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The literacy crisis in the U.S. is real. Addressing this 
crisis requires the systematic application of research-
based practices combined with effective teacher 
preparedness efforts. Low literacy rates affect nearly 
every important social issue impacting humans living 
in the 21st century. In the U.S., 36 million adults lack 
the basic literacy skills needed to sustain employment. 
Children of parents with low literacy skills can expect 
a seventy-two percent chance of being at the lowest 
reading levels themselves (Cascio et al, 2008). Of adults 
with the lowest literacy levels, forty-three percent 
live in poverty, and seventy percent of adult welfare 
recipients have low literacy levels (NIL, 2008).  An 
excess of $230 billion a year in health care costs is 
linked to low adult literacy (Baker et al, 2002). 

Low literacy rates cost the U.S. approximately $225 
billion each year in non-productivity in the workforce, 
crime and loss of tax revenue due to unemployment 
(NCAL, 2015). Every year, one in six adults (more than 
1.2 million) drop out of high school (NCES, 2006). 
Seventy-five percent of state prison inmates did not 
complete high school or can be classified as low literate 
and ninety-five percent of those that are incarcerated 

are reintegrated into our communities. Indeed, research 
shows that inmates who are educated are forty-three 
percent less likely to return to prison (Pastore & 
Maguire, 2001). Currently two-thirds of adult education 
programs in the U.S. are struggling with long student 
waiting list and less than ten percent of adults in need 
are receiving services (ProLiteracy Annual Statistic 
Report, 2018)

While incomes for literate individuals will likely 
increase at least two to three times over the course of 
their working lives, research has shown that the income 
earning potential for people with poor literacy is more 
likely to stay the same at best. For students that do not 
complete primary schooling, the future is considerably 
more bleak. These students are significantly less likely 
to obtain the types of skills and jobs needed to even 
stay above the poverty line (Martinez & Fernandez, 
2010). Teachers in middle and high school grades can 
no longer assume that students are able to make full 
meaning of texts or access classroom resources and 
digital materials that require literacy skills to expand 
their current knowledge level (Alber, 2010).

With the evidence showing the correlation between 
lack of literacy skills and academic, social, and financial 
challenges, it becomes alarmingly clear that high-
quality, impactful reading instruction in the primary 
grades is essential to creating life-long learners that 
interact and contribute to society in meaningful 
ways (Foorman, et al, 2016). The importance of 
understanding and implementing good reading 
instruction in the elementary grades cannot be 
underestimated. More than half a century of research 
has established a strong correlation between early 
literacy and later academic and workplace success 
(Murnane, et al, 2012). Given the diversity of talent and 
preparation for learning to read that is common in most 
schools, we must provide reading instruction for diverse 
groups of students along a continuum of intensity with 
ample activities, technical exposure, and experiences 
that inspire confidence and a passion for reading. 
Studies have also shown that the greatest likelihood 
for increased reading skills transpire when explicit, 

The literacy crisis
in the U.S. is real. 
Addressing this crisis 
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application of research-
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teacher preparedness 
efforts.

  Introduction
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systematic instruction that includes, at a minimum, the 
following key components is provided: 1) morphology 
instruction; 2) reading motivation; and 3) interactive 
writing (Duke, 2017). Morphology instruction supports 
decoding, spelling, and vocabulary development and 
allows students to increase their ability to compose and 
decompose words of increasing complexity over time 
(Goodwin & Ahn, 2013). In addition, fostering reading 
motivation through relevance, choice, collaboration, 
self-efficacy support and thematic units, is critical to 
literary advancement and sustained growth (Guthrie, 
McRae, & Klauda, 2007). No evidence-based literacy 
program would be complete without ample time for 

interactive writing with authentic purpose (Craig, 2003; 
Hall, Toland, Grisham-Brown, & Graham, 2014; Roth 
& Guinee, 2011). Lastly, the existing body of evidence 
has shown that intervention for struggling elementary 
readers is essential if we want these students to achieve 
the kind of future academic or workplace success 
that will promote a sustainable life (Blachman et al., 
2004; Denton et al., 2006; & Fletcher et al. 2007). 
Incorporating these best practices for effective literacy 
instruction has been shown to decrease reading gaps 
and help struggling students catch up with their on-
level peers (Torgesen, 2000).
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myView Literacy is a student centered, ELA curriculum 
for learners in grades K-5, built around standards, 
grounded in the science of reading, and with a 
consistent approach to improving student learning 
and achievement. From quality instruction and 
compelling literature, to purposeful digital interactions, 
myView Literacy transforms the classroom of today 
into a dynamic learning environment for the next 
generation of learners. The solution is a blended, 
integrated curriculum that promotes student ownership 
of learning through goal setting, student choice, 
and reflection. myView Literacy encourages social 
collaboration and links together knowledge, skills and 
learning behaviors while at the same time utilizing 
gradual release, project-based inquiry and rigorous 
standards to support defined learning outcomes with 
learning activities, instruction, and assessments that 
address the needs of today’s diverse classrooms. 

In 2000 the National Reading Panel (NRP) published a 
report sharing the findings of their longitudinal review 
of existing empirical evidence regarding the most 
effective methods for teaching literacy. Twenty years 
later this existing body of evidence continues to support 
their findings that the following five elements are the 
cornerstone of literacy instruction (NRP, 2000):

1. Phonemic awareness
2. Phonics instruction
3. Fluency
4. Vocabulary
5. Text comprehension

The myView Literacy ELA solution focuses on providing 
learning activities that address these needs and more by 
promoting meaning, inspiring thoughtful conversation 
and debate, and allowing students to collaborate and 
share ideas. For teachers, myView Literacy offers critical 
opportunities for modeling, monitoring, and providing 
feedback that addresses students at an appropriate 
literacy level and challenges them to greater 
achievement. The solution was designed to bring 
teacher expertise together with student potential to 
develop important life-long skills that increase critical 
thinking, knowledge building, effective communication, 
and the strategic use of technology in order to inspire 
students from all backgrounds in the pursuit of 
becoming life-long readers and writers. 

  Program Overview
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Reader/Writer Instruction   
What the Research Says

Developing reading and writing skills is the foundation 
upon which all meaningful learning takes place. 
Without reading and writing skills students cannot be 
expected to attain academic success, or even proficiency, 
in any subject. This means opportunities for students 
to engage in reading and writing every day are crucial if 
we want them to be able to think critically, express and 
support their ideas, and attain any type of future success 
academically, professionally and personally. Reader 
and writer instruction provides a solid framework 
for developing thoughtful, engaged learners that 
consistently exhibit academic success. Indeed, research 
supports that the higher the volume of daily reading the 
greater the likelihood of attaining higher-order literacy 

proficiencies (Allington, 2012; Cipielewski & Stanovich, 
1992). Providing students with dedicated reading time 
each day is essential to measurable literacy growth. 

Similarly, if we expect students to succeed as writers, 
specifically writers with stamina, they must have daily 
opportunities to write that include extended periods 
of time to practice. Elementary students benefit when 
they engage in writing practices that provide a context 
for both self-directed goal setting and assessment to 
help them manage the writing strategies they are taught 
(Graham, McKeown, Kiuhara, and Harris, 2012). Writing 
instruction that includes these types of processes leads 
to measurable gains in writing skills (Hertz & 
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Heydenberk, 1997). Indeed, writing strategies and the 
understanding of how they are applied to the writing 
process are an essential part of students’ growth as 
writers that can express a variety of thoughts and ideas 
(Graham, McKeown, Kiuhara, and Harris, 2012). When 
students are repeatedly allowed to engage in extended 
periods of writing supported by feedback detailing next 
steps, they grow as independent writers and thinkers 
capable of expressing themselves in a variety of genres 
(Calkins, 1994). 

To grow as readers that actively love to read, students 
must be given a wealth of dedicated reading time with 
texts they select and can read independently. They 
must engage in writing opportunities that reflect a 
combination of quantity and quality in terms of both 
frequency and duration so that writing becomes a 
natural second language with which they can share 
their unique perspectives and gifts. When teachers 
provide reading and writing instruction that support 
a student-centered framework of daily, purposeful 
reading and writing, students’ ability to connect and 
experience the world grows exponentially and with it 
their futures.

From Research to Practice 

myView Literacy ©2020 is framed around a reading 
and writing instructional model that integrates 
critical tasks to offer instruction that is worthy of 
children and their teachers. The solution offers 
materials that prepare students for authentic 
tasks—both assigned and self-selected—that occur 
in and out of school.  As students work through 
the curriculum, they become flexible and resilient 
learners who read and write for pleasure as well as 
for academic tasks and real-life purposes.

In the Reading block, students begin lessons 
with a whole-group activity that focuses their 
thinking and establishes a purpose for that day’s 
instruction. Minilessons and read aloud-think 
aloud models introduce essential skills and 
elements of the unit genre. Emergent readers 
learn phonemic awareness, phonics, and fluency 
in a foundational-skills segment that quickly 
builds competence and confidence. As students 
progress, further word study allows them to 
expand and deepen these skills. Students explore 
vocabulary, both at the unit and weekly level, 
using a generative approach to maximize their 
understanding of word meanings across content 
areas and to create an ongoing curiosity about 
how language works.

Unique to myView Literacy is the Reading-Writing 
Bridge. Situated between the Reading block and 
the Writing block, the Reading-Writing Bridge 
allows students to look back to what they have 
read and then move forward to what they will 
write in ways that show the interrelatedness of 
these skills. The pillars of the Bridge—Read Like 
a Writer/Write for a Reader—provide integrated 
support. From the perspective of a writer, students 
reconsider unit-level academic vocabulary they 
used as they read. Where they focused on a 
reader’s view of author’s craft in the Reading 
block, students now focus on writer’s craft and 
the process of writing in a mode that relates 
to the selections they’ve explored as readers. 
Language and conventions, spelling, and other 
word-study skills further help students prepare 
for and complete writing experiences successfully. 
Students learn effective ways to communicate 
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based on audience and purpose. They learn the 
power of word choices authors use to create clear 
and engaging texts.

In the Writing block, students participate in daily 
writing. Teachers focus on the skills and practices 
necessary to write effectively. Stacks of mentor 
texts help students become acquainted with 
authentic models in the writing mode selected 
for each unit. As students begin putting their 
thoughts on the page, teachers also create and 
share their own writing.  These various examples 
of writing—authentic, teacher, and student —
serve as approximations of good writing in all the 
various stages of the writing process. Teachers 
select focused minilessons flexibly to tailor their 

instruction to students’ needs and interests. 
Collaborative conversations guide students as 
they work to communicate effectively for specific 
audiences and purposes. Conferring (both teacher/
student and peer-to-peer) is a hallmark of the 
program and is a recursive practice throughout.

Throughout the Reading and Writing instruction, 
teachers strategically choose times to bring 
the class back together to reteach, reinforce, 
or to refocus students’ attention on critical 
information, processes, or understandings. These 
gathering times provide a time for the entire class 
to reflect and share as well as to celebrate what 
they have learned.



WEEK 4 LESSON 2

READING WORKSHOP
ASSESS & DIFFERENTIATE

DEVELOP VOCABULARY

Teaching Point Active readers pay attention 

to the words authors use to express important 

ideas. Doing this helps readers better understand 

the text and learn more about the topic. Have 

students look back at Life at the Top for words 

Veronica Ellis used to describe how location 

affects a runner’s body.

ELL Targeted Support

Tell students that they can understand 

informational texts by looking for words that 

develop ideas about a topic. Have students use 

shared reading and other partner activities to 

enhance their understanding of the vocabulary.

Have students take turns echo-reading the 

sentences in the text that contain the vocabulary 

words: excel, endurance, capacity, drive, and 

motivation. EMERGING

Have students take turns explaining the 

meanings of the vocabulary words. DEVELOPING

Have students look up one vocabulary word in 

a dictionary and write the word and definition in 

their notebooks. Then have student pairs make a 

list of words with a similar meaning to the word 

they looked up. EXPANDING/BRIDGING

myFOCUS READER

Read pp. 12–13 in the 

myFocus Reader with students. 

Use the teaching support 

online at SavvasRealize.com to 

provide additional insight for 

students on how our 

environment shapes our way 

of life.

Provide instructional support for for 

comprehension and word study—Vowel Teams 

and Digraphs and Academic Vocabulary.

Strategy Group
Intervention Activity

Fluency

RATE
Have students choose a short passage from the 

text or a leveled reader. Have pairs take turns 

reading the passage aloud at an appropriate 

rate. If students are reading too fast, tell them 

that slowing down will help them read more 

accurately and understand everything that 

they’re reading. If students are reading too 

slowly, have them work through any words or 

phrases that they’re struggling with and then 

reread the passage. If needed, model reading at 

an appropriate rate.

ORAL READING RATE AND ACCURACY

Use pp. 19–24 in Unit 1 Week 4 Cold Reads to 

assess students. Have partners practice reading 

the passage. Use the Fluency Progress Chart to 

track student progress.

Assess 2-4 

students

For additional support, see the online 

Language Awareness Handbook.

Use the  QUICK CHECK on p. T229 to determine small group instruction.

Teacher-Led Options

T232 UNIT 1 • WEEK 4

RDG20_ENG_TE04_NA_U1W4_4RW.indd   232

12/10/19   8:56 PM
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Gradual Release 
What the Research Says

The Gradual Release of Responsibility (GRR) model 
provides educators with an instructional framework 
that shifts responsibility from teacher directed learning 
to independent, student directed learning (Pearson & 
Gallagher 1983). In the GRR method instruction begins 
with a high level of teacher support that is progressively 
reallocated to students until they are working 
independently to apply the skills and concepts they 
have learned (Anderson, 2000, Calkins, 2003, Harvey & 
Goudvis, 2007). The GRR model was founded on several 
key theories including:

• Jean Piaget’s work on cognitive structures and 
schema (1952)

• Lev Vygotsky’s work on zones of proximal 
development (1962, 1978)

• Albert Bandura’s work on attention, retention, 
reproduction, and motivation (1965)

• David Wood, Jerome Bruner, and Gail Ross’s work 
on scaffolded instruction (1976)

Originally the GRR method followed Gallahger’s three 
phase implementation model, followed by Fisher and 
Frey (2008) suggesting an instructional model that 
added a fourth, collaborative phase in which students 
work together. More recently, in the 2011 article on 
comprehension strategies by Duke, Pearson, Strachan 
& Billman, their chapter in a newer edition of What 
Research Has to Say About Reading Instruction 
(IRA, 2011) included the addition of a fifth phase 
to the method. Following these updates to the GRR 
instructional framework, phase one provides an explicit 
description of the literacy strategy and when and how it 
should be used. This phase is entirely teacher directed. 

The first phase typically begins with a focused lesson 
led by the teacher. During focused lessons the teacher 
uses expected learning outcomes to establish the 
purpose of the lesson and models his or her thinking. 
The second phase of GRR encompasses a teacher and/
or student modeling the literacy strategy in action. 
This phase often utilizes teacher focused questions and 
timely cues to facilitate student understanding.  Phase 
three sees collaborative use of the literacy strategy in 

action. Students move into productive group work and 
team up to produce a deliverable related to the current 
learning topic. Group work is designed to hold students 
accountable for their individual contributions and 
efforts, while utilizing academic language and higher 
order thinking and problem-solving skills. This phase of 
GRR should help students to solidify their conceptual 
understanding of the concept before they reinforce it in 
a small group setting and then apply it independently 
(Fisher & Frey, 2013). 

In the fourth phase of GRR students have the 
opportunity for guided practice using the strategy 
with gradual release of responsibility in a small group 
setting. During the guided instruction, the teacher 
focuses on releasing learning responsibility to students, 
while providing instructional scaffolds to ensure that 
students are successful. Finally, students apply what 
they have learned both in and out of class to carry out 
independent use of the strategy in the fifth and final 
phase.  Oftentimes the independent learning tasks are 
used as formative assessments that provide the teacher 
with a snapshot of where students are in terms of their 
understanding and needs for reteaching, differentiation, 
or other reinforcement requirements. 

Teacher Edition: Small Group Planning Pages



LEVEL B • MODEL AND TEACH
Lesson 14 Decode Regularly Spelled  VC and CVC Words

OBJECTIVES:
• Segment and blend 

one-syllable VC 
words.

• Segment and blend 
one-syllable CVC 
words.

• Connect the sounds 
to the letters in VC 
and CVC words.

• Spell regular VC and 
CVC words.

INTRODUCE Today we will listen to the sounds in short words and learn to recognize the letters that make the sounds. If I say the word up, the first sound I hear is /ŭ/. The second sound I hear is /p/. /ŭ//p/. Up. Many words use the same sounds and letters. Knowing letters and their sounds helps us read familiar and new words. It can also help us spell familiar and new words.
MODEL Display and read “Who Is Up?” from Student Page S95. Connect the /ŭ/ and /p/ sounds to the letters. Hold up a letter u card. Point to u and say the sound. Hold up a letter p card. Point to p and say the sound. These sounds combine to make the word up. I see this word in the poem. Circle up in the title. Point to up and say the sounds and word: /ŭ//p/. Up.

Who Is Up?
Who is up?  
The sleepy pup. 
Yip, yip, yip. 
The sleepy pup 
Is up!

TEACH Use the model to further teach the skill in context. We have learned the word up in this poem. I will say the sounds and the word. Then we will say them together. Point to up in the title. Say it with me: /ŭ//p/, /ŭ//p/. Say it with me: up. Repeat with up in lines 1 and 5.
But who is up? Prompt for pup. Yes! The pup is up. Pup has the same sounds as up. The first sound I hear is /p/. Say it with me: /p/. The next sound I hear is /ŭ/. Say it with me: /ŭ/. The last sound I hear is /p/. Say it with me: /p/. When I combine the sounds, I get pup. Say it with me: pup. Circle and say the sounds and words for each instance of pup. Have students say each sound and word after you do.

Point to the word up again. Look at the order of the letters: u, p. The order of the letters matches the order of the sounds. When you hear a word, you can spell it by listening to the sounds in the word. Say the word lap and display the letters a, l, and p. Listen to the sounds in the word lap: /l//ă//p/. I hear /l/ first, so I put the l at the beginning. I heard /ă/ next, so I put the a next. Last, I hear /p/, so I put the p last. L-a-p. That’s how I spell lap.

Phonological Awareness T • 95

RDG20_TG_LevB_MF_Int_L14.indd Page 95  8/28/17  11:43 AM f-0260 
/125/PE03033/RDG_MYFOCUS_2020/TX/TE/2018/Level_B/XXXXXXXXXX/Layout/Interior_Files ...

ASSESS & DIFFERENTIATE

PHONOLOGICAL AWARENESS
For students who need support, Phonological Awareness lessons are available in the myFocus Intervention Teacher’s Guide, Lessons 1–13.

Intervention Activity

DECODE REGULARLY SPELLED WORDSUse Lesson 14 in the myFocus Intervention Teacher’s Guide for instruction on decoding regularly spelled words.

Intervention Activity
/O

. 
/ SPELLED a, al, aw

Sound-Spelling Cards  
Have students name the 
images on Sound-Spelling 
Card 105 (ball), 106 (chalk), 
and 58 (hawk). Say: The 
letters a, al, and aw can 
spell the vowel sound you 
hear in ball, chalk, and 
hawk.

Write these incomplete sentences on the board: The h__k has a big cl__. We w__k to the t__ll w__ll.

Prompt students to complete the sentences by using a, al, or aw. (The hawk has a big claw. We walk to the tall wall.) Have students read both sentences aloud.

ELL Targeted Support
Write the following words on the board: call, draw, hall, walk, yawn, talk, paw.
Read the words aloud. Guide students to sort the words into two groups: words with /ό/ spelled a (call, hall), words with /ó/ spelled al (walk, talk), and words with /ó/ spelled aw (draw, yawn, paw). EMERGING/DEVELOPING

Ask students to come up with additional words that fit into either category. EXPANDING
Ask students to add words to different categories, such as words with /ó/ spelled al and end with k. BRIDGING

Word Work Strategy Group

Teacher-Led Options

Use the  QUICK CHECK on p. T283 to determine small group instruction.

WEEK 5 LESSON 4
READING WORKSHOP

hawk

aw

58
RDG20_ANC_SSC_054_106_Frnt.indd   58

7/16/17   1:06 PM

chalk

al

106
RDG20_ANC_SSC_054_106_Frnt.indd   106

7/16/17   1:11 PM

ball

a

105
RDG20_ANC_SSC_054_106_Frnt.indd   105

7/16/17   1:10 PM

For additional support, see the online Language Awareness Handbook.

T288 UNIT 2 • WEEK 5

RDG20_ENG_TE01_NA_U2W5_4RW.indd   288

27/08/19   10:13 PM
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Over 35 years later the GRR framework continues to 
offer an instructional approach focused on developing 
independent, confident learners that can apply critical 
thinking to their academic and personal pursuits. 
While educators have adapted the instructional GRR 
framework over the years, and additional phases are 
sometimes added depending on the unique needs of the 
educator and their learning environment, the intent 
remains the same. By teaching students the why, how, 
and when of applying strategies that are used by highly 
effective readers, Gradual Release of Responsibility 
offers teachers an effective framework for increasing 
reading comprehension so that students become 
strategic active readers for life (Duke & Pearson, 2002). 

From Research to Practice

Drawing from the literacy research of educational 
experts, the architecture of this new solution is 
based on a gradual release of responsibility model 
that unfolds in whole-group, small-group, and 
independent learning environments. Teachers 
use authentic texts to explicitly model, teach, and 
reinforce literacy goals as students practice and 
apply the skillful competencies that characterize 
lifelong readers, writers, and thinkers. 

Direct instruction during shared reading 
provides a time for guidance that fosters student 
engagement, participation, and collaboration. 
Teachers form small groups flexibly to provide 
instruction based on needs, tasks, and texts. 
They use Turn, Talk, and Share, Quick Checks, 
and  Reflect & Share to inform instruction as 
they monitor students’ progress through a variety 
of ongoing formative assessments. As students 
engage with a variety of texts, they construct 
meaning, consider essential questions, and work 
to master strategic learning goals. 

