaborated Sgeech :
lncreased use of expllcut content knowledge
‘e less dependent on shared situational knowledge
* More prevalent in homes with higher levels of education

‘u Keystones to Opportunity ‘u 91
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-+ Restate for clarity
» Askopen-ended

‘questions: £
+ Encourage language play
« Staysilent attimesto

allow time for processing

and responding

Engage children in
extended conversations

Keystones ié'Oﬁpqrtﬁnity ;

Sty

7/25/2012

H - Higher order thinking
E - Engaged learning

A - Authentic connections
T - Technology use

‘J Keystones t:

= Allgrantees who target -

schools Kindergarten:
. through grade 12 will be
required to administer
HEAT e

H.EAT. mustbe
“administered a minimum -
of 2 times a year.

o O pozhmiiy

.

- ITERS-R
ITERS-R
I1-Infant
T - Toddler
E - Environment
R - Rating
S—Scale
+ Grantees who target birth
to age 3 must administer
the ITERS-R
+ ITERS-R must be
administered a minimum of
2 times a year

<]

‘J Keystones to Opportunity ‘ u ?

JECERS-R

. ECERS-R ;
. E-Early
€ =Childhood
E - Environment
R~ Rating
'S -Scale
« Grantees who target
preschool students must
administer the ECERS-R
* ECERS-R'must be"
administered a minimum of
2 times a year
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Scarborough’s Reading Rope (revised 2010)

THE MANY STRANDS THAT ARE WOVEN INTO SKILLED READING

LANGLAGL COMPIMUNSION
SATCIREUND ML O B
e g o | .
ey oL
B e
i LA

Untese smonrmes 213

ok ke

s, St o

B

Seatanen o ot

WO RECCANTION
N AR b
e o
AR ap s o e ¢
e s
=

o o vt
iy

Scarborough, K. 5. {3001).
Evidente, Beory. and praciice. I S. Newman & 0. Dickinien ((65.}, Mosddook for
23

0 New
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. forresidual or rect tumors. The 5-year
~tumor control rates for stereotactic
*  radiosurgery are equivalent to gross-total

_ resection with lower morbidity than surgery,
__especially for skull base lesions.

‘u Keystones to Opportunity ‘u o

- Vocabulary
-+ “What is missing for many children who
master phonics but don't comprehend well is
vocabulary, the words they need to know in
~ order to understand what they're reading.
Thus vocabulary is the "missing link™ in
reading/language instruction in our school

7/25/2012

© system.”
+ Biemiller, 2001
‘u Keystones to Opportunity ‘d A5
- Vocabulary

“Building a strong vocabulary is absolutely
essential since research is quite clear about the
'strong correlation between comprehension and

~ the size and depth of one’s vocabulary” (Beck
and McKeown, 1991).

“ Keystones to Opportunity ‘u @
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will not ha\/e dlfflculty with these words

. Chlldr,en:qft_en kn_ow the words prior to
entering school.
T Examples dog, clock, baby, happy

—~ S
‘u Keystones to Oppoxtumty ‘u 7,

7/25/2012

e ;More hkely to appear in written speech
7 v,mformatmnal texts, technicaland hterary texts

“ Subtle or prease ways to say relatively simple
vthmgs ;

R )

* Foundacross many types of text, they are highly
generalizable

« Examples: describe, extend, create, divide,

monitor
‘J Keystones to Opportunity Y‘ =

Tier 3 Words
. Low frequency words however crmcal to
understand in the specific content.
* More common in informational text than in

literature
» Examples: metamorphic, phonemic, geriatrics,
symbiotic
‘J Keystones to Opportunity ‘u e
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. Instructlonalfotential ‘How.do
. to other words, to /deas t
have been learnmg o

dents know or

* Conceptual understandmg ‘Does the word o
prs .prowde access toan /mportant concept .

7/25/2012

‘u Keysn;;xes to Oppoxtumty "u 67

; PA Common Core: Prek-12.
= Spuralmg Common Core Acthlty
i — “Craft and Structure: Vo;abula(y__

= PaCLP
B Using the “find tool” | in PDF, search the document

for “vocabulary” and identify the xmphcatlons for
vocabulary instruction

‘u < . Keystones to Opportunity ‘J &
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= With fluency

* Wide lndepen ent Readm ‘with
conferencing and accountability - i
— In 5% grade, students readmg less than one
minute per day fall in the 10" percentile,

students reading 20 minutes or more per day
fall in the 90" percentlle

'm . "- E ‘ :" -
‘J Ke)'siones to 0ppoxhlm¢Y % Tu 70

Effective Vocabulary Program
* Explicit Vocabulary Instruc’non :

— Dedicate a portion of the: regular classroom Iesson to
explicit vocabulary ms(ructlon :

— Use repeated exposure to new words In muttiple oral and
written contexts and allow sufﬁcrent practlce sessions.

— Give sufficient opportumtres to' use new: vocabulary ina
variety of contexts through activities such as discussion,
writing, and extended reading,

— Provide students with strategies to_rnake ‘them
independent vocabulary learners.

‘J Keystones to Opportunity Yu &

Vocabulary

: Phonics :

Phonaloglcol ‘ l Written
Phonemic Awareness Prmnor B Symbol
“ Keystones to Oppoth.ity ‘u 2
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“like/sound like
. classroom?

— What do you.cul '
have in place, and what do
“you currently want to
add/modify?

vocabulary, hstenmg corﬁprehensn n and
background knowledge, are ‘more kely to be

B

7/25/2012

|

« Effective and frequent social interactions in
various contexts: home, school & comm ityseiies

+ Rich exposure to literature

. Opporthnities‘ to be challenged and motivated by
text

.'-“ oo 4 ARG T2t A A
‘u Keystones to Opportunity ‘u o
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System
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Words Read Per
Year

Books
4358000
1.623.000
1,145,000
622000
432,000
02| 282000| 601,000
6.2] 200000 421000
0 13 23] ws000( 251000
20 07| 24| 2t000{ 3s000
10 01| 10| sooof S1000
2 ° 0 o] 2000 i

Text
4,732,000 | ¢
2.357.000
1,697,000
1,188,000
722000

Keystones to 6pportunlty »
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