Extensive Small Group options, provided in the 
Teacher’s Edition, offer a wide range of activities 
to help meet the diverse needs of students related 
to their abilities, interests, and learning styles. 
The Small Group Professional Development Guide 
also provides professional development support 
to assist educators in setting up, planning, and 
delivering small group instruction.  Helpful tips 
from program authors give teachers the support 
they might need for small group time.
To help striving students, myFocus Intervention 
is referenced within the Small Group pages as a 
Tier 2 solution.  These activities provide teachers 
with suggested reteaching activities for students 
in need of more support in skill practice and 
application. Every lesson includes an intervention 
activity.

Furthermore, the Student Interactive provides 
learners with the opportunity to annotate text 
and complete reading activities in meaningful 
ways as they work as a whole group, in small 
groups, or independently. Students record 
understandings and make connections as they 
close read selections. As they synthesize these 
understandings about how authors create 
engaging reads, they are preparing to apply what 
they learn to the task of authoring their own texts. 
Book Club completes the gradual-release model, 
as students explore increasingly complex texts 
independently.
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GAME
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“Four Fun Seasons” See how the four 

seasons are different.

 How can 

you describe each season?

Essential Question

How do the seasons 

affect us?
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My World
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Project-Based Inquiry
What the Research Says

A growing body of research indicates 
that students learn with greater depth 
and awareness when they engage in 
complex, meaningful projects that allow 
them to apply classroom learning to 
real-world problems (Hammond, 2008). 
When students are given the opportunity 
to develop their own agency and critical 
thinking skills through project-based 
inquiry, learning becomes relevant, 
meaningful, and exciting. Lessons 
that include these types of learning 
opportunities provide the framework for 
students to learn how to be active thinkers 
rather than passive learners. Projects are 
complex tasks that address challenging 
questions or problems and provide an arena 
where students can flex their creativity, 
decision making, problem solving and 
collaborative skills (Jones, Rasmussen, & 
Moffitt, 1997; Thomas & Mergendoller, 2000).  

Rather than presenting a set of rote facts, 
project-based inquiry leverages student 
curiosity, questions, and unique interests 
to drive learning. Research has shown that 
developing inquisitive minds helps students 
love learning and is significantly more beneficial 
to academic success than seeking the “right” 
answer (Ames, 1992). Indeed, active learning 
practices positively impact student performance 
(Anderson, et all, 2005). Students are most 
successful when they are taught how to learn in 
addition to what to learn. Project-based inquiry 
fosters the process of learning, rather than just the 
product of learning and enables students to become 
critical thinkers both in the classroom and out in the 
larger world (Deignan, 2009).

Student Interactive: Unit Launch



 With a partner, 
talk about which season is the best. 
Ask two questions for research.

Summer and Winter Sports

1

Let’s Read!
This week you will 
read three articles 
about seasons.

Choose a season of the 
year. Write and perform 
a short play to persuade 
an audience that this 
season is the best.

Activity

INQUIRE

Happy in Hawaii2

Shine On, Sunshine!

3

The
Best

Season

RESEARCH

COLLABORATE

224
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Research to Practice 

Each unit in myView Literacy includes a 
culminating project-based learning activity. 
At the start of the unit, students begin with 
a Launch which includes an introduction 
to the unit’s Essential Question. Students 
will Turn, Talk, and Share as they think 
about the Essential Question. Additional 
weekly essential questions build students’ 
knowledge and understanding of the theme, 
allowing for deeper comprehension in 
preparation for the project. In Week 6, prior 
to beginning the project, students return 
to each selection in the unit in a Compare 
Across Text lesson to collect text evidence. 

Students are asked to use the text evidence 
to answer the Essential Question.

These reflections lead to the Project-Based 
Inquiry (PBI), an opportunity for students 
to apply their understanding of the unit 
theme to a collaborative project and to 
combine inquiry and research skills to 
create a real-world, authentic product 
in a specific writing mode.  Throughout 
the project, students are synthesizing 
information for multiple sources, 
researching, and applying the knowledge 
and skills they have learned throughout the  
unit to solidify understanding and showcase  
their learning.

Student Interactive: Project-Based Inquiry
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Rigorous Standards
What the Research Says

The majority of states have now adapted or modified 
their literacy standards to reflect the literacy needs 
of their districts and schools, while ensuring they 
meet federal ESSA guidelines. For standards to meet 
ESSA guidelines they must be “challenging” and 
prepare all students, including those with “learning 
and thinking differences” to succeed in college and 
professional pursuits (ESSA, 2015). Today’s standards 
must include rigor beyond the basic understanding of 
literary content. Rigor resides in the questions that 
students are being asked versus the answers they 
produce (Reich, Sevim, & Turner, 2015). Current, more 
demanding standards require that students understand 
the crafting and structure of a text, as well as next 
steps for applying new knowledge. Students need to be 
able to conceptualize how an author is communicating 
meaning, why the information is being provided and 
demonstrate what they can do with that knowledge 
(Boyles, 2018). When students are provided with 
instruction that challenges their thinking in fascinating 
new ways, requires them to approach fundamental ideas 
with complexity and encourages them to seek answers 
they do not yet know, they experience academic rigor 
(Sztabnik, 2015). Rigor in literacy and beyond is the 
new standard to ensure students have the higher order 
thinking and reasoning skills required for success in the 
21st century.

From Research to Practice

Because myView Literacy is a new K-5 ELA 
solution, a comprehensive efficacy study is 
pending.  However, Savvas has ensured that 
myView Literacy aligns with ESSA requirements.  
Additionally, Savvas contracted with independent 
research group JEM & R to conduct a one-
unit formative field test of its myView Literacy 
English Language Arts program. This study was 
conducted in first and fourth grade classrooms 
during the 2018-2019 school year. This report 
summary presents an excerpt of findings from 
the final report, including the evaluation design 
and methods, a description of program usage and 
implementation, student performance results, and 
a discussion of the findings. 

This study indicates that myView Literacy students 
were clearly learning the content taught in Unit 2. 
Results by myView Literacy subgroups also showed 
significant learning gains across different types 
of students including females, males, students 
receiving free/reduced lunch and those not, low 
achieving students and high achieving students. 
myView Literacy teachers reported that students 
learned important English Language Arts skills 
over the course of the study. Teachers also 
reported myView Literacy had a positive impact on 
academic skills, including higher-order cognitive 
skills, grammar, spelling, vocabulary, writing, 
phonics, fluency and reading comprehension. 
Students reported they enjoyed using the myView 
Literacy program and preferred it to their previous 
program.



Efficacy At-A-Glance
Study Description 
and Sample

What Were the Student Learning Results?
During the 2018-2019 
school year, Savvas 
Learning Company  
contracted with JEM & R 
to conduct a formative 
field test of Unit 2 of 
its myView Literacy 
curriculum in first and 
fourth grades. 

Students achieved 
statistically significant 
gains on the Unit 2 
Assessment.

  First-grade 
students 
gained 11.3% 

  Fourth-grade 
students 
improved 5.7%

All students, including 
those receiving free 
and reduced lunch, 
achieved statistically 
significant gains on 
the Unit 2 Assessment. 
Students receiving 
free and reduced 
lunch improved 
9.6%, and students 
not receiving free 
and reduced lunch 
improved 8.3%.

* Ability levels determined by 
performance on the Unit 2 
Benchmark pretest. 

Sample Included:

Demographics*

Unit 2 Assessment Change in Performance from Pre- to Post-testing 

27%31%

42%

67%
Free/Reduced

Lunch

LOW-ABILITY
MID-ABILITY
HIGH-ABILITY

PRE POST

PRE POST

Grade 1
Grade 4

0.0

20.0

40.0

60.0

80.0

72.3

83.6

55.8
61.5

Unit 2 Test Percent Correct by Grade

11.3%

5.7%

Grade 1
Grade 4

0.0

20.0

40.0

60.0

80.0

60.6

70.2 73.6

81.9

Unit 2 Test Percent Correct by FRL Status

9.6%

8.3%

located in IL and PA

5
teachers 55

students

2
schools

Unit 2 Test Percent Correct by Free and Reduced Lunch Status

15

2018-2019 myView Field Test Results
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Blended Instruction
What the Research Says

21st century classrooms are filled with students, 
collectively known as “digital natives”, who were born 
in a digital era and have never known life without 
technology (Prensky, 2001). These digital natives relate 
to and navigate the world largely through a direct 
relationship with technology. They use technological 
tools on a daily basis to accomplish everything from 
simple to complicated tasks. They connect to the world 
and communicate instantaneously with one another as 
they play complex games, utilize sites like ePals to learn 
from peers, express their creativity, engage in social 
relationships, and explore politics and other events. 
Because digital natives largely express themselves 
through technology, teaching strategies that leverage 
these skills have the potential to play an important 
role in effectively developing the kinds of collaborative 
skills 21st century learners will need to utilize in 
the workplace (UNESCO, 2011). As teachers strive to 
integrate learners from varying socioeconomic and 
ethnic backgrounds, tools that allow the development 

of critical thinking and problem-solving skills will also 
be paramount (Wells et al., 2016). Blended instruction 
that includes authentic technology integration will 
play a key role in helping educators facilitate the kinds 
of collaborative, student directed learning needed to 
perpetuate critical thinking and problem-solving skill 
development across a diverse contingent of 21st century 
constructs (Ertmer & Ottenbreit-Leftwich, 2010). 

From Research to Practice

myView Literacy promotes blended learning 
environments through the utilization of the 
powerful Realize platform.  Teachers, students, 
and administrators are able to access all content, 
assessments, student data, and management tools 
using a single sign-on.  All print materials are 
available digitally through our Realize platform, 
which offers students a variety of interactive 
resources and provides teachers with the data 

Digital Games
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they need to customize content and 
monitor student progress, so all 
students demonstrate proficiency 
in the standards. Teachers have 
the ability to customize materials, 
access student work, and streamline 
planning.  On Realize, myView Literacy 
students have access to resources 
that promote critical thinking and 
problem-solving, such as videos for 
background knowledge, selection 
audio, digital games, and annotation tools.  

Additionally, myView Literacy supports your 
needs during distance learning or hybrid learning 
situations. myView Literacy has added guidance 
and features specifically to help teachers work 
successfully in this new paradigm.

Teachers can feel confident about using myView 
Literacy with videos that demonstrate and explain 
the important parts of the myView Literacy 
lesson for synchronous and asynchronous 
environments. You can find these videos in the 
Distance Learning Support folder in your 
course on SavvasRealize.com.  Topics of these 
videos include: An overview of distance learning 
navigation, creating your classroom community, 
Reading whole group instruction, Reading small 
group instruction, Foundational Skills instruction, 
Writing instruction, Reading-Writing Bridge 
instruction, and Project-Based Inquiry.

The Distance Learning Teacher Guide provides 
guidance and best practices for teaching myView 
Literacy lessons in a distance learning or blended 
learning environment. This extensive document 
speaks to each aspect of myView Literacy with 

recommendations for leveraging the digital 
resources to support distance/blended learning.  
You can find this document in the Distance 
Learning Support folder in your course on 
SavvasRealize.com.

The Distance Learning Resources toggle feature 
on SavvasRealize.com allows teachers to access 
the best myView Literacy resources for distance 
learning with the literal flick of a switch. While 
myView Literacy includes a wealth of resources 
for print and digital instruction, the toggle allows 
teachers to quickly view those that are best for 
distance learning situations. 

Whether in-class or at-home, it is important for 
students to have access to their myView Literacy 
Student Interactives.  Digital versions of the 
printed student text are always available for 
students at SavvasRealize.com. These are found 
on the student’s Classes tab in the eText & Tools 
container.

Interactive Resources
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Themes/Essential Questions/Content Area 
Connections - Interdisciplinary Study
What the Research Says

Essential Questions are a critical component of 
promoting student learning. They help students 
comprehend that inquiry is an essential part of learning 
and support extended metacognition. This includes 
making content area connections and extending inquiry 
to include interdisciplinary studies. When students 
engage in these kinds of active inquiry-driven lessons 
their learning becomes deeper and more meaningful 
(Wiggins & McTighe, 2013). If we want students to 
engage in the work of the subject, we need to provide 
them with comprehensive, thoughtful questions that 
form a sense of purpose, direction and commitment 
to the work they are undertaking. Essential questions 
require students to delve more deeply into the content, 
processes, or subject of their learning, inspire them to 
generate their own questions and find the clarity to 
communicate the vital parts of the ideas, subjects or 
disciplines they are exploring (Jacobs, 1997). 

Essential questions often serve as the link between 
content area connections and guide interdisciplinary 
inquiries. These types of cross topic, content, and 
discipline related learning experiences provide 
rich opportunities to address students’ individual 
differences and help develop transferable skills. These 
types of transferable skills, such as critical thinking, 
communication and analysis are important aspects 
of continuous educational development. Educational 
strategies that encourage students to ask questions 
and take advantage of interdisciplinary studies help to 
foster a genuine enthusiasm of learning for all types of 
students, regardless of background or skill level (Jones, 
2010).

From Research to Practice

There are five units in each grade of myView 
Literacy. The overarching themes are Exploration 
(Geography), Patterns (Life Science), Expressions 
(Arts and Literature), Connections (History), 
and Our World (Earth Science). Furthermore, 
instruction is centered on unit themes and topics 
that systematically explore concepts, thereby 

developing the knowledge base of students 
within and across grade levels. By teaching the 
same themes across all grades, the program helps 
students build their knowledge base and prepares 
them for the following year. 

All texts in myView Literacy connect to the unit 
theme. These texts include Weekly Openers, 
weekly selections in the Student Interactive, Read 
Alouds in the Teacher’s Edition, trade books in 
Book Club, Decodable Stories in the Grades K and 
1 Student Interactive, Songs and Poems Big Book 
at Grades K and 1, and Leveled Readers. 

Each unit has an Essential Question to guide 
students in exploring big questions, which 
provides opportunity for the development of 
expansive knowledge, reflective inquiry, and 
intertextual understandings. These questions 
are launching points for further inquiry and are 
meant to encourage students to be curious and 
to inquire about the unit topics, which for most 
units are either social studies/history or science. 
Weekly Questions are also related to the unit 
theme. Based on the themes, topics, and content 
of the weekly selections, Weekly Questions narrow 
the Essential Question and are introduced in the 
Weekly Launch spread. The questions are revisited 
in Lesson 5, where they appear on the Reflect and 
Share pages in the Student Interactive for further 
discussion.

In each Unit Introduction, students are exposed to 
general academic vocabulary words that will spark 
discussion about the unit theme and help them 
answer the Essential Question. The academic 
vocabulary is studied deeply, highlighting science 
and history/social studies words and concepts 
learned. In addition, the social studies/history and 
science standards are placed on the page where 
appropriate in both the Teacher’s Edition and the 
Student Interactive. Teachers can instruct about 
those standards while students are building 

Why is it 
important 

to understand 
our planet? 

G4U5
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Grade

Unit 1 Unit 2 Unit 3 Unit 4 Unit 5 

Social Studies 
EXPLORATION
(Geography)

Science
PATTERNS

(Life Science)

Humanities
EXPRESSIONS

(Arts and  
Literature)

Social Studies
CONNECTIONS

(History)

Science
OUR WORLD

(Earth Science)

K
Going 
Places

Living 
Things

Tell Me 
a Story

Then 
and 
Now

Outside 
My 

Door 

1
My 

Neighborhood
I Spy Imagine 

That
Making
 History

Beyond 
My 

World 

2 You Are Here Nature’s 
Wonders

Our 
Traditions

Making a  
Difference

Our Incredible 
Earth 

3 Environments Interactions Heroes Events Solutions 

4 Networks Adaptations Diversity Impacts Features 

5 Journeys Observations Reflections Liberty Systems 

What makes 
a place special?  

GKU1

What 
pattersns 
do we see 
in nature? 

G2U2

How do 
experiences  

of others reflect  
our own? 

G5U3

Units of Study

How do 
communities 

change  
over time? 

G3U4



Monitor 

Comprehension 

One way to monitor your 

comprehension is to use 

background knowledge. 

Connect what you 

already know to details 

from the text. 

Highlight a detail that 

relates to something you 

already know. 

CLOSE READ

or hide a bird from predators like 

camouflage clothing.

A female cardinal’s dull, grayish–tan body and 

feathers blend in with her forest home. They help her 

hide and protect her nest from enemies while she sits 

on her eggs. 

10

Northern cardinal, Columbus, Ohio

©
 P

ea
rs

on
 E

du
ca

tio
n,

 I
nc

., 
or

 it
s 

af
fil

ia
te

s.
 A

ll 
ri

gh
ts

 r
es

er
ve

d.

235

RDG20_SE04_NA_U02W01_3RW.indd   235

15/01/19   5:09 PM

First Read

Connect

 THINK ALOUD The author’s 

description of the female cardinal’s 

camouflage makes me think about  

ducks I’ve seen. The female duck’s 

brown markings help it blend in with its 

surroundings, while the male duck’s green 

head makes it stand out.

Close Read

Monitor Comprehension

Tell students that as they monitor 

comprehension, if they find that their 

understanding has broken down, they 

should make adjustments. Rereading a 

portion of the text can help them see if 

they missed any details. Connecting details 

to background knowledge can help them 

restore understanding.

Have students read paragraph 10 twice and 

highlight how the female cardinal’s feathers 

protect her nest and eggs. See student page 

for possible responses.

DOK 2

Camouflage consists of protective coloring and markings that help animals 

blend in with the environment. It can help prey hide from animals that want 

to eat them and help predators sneak up on their prey. In birds, it is often the 

female of a species that has the camouflage, while the male is often brightly 

colored. This is because the female of many bird species guards the nest, so 

being able to hide from predators is a useful adaptation. 

CROSS-CURRICULAR PERSPECTIVES Science

NOTEBOOK

myView

Digital

REALIZE

READER
AUDIO

ANNOTATE

OBJECTIVE

Monitor comprehension and make adjustments 

such as re-reading, using background knowledge, 

asking questions, and annotating when 

understanding breaks down.

Feathers: Not Just for Flying T41

RDG20_ENG_TE04_NA_U2W1_3RW.indd   41

10/07/19   9:27 PM

Granddaddy’s Turn is set in the South during the 1960s. African American 

men were granted the right to vote in 1870, in the Fifteenth Amendment to the 

Constitution. However, southern states denied most African Americans this right 

through discriminatory state laws that instituted poll taxes, literacy tests, and 

similar methods of disenfranchisement. The Voting Rights Act of 1965 finally 

gave the federal government and courts the means to enforce the Fifteenth 

Amendment. Have students connect this information to the “You Are My Hero” 

poem on pp. 60–61 of the Student Interactive.

CROSS-CURRICULAR PERSPECTIVES Social Studies

Close Read
Analyze Characters
Have students scan paragraphs 28–32 and 
underline details that help them understand 
why Granddaddy and the narrator stay calm 
as others cut in line in front of them. See student page for possible responses.Say: Explain why Granddaddy and the narrator act as they do. Use your underlined 

evidence to support your answer. 
Possible Response: They let others go ahead 
of them because “That’s just how things worked,” so I think they are used to being treated unfairly. Granddaddy also may think that getting upset could hurt his chance to be 

the first in the family to vote. He says, “Takes 
patience to get what you’ve got coming to you” 
because he believes voting is worth waiting longer in line, and the narrator follows his lead.DOK 2

First Read
Notice

THINK ALOUD The illustration helps 
me understand that before this day, only white 
people were allowed to vote in the town. I also see that the narrator and Granddaddy are the only people in line who are not white. 

I am worried that everyone will cut in front of them and Granddaddy will not be able to 
vote. I predict that there will be a conflict or a 
problem when Granddaddy tries to vote. What 
do you notice in the illustration?

SHARED READ

WEEK 2 LESSON 2READING WORKSHOP

OBJECTIVES
Explain the relationships among the major and 
minor characters.
Describe characters in a story (e.g., their traits, 
motivations, or feelings) and explain how their 
actions contribute to the sequence of events.

Analyze 
Characters
Underline details that help you explain why Granddaddy and the narrator stay calm as others cut in line in  front of them.

CLOSE READ

Nobody in my family had ever voted before. Where we lived, some people were allowed to vote and some people were not. I never knew anyone who had voted before.
But I heard my teacher say that some new laws 

had changed all that.
I hoped that was true, because I didn’t want us 

to get in trouble.
It felt like we were standing in line forever, and every time we seemed to get a little closer, someone would cut in line in front of us. That’s just how things worked where we lived.It didn’t seem to bother my granddaddy, though. He said, “Patience, son. Takes patience to get what you’ve got coming to you!”

28

29

30

31

32

72

©
 P

ea
rs

on
 E

du
ca

tio
n,

 I
nc

., 
or

 it
s 

af
fil

ia
te

s.
 A

ll 
ri

gh
ts

 r
es

er
ve

d.

RDG20_SE03_NA_U03W02_3RW.indd   72

14/01/19   12:21 AM

T110 UNIT 3 • WEEK 2

RDG20_ENG_TE03_NA_U3W2_3RW.indd   110

11/09/19   10:49 AM

20

content knowledge. Throughout the unit, 
students generate and learn new words to add 
to their word bank and strengthen their theme-
related discussions.

Throughout the selections, there are Cross-
Curricular Perspectives notes. These notes 
are related to either science or social studies 
standards. These notes support the social studies 
or science standards in the text being read, but 
they also add interesting information to engage 
student interest and build background knowledge.

In Week 6, students are given the opportunity to 
explore the unit theme and answer the EQ by (a) 
comparing the texts they have read in the unit 
and (b) working collaboratively on a Project-Based 
Inquiry. Students have an opportunity to apply 
these cross-curricular themes and concepts to 
an authentic, real-world project. This integrated 
approach not only increases engagement and 
collaboration among students, 
but it also helps build students’ 
academic vocabulary and research 
skills, and that translates to 
greater success in all subject 
areas.  

Teacher’s Edition: 
Cross-Curricular 
Perspectives

Teacher’s Edition: 
Cross-Curricular 
Perspectives
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  Additional myView Literacy 
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Student populations have changed significantly in 
the last twenty to thirty years (McCoy and Ketterlin-
Geller, 2004). It is increasingly common for 21st 
century classrooms to be made up of a diverse group 
of students with very different needs when it comes 
to literacy instruction. Overarching diversity is the 
new “normal”, replacing the staid homogeneity of the 
past. Indeed, many classrooms include students from 
non-English speaking backgrounds, students with 
disabilities, students from diverse cultural backgrounds 
and students on accelerated programs. Diverse 
classrooms require educators to adjust their teaching 
and instructional practices by providing differentiation 
if they want to address the learning needs of their 
entire student population (Mulroy and Eddinger, 2003). 
Students learn best when educators accommodate 

their unique interests, learning profiles and readiness 
levels (Tomlinson, 2005). By addressing learner variance 
through the use of differentiated instruction (Subban, 
2006) teachers can readily leverage each students’ 
innate ability to learn (Tomlinson, 2004c & 2005). In 
short, differentiated instruction creates meaningful 
learning experiences for every type of learner.

  Differentiation

LEVEL B • MODEL AND TEACH

Lesson 14 Decode Regularly Spelled  VC and CVC Words

OBJECTIVES:

• Segment and blend 

one-syllable VC 

words.

• Segment and blend 

one-syllable CVC 

words.

• Connect the sounds 

to the letters in VC 

and CVC words.

• Spell regular VC and 

CVC words.

INTRODUCE Today we will listen to the sounds in short words and learn to 

recognize the letters that make the sounds. If I say the word up, the first 

sound I hear is /ŭ/. The second sound I hear is /p/. /ŭ//p/. Up. Many words use 

the same sounds and letters. Knowing letters and their sounds helps us read 

familiar and new words. It can also help us spell familiar and new words.

MODEL Display and read “Who Is Up?” from Student Page S95. Connect the 

/ŭ/ and /p/ sounds to the letters. Hold up a letter u card. Point to u and say 

the sound. Hold up a letter p card. Point to p and say the sound. These sounds 

combine to make the word up. I see this word in the poem. Circle up in the 

title. Point to up and say the sounds and word: /ŭ//p/. Up.

Who Is Up?

Who is up?  
The sleepy pup. 

Yip, yip, yip. 
The sleepy pup 

Is up!

TEACH Use the model to further teach the skill in context. We have learned 

the word up in this poem. I will say the sounds and the word. Then we will say 

them together. Point to up in the title. Say it with me: /ŭ//p/, /ŭ//p/. Say it with 

me: up. Repeat with up in lines 1 and 5.

But who is up? Prompt for pup. Yes! The pup is up. Pup has the same sounds 

as up. The first sound I hear is /p/. Say it with me: /p/. The next sound I hear is 

/ŭ/. Say it with me: /ŭ/. The last sound I hear is /p/. Say it with me: /p/. When I 

combine the sounds, I get pup. Say it with me: pup. Circle and say the sounds 

and words for each instance of pup. Have students say each sound and word 

after you do.

Point to the word up again. Look at the order of the letters: u, p. The order of 

the letters matches the order of the sounds. When you hear a word, you can 

spell it by listening to the sounds in the word. Say the word lap and display the 

letters a, l, and p. Listen to the sounds in the word lap: /l//ă//p/. I hear /l/ first, 

so I put the l at the beginning. I heard /ă/ next, so I put the a next. Last, I hear 

/p/, so I put the p last. L-a-p. That’s how I spell lap.

Phonological Awareness T • 95

RDG20_TG_LevB_MF_Int_L14.indd Page 95  8/28/17  11:43 AM f-0260 
/125/PE03033/RDG_MYFOCUS_2020/TX/TE/2018/Level_B/XXXXXXXXXX/Layout/Interior_Files ...

ASSESS & DIFFERENTIATE

PHONOLOGICAL AWARENESS

For students who need support, Phonological 

Awareness lessons are available in the myFocus 

Intervention Teacher’s Guide, Lessons 1–13.

Intervention Activity

DECODE REGULARLY SPELLED WORDS

Use Lesson 14 in the myFocus Intervention 

Teacher’s Guide for instruction on decoding 

regularly spelled words.

Intervention Activity

/O
. 

/ SPELLED a, al, aw

Sound-Spelling Cards  

Have students name the 

images on Sound-Spelling 

Card 105 (ball), 106 (chalk), 

and 58 (hawk). Say: The 

letters a, al, and aw can 

spell the vowel sound you 

hear in ball, chalk, and 

hawk.

Write these incomplete sentences on the board: 

The h__k has a big cl__. We w__k to the t__ll 

w__ll.

Prompt students to complete the sentences by 

using a, al, or aw. (The hawk has a big claw. We 

walk to the tall wall.) Have students read both 

sentences aloud.

ELL Targeted Support

Write the following words on the board: call, 

draw, hall, walk, yawn, talk, paw.

Read the words aloud. Guide students to sort the 

words into two groups: words with /ό/ spelled a 

(call, hall), words with /ó/ spelled al (walk, talk), 

and words with /ó/ spelled aw (draw, yawn, paw). 

EMERGING/DEVELOPING

Ask students to come up with additional words 

that fit into either category. EXPANDING

Ask students to add words to different 

categories, such as words with /ó/ spelled al and 

end with k. BRIDGING

Word Work Strategy Group

Teacher-Led Options
Use the  QUICK CHECK on p. T283 to determine small group instruction.

WEEK 5 LESSON 4

READING WORKSHOP

hawk

aw

58
RDG20_ANC_SSC_054_106_Frnt.indd   58

7/16/17   1:06 PM

chalk

al

106
RDG20_ANC_SSC_054_106_Frnt.indd   106

7/16/17   1:11 PM

ball

a

105
RDG20_ANC_SSC_054_106_Frnt.indd   105

7/16/17   1:10 PM

For additional support, see the online 

Language Awareness Handbook.

T288 UNIT 2 • WEEK 5
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Teacher’s Edition: Small Group 
Planning Page

Leveled Readers
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Small Group Instruction 
What the Research Says

Existing research shows that students who experience 
small group literacy instruction learn significantly more 
than students who are not provided with opportunities 
to engage in small group settings, including students 
with mild to severe disabilities (Lou et al., 1996). 
This type of focused instruction beyond the whole 
class model allows educators to focus on what varied 
groups of students need to learn next in order to move 
beyond their current skills (Tyner, 2003). Small group 
settings also facilitate meaningful sharing and provide 
situations where students receive feedback amongst 
their peers. Additionally, small groups typically support 
maximum efficiency when it comes to the use of teacher 
and student time, increase instructional time and help 
improve general literacy skills (Polloway, Cronin, and 
Patton, 1986). 

Students who regularly engage in small-group 
instruction are more likely to do better on vocabulary 
assessments and expository retells (Fien, et. al., 
2011). They are also more likely to exhibit voluntary 
participation, more readily ask questions, and request 
corrective feedback (Vaughn & Linan Thompson, 2003; 
Vaughn et. al., 2001). Differentiated instruction creates 
a successful learning environment for students, by 
encouraging them to collaborate and work together 
to understand concepts and apply skills and engage 
in literary discussions, while allowing the teacher to 
assess current needs and provide targeted responses 
(Goldenberg, 1993).

From Research to Practice

In myView Literacy, shared reading provides a time 
for guidance that fosters student engagement, 
participation, and collaboration. Teachers form 
small groups flexibly to provide instruction based 
on needs, tasks, and texts. They use Turn, Talk, 
and Share; Quick Checks; and Reflect and Share 
to inform instruction as they monitor students’ 
progress through a variety of ongoing formative 

assessments. As students engage with a variety of 
texts, they construct meaning, consider essential 
questions, and work to master strategic learning 
goals.

Within the small group portion of the myView 
Literacy lessons (yellow bordered pages), teachers 
will find multiple small group ideas that are 
teacher-led or Collaborative/Independent for 
students, including strategy groups and groups 
for intervention, fluency, conferring, and leveled 
reader instruction. Options in Small Group time 
offer a wide range of activities to help meet the 
diverse needs of students related to their abilities, 
interests, and learning styles.
 
The Small Group Guide also provides professional 
development support to assist educators in 
setting up, planning, and delivering small group 
instruction.  Helpful tips from program authors 
give teachers the support they might need for 
small group time.

Small Group 
Professional Development

GUIDE
A roadmap to take small groups from good to great!

LIT20_ANC02_SGG_CV1.indd   1

29/08/19   4:11 PM

Small Group Professional 
Development Guide
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English Learners
What the Research Says

In order to build on the linguistic strengths of English 
learners (ELs), it is important to provide instruction 
that honors the wisdom and capabilities of their first 
language, while supporting them as they learn English.  
Learning to read in a second language requires lessons 
that support the ability to combine cultural, linguistic 
and cognitive development (Freeman & Freeman, 
2011). Great literacy teachers find opportunities to 
evaluate and better understand their students and use 
what they know about literacy to build reading and 
writing skills tailored to the strengths and weaknesses 
of each student (Jimenez, 2014). ELs thrive when they 
are exposed to, and have opportunities, to practice all 

four language processes, reading, writing, listening and 
speaking. This includes vocabulary practice and aural 
supports such as read-alouds and audiobooks, as well 
as consistent writing opportunities. When it comes 
to school aged ELs, research has empirically shown 
that vocabulary aptitude is the single best predictor of 
their future academic success across all other subjects 
(Saville-Troike, 1984).

Differentiation that employs a full range of linguistic 
supports through multiple language processes enables 
ELs to relish and connect with the various texts and 
books they are reading (Gibbons, 2009). EL students 
achieve amazing results when their linguistic diversity 
is recognized and valued as an asset to continued 
literacy skill attainment (Borrero & Bird, 2009). 
Research has consistently shown that one of the most 
consistent ways to support ELs is through diverse, 
extensive reading in ways that engage their intellectual 
abilities and promote both academic and lifelong 
success (Worthy & Roser, 2010 & Elley, 1991). Teachers 
who take the time to provide differentiated instruction 
that creates meaningful communication and extends 
cognitive abilities (in two or more languages) will 
engage their EL students in a way that fosters a lifelong 
love for reading and learning and fosters appreciation 
for the dual language skills. 

 

ELL 
Targeted 
Support
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From Research to Practice

myView Literacy provides embedded support 
for English language learners (ELs). EL targeted 
support is embedded at point-of-use in the 
Teacher’s Edition. Ongoing, frequent, and 
consistent support for all English Language 
proficiency levels are provided throughout the 
teacher support making it possible for teachers 
to ensure they have the robust, in the moment, 
instructional tips to help reach all learners.

Teachers will find support for all proficiency levels 
throughout the Teacher’s Edition at point-of-use 
in Whole Group and Small Group instruction.
EL strategies support English language 
acquisition during whole group minilessons or 
in strategy groups. Ongoing EL targeted support 
for vocabulary includes cognates, EL targeted 
support, and EL language transfer.
In addition to the in-text notes for teachers in 
the Teacher’s Edition, the wwLanguage Awareness 
Handbook offers all-in-one online resource that 
supports scaffolded instruction during Reading 
and Writing instruction:
• 

• Scaffolded Support Lessons
• Routines and Activities
• Scaffolded Lessons for Writing 

Types
• Language Learning Resources
• Contrastive Analysis Chart

Language Awareness Handbook

ELL 
Targeted 
Support
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Striving Learners
What the Research Says

For striving learners, a one size fits all approach can be 
especially detrimental to future reading achievement, 
as striving readers benefit greatly from the customized 
approach to learning that differentiation affords them. 
Instruction that is individualized to their strengths 
and weaknesses, and is modified as their skills change, 
may be more effective than high quality instruction 
that is not differentiated (Connor et al., 2014). 
Striving learners are not different from their on-level 
or accelerated peers; they still need instruction that 
includes regular, built-in, structured, and supported 
opportunities to develop the skills of competent 
readers. However, the type and style the differentiated 
instruction should take will depend on the individual 
needs of the struggling learner (Tomlinson, 2017). 
Struggling learners also need to be exposed to literacy 
activities that boost their confidence, expose them 
to reading options that are appropriate to their 
skill level and foster positive learning experiences. 
To truly provide the kind of differentiated learning 
opportunities a struggling student needs, teachers 
must understand what a student knows and does 
not know, what motivates that student to learn, and 
how the student learns best (Earl, 2003). There is 
no magical formula for providing differentiation for 
striving students, but rather striving students especially 
benefit from the type of customized, targeted literacy 
instruction that differentiation delivers.

 

From Research to Practice

To help striving students, myFocus Intervention 
is referenced within the Small Group pages as a 
Tier 2 solution.  These activities provide teachers 
with suggested reteaching activities for students 
in need of more support in skill practice and 
application. Every lesson includes an intervention 
activity. myFocus Intervention is integrated with 
myView Literacy. 

myFocus Intervention focuses on instruction in 
Foundational Skills (Phonological Awareness, 
Phonics, Spelling, Vocabulary, and Fluency) 
and Reading, Writing, and Language (Reading 
Literature, Reading Informational Text, Writing, 
Language and Conventions, and Inquiry and 
Research).  The lessons are skills-based allowing 
teachers to flexibly select lessons based on the 
needs of students.  The Teacher’s Guide includes 
integrated student blackline masters and 
Checkpoint Assessments for ongoing formative 
assessment.
 
To accompany the lessons in myFocus Intervention, 
students work from myFocus Reader (grades 1-5; 
in Kindergarten students use decodable readers).  
On days when instruction includes the myFocus 
Reader or the decodable reader, students are 
applying and practicing the skills taught during 
whole group instruction.  myFocus Reader is an 
application of reading comprehension, vocabulary, 
and foundational skills.  Teacher support for the 
myFocus Reader is found on Realize.

Use the myView Literacy Teacher’s Edition for universal differentiation strategies. 

Quick Check
Deliver instruction with “If/Then” guidance based on student responses.

Minilessons
Choose from hundreds of strategy and skill minilessons to meet the needs of your classroom.

Leveled Readers 
Use a library of 700+ texts with access videos to build background knowledge.

TIER 1

TIER 2

Flexible Entry 
and Exit Points
Accommodate 
students’ differing intervention needs and rates of mastery.    

Focused Practice is included with each minilesson.

myFocus Intervention Teacher Resource Guide -  Skills/Standards-based InstructionProvides lessons tied to discrete skills allowing for teachers 
to “dip in and dip out” as needed. Student resources 
are integrated. Suggested myFocus Intervention lessons are 
listed at point of use in the myView Teacher’s Edition.

myFocus INTERVENTION and myFocus READER

myFocus Reader
Engaging texts and online teacher support.

myFocus Reader 
Application and PracticeOne high-interest selection per week connects to the myView Literacy unit theme. Use with students who need additional practice and support with grade-level texts. 

• Weekly Question
• Academic Vocabulary
• Comprehension Skills
• Foundational Skills (Grades K-2)

Integrated Assessments Formative assessments and checkpoint assessments measure student understanding.

Intervene with lessons connected to the week’s instruction or 
provide targeted instruction on specific skills.

INTERVENTION 

FOCUS ON STRATEGIES Authors organize information in a way that supports 
their reason for writing. Tell students to pay attention to how the text 
structure, such as description text structure, helps readers understand the 
author’s purpose for writing the text.MODEL AND PRACTICE Use p. 116 to model how an author uses description 
text structure to support a purpose. Say: The author describes how the 
mother helps the baby. Description is a text structure that the author uses to 
help readers picture what he or she is writing about. The author wrote these 
sentences to give readers information about how the mother helps the baby.TURN, TALK, AND SHARE
TURN, TALK, AND SHARE Have pairs discuss how the author uses 

description text structure to explain how baby animals grow and search 
How Do Baby Animals Grow? for examples.

Minilesson

Genre Informational Text
Text Elements
• New vocabulary depends on glossary
• Words seldom used in oral language

Text Structure
• Description

Genre Fantasy

Text Elements
• Dense text layout
• Building of suspense through plot events

Text Structure
• Chronological

Genre Informational Text
Text Elements
• Many subtopics of a larger topic
• Challenging multisyllable words

Text Structure
• Description

LEVEL Q

LEVEL P

LEVEL O

To select other texts that match your instructional focus and your groups’ instructional range, 

use the Leveled Reader Search functionality at PearsonRealize.com.

Matching Texts to Learning

Liz Dennis

LVR_G4_LQ_U2_9781486908240.indd   1

2017-08-24   5:15 PM

Glen Downey
Art by Mike Love

LVR_G4_LP_U2_9781486907823.indd   1

2017-08-24   10:02 AM

Mariel Early

LVR_G4_LO_U2_9781486907762.indd   1

2017-08-18   2:11 PM
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Use the myView Literacy Teacher’s Edition for universal differentiation strategies. 

Quick Check
Deliver instruction with “If/Then” guidance based on student responses.

Minilessons
Choose from hundreds of strategy and skill minilessons to meet the needs of your classroom.

Leveled Readers 
Use a library of 700+ texts with access videos to build background knowledge.

TIER 1

TIER 2

Flexible Entry 
and Exit Points
Accommodate 
students’ differing intervention needs and rates of mastery.    

Focused Practice is included with each minilesson.

myFocus Intervention Teacher Resource Guide -  Skills/Standards-based InstructionProvides lessons tied to discrete skills allowing for teachers 
to “dip in and dip out” as needed. Student resources 
are integrated. Suggested myFocus Intervention lessons are 
listed at point of use in the myView Teacher’s Edition.

myFocus INTERVENTION and myFocus READER

myFocus Reader
Engaging texts and online teacher support.

myFocus Reader 
Application and PracticeOne high-interest selection per week connects to the myView Literacy unit theme. Use with students who need additional practice and support with grade-level texts. 

• Weekly Question
• Academic Vocabulary
• Comprehension Skills
• Foundational Skills (Grades K-2)

Integrated Assessments Formative assessments and checkpoint assessments measure student understanding.

Intervene with lessons connected to the week’s instruction or 
provide targeted instruction on specific skills.

INTERVENTION 

FOCUS ON STRATEGIES Authors organize information in a way that supports 
their reason for writing. Tell students to pay attention to how the text 
structure, such as description text structure, helps readers understand the 
author’s purpose for writing the text.MODEL AND PRACTICE Use p. 116 to model how an author uses description 
text structure to support a purpose. Say: The author describes how the 
mother helps the baby. Description is a text structure that the author uses to 
help readers picture what he or she is writing about. The author wrote these 
sentences to give readers information about how the mother helps the baby.TURN, TALK, AND SHARE
TURN, TALK, AND SHARE Have pairs discuss how the author uses 

description text structure to explain how baby animals grow and search 
How Do Baby Animals Grow? for examples.

Minilesson

Genre Informational Text
Text Elements
• New vocabulary depends on glossary
• Words seldom used in oral language

Text Structure
• Description

Genre Fantasy

Text Elements
• Dense text layout
• Building of suspense through plot events

Text Structure
• Chronological

Genre Informational Text
Text Elements
• Many subtopics of a larger topic
• Challenging multisyllable words

Text Structure
• Description

LEVEL Q

LEVEL P

LEVEL O

To select other texts that match your instructional focus and your groups’ instructional range, 

use the Leveled Reader Search functionality at PearsonRealize.com.

Matching Texts to Learning

Liz Dennis

LVR_G4_LQ_U2_9781486908240.indd   1

2017-08-24   5:15 PM

Glen Downey
Art by Mike Love

LVR_G4_LP_U2_9781486907823.indd   1

2017-08-24   10:02 AM

Mariel Early

LVR_G4_LO_U2_9781486907762.indd   1

2017-08-18   2:11 PM

Tier 2 Support
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Accelerated
What the Research Says

The goal of any dedicated teacher is to make sure that 
all students are being challenged, building on existing 
skills, and increasing academic attainment, regardless 
of their current ability. With a general focus on 
ensuring that all students meet minimum proficiency 
levels talented readers often slip through the cracks. 
Accelerated literacy students often receive little to no 
instruction tailored to their needs and are inclined to 
be overlooked when it comes to the encouragement 
and support needed to engage in challenging reading. 
Waning interest, apathy and lack of engagement may 
be exacerbated by the limited differentiation frequently 
provided for students reading at an advanced level (Reis 
et al., 2004). Existing evidence suggests that advanced 
readers tend to read books that are too easy for them 
and that this negatively impacts opportunities for them 
to stretch their reading skills and navigate challenging 
experiences. Programs that lack exposure to challenging 
texts, do not have provisions for choice when it comes 
to reading selections, and in turn fail to create ample 
opportunities for high-level literary discussions that 
grow the reading skills of accelerated students (Eckert, 
2008; Reis et al., 2004). 

The issue of accelerated students not receiving the 
differentiation they need is particularly prevalent in 
schools struggling to meet state testing standards, as 
these schools tend to focus on ensuring the maximum 
number of students meet the minimally accepted 
standards. Unfortunately, this means students that 
read at higher levels often miss out on the enriching 
experiences they need for their own continued literary 
development (Johnson & Johnson, 2005; Pedulla et 
al., 2003). It is important then, that remediation for 
struggling readers is not a barrier to the instructional 
differentiation needed to ensure that more advanced 
learners are every bit as successful in terms of growth 
and new skill attainment as their on-level or lower 
performing peers (Reis et al., 2004). 

From Research to Practice

myView Literacy provides enrichment 
opportunities for K–5 students. In kindergarten, 
the Kindergarten Acceleration offers students 
the opportunity to blend words by the third week 
of school and learn all sounds by Unit 3.  In all 
grade levels, Text Complexity Charts are included 
for Student Interactive reading selections, which 
include instructional guidance for advanced 
students. Options in Small Group time offer a 
diversity of activities to help meet the diverse 
needs of students related to their abilities, 
interests, and learning styles.

Book Club 
Trade Books
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Book Club
• Book Club is a feature of myView Literacy in 

which students are empowered with choice 
to select authentic texts that appeal to 
their interests and ability levels. They work 
cooperatively with their peers during Book 
Club.

Book Club will give students an in-class 
opportunity for real-world reading enjoyment. 
Book Club consists of a set-aside time when 
students meet in small groups to discuss the 
trade book for the unit. It is a time for students 
to talk about what they are reading without 
having their ideas or insights overly evaluated.

The collaborative/independent work and Book 
Club options provide an environment where 
students can develop their social emotional 
skills and become good learning partners with 
their peers.
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Online Extension Activities
• Record Keeping Templates: Easy-to-use tools 

for genre reading logs, fiction and nonfiction 
bookmarks, tips for choosing books, and more.

• Quest and uEngineer It! extension projects that 
incorporate science and social studies themes

• Creative Reading (invention, divergent 
thinking, discovery): Creative response 
activities for fiction, nonfiction and vocabulary 
extension.

• Inquiry Reading (conducting research in an 
area of interest): Develop inquiry questions, 
plans, documentation, and sharing of ideas.

• Critical Reading (asking questions, making 
judgments, hypothesizing): Prepare 
questioning of the author/text, noticing and 
connecting, analyzing words, and more.

Literacy Centers
With myView Literacy, teachers also have access 
to over 800 leveled (Below, On, Above) center 
activities to offer additional practice options 
for students.  Resources are downloadable 
from Realize and can be distributed to stations 
during small group time based on the needs of 
students and flexible grouping options. 

6 Grade 5 Unit 3

Project-Based Learning

1

Kick Off

Expressing Change!

As a young artist, your mission is to  

create a poem or artwork that expresses 

the mood from either the World War I Era, 

Jazz Age, or Great Depression Era.

 Create a List

Once you have received your assignment, work with your 

group to select an era to study. Learn about that time and 

create a list of words that describe the mood, emotions, and 

mindsets of the era you selected.

People often use art, such as poetry, paintings, collages, 

and murals, as a way to express their feelings about the 

world around them. There are many pieces of literature 

and artwork that reflect the World War I Era, Jazz Age, 

and Great Depression Era. These pieces stir up mixed 

emotions in their readers or viewers, but they all 

express the artist’s point of view of the world.

Design

Design ItAnimals use tools. Look at the 
photos. Design a tool you can 
use to solve a problem. 

 tortoise 

 chimpanzee  

Bioengineers study plant and 
animal parts. They might study a turtle shell to design 

a better bicycle helmet.Would you like to help a bioengineer solve a problem?

Design a Tool

Grade 1  Unit 2

4

Quest 
Extension 

uEngineerIt! 
Extension 
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Students with Dyslexia
What the Research Says

Dyslexia is a very specific learning disability that 
is the result of one or more brain-based language 
processing challenges in the area of rapid automatized 
naming (RAN), working memory, and phonological 
and/or auditory processing. Students with dyslexia 
typically have difficulties with accurate and/or fluent 
word recognition, poor spelling and decoding abilities 
resulting from a deficit in their phonological language 
abilities (Lyon, 1995). It is not uncommon for dyslexia 
to remain unidentified, as it is often masked by the 
high functioning of other cognitive abilities (Lyon, 
Shaywitz, & Shaywitz, 2003). However, it is the lack of 
phonological language abilities, most readily expressed 
as difficulty reading words, that is the greatest concern 
when it comes to successful reading comprehension 
(Torgesen, 2006). Specifically, phonemic awareness, 
verbal short-term memory, and rapid automatic naming 
abilities are typically impaired when students have a 
phonemically based reading difficulty (Snowling, 2000; 
Torgesen, 1999).

Students with dyslexia require differentiation that 
includes intensive one-to-one instruction designed 
to increase accuracy, reading fluency, and text 
comprehension (Torgesen, 2006).  They also need 
consistent opportunities to receive high quality 
intervention, focused on their unique processing 
challenges, that allows them to demonstrate content 
understanding and access literacy curriculum more 
readily (Hamman, 2018). While many learners are able 
to master expressive and receptive language skills from 
repeated exposure, there is a population of students for 
whom this is not sufficient (McCardle, Scarborough, & 
Catts, 2001). 

For these students taking a differentiated approach 
based on Structured Literacy might be a solution, as 
Structured Literacy makes no assumptions about what 
students are implicitly capable of learning (Spear-
Swerling, L., 2019). Structured Literacy is deeply rooted 
in the sounds from which our spoken language is 
composed (phonemes) and systematically introduces 
the letters or letter combinations (graphemes) that 
correspond with each phoneme (Cohen, 2016). When 
dyslexic learners are identified early on and provided 
with systematic, intense, differentiated instruction, the 
impacts of their unique learning disability are likely to 
be less severe (National Institute of Child Health and 
Human Development, 2000 & Torgesen, 2002) However, 
differentiation must include explicit, concentrated, 
systematic instruction focused on phonological 
processing, phonics, and fluency in order to help them 
make reading gains (Shaywitz et al., 2004).
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From Research to Practice

The instructional plan of myView Literacy was 
constructed to ensure the success of learners with 
Dyslexia. Specific supports include:
• Structured and systematic phonics and reading 

instruction that provides:

* repetition and review of skills

* explicit teaching of decoding skills and sight 
words 

* focused minilessons th at provide carefully 
sequenced/stepped out instruction 

* Think Alouds that model how skilled readers 
construct meaning from text

* additional practice opportunities

* leveled readers

* decodable readers

• Spelling instruction that is based on rules and 
patterns rather than topic- or theme-   
 based words.

• Daily small group instructional opportunities 
to support strategy groups.

• Practice developing oral language proficiency 
through Language of the Genre and  
Academic Vocabulary. 

• Multisensory literacy tools in the Foundational 
Skills Kit: Letter Tiles; Picture,  
 Alphabet, High-Frequency Word, and Sound-
Spelling Cards

• Weekly selection texts, decodable text, and 
decodable readers all have audio and  
 word-by-word highlighting. 

• The Student Interactive, a write-in text, 
provides: 

• students the ability to underline, highlight, 
and take notes

• teachers the ability to tear out pages to 
reduce stimuli and present small, focused  
 amounts of information 

• frequent opportunities to respond orally 
through Turn and Talk activities

• frequent opportunities for peer learning 
through Collaborate activities

Savvas Realize™, our online learning 
management system, students and teachers can 
navigate between print and digital environments. 
Students have digital access to the program 
student interactive, trade books, practice 
activities, games, and leveled readers. For 
teachers, the digital path provides support such 
as intuitive search capabilities, customizable 
assessments, the ability to upload outside 
resources, student interactive activities, and a 
game-based learning environment.

Savvas Realize™ offers several tools to assist 
students, including highlighting, underlining, and 
notes. Additionally, programs on Realize provide 
a wide variety of content formats to meet diverse 
student needs. From Word documents, PDFs, 
interactive pieces with embedded audio, digital 
tests, and videos, this variety gives students 
flexibility to learn in a way that will help them 
retain information.
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Students with Disabilities 
What the Research Says

During the 2017–18 school year, the number of students 
ages 3–21 who received special education services 
under the Individuals with Disabilities Education Act 
(IDEA) was 7.0 million, or fourteen percent of all public-
school students. Among students receiving special 
education services, thirty-four percent had specific 
learning disabilities (NCES, 2018). 

For students with learning disabilities, reading 
instruction is likely the academic area where they have 
the greatest need for intervention. As such, for students 
with learning disabilities it is crucial that differentiation 
practices promoting the acquisition of reading skills 
be identified and readily implemented if they are to 
become proficient readers (Lyon, 1995). The National 
Research Council conducted research on reading and 
reading instruction that identified: 1) problems in 
understanding and using the alphabetic principle to 
acquire fluent and accurate word reading skills; 2) 
failure to acquire the verbal knowledge and strategies 
that are specifically needed for comprehension of 
written material; and, 3) absence or loss of initial 
motivation to read, or failure to develop a mature 
appreciation of the rewards of reading, as the main 
reasons for students expressing difficulty with reading 
(Snow, Burns, and Griffin, 1998). 

For students with reading disabilities, reading accuracy 
and comprehension can be significantly improved 
if carefully administered interventions, that are 
more intensive than instruction typically provided 
in special education settings, are implemented with 
regularity (Torgesen, 2006). Indeed, students with 
learning disabilities benefit from explicit, intensive, 
differentiated instruction that increases instructional 
learning time. When this type of focused instruction 
is combined with metacognitive or strategy based 
instruction, basic skills such as handwriting, speed of 
writing, speed of reading, and decoding words, show 
impressive gains even amongst students who have 
demonstrated a high level of difficulty learning how to 
read and write (Vaughn, Gersten, and Chard, 2000).

From Research to Practice

Savvas Learning Company supports and complies 
with the Individuals with Disabilities Act of 2004 
and the terms and conditions of the National 
Instructional Materials Access Center, NIMAC. In 
accordance with IDEA 2004, Savvas will upload 
any K-12 textbook or core related student print 
material published after July 19, 2006, to the 
NIMAC.

Realize has several tools to assist students, 
including highlighting, underlining, and notes. 
Additionally, programs on Realize feature a 
wide variety of content formats to meet diverse 
student needs. From Word documents and PDFs 
to interactive audio, digital tests, and videos, this 
variety gives students flexibility to learn in a way 
that will best help them retain information.
All items are designed for accessibility, including 
high-contrast, legible text size and supporting 
read-aloud audio. Text equivalents for video, 
audio, art, and images are included. Savvas is in 
compliance with the WCAG 2.0 and Section 508 
standards.

The Realize platform supports full keyboard 
navigation, screen reader access, and alternative 
text, as well as the JAWS, NVDA, and VoiceOver 
screen readers.
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  Reading

Foundational Skills and the Science of Reading
What the Research Says

The ability to read, and read well, opens up doors 
academically, professionally, and personally, that 
are otherwise closed to those who cannot read with 
proficiency. According to U.S. government data, only 
one-third of fourth graders have the reading skills 
to be considered proficient, defined by the National 
Assessment of Educational Progress as, “demonstrating 
competency over challenging subject matter” (National 
Center for Education Statistics, 2000). Additionally, 
a third of fourth graders and more than a quarter of 
twelfth graders lack the reading skills to adequately 
complete grade-level schoolwork (National Assessment 
of Educational Progress, 2019). Unfortunately, students 
that still struggle with reading by the time they reach 
high school are unlikely to improve once they graduate. 
According to a study conducted in 2015 by the US 
Department of Education, as many as 32 million U.S. 
adults, and 19% of high school graduates lack literacy 
skills (Literacy, Inc., 2020). While adults lacking literacy 
skills may be able to read basic text such as directional 
signs, simple instructions, etc., they aren’t able to 
process long passages of text or glean meaning from 
the type of academic language needed to safely and 
effectively navigate life. They are also far less likely to 
secure gainful employment, engage in voting, or stay 
up on news and other current events that impact their 
lives (Kutner et al., 2006). Indeed, nearly every aspect of 
being a productive, engaged citizen is, in some way, tied 
to reading ability. 

However, while we can all agree on the importance 
of literacy in general, the “best” way to teach reading 
has been a topic of debate for years. Older methods 
of reading instruction, largely based on tradition and 
observation, have been debunked by research conducted 
over the past forty years yielding tremendous, 
interdisciplinary insights into the process of learning 
to read, gathered from developmental psychology, 
cognitive neuropsychology, developmental linguistics, 
and educational interventions. This evidence-based 

body of knowledge is what we now refer to as the 
“Science of Reading” (Lyon & Chhabra, 2004).  Based 
on these empirical findings, the Science of Reading 
indicates that students need explicit instruction 
in the critical elements of reading: phonemic 
awareness, phonics, fluency, vocabulary, and reading 
comprehension (NICHD, 2000). The key difference 
between the Science of Reading approach and other 
alternatives, is the inclusion of phonics to teach 
children to begin reading by manipulating the sounds 
in words. The inclusion of phonics and phonics related 
skills is crucial to ensuring reading success (Dakin, 
1999).

Indeed, reading, how we learn to read, and best 
practices for teaching reading, are some of the most 
studied aspects of human learning. Dozens of journals 
publish empirical research on reading each year. If we 
are looking for consistency when it comes to findings 
on learning to read and teaching reading we need only 
to look at the vast body of research synthesized from 
English-speaking countries (NICHD, 2000; Rowe & 
National Inquiry into the Teaching of Literacy, 2005; 
Rose, 2006; National Early Literacy Panel, 2008). The 
volume, nature, and consistency, of current research 
supporting the Science of Reading is incredibly direct 
on the need for phonemic awareness, phonics, fluency, 
vocabulary, and reading comprehension, in addition to 
several other supporting areas such as spelling. If we 
want to advance reading ability anywhere on the planet 
we must imbed the Science of Reading into reading 
instruction. 



The Reading Brain & Critical Elements of Reading
In a comprehensive report produced by the National 
Reading Panel (NICHD, 2000) several decades 
of scientific research were summarized clearly 
demonstrating that effective reading instruction 
must address phonemic awareness, phonics, fluency, 
vocabulary and comprehension. We now understand 
the science of the “reading brain” much better than we 
ever have before. An individual learning to read likely 
has a firm grasp of a spoken language. Learning to read 
is largely about making connections between spoken 
language and how it relates to printed words. New 
readers are not relearning language; they’re learning 
how the code of print is a variation of the language they 
already know (Seidenberg, 2019). The brain has the 
ability to build a spectacular network of connections 
made up of neurons specifically suited to deliver a 
desired function. When new readers first embark on 
their journey to literacy, they lack a present network for 
reading. However, our understanding of the “reading 
brain” show’s us that the brain is able to make new 
connections based on older networks, linking the whole 
collection of networks through a connected scaffolding 
of parts. Effective reading instruction leverages the 
brain’s ability to do this, connecting the dots through 
the five essential elements of reading, so that a network 
of neurons devoted to reading functions fluently (Wolf, 
2017 & 2018). 

Given these findings and our current understanding 
of the reading brain, we know the five elements work 
together as essential components of effective reading 
instruction. Indeed, these elements were incorporated 
into both the No Child Left Behind Act and the Reading 
First initiative (Judkins et al., 2008). In addition, the 
Science of Reading shows us that reading instruction 
encompassing these five critical elements needs: 1) to 
be systematic; 2) skills and concepts that are taught in a 
planned, logically progressive sequence; and 3) lessons 
that focus on clearly defined objectives stated in terms 
of what students will do (Learning Point Associates, 
2004). The Science of Reading also validates the need 
for young readers to be exposed to multiple practice 
activities that are scheduled purposefully to help them 
master and retain new skills. Young readers also require 
opportunities to work on carefully designed tasks that 
allow them to apply what they have been taught. In 
addition, if we want our students to become proficient 
readers the Science of Reading asserts that assessments 
should be designed and used in a timely fashion to 
monitor skill acquisition, as well as students’ ability to 
apply new skills, retain them over time, and use them 
independently (NICHD, 2000). 
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From Research to Practice

myView Literacy comprehensively covers- through 
explicit and systematic instruction- each of the 
evidence-based skills that students need to read 
effectively: phonological awareness, phonics, 
vocabulary, comprehension, and fluency, as identified 
by the National Reading Panel. With myView Literacy, 
students receive direct, regular opportunities to learn 
skill through practice and instruction with decodable 
stories and readers. Explicit instruction in phonics 
is fully and clearly developed for the teacher. It is a 
structured approach to teaching, guiding students 
through the learning process. A systematic approach to 
phonics means that instruction is developmentally
sequenced.

Unique to myView Literacy and developed with Dr. 
Sharon Vaughn, the Reading Routines Companion 
provides practices grounded in the Science of Reading 
with additional explicit instruction to compliment the 
myView Literacy whole group minilessons and small 
group instruction. A systematic four-step routine 
introduces the skill, allows for teacher modeling, 
guided practice, and independent work.  Reading 
Routine Companion lessons are included for Phonemic 
Awareness, Phonics, Word Study, Fluency, Vocabulary, 
and Comprehension.  Lessons incorporate guided and 
corrective targeted feedback, as well as, “Make It Easier/
Make It Harder” differentiation to meet the range 
of learners in the classroom.  The Reading Routines 
Companion is just one part of the continuum of 
resources provided with myView Literacy.
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Literacy Skill
What the Research Says (from pg 35)
Literacy skills and reading in general are at the root 
of academic achievement. Without these skills it is 
nearly impossible to navigate in the 21st century 
let alone achieve even a basic level of academic 
proficiency in any subject area.  It goes without saying 
that reading is crucial to the ongoing development of 
verbal skills, general knowledge, and a host of other 
cognitive processes that are positively impacted as 
reading frequency increases (Cunningham, Zibulsky, & 
Callahan, 2009), making reading one of the most critical 
skills for success in future academic and personal 
pursuits. Enthusiastic, independent reading has long 
been regarded as a predictor of future skill attainment, 
academic achievement, earning increases, professional 
advancement, employment opportunities and other 
attributes of a meaningful life (U.S. Dept. of Education, 
2005). 

Reading ability is also a predictor of future achievement 
regardless of socioeconomic status. Students who read 
often and across a breadth of topics are higher achievers 
regardless of their family income. Indeed, students 
from lower income families score higher on standard 
achievement assessments than do their privileged 
peers that do not read (Guthrie et. al., 2007; Brozo, et 
al., 2008). Enthusiastic, habitual reading is the single 
most predictive habit for indicating whether or not a 
person has the ability to achieve desirable life outcomes 
(Bayless, 2010). Given the crucial role literacy plays in 
almost every aspect of life, it is no surprise that literacy 
skills are a necessity for a good quality life in the 21st 
Century.
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Text Selection & Complexity
In order to equip students with the skills necessary to 
propel them into meaningful endeavors beyond high 
school they must be exposed to relevant literature 
in a variety of genres, cultures and perspectives, 
including complex texts (Gallagher & Allington, 2009). 
Exposure to multicultural literature enhances students’ 
knowledge, stimulates curiosity and fosters a desire to 
learn more. Multicultural literature also helps students 
embrace diversity, gain a greater awareness of other 
cultures, identify commonalities and become more 
tolerant of perceived differences (Evans, 2010). Students 
need practice with a wide assortment of strategies if 
they are to fully acquire and apply what they learn to 
new reading situations. Literacy programs that provide 
ample opportunities for students to study and read 
the work of other writers and explore various types of 
writing, including longer texts and stories, help them 
establish the broader knowledge base needed to excel in 
literacy (Hirsch, 2006).
 
One of the best ways to help students develop mature 
language skills and the conceptual knowledge they 
need for success in school and beyond is to immerse 
them in texts that convey complex ideas with rare and 
infrequent vocabulary (Hiebert, 2012) Thoughtful, 
informed instruction can help students tackle complex 
text and includes rereading, annotating text with notes 
in the margin, highlighting key words or passages, 
circling confusing words or sections, talking about the 
text with others, and asking text dependent questions 
(Fisher, Frey, and Lapp, 2012). A complete, extended 
text offers a depth of embedded meaning-making 
support that isn’t readily accessible in short passages 
or other incomplete text (Goodman & Bridges, 2014; 
Bridges, 2013; Serravallo, 2013). Various interpretative 
and critical reading skills come into play when students 
learn to read a variety of complex text intently. Teachers 
must be prepared to challenge all students with difficult 
text and be aware of the danger when developing 
minds are not stretched by longer, challenging works 
(Gallagher & Allington, 2009). 
 

From Research to Practice

The texts and media students are exposed to in 
myView Literacy offer diverse perspectives so that 
every student is represented positively:
• Texts represent a wide range of genders, 

cultures, and ethnicities, with a balance of male 
and female protagonists.

• Storylines promote tolerance and acceptance of 
others.

• Nonfiction and fiction texts meet heightened 
literacy expectations for today’s students.

 
The following guidelines were followed with 
fidelity when choosing the selections that appear 
in myView Literacy. The literature:
• is high-quality and typically well-recognized, 

award-winning titles, authors, and illustrators.

• is relevant, engaging, and high-interest.

• aligns with the unit Spotlight Genre and/or the 
unit theme.

• addresses the Essential Question and Weekly 
Questions.

• exemplifies the main reading skill/literary 
element. 

• reflects appropriate qualitative and 
quantitative text complexity requirements, 
including grade span Lexile measure.

• has developmentally appropriate content.

• meets sensitivity guidelines.

• achieves author/illustrator gender and 
ethnicity balance.

• achieves subject/main characters gender and 
ethnicity balance.

• iterature meets standard requirements, 
including

• increasingly complex texts in the multiple 
genres specified at each grade.   

• texts that reflect the standards for author’s 
purpose and craft.

• texts that serve as exemplars for the reading 
comprehension skills.  
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Both quantitative and qualitative measures of 
Text Complexity were examined when selecting 
texts for myView Literacy, as well as respecting the 
teacher’s role in reader and task considerations. 
Teachers have students with a variety of reading 
levels, interests, and background knowledge. 
Selecting age and grade-level appropriate 
text can be challenging in these diverse 
classrooms.  All Student Interactive reading 
selection have accompanying text complexity 
charts and have been analyzed using three 
measures:
1. Quantitative: The quantitative measure is 

typically calculated by computer software. 
Quantitative measures assess Lexile®, 
word length, word frequency, sentence 
length, and text cohesion.

2. Qualitative: The qualitative measure is 
best addressed by an attentive human 
reader. Qualitative factors include levels 
of meaning (literary texts) or purpose 
(informational texts), text structure, 
language conventionality and clarity, 
and knowledge demands.

3. Reading & Task: This measure focuses 
on the individual reader and the task 
or purpose for reading. By using a 
student’s motivation, knowledge, and 
experience; the complexity of the 
task; and the teacher’s professional 
judgment; a teacher is able to 
determine how appropriate a text 
may be for that specific student.

 

Additionally, myView Literacy provides a library 
of over 700 all-new leveled readers, through an 
exclusive partnership with the award-winning 
Rubicon Publishing. These leveled readers are 
written to Fountas and Pinnell’s Guided Reading 
levels, which serves as a continuum of progress 
for all readers. The leveling for each grade is 
progressive, so that in later units, the lower levels 
fall away and are replaced with more options 
at the higher levels. Each reader also includes 
information on DRA Levels, Lexile Measures, 
and word count.  While each scale is a useful 
instructional resource, the teacher’s personal 
knowledge of students’ abilities, interests, and 
skills should be an equally important part of 
matching books to students.

Simple
Very Complex

Very Complex

Simple

Simple
Very Complex

Very Complex

Simple

Quantitative Measures
LEXILE: 580L Average Sentence Length: 7.825 Word Frequency: 3.593 Word Count: 493

Complexity Level
Qualitative Measures

Levels of Meaning
The text’s theme of working together to create color and joy is clear and 

revealed explicitly: Together they created something more beautiful than 

they had ever imagined. Yet the subtler theme that this collective creativity is 

like magic or art that can transform reality may confuse readers.Text Structure
The third-person narrative is chronological but the ending is not realistic if 

taken literally: Mira added one more bird, way up in the sky. Students may 

need support making sense of this imaginative ending. The illustrations 

directly support a literal understanding of the text but do not help readers 

interpret deeper meaning.Language Conventionality and Clarity The sentences are simple and the vocabulary is mostly familiar; however, 

students may need support making sense of sound effects, figurative 

language (The world is your canvas), and sentence fragments (Salsa, 

merengue, bebop!).
Knowledge Demands

The story includes themes of varying levels of complexity. Cultural 

references such as types of music (merengue, bebop) and dances (cha-cha-

cha) may need explanation. Students may not be familiar with the practice of 

painting murals. They may not know why it might be surprising that a police 

officer approves of the painting.
Reader and Task Considerations

English Language Learners
Intervention

On Level /Advanced

Meaning Summarize the literal plot of the story for students: Led by an artist and a young girl, people work together to paint colorful pictures all over their city. This makes people happy. Then, use the sentence frames below to help students talk about working together.• When people work together, they can _______ .
• Working with others makes the work _______ .

Language Explore figurative language in the story by discussing the following sentences, using movements to illustrate meaning:• The shadows scurried away. (run quickly away)
• Sky blue cut through the gloom. (make a cutting motion)Have students share what they think each sentence means and why.

Knowledge Demands Say: Have you ever listened to salsa music, or bebop? Have you danced the cha-cha?• Have students share their knowledge of these forms of music and dance.
• Then listen to or show examples of each.
• Say: How do these forms of music and dance probably make people feel?

Recommended PlacementThe Quantitative Measures place this text in the Grade 2–3 complexity 

band.
The Qualitative Measures suggest that students might need additional 

support with
• Language: Figurative language• Meaning: Understanding the themes of the story, both explicit and subtly 

expressed
Before reading the selection, use the Reader and Task Considerations to 

help you plan how to address various student populations.

Maybe Something Beautiful:  How Art Transformed a Neighborhood
By F. Isabel Campoy and Theresa Howell
Genre: Realistic Fiction

TEXT COMPLEXITY

GRADE 2, UNIT 1, WEEK 2
MV20_TC02_U1W2_MaybeSomethingBeautiful.indd   2

17/07/19   6:26 AM
R3

RDG20_ENG_TE02_NA_U1_EM_TCR.indd   3

21/09/19   7:29 AM

Text Complexity Rubric
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Phonemic Awareness
Phonemic awareness is the understanding that spoken 
language words can be broken into the smallest unit of 
spoken language called individual phonemes. Different 
than phonics, phonemic awareness focuses on the 
individual sounds of a spoken language. Students must 
first learn to listen for the sound (phoneme) of letters 
and words before they begin to understand how letters 
represent the sounds (grapheme) in written language 
(Yopp, 1992). The Science of Reading tells us that 
kindergartners and first graders must first demonstrate 
an understanding of spoken words, syllables and 
sounds to develop phonological awareness. Students 
are better positioned to succeed at reading and writing 
when they have a solid grasp of oral language starting 
in early infancy. The early language experiences 
students are exposed to at home, prior to the start of 
formal education, influence the development of later 
language comprehension (Lust, 2006). According to 
the latest research, literacy achievement and related 
language skills are highly correlated and in turn impact 
future reading and writing skills, even language skills 
acquired naturally during the preschool years are 
relevant to later instruction in reading and writing in 
the primary grades. Large discrepancies in oral language 
development and the gap between language-advanced 
and language-delayed children grows throughout the 
elementary years (Pearson et al., 2020; Biemiller, 2001). 

As they develop children typically learn aspects of 
the five domains of language: phonology; syntax; 
semantics; morphology; and pragmatics, as well as 
endless subtleties of high-level conversation skills. 
Each language domain plays an important role in later 
literacy learning (Koutsoftas, 2013):

• Phonemes make up the sounds produced when 
speaking. 

• Syntax refers to the orderly grammar rules a given 
language requires for the construction of acceptable 
sentences. 

• Concepts have semantic features and meanings. 
• Morphemes are the smallest unit of meaning in a 

language. 
• Pragmatics is the system of oral social rules that 

children learn in order to be considered “nice” or 
“naughty”.

• 

Phonemic awareness is a critical skill for elementary 
aged children, as studies indicate that ninety percent 
of children with significant reading problems have a 
core deficit in phonological processing (Blachman, 
1995; NICHD, 2000).  Young students must have a 
solid phonemic awareness in order to grasp the basic 
language skills required for reading, including hearing 
and the identification and manipulation of sounds in 
spoken words (Adams, 1990). From the perspective 
of oral language development, phonemic awareness 
provides a foundation for the development of all other 
language skills, including reading (Tankersley, 2003). 
Rich oral opportunities are critical for children, not only 
to expand vocabulary, but also to support the process of 
learning morphemes needed to modify words they are 
familiar with. 

Long before reading proficiency is achieved, oral 
language is the sole means by which to learn, share, 
and express important thoughts and ideas (Lemke, 
1989). Before a child ever steps foot in a classroom the 
cognitive, social, and biological precursors for reading 
are put into place. The future location of a child’s letter-
processing area of the brain can be predicted from it’s 
connections to the rest of the brain. Reading acquisition 
thus piggy backs on a pre-existing brain circuit 
(Dehaene & Lambertz, 2016). For children learning 
an alphabetic language such as English, phonological 
awareness, specifically phonemic awareness, is an 
important aspect of early literacy skill attainment 
(National Research Council, 1998). Proficiency with 
phonemes is paramount to unlocking the door to 
skilled reading and students must have instruction that 
incorporates both foundational and comprehension 
reading skills that include phonemic awareness 
(Kilpatrick, 2016).

From Research to Practice 

myView Literacy addresses phonemic awareness 
explicitly and systematically. Phonemic awareness 
instruction occurs three times per week. When a 
new sound is introduced, the teacher models the 
sound, explains how the sound is formed with the 
mouth, and displays picture cards for instructional 
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Very Complex

Very Complex

Simple

Simple
Very Complex

Very Complex

Simple

Quantitative Measures
LEXILE: 580L Average Sentence Length: 7.825 Word Frequency: 3.593 Word Count: 493

Complexity Level
Qualitative Measures

Levels of Meaning
The text’s theme of working together to create color and joy is clear and 

revealed explicitly: Together they created something more beautiful than 

they had ever imagined. Yet the subtler theme that this collective creativity is 

like magic or art that can transform reality may confuse readers.Text Structure
The third-person narrative is chronological but the ending is not realistic if 

taken literally: Mira added one more bird, way up in the sky. Students may 

need support making sense of this imaginative ending. The illustrations 

directly support a literal understanding of the text but do not help readers 

interpret deeper meaning.Language Conventionality and Clarity The sentences are simple and the vocabulary is mostly familiar; however, 

students may need support making sense of sound effects, figurative 

language (The world is your canvas), and sentence fragments (Salsa, 

merengue, bebop!).
Knowledge Demands

The story includes themes of varying levels of complexity. Cultural 

references such as types of music (merengue, bebop) and dances (cha-cha-

cha) may need explanation. Students may not be familiar with the practice of 

painting murals. They may not know why it might be surprising that a police 

officer approves of the painting.
Reader and Task Considerations

English Language Learners
Intervention

On Level /Advanced

Meaning Summarize the literal plot of the story for students: Led by an artist and a young girl, people work together to paint colorful pictures all over their city. This makes people happy. Then, use the sentence frames below to help students talk about working together.• When people work together, they can _______ .
• Working with others makes the work _______ .

Language Explore figurative language in the story by discussing the following sentences, using movements to illustrate meaning:• The shadows scurried away. (run quickly away)
• Sky blue cut through the gloom. (make a cutting motion)Have students share what they think each sentence means and why.

Knowledge Demands Say: Have you ever listened to salsa music, or bebop? Have you danced the cha-cha?• Have students share their knowledge of these forms of music and dance.
• Then listen to or show examples of each.
• Say: How do these forms of music and dance probably make people feel?

Recommended PlacementThe Quantitative Measures place this text in the Grade 2–3 complexity 

band.
The Qualitative Measures suggest that students might need additional 

support with
• Language: Figurative language• Meaning: Understanding the themes of the story, both explicit and subtly 

expressed
Before reading the selection, use the Reader and Task Considerations to 

help you plan how to address various student populations.

Maybe Something Beautiful:  How Art Transformed a Neighborhood
By F. Isabel Campoy and Theresa Howell
Genre: Realistic Fiction

TEXT COMPLEXITY

GRADE 2, UNIT 1, WEEK 2
MV20_TC02_U1W2_MaybeSomethingBeautiful.indd   2

17/07/19   6:26 AM
R3

RDG20_ENG_TE02_NA_U1_EM_TCR.indd   3
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purposes. On other days, picture cards are used, 
and kinesthetic activities engage students in 
practice. A page in the Student Interactive is 
assigned in Lessons 1 and 3 in Weeks 1–5. In 
Lesson 5 and in Week 6, instruction for students 
occurs only in the Teacher’s Edition. 

As letter-sound relationships are taught in 
isolation, students are also taught to blend the 
sounds to decode words. Each week, the program 
provides decodable text and writing opportunities 
that allow students to practice applying the 
phonics skills they are learning and show them 
the usefulness of what they are learning.

The instructional support for students in myView 
Literacy is gradually scaffolded and sequenced 
in a way to verify students progressively develop 
reading skills (from monitoring comprehension 
in the shared read to developing higher-level 
thinking skills through the close read) and 
applying their contextual understanding through 
writing (in the Writing block lessons).

For those struggling with phonological awareness 
skills, teachers can use myFocus Intervention, 
which focuses instruction in foundational skills. 
myFocus Intervention is designed to help teachers 
target and address students’ intervention needs, 
whether students require minor or intensive 
remediation. myFocus Intervention can be used as 
a companion to myView Literacy or as a separate, 
standalone intervention.

Lessons are skills-based, allowing teachers to 
flexibly select lessons based on the needs of 
students. Discrete skills are scaffolded into 
small, manageable minilessons for thorough 
coverage, focused practice, and built-in progress 
monitoring. Data-driven assessments after sets 
of related lessons allow teachers to monitor 
students’ progress efficiently and effectively.

The Foundational Skills Scope and Sequence 
for myView Literacy is built on evidence that the 
most effective way to teach Phonemic Awareness 
is to teach it along with the phonics skill of that 
particular lesson. In other words, when the letter 

B is taught in the phonics lesson, it is beneficial 
for students to learn the sound /b/ ahead of that 
lesson in the PA lesson, along with segmenting 
and blending exercises with that sound. This 
connects Phonemic Awareness with Phonics 
instead of teaching rhyming in isolation, and it 
better prepares students for reading. 
 
Students begin Unit 1 of Kindergarten learning 
continuous sound, high-utility consonants and 
short vowels a and i. They are taught the concept 
of initial, medial, and final sounds, and then they 
begin blending onsets and rimes. Once students 
can successfully demonstrate these skills, they 
are ready to both identify and produce rhyming 
sounds. As developmentally appropriate, students 
begin Unit 2 of Kindergarten working with 
Rhyming Sorts to recognize patterns and word 
families. Through Phonemic Awareness and 
Phonics instruction, students identify and produce 
rhyming words. Because students build on the 
skills taught in Unit 1, they are able to articulate 
that rhyming words share an ending sound but 
have different beginning sounds. Students also 
have practice decoding rhyming words as they 
read the assigned decodable text. During Small 
Group instruction, teachers can provide additional 
support using lessons from the myFocus Teacher’s 
Guide and Additional Practice activities available 
from the Resource Download Center. 
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Lesson 20 Long Vowels and the Silent e Rule

LEVEL B • MODEL AND TEACH

OBJECTIVES:
• Discriminate between 

short vowel and long 
vowel sounds.

• Learn the VCe rule.
• Apply the VCe rule 

to decode words 
in isolation and in 
context, for all five 
long vowel sounds.

• Apply the VCe rule 
to properly spell 
words with all five 
long vowel sounds. 

INTRODUCE Remind students they have learned words with short vowel 
sounds (e.g., cap and can). Today we will learn words with these vowel sounds: 
/ā/, /ī/, /ē/, /ō/, and /ū/. These vowel sounds have the same sound as their letter 
names. For example, listen for a in these words. Cape. Cane.MODEL Display “I Had a Cap” from Student Page S123. Read the passage, 
pointing to each word as you read. Cap. Cape. /k//ă//p/. /k//ā//p/. How did e give 
the child a cape? The final letter e changed the short a sound to the long a 
sound. Write the letters in the blanks to complete cap. Say cap, drawing out 
the sounds. Write the letters in the blanks to complete cape. Say cape, drawing 
out the sounds. Circle each relevant letter and word as you explain: When 
we see the letter e at the end of a word after a consonant, the first vowel in 
the word sounds like the letter’s name. Cape. /k//ā//p/. So when I am reading, 
I remember to say the long vowel sound for these words. When I am writing, 
I remember to spell these long vowel words with an e at the end.

I Had a Cap
I had a cap. 
I had a can. 
Then e gave me a cape and cane!
_ a _

_ a _
_ a _ e

_ a _ e

TEACH We have learned that e at the end of a word after a consonant makes 
the first vowel in the word a long vowel. Now, we will say and write /k//ă//n/ 
and /k//ā//n/. Hold your marker over the blank for letter c in can. Ask students 
what letter you should write. Prompt and repeat for the letter n in can.  
Now I will say the word and then we will say it together. /k/. /ă/. /n/. Say it  
with me: /k//ă//n/. Repeat with cane. After saying cane, circle the silent e and 
repeat the rule.

Phonics, Morphology, and Spelling T • 123

myFocus 
Teaching 
Resources



Phonics 
Phonics is the understanding that there is a predictable 
relationship between phonemes1 and graphemes2 
(Armbruster et al., 2001). Therefore, we can define 
phonics as a set of rules that specify the relationship 
between letters in the spelling of words and the sounds 
of spoken language. The purpose of phonics instruction, 
and ultimately the understanding of phonics, involves 
conceptualizing how written language was created. 
While the relationship between letters, the spelling 
of words and the sounds of spoken language is not 
completely consistent when it comes to the English 
language, it is predictable enough to be very useful 
to young children when it comes to learning how 
to decode unfamiliar words (Foorman et al., 1998). 
Research-     driven phonics instruction helps young 
readers make sense of the alphabetic principle and 
use it to become better readers. Because there is 
a systematic, if sometimes irregular, relationship 
between graphemes (letters and letter combinations) 
and phonemes (individual speech sounds), effective 
phonics instruction enables children to leverage these 
relationships to read and spell words accurately and 
rapidly. As learners grasp prerequisite skills needed 
for word recognition, print awareness, alphabetic 
knowledge and phonemic awareness they are poised 
to successful learn about the processes essential to 
learning phonics and word study (Stevens & Vaughn, 
2020). Good phonics instruction also serves as a 
memory aid to support students in their efforts to 
recall and apply rules and generalizations for matching 
sounds and letters (Rupley et al., 2009). 

Findings cited in the National Reading Panel Report 
(NICHD, 2000) on the efficacy of systematic phonics 
instruction show that:  
1. Systematic phonics instruction produces measurable 

gains in reading and spelling, especially when it 
comes to younger children at risk of being struggling 
read  ers. 

2.  When systematic phonics instruction is included 
as part of reading instruction, reading achievement 
is greater than if unsystematic or no phonics 
instruction is provided.  

3. Younger students experience greater results than 
their older peers when receiving phonics instruction, 
making earlier phonics lessons key to future reading 
success.  

4. Systematic phonics instruction produces gains 
regardless of whether it is used as a part of one-on-
one, small group, and/or whole-class instruction. 

5. When phonics instruction is included in reading 
lessons gains in reading are demonstrated by children 
from all socioeconomic levels. 

6. Systematic phonics instruction improves 
comprehension and word recognition. 

From Research to Practice

myView Literacy teaches phonics explicitly and 
systematically. As letter-sound relationships are 
taught in isolation, students are also taught to 
blend the sounds to decode words. Each week, 
the program provides decodable text and writing 

43

Lesson 20 Long Vowels and the Silent e Rule

LEVEL B • MODEL AND TEACH

OBJECTIVES:

• Discriminate between 

short vowel and long 

vowel sounds.

• Learn the VCe rule.

• Apply the VCe rule 

to decode words 

in isolation and in 

context, for all five 

long vowel sounds.

• Apply the VCe rule 

to properly spell 

words with all five 

long vowel sounds. 

INTRODUCE Remind students they have learned words with short vowel 

sounds (e.g., cap and can). Today we will learn words with these vowel sounds: 

/ā/, /ī/, /ē/, /ō/, and /ū/. These vowel sounds have the same sound as their letter 

names. For example, listen for a in these words. Cape. Cane.

MODEL Display “I Had a Cap” from Student Page S123. Read the passage, 

pointing to each word as you read. Cap. Cape. /k//ă//p/. /k//ā//p/. How did e give 

the child a cape? The final letter e changed the short a sound to the long a 

sound. Write the letters in the blanks to complete cap. Say cap, drawing out 

the sounds. Write the letters in the blanks to complete cape. Say cape, drawing 

out the sounds. Circle each relevant letter and word as you explain: When 

we see the letter e at the end of a word after a consonant, the first vowel in 

the word sounds like the letter’s name. Cape. /k//ā//p/. So when I am reading, 

I remember to say the long vowel sound for these words. When I am writing, 

I remember to spell these long vowel words with an e at the end.

I Had a Cap

I had a cap. 

I had a can. 

Then e gave me a cape and cane!

_ a _

_ a _

_ a _ e

_ a _ e

TEACH We have learned that e at the end of a word after a consonant makes 

the first vowel in the word a long vowel. Now, we will say and write /k//ă//n/ 

and /k//ā//n/. Hold your marker over the blank for letter c in can. Ask students 

what letter you should write. Prompt and repeat for the letter n in can.  

Now I will say the word and then we will say it together. /k/. /ă/. /n/. Say it  

with me: /k//ă//n/. Repeat with cane. After saying cane, circle the silent e and 

repeat the rule.
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ASSESS & DIFFERENTIATE

Use the  QUICK CHECK on p. T261 to determine small group instruction.
WEEK 5 LESSON 2

READING WORKSHOP

Teacher-Led Options

Word Work Strategy Group

/ā/ SPELLED VCe

Sound-Spelling Card  

Show students Sound-

Spelling Card 74. Ask 

students to look at the 

picture of the rake displayed 

on the card. Say: The letter a 

makes the sound /ā/ in rake. 

The letter e does not make a 

sound.

Display the following incomplete words on the 

board: l_ke, g_te, pl_te, g_me. Ask students to 

insert the letter a into each word. (lake, gate, 

plate, game) Have students draw and label a 

picture that shows one of the words.

ELL Targeted Support

Have students gather pictures that show things 

whose names have the sound /ā/ spelled a_e. 

Ask them to say the name of the picture. Write 

the name of each picture and have students 

copy the name in their notebook. EMERGING/

DEVELOPING

Prompt students to find sentences in a text 

selection that includes words with sound /ā/ 

spelled a_e. Then have them practice 

pronouncing these words by reading their 

sentences to others. EXPANDING

Intervention Activity

LONG VOWELS AND THE SILENT e RULE

Use Lesson 20 in the myFocus Intervention 

Teacher’s Guide for instruction on long vowels.

Intervention Activity

PHONOLOGICAL AWARENESS

For students who need support, Phonological 

Awareness lessons are available in the myFocus 

Intervention Teacher’s Guide, Lessons 1–13.

rake

a_e
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For additional support, see the online 

Language Awareness Handbook.
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opportunities that give students practice in 
applying the phonics skills they are learning 
and show them the usefulness of what they are 
learning.

Explicit instruction in phonics is fully and clearly 
developed for the teacher. It is a structured 
approach to teaching, guiding students through 
the learning process.

A systematic approach to phonics means that 
instruction is developmentally sequenced, with 
phonics elements taught in a carefully sequenced 
order.

Kindergarten: In Units 1 and 2 and part of Unit 3, 
two focused phonics skills are taught each week, 
and the instruction follows a similar plan in Weeks 
1–5. In Week 6 of these units, phonics instruction 
reviews learned sound-spelling patterns through 
word families. In the second half of Units 3–5, the 
phonics skills taught in Kindergarten are focused 
on again during Review and Reinforce instruction.

Grade 1:  Throughout Grade 1, there are two 
focused phonics skills per week. The instruction 
follows a similar pattern in all units, all weeks.

Grade 2: Throughout Grade 2, there is one 
focused phonics skill per week. The instruction 
follows a similar pattern in all units, all weeks.

myView Literacy phonics lessons follow this basic 
format:
• Phonemic Awareness - In Grades K–1, activities 

in phonemic discrimination, oral blending, and 
segmentation allow students to become aware of the 
sounds they will focus on in the day’s phonics lesson. 
This is a warm-up for the phonics instruction.

• Sound-Spellings - The teacher introduces the sound-
spelling in isolation using key words. 

• Blending - The lesson provides explicit modeling, 
teaching, and practice in the blending of already 
introduced sound-spellings to form words. Blending 
strategies include sound-by-sound, onset-rime, and 
whole-word blending.

• Word Work - Students read and write words to 
reinforce sound-spelling patterns.

• Spelling Connection - Spelling lists connect to 
the week’s phonics lesson so that students see the 
connection between reading and writing in Grades 
1–2. For Kindergarten, spelling is introduced later 
in the program and focuses on word patterns that 
students have already learned, such as VC and CVC 
words.

• Decodable Text - Practice in reading decodable text 
reinforces the letter-sound patterns being learned, 
helps students develop fluency, and shows them the 
utility of what they are learning.
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a_e i_e
cake kite
safe bike

game life

i__e i__e i__e
kite  

__i__e
bike  

__i__e
life  

__i__e

a__e a__e a__e
cake 

__a__e 
safe  

__a__e 
game 

__a__e 

Lesson 20 Long Vowels and the Silent e Rule

LEVEL B • PRACTICE AND ASSESS

Copyright © Pearson Education, Inc., or its affiliates. All Rights Reserved.

S • 124 Phonics, Morphology, and Spelling



Vocabulary
Vocabulary, including that associated with academic 
language, is an important aspect of literacy 
learning (Heibert, 2020; Graves, 1986). Vocabulary 
comprehension allows students to interpret and 
understand content across a vast array of topics 
including that specific to textbooks, the type of 
academic language used in classrooms, and the 
language that encompasses assessments required to 
measure academic success and inform future academic 
placement (Pearson, et al., 2007; Stahl, 2003). Students 
need to master a high level of vocabulary in order to 
succeed in all other content area, including math and 
science (Marzano, 2010). Every academic content area 
encompasses discipline specific vocabulary, grammar 
and punctuation that must be understood by students 
if they are to succeed in various academic disciplines 
and in school as a whole. Proficient reading attainment 
means students are able to use content-specific 
vocabulary and specialized, complex grammatical 
structures to acquire new knowledge and skills, 
discuss topics with proficiency and share high-level 
information with others (Bailey, 2007).

Undoubtedly vocabulary, and the associated background 
knowledge needed to understand words, have a 
profound influence on students’ ability to comprehend 
what they read. Background knowledge is evident 
in the vocabulary used in oral and written language, 
and the ability to acquire new vocabulary is linked 
to background knowledge (Fisher et al., 2012). For 
many teachers the push to teach new information 
can supersede vocabulary instruction. However, 
excluding vocabulary from lessons is detrimental to 
student learning, as these skills are important tools for 
reading comprehension and other core reading skills. 
Vocabulary and background knowledge are widely 
recognized as critical factors for both academic learning 
and learning in general (Fisher & Frey, 2009; Kamil et 
al., 2008). 

Additional research suggests that background 
knowledge and vocabulary are the strongest predictors 
of comprehension and that they indirectly influence 
whether or not students will apply higher order problem 

solving skills when they struggle to interpret advanced 
texts (Pearson et al., 2014; Cromley & Azevedo, 2007). 
Indeed, vocabulary and the associated background 
knowledge control the extent to which other reading 
comprehension behaviors are utilized (Shanahan, 2019). 
Amongst literacy researchers there is a clear consensus 
that accelerating vocabulary growth is a vital and often 
neglected component of a comprehensive reading 
program (Baumann & Kame’enui, 2004; NICHD, 2000). 
Research strongly shows that vocabulary proficiency 
and reading comprehension directly influence the other 
(Stahl & Fairbanks, 1987; Beck et al., 2002; Graves, 
2000; Baker et al., 1995), in addition to affecting general 
reading ability (Stanovich et al., 1998). 

From Research to Practice 

Within myView Literacy, general academic 
vocabulary acquisition is considered critical for 
reading comprehension and overall academic 
success. These academic terms appear in a variety 
of situations, modes, and text types across all 
content areas. As a result, they are challenging for 
students because they are more abstract and vary 
by context. By focusing on academic vocabulary, 
myView Literacy instruction helps students express 
themselves, in speaking and in writing, using a 
more sophisticated language of ideas.  

A generative approach to academic vocabulary 
instruction helps students generate meanings 
of new words across unit themes and weekly 
texts. At the beginning of each unit, students 
are introduced to four or five general academic 
vocabulary words. These grade-appropriate 
academic words are chosen because they have:
• a close connection to the unit theme and 

essential question

• robust morphological and generative qualities

• multiple meanings, collocations, and cognates

Over the course of a unit, myView Literacy 
systematically builds on these academic words by 
generating, applying, and synthesizing the words 
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within the oral instruction, close read questions, 
vocabulary practice activities, collaborative 
conversations, and writing activities. This 
ensures that students’ word knowledge will be 
incremental, multidimensional, and interrelated. 

 
By the end of the fifth week, students will have 
built more than 50 academic words per unit, not 
including how these words are used in a variety of 
contexts.

On the first day of each week, students will have 
a word practice activity that explicitly focuses 
on an aspect of word meaning. On subsequent 
days of the week, the words are explicitly used in 
collaborative conversations, close read questions, 
minilessons, and notes that help teachers make 
connections between the words and the lesson 
content. Teachers are encouraged to have students 
start a Word Wall of academic words and phrases 
they learn as they progress through the unit.

In addition to the vocabulary support in the 
core program, the online Language Awareness 
Handbook offers scaffolding support; routines, 
activities, sentence frames, and games help 
students explore morphological and semantic 
links to expand and build academic rigor. 
Additionally, selection vocabulary from the 
language of the text is explicitly taught. The 
words are pulled from the students’ reading block 
weekly text selection and meet the following 
criteria: Four to five words are chosen; the words 
are chosen for their richness and morphological 
family; the words are taught as a network of ideas 
rather than as single words; and the words are 
important for comprehending the text. These 
groups of words might be Tier 2 words, including 
instructional words, such as illustrate and 
preserve. Or the groups of words might be Tier 3 
words— specialized, domain-specific words, such 
as  photosynthesis or empire—since these words 
represent complex concepts that are new for 
students.

myView
Digital

INTERACTIVITY ASSESSMENT

STUDENT INTERACTIVE, p. 49

Apply

ASSESS UNDERSTANDING

TURNTURNMyMy Have students follow the same strategy as they complete the 
chart on p. 49 of the Student Interactive. Remind students that they will use 
Academic Vocabulary words throughout this unit. 

READING BRIDGE
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VOCABULARY READING-WRITING BRIDGE

Learning Goal

I can develop 
knowledge about 
language to make 
connections between 
reading fiction  
and writing  
historical fiction.

Academic Vocabulary
Related Words can be words that share roots 
or word parts. These words can have different 
meanings based on how the word is used, such as 
mind, minded, and mindful. 

Word Related Words Use the Correct Form of the Word

encourage encouraged
encourages

Mom ________________________________ me to do well on 

the test last week.

defeat defeats
undefeated 

The basketball team was ________________________________ 

until they lost their first game.

distinguish distinguished
distinguishable

The twins are ________________________________ because 

Hazel has a freckle on her nose.

achieve achievement
achievable 

There was an assembly to recognize the 

students’ ________________________________.

command commanded
commands

Yesterday Julio ________________________________ that we 

follow the rules of the game.

TURNTURNMyMy  For each sentence below,

 1.  Use print or digital resources, such as a 
dictionary or thesaurus, to find related words 
and their meanings.

 2. Add an additional related word in the box.

 3.  Choose the correct form of the word to  
complete the sentence.

encouragement

encouraged

defeated

undefeated

achieves achievement

commanding

commanded

distinguishing

distinguishable

Possible responses:
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WEEK 1 LESSON 1
READING-WRITING WORKSHOP BRIDGE

Related Words

Academic Vocabulary

ELL Targeted Support Add Affixes Help students add affixes to words to 

create related words.

Create word cards for mind, -ed, and -ful. Have students read mind. Then 

direct students use the cards to create related words. (minded, mindful) 

Discuss the meanings of the words. EMERGING/DEVELOPING

Create word cards for mind, -ed, and -ful. Have students read mind and use 

the cards to create related words. (minded, mindful) Have students write 

a sentence using each new word and use a dictionary to find its meaning. 

EXPANDING/BRIDGING

Academic Vocabulary

FOCUS ON STRATEGIES Related Words are words that share roots or  

word parts. These words have different meanings based on how the word 

is used. 

• Notice that different affixes are added to the words to change the part

of speech or verb tense to create related words.

• Use print or digital resources to help you find related words and

understand their meaning.

MODEL AND PRACTICE Model this strategy using the example on p. 49 of 

the Student Interactive.

• Read the Academic Vocabulary word encourage. Then say, Some

related words for encourage are encourages and encouraged. These

related words were formed by adding -s and -d to the root word.

What other affixes could I add to encourage to create another related

word? I’ll use a dictionary to help me find out. Look up encourage in a

dictionary. Point out the related word encouragement. I could create the

related word encouragement by adding -ment to the root encourage.

• Then have students read the example sentence, placing the word

encouraged in the sentence.

Minilesson

WEEKLY STANDARDS 
PRACTICE
To assess student progress on 
Academic Vocabulary, use the 
Weekly Standards Practice on 
SavvasRealize.com.

LEARNING GOAL
I can develop knowledge about 
language to make connections 
between reading historical fiction 
and writing historical fiction.

ELL Language Transfer
Cognates Encourage Spanish 
speakers to apply knowledge 
of their native language as a 
strategy to help them understand 
and remember the Academic 
Vocabulary words. Point out the 
following cognate:

• distinguish : distinguir

OBJECTIVE
Use print or digital resources to 
determine meaning, syllabication, 
and pronunciation.

T24 UNIT 3 • WEEK 1
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Reading Workshop

Interact with the Text: Grandma and the Great Gourd

REVIEW This week’s traditional tale is Grandma and the Great Gourd. 
Use the following practice to help students generate questions about 
the text.

GUIDE PRACTICE Use the Ask and Answer Questions routine on 
p. 68. Guide students to preview the text and ask questions about the 
characters, plot, and setting. 

ON THEIR OWN After students read Grandma and the Great Gourd, 
have them answer the questions that they generated.

Prepare to Read: Traditional Tales

REVIEW This week students are reading traditional tales. Remind 
students that traditional tales use repetition to move the action 
forward and to make the stories easier to remember.

GUIDE PRACTICE Reread “The Boy’s Advice” on p. T20. Guide 
students to use the following sentence frames to talk about the 
repetition in the plot. The man ______ many times in the story. This is 
important because___. 

ON THEIR OWN Have students use the Sequence of Events Graphic 
Organizer on p. 88 to list the setting and events of “The Boy’s Advice.”

Generate and answer 
questions about 
a text to deepen 
understanding and 
gain information.

Demonstrate listening 
comprehension of 
traditional tales. 

Language Objective 

Language Objective 
Grandma and the 
Great Gourd

UNIT 1 
Week 1

Reflect and Share 

REVIEW This week students learned how to ask questions that are 
relevant to a topic. Use the following practice to help students make 
pertinent comments about what they learned. 

GUIDE PRACTICE Use the Have a Discussion routine on p. 100 to 
provide a frame for accountable talk. Model for students how to use 
the sentence starters shown on p. 46 of the Student Interactive. 

ON THEIR OWN Use the Classroom Academic Talk: Clarifying 
Something sentence frames on p. 175 to help student pairs make 
pertinent comments about the text. Monitor and guide as necessary.

Share in cooperative 
groups about 
the ways people 
communicate.

Language Objective 

This week, your students might need additional support  
understanding these onomatopoeias: 

• thup-thup-thup and khash-khash (p.21)
• gheu-gheu (p.23)
• khut-khut-khut and dhip-dhip (p.24)
• kutur-kutur-kut (p.31)
• gar-gar (p.33)
• daraam-daraam (p.34)
• chat-pat (p.36)
• hoosh-hoosh (p.40)

Use the Act Out and Draw routine on p.104 for support.

UNLOCKLanguageUNLOCK
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Fluency 
Fluency plays a large role in general reading skills, 
as well as contributes to overall comprehension, 
helping to develop automatic word recognition and 
oral reading that sounds like spoken language (Kuhn, 
2004).  Reading with fluency requires the reader to both 
comprehend and process text simultaneously so that he 
or she can focus on understanding the deeper levels of 
meaning while mastering surface level text processing 
(Rasinski, 2004). Solid reading fluency requires 
independent reading done frequently, often, and with 
exposure to different kinds of texts. Specifically, if 
students do not read regularly, they are likely to lack 
fluency (Allington, 2012).  A fluent reader is able to 
demonstrate text cues, solid comprehension and an 
awareness for finding the correct flow for what is being 
read (Newkirk, 2011). 

Because many reading comprehension challenges 
are directly correlated with lack of fluency (Duke et 
al., 2004), in order to fully support students in their 
literacy achievements, literacy teachers must grasp 
the importance of fluency in terms of its effects on 
other reading skills. Fluency cannot fully develop if 
there are not frequent and sustained opportunities to 
practice reading across a wide breadth of genres and 
writing styles (Armbruster et al., 2001). If teachers 
want their students to experience a high degree of 
reading fluency, they must ensure that students are 
exposed to an expansive range of reading experiences 
and that students have access to a classroom library 
that engages them with diverse and relevant books. 
Research suggests that certain texts lend themselves 
to interpretive oral reading more than others.  These 
are the types of texts teachers should ensure end up in 
their classroom library and are being used in fluency 
instruction (Rasinski, 2006). 

From Research to Practice

myView Literacy incorporates fluency instruction 
that focuses on rate, accuracy, and prosody. In 
Grades 1–5, instruction occurs in both Whole 
Group and Small Group settings, but the focus 
may differ between the two.

At Grade K, fluency is modeled daily by the 
teacher using the program’s texts. Because 
kindergarteners are just beginning to read, many 
states do not have fluency standards. Therefore, 
the expectations for fluent reading at this grade 
are different; students are exposed to the idea of 
fluency and are encouraged to read with accuracy 
when they read chorally or individually. During 
Small Group instruction, teachers may record 
observations about rate and accuracy as they 
listen to students read a Decodable Reader.

At Grade 1, fluency is modeled by the teacher 
in Lesson 1 using a Read Aloud. At that time, 
students are invited to practice fluency when they 
read the weekly text. Fluency is also practiced in 
Lesson 4 using the Decodable Story. The fluency 
focus is on the phonics skills in the story. The 
goal of this practice is to help students achieve 
automaticity decoding words representative of 
the newly taught phonics skills. Fluency is also 
practiced one time per unit using a passage from 
the Student Interactive text. On other days, 
fluency can be practiced and/or assessed in Small 
Group instruction, using a passage from Cold 
Reads for Fluency and Comprehension.

At Grades 2–5, fluency is modeled and practiced 
in Lesson 1 using the Read Aloud. It is also 
practiced one time per unit using a passage from 
the Student Interactive text. On other days, 
fluency can be practiced and/or assessed in Small 
Group instruction, using a passage from Cold 
Reads for Fluency and Comprehension.
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Reading Comprehension 
Reading comprehension is the key that unlocks 
additional learning and skills so that students are able 
to read increasingly more complicated texts, which in 
turn increases their capacity for future learning. Or 
rather the more students read, the more intelligent they 
are able to become, and this increases their general 
capacity for understanding (Kintsch, 2004). Reading 
comprehension is the, “ability to understand the 
meaning of what is said, or read, as well as its intent” 
(Cunningham & Zibulsky, 2013). When students are 
given ample opportunities to practice a system of 
strategic actions, such as complex processes involving 
the utilization of a wide range of skills, strategies 
and conceptual understanding, they are engaging in 
the complex process of high-level comprehension 
(Duke, et al., 2011; Serafini, 2010). Three factors are 
important in reading comprehension: monitoring your 
comprehension, relating the sentences to one another, 
and relating the sentences to things you already know.

In order to fully demonstrate reading comprehension 
many different components, relying upon a variety of 
different kinds of information and yielding complex 
mental representations, must come together into a 
cohesive understanding of what is being read (Kintsch 
& Rawson, 2005). Teachers must incorporate lesson 
plans and supports that build a system for processing 
texts and utilize skills rooted in earlier reading 
behaviors, so that the process recreates itself and allows 
students to read increasingly complex texts (Wallis, 
n.d.). Students’ reading comprehension thrives when 
instruction includes opportunities for them to monitor 
comprehension, relate sentences to one another, and 
relate sentences to things they already know about 
(Willingham, 2017). Reading is the culmination of 
literary thinking from all aspects of the text (Serafini, 
2010). Productive reading comprehension encompasses 
the process of finding meaning in text in order to 
construct a larger, deeper awareness within which the 
reader develops a relationship with what is being read 
(Snow, 2002). 

From Research to Practice 

Students practice and apply these skills and 
metacognitive strategies in the Student 
Interactive during a Close Read of the texts in the 
Reading Block portion of the week.

The corresponding instruction in the Teacher’s 
Edition generally follows a minilesson approach 
with a Focus, Model, Practice, and Apply gradual-
release routine with opportunities for students to 
share what they have learned.

Throughout the Student 
Interactive, Weeks 1–5 
Reading 

• Spotlight on Genre - The Spotlight on Genre/
Genre minilesson introduces the unit genre. 
Direct instruction on the genre (including a 
genre anchor chart) allows students to connect 
to the text in order to better comprehend the 
content.

• First Read - The First Read routine (generally 
Notice, Generate Questions, Connect, Respond; 
but it can vary from week to week) guides 
students to get the “gist” of the text as they 
read.

SHARED READ
WEEK 3 LESSON 2
READING WORKSHOP

Introduce the Text
Preview Vocabulary

• Introduce the vocabulary words on p. 508 of the Student Interactive and define them as needed.
  comrade: a companion who shares in a person’s activities and who is that person’s equal
 custom: an accepted, repeated way of behaving or doing things coaxed: persuaded someone to do something by words or actions revived: brought back to consciousness heed: pay attention to; listen to

• These words will help you understand the characters, setting, and plot events in “The Dog of Pompeii.” As you read, highlight these vocabulary words in the text. Ask yourself what they tell you about the characters in and setting of the story.

Read
Discuss the First Read Strategies. Prompt students to establish that the purpose for reading this selection is to enjoy the story and to distinguish fact from fiction.
FIRST READ STRATEGIES
NOTICE Remind students to focus on the the setting and how the author develops the 
historical time period.
GENERATE QUESTIONS Encourage students to jot down questions before, during, and 
after reading about Systems, the unit theme.
CONNECT Ask students to consider how the text connects to what they already know 
about the ancient city of Pompeii.
RESPOND Have students mark any parts of the text that connect to the theme, Systems.

Students may read independently, in pairs, or as a class. Use the First Read notes to help them connect with the text and guide their understanding.

OBJECTIVES
Establish purpose for reading assigned and self-selected texts. 
Generate questions about text before, during, and after reading to deepen understanding and gain information. 

Make connections to personal experiences, ideas in other texts, and society. 

Shared Read Plan
First Read Read the text. 
Pause to discuss the First 
Read notes with students.
Close Read Use the Close 
Read notes to guide your 
instruction for Lessons 3 and 4. 

The Dog of Pompeii

UNIT 5 • WEEK 3
T162
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• Shared Read - Close Read notes guide students 
to dig deeper by annotating the text based on 
instruction in the Lesson 3 comprehension skill 
and Lesson 4 metacognitive strategy apparatus 
pages that follow each text. Students apply this 
text evidence to graphic organizers and other 
activities on the apparatus pages after they 
complete the Close Reads.

• Check for Understanding - Students respond 
to questions about the text to assess their 
comprehension of the First Read. Question 1 is 
a genre question and is always DOK2; question 
2 is a “Think Like an Author” question (author’s 
craft or purpose) and is DOK3; questions 3 and 
4 are general, but rigorous, comprehension 
questions about the text and are DOK3.

• Close Read Comprehension, Lessons 3 and 
4 - Brief instruction is provided for the weekly 
reading skill in Lesson 3. Students are directed 
to cite text evidence by annotating the text and 
then use that evidence to complete a graphic 
organizer or some other activity. Students then 
dig deeper into the text by following a similar 
routine to apply knowledge of a metacognitive 
strategy to the text in Lesson 4. 

• Reflect and Share - This page is divided into 
two sections: an oral activity and a written 
activity. The purpose of these activities is to 
have students make connections between 
texts and other sources to emphasize making 
comparisons between texts and genres. 
Activities have students go back into texts to 
cite text evidence. Students will always answer 
the Weekly Question on this page, either 
through an oral discussion (to hit listening 
and speaking standards) or a written response 
(to hit response standards). When the written 
activity is not about the Weekly Question, it 
will include the “Write to Sources” run-in head.

Throughout the Student 
Interactive, Week 6  
Reading 

• Compare Across Texts - Students use 
knowledge gained from Weeks 1–5 texts 
to answer and extend each week’s Weekly 
Question. Students use this information to 
answer the unit Essential Question. 

Throughout the Teacher’s Edition, 
Weeks 1–5 
Reading 

• Minilesson - Instruction generally follows a 
minilesson routine of Focus, Model, Practice, 
and Apply.

• Listening Comprehension - A teacher read 
aloud connects the unit genre, theme, and 
Essential Question through a Read Aloud 
routine. This allows students to gain exposure 
to the genre through a listening activity. 
Teachers first read the passage without 
stopping. Teachers do a second read using 
Think Alouds to model skills and metacognitive 
strategies.

• Genre and Theme - Instruction guides 
students in an introduction to the genre. 
Formative Assessment Options consist of two 
options for students to apply their knowledge.

• Introduce the Text (First Read) - Instruction 
tailored to the First Read routine in the Student 
Interactive provides a means to guide students 
through the text.

• Text - First Read and Close Read notes and 
questions help teachers guide students to 
cite text evidence by interacting in some way 
(underlining or highlighting) with the text.

• Respond and Analyze - myView Literacy allows 
students time to share their initial responses to 
the text. Teachers prompt students to complete 
the Check for Understanding
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• Close Read Skill/Strategy - Minilessons 
provide instruction for completing the 
corresponding Student Interactive pages. 
Students are directed to return to the text to 
complete a Close Read focusing on the weekly 
skill during Lesson 3, and then the weekly 
metacognitive strategy during Lesson 4.

• Assess and Differentiate/Small Group - 
Scaffolded support and an extension activity 
for the weekly skill and metacognitive 
strategy are provided at point of use after the 
corresponding skill (Lesson 3) and strategy 
(Lesson 4) pages for leveled instruction and 
comprehension acquisition. An opportunity 
for students to compare texts is provided after 
Lesson 5.

• Reflect and Share - Minilessons assist the 
teacher in guiding students to complete the 
SI page. The emphasis of this lesson is for 
students to discuss and make comparisons 
across texts and to answer the Weekly 
Question.

Throughout the Teacher’s Edition, 
Week 6 
Reading 

• Compare Across Texts - Instruction guides 
students to complete the Weeks 1–5 Weekly 
Questions and to compare across texts. 

50

Analyze Plot 

and Setting

Underline the outcome 

of Bimbo’s actions, the 

falling action of the plot.

CLOSE READ
Someone was dashing sea water over him. Someone 

was carrying him toward the boat.

“Bimbo!” he called. And then louder, “Bimbo!” But 

Bimbo had disappeared.

Voices jarred against each other. “Hurry! Hurry!” 

“To the boats!” “Can’t you see the child’s frightened 

and starving?” “He keeps calling for someone!” “Poor 

child, he’s out of his mind.” “Here boy, take this!”

They tucked him in among them. The oarlocks 

creaked; the oars splashed, the boat rode over the 

toppling waves. Tito was safe. But he wept continually. 

“Bimbo!” he wailed. “Bimbo! Bimbo!”

He could not be comforted.

36
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WEEK 3 LESSON 2

READING WORKSHOP
SHARED READ

First Read

Respond

In the illustration on this page, I can see that 

Tito is on a boat and looks worried. And it 

seems as if he’s calling out. Who do you think 

he’s calling for?

Possible Response: He’s calling for Bimbo, 

who has disappeared.

Have students connect the illustration to its 

corresponding text in paragraph 39.

Close Read

Analyze Plot and Setting

Remind students that the falling action is the 

part of a plot that takes place after the climax 

and after the conflict, or main problem, has 

been resolved.

Have students scan paragraph 39. Ask:  

What details tell the outcome of Bimbo’s 

actions, or the falling action of the plot? Have 

students underline the outcome. See student 

page for possible responses.

DOK 2

Possible Teaching Point

Read Like a Writer | Author’s Craft

Imagery Call students’ attention to paragraph 39, and direct them to 

the words and phrases creaked, splashed, and toppling waves. Have 

a discussion about how and why writers use imagery, noting that such 

language allows readers to imagine what the scene looked and felt like and 

allows them to imagine themselves in the scene.

OBJECTIVE

Analyze plot elements, including rising action, 

climax, falling action, and resolution. 

T178 UNIT 5 • WEEK 3
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COMPARE ACROSS TEXTS

UNIT THEME

Share It With your 
partner, write something 
you learned from each 
text about stories people 
tell or other things they 
share. Use this 
information to help you 
answer the Essential 
Question.

Our Traditions

Fables

The Legend of the 
Lady SlipperWEEK

2

WEEK

1

Interstellar Cinderella and Cendrillon: An Island Cinderella

WEEK

3
T TALKandTURN

214

Student Interactive: 
Compare Across Texts
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Independent Reading 
What the Research Says

Based on existing research we have long known that the 
amount of time spent reading during the elementary 
school years is the key predictor for future reading 
achievement growth. An ever-growing body of evidence 
asserts that high achieving readers read the most 
and struggling readers read the least, implying that 
the more time students spend reading, the likelihood 
their fluency, vocabulary, and comprehension will 
be positively impacted (National Reading Panel, 
2000). Specifically, independent reading is more 
strongly correlated with reading achievement than 
either socioeconomic status or other instructional 
approaches (Krashen, 2004). Providing students with 
ample time to read text selections of their choosing 
from a wide collection of reading resources results in 
greater reading volume, academic achievement and 
engagement (Allington, 2014; Kelley & McClausen-
Grace, 2010). When students have access to a wide 
collection of both classroom and schoolwide literary 
materials the likelihood that they actively engage in 
reading increases and the more students read the better 
readers they become (Krashen, 2004). Independent 
reading opportunities also support autonomous 
learning, which has been shown to increase motivation, 
engagement and overall reading achievement (Guthrie, 
Klauda & Ho, 2013). 

If reading more means serious gains in reading 
skills, including comprehension, it’s no surprise that 
increasing opportunities for independent reading helps 
build literacy skills (Allington, 2014; Reutzel et al., 
2012). While research certainly supports the academic 
pros of independent reading it is important not to 
overlook the importance of creating lifelong readers, 
as lifelong readers equal lifelong learners and students 
are unlikely to become lifelong readers if they never 
have the chance to read for pleasure (Gardiner, 2005). 
Offering a wide variety of texts, in different genres and 
ranges of readability levels allows all students to find 

engaging material they can tackle independently, while 
building confidence and reading enjoyment (Atwell, 
2007; Guthrie & Humenick, 2004; Pilgreen, 2000; 
Schunk et al., 2008). In addition, students who enjoy 
reading are more likely to read over the summer if they 
have access to reading materials and summer reading 
helps slow summer learning loss and yield greater 
academic gains in the following school year (Allington 
& McGill-Franzen, 2003). 

From Research to Practice

Outside of school, children don’t read books for 
the purpose of being tested on them. For this 
reason, myView Literacy offers Book Club, a twice-
weekly feature of each unit that gives students 
an in-class opportunity for real-world reading 
enjoyment. Book Club consists of a set-aside time 
when students meet in small groups to discuss the 
trade book for the unit. It is a time for students to 
talk about what they are reading without having 
their ideas or insights overly evaluated. 

Book Club is also an opportunity for teachers to 
encourage students to think about the elements 
and themes they are studying in connection with 
the Student Interactive selections. The goal is 
to keep these elements alive in students’ minds 
without dampening the joy of reading that Book 
Club is meant to foster.

The Book Club completes the gradual-release 
model, as students explore increasingly complex 
texts independently of the teacher. Students 
read one trade book over the course of the unit. 
Students are allowed to choose from a list of 
suggested titles in order to increase student 
engagement and encourage student ownership.
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  The Reciprocal Relationship 
   Between Reading & Writing
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Reciprocity and Developing Writers/Readers  
Who Understand 
What the Research Says

It is nearly impossible to read without writing and 
to write without reading. Literacy skills are deeply 
intertwined and as proficiency in one area increases, so 
too does the other. It’s the connections that are made 
between reading and writing, through teaching and 
learning, that have the potential for providing a context 
in which learning about one aspect allows learning 
about the other (Clay, 1998) By natural extension the 
reciprocity of reading and writing extends to includes 
speaking and listening as well. Oral language (listening 
and speaking), written language, and reading share a 
fundamental and reciprocal relationship. When young 
children first begin learning to read, they’re dependent 
on their oral language skills to make the connections 
needed to become literate (Fitzgerald & Shanahan, 
2000; Harste & Short, 1988; Pearson, 1990; Shanahan, 
1980; Tierney & Pearson, 1983). 

This interconnectedness is easily illustrated as new 
readers search for graphophonic information to decode 
words. As the learning progression continues, strides 
in reading and writing extend back to oral language 
where vocabulary, fluency, etc. are positively impacted. 
As older children become more proficient at reading, 
they use their literacy to increase their learning. For 
striving readers and writers, it is especially important 
for teachers to make the connection between the 
reciprocity of these skills and how this can be leveraged 
to support learning (Anderson & Briggs, 2011). 
When educators take full advantage of this reciprocal 
relationship in the classroom, students are able to 
progress rapidly (Clay, 2001; DeFord, Lyons, & Pinnell, 
1991). As students make these connections, they 
begin to understand that when they write, they read; 
when they read, they create meaning and when they 
create meaning whole new worlds unfold before them 
(Anderson & Briggs, 2011). 

From Research to Practice

Unique to myView Literacy is the Reading-Writing 
Bridge. Situated between the Reading and Writing 
instruction, the Reading-Writing Bridge allows 
students to look back to what they have read and 
then move forward to what they will write in ways 
that show the interrelatedness of these skills. The 
pillars of the Bridge—Read Like a Writer/Write for 
a Reader—provide integrated support. From the 
perspective of a writer, students reconsider unit-
level academic vocabulary they used as they read. 
Where they focused on a reader’s view of author’s 
craft during Reading instruction, students now 
focus on writer’s craft and the process of writing 
in a mode that relates to the selections they’ve 
explored as readers. Language and conventions, 
spelling, and other word-study skills further 
help students prepare for and complete writing 
experiences successfully. Students learn effective 
ways to communicate based on audience and 
purpose. They learn the power of word choices 
authors use to create clear and engaging texts.
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An additional focus within myView Literacy is using 
text evidence within writing prompts and activities. 
Students learn this skill through close reading prompts 
and “Write to Sources” minilessons.  At the end of 
every unit, students have the opportunity to complete 
a real-world Inquiry-Based Project that includes 
genre-based writing. Students use provided research 
articles and step-by-step support for conducting their 
own research. All Inquiry-Based Projects also come 
with three additional primary sources for students to 
use as text evidence as they strengthen their writing. 
Lessons on incorporating primary and secondary 
sources are on Realize. Finally, performance-based 
writing options are included with most units in grades 
2-5. These rigorous tasks determine student mastery 
of various writing genres as they incorporate text 
evidence from provided sources

.

COMPARE TEXTSWEEK 3 LESSON 5
READING WORKSHOP

Reflect and Share
Write to Sources

ELL Targeted Support Respond to Questions Provide support for 
students’ responses to the Write to Sources prompt.

Provide sentence frames that can help students draft their responses to the 
question, such as: In my opinion, ____ and ____ are the traits that best help 
a person face challenges. In ____ (title), ____ (trait 1) helped ____ (character 
name) face the challenge of ____. In ____ (title), ____ (trait 2) helped ____ 
(character name) face the challenge of ____. EMERGING/DEVELOPING

MInilesson

FOCUS ON STRATEGIES Remind students that when they write an opinion 
based on multiple texts, they should first compare and contrast the texts’ 
themes, settings, and plots. Once they are able to form a strong opinion 
based on their comparison, they should use evidence from both texts to 
support their opinion.

MODEL AND PRACTICE Model responding with an opinion based on 
multiple texts. using the Write to Sources prompt on p. 118 of the Student 
Interactive.

• Before writing a response, I identify my purpose for writing. In this case, 
I will write an opinion expressing what traits best help a person face 
challenges.

• First, I will compare and contrast the theme, setting, and plot of both 
stories. Analyzing and using this information will help strengthen my 
argument.

• Next, I write my opinion based on what I learn from my comparisons.  
I scan the texts and find evidence that supports my opinion. 

• Then I write my response by composing a paragraph that includes an 
opinion statement. I provide examples that support my opinion using 
my evidence from the texts. Lastly, I write a conclusion that restates my 
opinion.

OBJECTIVES
Write a response to a literary 
or informational text that 
demonstrates an understanding of 
a text. 

Use text evidence to support an 
appropriate response. 

Compare and contrast the 
themes, settings, and plots 
of stories written by the same 
author about the same or similar 
characters (e.g., in books from a 
series).

ACADEMIC  
VOCABULARY
Integrate Provide oral practice 
using the unit Academic 
Vocabulary words to reflect on 
the text and make connections 
between the text, unit theme, and 
Essential Question. Ask:

• What must a person or 
character achieve to be 
considered a hero? 

• Did the texts encourage you 
to act heroically or be brave in 
difficult situations?

• Little House
• Silver Lake
•  Little House on the 

Prairie
•  By the Shores of  

Silver Lake

T200 UNIT 3 • WEEK 3

RDG20_ENG_TE03_NA_U3W3_4RW.indd   200 14/09/19   7:22 PM

STUDENT INTERACTIVE, p. 118

 QUICK CHECK
Notice and Assess Can students 
compare texts?

Decide

• If students struggle, revisit 
instruction for comparing texts in 
Small Group on pp. T204–T205.

• If students show understanding, 
extend instruction for comparing texts 
in Small Group on pp. T204–T205.

Have students use the strategies for making connections  
between texts.

OPTION 1  Use the Shared Read Have students compare and 
contrast the texts they have read this week in response to the writing 
prompt on p. 118 in the Student Interactive.

OPTION 2  Use Independent Text Have students review their self-
selected independent reading texts to find traits that help the 
characters face challenges in the stories.

Apply

FORMATIVE ASSESSMENT OPTIONS

WEEKLY QUESTION Have students use evidence from the texts they have read this  
week to respond to the Weekly Question. Tell them to write their response on a separate  
sheet of paper.

myView
Digital

NOTEBOOK

VIEWVIEWMyMy

Write About It For additional 
practice developing and writing 
opinions using text evidence, ask 
students to respond to the prompt 
below on a separate sheet of paper. 

After Grace disappears, Laura 
says “Oh, Grace, why didn’t I 
watch you?” Do you think Laura 
is to blame for losing Grace in 
the prairie? Use text evidence to 
support your opinion.

RESPOND TO TEXT

Write to Sources Consider the excerpts from 
Little House on the Prairie and By the Shores of Silver 
Lake. Compare and contrast how the characters 
respond to challenges. In your opinion, what traits 
best help a person face challenges? Use examples 
from the texts to write and support your response.

Reflect and Share

Use Text Evidence When writing an opinion, use text 
evidence to support your ideas. Before writing, follow  
these steps:

  Write your opinion about the traits that best help  
a person face challenges.

  Identify two or three characters in the texts who 
demonstrate these traits.

  Locate evidence in both of the texts that best supports 
your opinion.

On a separate sheet of paper, write a short paragraph to 
state your opinion on traits that help people face challenges. 
Use text evidence to support your opinion.

How do challenges turn ordinary people into heroes?

Weekly Question
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DEVELOP AUTHOR’S CRAFT
Illustrations 

help an author 

show key 

aspects of a 

main idea.

Write for a Reader

Authors use graphic features to help readers understand 

ideas in a text. Illustrations, in particular, can show readers 

exactly what the author describes in other parts of a text.

TURNTURNMyMy   Think about how the illustrations Melissa Stewart 

included in Feathers helped you understand the main idea. 

Now, consider how you can use a graphic feature to support a 

main idea of your own.

1. If you were writing about an animal with a unique  

adaptation, what graphic feature would you include to  

help readers understand that adaptation?

 

 

 

2. Write your main idea about the animal adaptation. Tell what graphic 

feature you would include, and explain how it supports your main idea.

Main idea:

 

 

Graphic feature:

 

 

 

 

 

 

254254
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ANALYZE AUTHOR’S CRAFT READING-WRITING BRIDGE

On cold, damp days a blue jay stays warm by fluffing 
up its feathers and trapping a layer of warm air next 
to its skin.

Model

Read Like a WriterAuthors use graphic features, such as illustrations and diagrams, to 

achieve specific purposes. Graphic features support the main idea and 

help readers understand complex information.

1.  Identify The main idea of the paragraph is that a blue jay uses its 

feathers to stay warm.
2.   Question How does the illustration with paragraph 3 help me 

understand the main idea?3.  Conclude The illustration shows strands of yarn woven  
into a piece of fabric. This helps me understand that a jay’s  
feathers act like a blanket to keep it warm in the cold.Reread paragraph 5, and look at the illustration that goes with it.TURNTURNMyMy

 Follow the steps to analyze how the illustration  
connects with the author’s purpose.

1. Identify The main idea of the paragraph is  

2. Question  How does the illustration achieve the author’s purpose?
3. Conclude The illustration 
 

 

Read this text from Feathers, and look at the illustration 
that goes with paragraph 3.

253253RDG20_SE04_NA_U02W01_5RWB.indd   253
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Teacher’s Edition: Write to Sources

Student Interactive: 
Reading-Writing 

Bridge
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Handwriting
What the Research Says

Research on handwriting indicates that visual-motor 
skills, such as eye-hand coordination, are developed in 
early childhood and can be predictors of later academic 
achievement (Lust & Donica, 2011).  In addition, 
children that write quickly and legibly are more likely to 
demonstrate skills in expressing their thoughts through 
the written word. Virginia Berninger, a professor at 
the University of Washington, reported her study of 
children in grades two, four, and six that revealed they 
wrote more words, faster, and expressed more ideas 
when writing essays by hand versus with a keyboard 
(Berninger & Amtmann, 2003). When children type, 
write in cursive and print they use different parts of 
their brain which can be linked to unique cognitive 
functions Berninger, et a.., 2003). Students with better 
handwriting showed increased overall activity in the 
areas of the brain responsible for reading and writing 
networks. Lastly, a 2012 review suggests that cursive 
writing might be particularly effective for students with 
dysgraphia (motor controlling difficulties in forming 
letters) and that cursive writing might be beneficial in 
terms of preventing the reversal and inversion of letters 
(Montgomery, 2012).

From Research to Practice

myView Literacy teaches handwriting in a 
progressive format from Kindergarten through 
Grade 5. Handwriting instruction is embedded 
in the program because of the precursory 
implications it has on cognitive development for 
reading and writing. As a result of the parts of 
the brain that are activated while handwriting, 
children are better able to recognize letters, which 
results in stronger reading skills and higher word 
counts in writing.

Handwriting, including cursive, is incorporated 
in myView Literacy at every stage of student 
development because the physical production 
of letters and words causes the brain to process 
information in a more advanced manner than 
visual letter recognition. Handwriting models and 
handwriting practice opportunities are provided 
as guides to proper letter formation, size, and 
spacing between letters and words. In addition, 
teachers are provided with explicit directions on 
how to model proper sitting, paper positioning, 
and pencil gripping techniques to ensure student 
success. 
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Conventions
What the Research Says

Writing conventions are the technical elements that 
come together to make writing clear and concise so 
that the writer can easily convey what she/he intends 
to the reader. There are five key writing conventions: 
1) spelling; 2) punctuation; 3) capitalization; 4) 
grammar; and 5) sentence structure, that comprise the 
generally accepted standards for written English. In the 
1970’s and 1980’s proponents of the writing process 
movement decided to diminish the use of standard 
conventions and focus instead on what students wanted 
to say (Smith, 2000). Unfortunately, problems with 
basic writing skills have an impact on the quality of a 
person’s writing (Graham, et al., 1997). Handwriting, 
spelling, and sentence construction are all basic writing 
skills that students must draw upon to translate their 
thoughts and ideas into writing (Graham, et al. 2012). 
Teachers should also explicitly demonstrate how 
sentence construction and sentence mechanics, such as 
punctuation and capitalization, interact to form strong 
sentences, as sophisticated, mature writers see content, 
form, and conventions as inseparable (Thomas, 2000). 

From Research to Practice

In myView Literacy, instruction in language and 
conventions are directly and explicitly taught in 
the Reading-Writing Bridge, which takes place 
between Reading and Writing instruction. The 
Reading-Writing Bridge provides a conduit that 
leads students from reading with the eye of a 
writer to writing effectively for another reader. 
Students use what they learn about language and 
conventions in the Bridge as they work through 
the Writing Workshop.

Grades K–5 follow this plan for the Reading-
Writing Bridge:  
• Lesson 1: Teachers begin the week with a spiral 

review of the previous week’s skill. The focus 
is on reinforcing the previous week’s learning. 
Teachers model and guide practice of the 
reviewed skill, and students apply the skill on 
their own or with a partner.     

• Lesson 2: Teachers focus, model, and guide 
practice of oral language. Students apply the 
skill using the conventions of language as they 
engage in collaborative conversations.     

• Lesson 3: Teachers focus instruction on a new 
skill, and they model use of the skill. Students 
engage in guided practice as they complete a 
short activity.     

• Lesson 4: Students apply the language and 
conventions weekly skill on their own in their 
Student Interactive. They also are reminded 
to pay attention to that particular skill as they 
engage in Writing Workshop activities for that 
week.     

• Lesson 5: Students practice language and 
conventions by engaging in Standards Practice 
activities. Teachers use the Online Student 
Resources to assess student understanding.     
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Spelling 
What the Research Says

Most schools and teachers continue to regard spelling 
as an important part of the educational curriculum. 
Indeed, the majority of elementary schools nationwide 
provide spelling instruction and assess their students’ 
spelling abilities (Fresch, 2003; Graham et al, 2008; 
McNeill & Kirk, 2013). Spelling is an important aspect 
of both the reading and writing process. If students 
lack solid spelling skills, their writing may suffer if 
they choose to limit their use of 
vocabulary to the words, they 
are confident they can spell 
(Graham, 1999). A 2012, 
Institute of Education 
Sciences, Practice Guide, 
indicates that students should 
be encouraged to learn words 
they frequently misspell, as 
well as words they wish to 
include in their writing. 

The report also advises 
that teachers should help 
students acquire the skills 
they need to generate and 
check plausible spellings 
for words (Berninger et 
al., 2000; Berninger et al., 
2002; Graham, Harris, and 
Fink-Chorzempa, 2002). 
In addition, the guide 
notes that when students 

are working on drafts, it is important for them to learn 
skills for applying spelling rules to words they wish 
to include, such as invented spelling or spelling by 
analogy. In fact, a very small number of words (850) 
make up 80 percent of the words elementary schools 
students use in their writing (Graham, et al.,2012). As 
students increase their grasp of spelling, sounding out 
and learning more difficult words, both their reading 
and writing improve.

READING-WRITING WORKSHOP BRIDGE

LESSON 2

LESSON 3
LESSON 4

LESSON 5

FLEXIBLE OPTION
FLEXIBLE OPTION

  Assess 
Understanding

LESSON 1

FLEXIBLE OPTION

  Assess Prior Knowledge

LESSON 2

 Spiral Review: Spell Plurals

Teach: Spell Vowel Diphthongs

WEEK 2 LESSON 2

Spelling Spell Vowel Diphthongs

Teach
FOCUS ON STRATEGIES Tell students that vowel diphthongs are two letters 

that together spell one different sound. Explain that the same sound can be 

spelled with different diphthongs.MODEL AND 
PRACTICE Display the words coward and outline. Pronounce both words and discuss their similar sounds. Note, however, that the diphthongs are different: Coward uses ow and outline uses ou.

APPLY TURNTURNMyMy
Have students complete the activity on p. 297 to spell correctly using orthographic patterns. Remind students to use these spelling patterns in their own writing.
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Spell Vowel DiphthongsVowel diphthongs are two letters that spell one, different sound. The 

letters ou, ow can spell the vowel sound you hear in the word cow. The 

letters oi, oy spell the vowel sound you hear in the word boy. Remember 

these spelling patterns as you edit the spelling in your own writing.
TURNTURNMyMy  Read the words. Then spell and alphabetize them. Make 

sure to spell each vowel diphthong, or vowel team, correctly.

SPELLING

READING-WRITING BRIDGE

SPELLING WORDS
coward 

boundary 
foundation announce

boycott 
voyage 

exploit 
poison

toil 
decoy 

scrounge 
moist

choice 
boil 

ouch 
scout

allow 
sour 

browser 
outline

TURNTURNMyMy  When you edit drafts of your writing, check to make sure that you 

used the patterns for vowel diphthongs to correctly spell words.

allow
announce
boil
boundary
boycott
browser
choice
coward
decoy
exploit

foundation
moist
ouch
outline
poison
scout
scrounge
sour
toil
voyage

297297
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More Practice: Spell Vowel Diphthongs

OBJECTIVE
Spell multisyllabic words with closed syllables; open syllables; VCe syllables; vowel 

teams, including digraphs and 
diphthongs; r-controlled syllables; 
and final stable syllables. 

coward
boundary
foundation
announce
boycott
voyage
exploit
poison 
toil
decoy

scrounge
moist
choice
boil
ouch
scout
allow
sour
browser
outline

SPELLING WORDS

T370 UNIT 2 • WEEK 2
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From Research to Practice

Spelling instruction is based on a developmental 
continuum. Instruction first focuses on sound-
spelling relationships, then on word structure 
study (word endings, compound words, 
contractions), and finally on spelling and meaning 
relationships (such as Greek and Latin roots, 
homophones, and affixes).

Spelling instruction is built on the following 
instructional principles:
 Grades 1–2  Sound-Spelling
 Grades 2–4 Word Structure
 Grades 4–5 Spelling and Meaning   
   Relationships

While sound-spelling, word structure, and 
spelling-meaning relationships are taught at all 
grade levels, the instructional emphasis changes 
as students move through the grades. In Grades 
1–2, the emphasis is on the sound-spelling 
relationship, and in Grades 1–5, spelling words 
are explicitly tied to the Phonics/Word Study 
skill. As students move through the program, the 
instructional emphasis changes to structure and 
meaning. However, students continue to have 
more challenging examples of sound-spellings.

READING WORKSHOP
WEEK 4 LESSON 3

Phonological Awareness:  
Rhyming Words
SEE AND SAYSEE AND SAY  Point to the picture of the frog at the top of p. 127 in the 

Student Interactive. Say: The sounds in frog are /f/ /r/ /o/ /g/. Repeat for dog /d/ 
/o/ /g/ and log /l/ /o/ /g/. Explain that words with the same middle and ending 
sounds are rhyming words. Say: Frog, dog, and log all have the same middle 
and ending sounds, /og/, so these words rhyme. What other words rhyme with 
frog, dog, and log?

PRACTICE Say the following sets of words: fat, rat, cat; fit, sit, bit; ham, had,  
hid; snug, bug, rug. Have students determine whether the words rhyme. Then 
have them produce additional rhyming words for each set. 

Word Work

Phonics: Decode Words with 
Inflectional Ending -ing

APPLY TURNTURNMyMy Have students decode the sentences on the bottom of  
p. 127 in the Student Interactive. 

FOUNDATIONAL SKILLS

Minilesson

FOCUS Tell students that the ending -ing added to a verb means that 
someone or something is doing something. Use Sound-Spelling Card 126 
(drinking) to introduce -ing. Say the word drinking and stress the inflectional 
ending -ing.

MODEL AND PRACTICE Quack and ask students: What am I doing? 
(quacking) To what word did we add -ing? (quack) Write quacking on the 
board. Say: Quack is a verb. To say somebody is doing something, add the 
ending -ing to a verb. Let’s write more verbs and add -ing to them. Display 
the following verbs: send, pack, jump, help. Have students read each word, 
add -ing, and then read the new word. Ask: What do the new words mean?

OBJECTIVES
Produce a series of rhyming 
words.

Decode words with inflectional 
endings, including -ed, -s, and -es.

Identify and read common  
high-frequency words.

Identify the meaning of words with 
the affixes -s, -ed, and -ing.

Sound-Spelling Card 126

drinking

ending -ing

126
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High-Frequency Words

STUDENT INTERACTIVE, p. 127 STUDENT INTERACTIVE, p. 128

APPLY TURNTURNMyMy Have students identify, read, and write high-frequency words 
on p. 128 in the Student Interactive.

DOWNLOAD
myView
Digital

Minilesson

FOCUS Remind students that we have to learn some words simply by 
remembering them. Display the high-frequency words: all, goes, her,  
make, too.

MODEL AND PRACTICE Have students search in books they are reading to 
find this week’s high-frequency words. Direct students to use sticky notes 
to mark the words on the pages. Then have students work with partners to 
identify and read each high-frequency word they found.

FOUNDATIONAL SKILLS

Rhyming Words

SAYSEEand  Rhyming words have the same 
middle and ending sounds. Say each picture 
name. Say a series, or list, of rhyming words.

TURNMY  Read the sentences.

One cat is missing.

Two cats are missing.

We are looking for the cats!

Inflectional Ending -ing
The ending -ing on a verb shows that someone 
or something is, was, or will be doing something.

Students should say frog, dog, log and then rhyming words,  
such as fog, jog, hog.

©
 P

ea
rs

o
n 

Ed
uc

at
io

n,
 I

nc
., 

o
r 

it
s 

af
fi

lia
te

s.
 A

ll 
ri

gh
ts

 r
es

er
ve

d.

127

RDG20_SE01_NA_U02W04_2RW.indd   127 12/01/19   4:19 AM

HIGH-FREQUENCY WORDS | PHONICS

1. Kim has  the hats by .

2. She  to the shop for hats.

3. Do you like hats  ?

4. We can   a hat hut!

TURNMY  Write words from the box to 
complete the sentences. Read the sentences.

TURNMY  Read the words. 

My Words to Know

Some words you must remember and practice. 

all too her goes make

all her

goes

too

make
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Writing Instruction
What the Research Says

Writing workshops implement a student-centered 
framework that teaches writing based on the idea 
that students learn to write best when they write 
frequently, for extended periods of time, on topics 
of their own choosing (Calkins, 1994). This includes 
ample time for mini lessons, writing, conferring, 
sharing, and informal opportunities for teachers to 
gauge where students are at in the process of writing 
and to provide appropriate feedback (Hattie, 2008, 
Denton, Vaughn & Fletcher, 2003, Bromley, 2011). 
Students should have opportunities to explore mentor 
texts and become acquainted with authentic models 
for various genres and writing styles. When students 
connect to material that encompasses their reality and 
is steeped in relevance, they are better able to expand 
their knowledge of important writing skills and read 
like writers (Glover & Berry, 2012). Workshop style 
instruction makes it easy for teachers to provide lessons 
that are tailored to the unique needs and interests of 
their students. Workshop style learning also allows for 
organic conferring to occur which helps readers become 
better writers (Anderson, 2000). The writing workshop 
framework provides educators with opportunities to 
utilize research-based practices that help students 
become accomplished writers.

From Research to Practice

In the Writing Workshop for myView Literacy, 
teachers focus on the skills and practices 
necessary to write effectively. Stacks of mentor 
texts help students become acquainted with 
authentic models in the writing genre for each 
unit. Teachers select focused minilessons flexibly 
to tailor their instruction to students’ needs and 
interests. Mentor stacks serve as the basis for 
these minilessons in the Writing Workshop.

The Writing Workshop focuses on immersing 
students in the genre of the writing. As weeks 
proceed, teachers conduct minilessons with 
students to develop their writing style. Part of 
the minilesson bank includes lessons on various 

steps of the writing process and focusing on the 
importance of citing text evidence in their writing. 
The Writing Workshop provides students with 
a volume of writing to help students hone the 
craft of writing and integrate the writing process 
to a completed writing product. The writing 
process focuses on developing the whole writer by 
developing elements of the genre and structure, 
refining the writer’s craft, and understanding the 
process of writing, driving toward a product that 
teaches the transferable skills students need to 
communicate effectively in various writing genres 
and for various audiences.

The central focus of the Writing Workshop is 
to develop independent writers. To that end, 
students will progress through the following 
steps:
• Modeled/Interactive Writing - Teachers model 

the writing and thought processes within 
a Think Aloud and through the writing 
minilessons. Teachers use minilessons to 
immerse students in the genre of writing and 
help them understand the basic tenets of 
writing in that genre.

  Writing

UNIT 2
WRITING WORKSHOP

Units of Study  

This Unit: Informational Text

Students will

•  become familiar with a variety of 

genres

•  learn how to plan and revise writing

•  recognize the structure of fiction 

and nonfiction

•  write, revise, and publish work in 

a variety of genres

LAUNCHING WRITING 

WORKSHOP
UNIT

1

Students will

•  recognize the characteristics of 

procedural texts

•  develop easy-to-follow 

instructions using commands

•  include a graphic, a list of 

materials, and sequential steps

• write how-to books

INFORMATIONAL TEXT:

HOW-TO BOOK
UNIT

5

Students will

•  learn about opinion writing in 

book reviews

•  introduce a topic, state an 

opinion, and supply supporting 

reasons

•  capitalize book titles correctly 

• write book reviews

OPINION WRITING:

BOOK REVIEW

Students will

•  read personal narratives and 

learn about their characteristics

•  develop setting, problem, and 

resoluton in narratives

•  focus on sequence and craft a 

conclusion

• write personal narratives

NARRATIVE:
PERSONAL NARRATIVEUNIT

4

Students will

•  learn characteristics of poetry 

and generate ideas

•  explore sensory details and 

choose words for effect

•  apply language conventions 

correctly

• write poetry

POETRY:
POEMS

UNIT

3

BONUS!

Students will

•  develop a writing plan for a list 

article

•  use details that support a main 

idea

•  incorporate text features to 

enhance meaning

•  write an informational list article

INFORMATIONAL TEXT:

LIST ARTICLE
UNIT

2

T346 UNIT 2
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• Shared Writing - During Shared Writing, 
teachers and students collaborate with each 
other and discuss the topic or text. Workshop 
minilessons help guide this shared writing 
activity.

• Guided Writing - Explicit instruction in the 
minilessons or use of the conferring prompts 
help with the explicit instruction to support 
guided writing.

• Independent Writing - Time is set aside each day 
for students to write independently. During 
this time, teachers can conduct one-to-one 
conferences to review and explore student work 
and focus on specific writing skills. Conferring 
prompts and conferring checklists are provided 
for the teacher.

WEEK 1
WRITING WORKSHOP INTRODUCE AND IMMERSE

LESSON 3LESSON 2LESSON 1

WEEK WRITING PROCESS FLEXIBLE PATH

1 Prewriting Introduce and 
Immerse

2 Drafting Develop Elements

3 Drafting Develop Structure

4 Revising and Editing Writer’s Craft

5 Publishing Publish, Celebrate, 
and Assess

5—10 min.

READING-WRITING 
WORKSHOP BRIDGE

MINILESSON

SHARE BACK FOCUS

INDEPENDENT WRITING 
AND CONFERENCES

30—40 min.

30—40 min.

5—10 min. Generate Ideas T364 Plan Your List Article T368

Independent Writing 
and Conferences T365

Writing Club and 
Conferences T368–T369

Topics T365 Topics and Details T368

• Spelling Spiral  
Review T366

• Language & 
Conventions Practice 
Singular and Plural 
Nouns T367

• Spelling Assess 
Understanding T370

• Language & 
Conventions Standards 
Practice T371

FLEXIBLE OPTION

FLEXIBLE OPTION

Minilesson Bank
Based on what you know about your students’ writing, choose one 
minilesson from the options below for each day’s instruction.

Weekly Overview
Students will

• understand the structure of list articles

• generate topic ideas

• organize their topic ideas into a writing plan

List Article T352 List Article: Main Idea and 
Details T356

List Article: Features and 
Graphics T360

Independent Writing 
and Conferences T353

Independent Writing 
and Conferences T357

Independent Writing 
and Conferences T361

Topic Ideas T353 Main Idea and Details 
T357

Graphic Features T361

• Spelling Assess Prior 
Knowledge T354

• Language & 
Conventions Spiral 
Review: Use Resources 
to Spell Words T355

• Spelling Teach Spell 
Words with  
Contractions T358

• Language & 
Conventions Oral 
Language: Singular and 
Plural Nouns T359

• Spelling Review and 
More Practice T362

• Language & 
Conventions Teach 
Singular and Plural 
Nouns T363

FLEXIBLE OPTION

FLEXIBLE OPTION
FLEXIBLE OPTION

FLEXIBLE OPTION

Daily Plan
FAST TRACK

UNIT 2 • WEEK 1T348
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myView
Digital

DOWNLOAD

Mentor STACK

LESSON 5LESSON 4

INFORMATIONAL: LIST ARTICLE

Preview these selections for appropriateness for your students.

Fact vs. Opinion The 5 Ws and H

Independent 
Writing and 
Conferences

Independent 
Writing and 
Conferences

Fact and Opinion 
Sentences

Writing Plans

ADDITIONAL RESOURCES

See the online 
Language 
Awareness 
Handbook for 
additional 
writing support.

See the Small 
Group Guide 
for additional 
writing support. 

30—40 min.

30—40 min.

5—10 min.

MINILESSON

SHARE BACK FOCUS

INDEPENDENT WRITING 
AND CONFERENCES

Generate Ideas T364 Plan Your List Article T368

Independent Writing 
and Conferences T365

Writing Club and 
Conferences T368–T369

Topics T365 Topics and Details T368

• Spelling Spiral  
Review T366

• Language & 
Conventions Practice 
Singular and Plural 
Nouns T367

• Spelling Assess 
Understanding T370

• Language & 
Conventions Standards 
Practice T371

FLEXIBLE OPTION

FLEXIBLE OPTION

• National Geographic for Kids  
(magazine and online)

• Young Rider (magazine)

• Dig (magazine)

• Faces: People, Places, and Cultures 
(magazine)

• chickaDEE (magazine)

Use the following criteria to add to your informational 
book stack:
• Informational texts are of age-appropriate lengths.

• Main ideas and supporting details are easily identifiable.

• Graphic features are simple but add information not already 
included in the text.

List Article T352 List Article: Main Idea and 
Details T356

List Article: Features and 
Graphics T360

Independent Writing 
and Conferences T353

Independent Writing 
and Conferences T357

Independent Writing 
and Conferences T361

Topic Ideas T353 Main Idea and Details 
T357

Graphic Features T361

• Spelling Assess Prior 
Knowledge T354

• Language & 
Conventions Spiral 
Review: Use Resources 
to Spell Words T355

• Spelling Teach Spell 
Words with  
Contractions T358

• Language & 
Conventions Oral 
Language: Singular and 
Plural Nouns T359

• Spelling Review and 
More Practice T362

• Language & 
Conventions Teach 
Singular and Plural 
Nouns T363

FLEXIBLE OPTION

FLEXIBLE OPTION
FLEXIBLE OPTION

FLEXIBLE OPTION

FAST TRACKFAST TRACK

T349
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Voluminous Writing
What the Research Says

Students that are encouraged and allowed to write each 
day experience greater levels of fluency and proficiency 
when it comes to writing (Newkirk & Kittle, 2013). Daily 
writing opportunities help students become proficient 
at drawing on relevant knowledge and apply it to 
future learning. This increases their ability to absorb 
mentor texts with ease and produce their own writing 
with confidence. Voluminous writing opportunities 
also help increase the type practice learners need to 
become proficient at consolidating and reviewing ideas 
and experiences so they can reformulate and extend 
knowledge when expressing themselves through writing 
(Langer, 2002). If we expect students to improve as 
writers, it is essential they are exposed to long stretches 
of time to practice writing and build stamina. In 
addition, if we require that students are adept at writing 
under pressure so they can pass important assessments, 
score well on entrance exams, get accepted to college, 
and succeed in finding meaningful employment, we 
need to give them time to practice the associated skills. 
When students get to write daily, for extended time 
periods they acquire the important writing skills they 

need to communicate effectively and thoughtfully in 
written form. This is especially true of ELLs and below 
level learners who need to be encouraged to write as 
much, if not more, than their on-level peers (Gallagher, 
2006). 

From Research to Practice

In the Writing Workshop, students have daily 
opportunities to hone their writing skills. Teachers 
select focused Minilessons flexibly to tailor their 
instruction to students’ needs and interests. 
The Minilesson Bank supports standards-driven 
writing skill development and student progress 
toward independent writing. Each unit contains 
thirty-five minilessons which are based on mentor 
stacks that serve as mental models of writing 
for students. Minilessons provide instruction 
in research practices, and students have 
opportunities to conduct applications of their 
learning by completing research projects.
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Mentor Text, Genre, and Writer’s Craft
What the Research Says

In order for students to write like writers they need 
plenty of exposure to a wide range of genres, and 
appropriate mentor texts that demonstrate the 
elements of writer’s craft in practice (Marchetti & 
O’Dell, 2015). The process of learning to write is largely 
driven by function and purpose. Young writers require 
compelling opportunities to practice writing different 
genres with context in real world situations (Duke, et 
al., 2012). They need to be exposed to a prolific range 
of mentor texts that model the narrative elements and 
literary devices unique to each genre, so they have a 
solid template for producing compelling writing of their 
own. 

Kelly Gallagher, Savvas author, long time English 
teacher and the author of, “Write Like This: Teaching 
Real-World Writing Through Modeling and Mentor Texts” 
(Stenhouse, 2011) indicates, “If we want our students 
to write persuasive arguments, interesting explanatory 
pieces, or captivating narratives, we need to have them 
read, analyze, and emulate persuasive arguments, 
interesting explanatory pieces, and captivating 
narratives. Before our students can write well in a 
given discourse, they need to see good writing in that 
discourse.” Exposure to a wide range of mentor texts 
helps students conceptualize the nuances and use of 
writer’s craft that are unique to various genres so they 
can emulate those characteristics successfully in the 
writing they produce (Gallagher, 2014).

It’s not enough to ask students “what” has been written, 
but rather to establish true writers that understand the 
craft we need to ask “how” the selection is written. In 
addition, exposure to a variety of genres helps ensure 
that students will become competent, literate members 
of society, who can express themselves through written 
word in the contexts the 21st century landscape will 
require of them (Lattimer, 2003).

From Research to Practice

During the writing workshop, teachers and 
students focus on the skills and practices 
necessary for effective writing. Mentor texts 
help students become acquainted with authentic 
models in the writing mode selected for each unit. 
As students begin putting their thoughts on the 
page, teachers are encouraged to create and share 
their own writing.

The various examples of writing—authentic, 
teacher, and student—serve as approximations of 
good writing in the various stages of the writing 
process. Teachers select focused minilessons to 
tailor their instruction to students’ needs and 
interests. Collaborative conversations (both 
teacher-student and peer-to-peer) guide students 
as they work to communicate effectively for 
specific audiences and purposes. 

Throughout the year, students are provided 
multiple opportunities to learn, practice, and 
apply different genres, modes, and types of 
writing.  These opportunities occur within all 
sections of the program, including reading 
instruction, reading-writing bridge, and writing 
workshop.  Within the writing workshop, students 
are explicitly instructed on narrative, opinion, 
informational, and poetry writing.  

Additionally, the Writing Club component of 
the myView Literacy program consists of a set-
aside time for students to meet with their peers 
and share their writing. It provides students an 
opportunity to apply speaking and listening skills 
while peer conferring about their writing.
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Conferring 
What the Research Says

Conferring is one of the most important parts of 
the writing workshop. This one-on-one contact 
between teacher and student creates a space in which 
the teacher seeks to understand the writer’s work 
and intentions and has the opportunity to provide 
instructional feedback that supports the next steps in 
the creative process (Tompkins, 1990). The time spent 
conferring with students helps guide them towards 
improved writing skills and gives educators information 
regarding needed supports and differentiation unique 
to the student. Carl Anderson, expert on conferring and 
author of, “A Teacher’s Guide to Writing Conferences”, 
has indicated, “Conferring is not the icing on the 
cake; it is the cake.”

Conferring with students about their writing 
makes them better writers and positively 
influences their attitudes towards learning 
in general (Bell, 2002; Eickholdt, 2004; 
Koshik, 2002). By providing a collaborative 
environment in which the expert mentors 
the novice writer, conferences also increase 
students’ higher-order and critical thinking 
skills (Flynn & King, 1993). When teachers 
take the time to confer with students about 
their writing, they have the opportunity 
to model the kinds of important inquiry 
strategies that help students progress in 
their writing (Mabrito, 2006). Conferring 
also embeds hands on activities, utilizing 
students’ texts, into lessons and provides 
an informal atmosphere in which teachers 
can genuinely connect with students, 
helping to build confident, independent, 
and empowered learners (Martinez, 2001 
& Young & Miller, 2004). If we want young 
writers to take ownership of their creative 
process and really invest themselves in their 
writing, it’s essential to implement ample 
opportunities to confer (McIver & Wolf, 
1999 & Martinez, 2001).

From Research to Practice

Small group work and conferring provides the 
teacher opportunities to personalize instruction. 
Conferring (both teacher-student and peer-
to-peer) is a hallmark of the myView Literacy 
solution and is a recursive practice throughout the 
workshop. Data gathered from conferences can 
help teachers gain greater understanding of what 
is going well in the unit and what adjustments or 
additions to instruction are needed.

Mentor STACK

WEEK 3
WRITING WORKSHOP DEVELOP STRUCTURE

While conferring with students, refer back to the Bridge  minilessons on hyperbole and simple verb tenses.

Reading-Writing Workshop Bridge

Develop an Introduction
If students need 
additional support

Then brainstorm a list of what to include in a strong introduction.If students show 
understanding

Then ask: How does your introduction grab a reader’s interest?Draft an Event Sequence
If students need 
additional support 

Then ask: Is it harder to create events for the beginning, middle, or end?If students show 
understanding

Then ask: How much time passes during your event sequence?Create an Audio Recording of a Story
If students need 
additional support 

Then review the reasons for  recording audio of a story.If students show 
understanding

Then ask: What sounds effects could you add to your recording?Compose Dialogue
If students need 
additional support Then brainstorm dialogue between two of student’s characters.If students show 
understanding

Then ask: What is the purpose of the dialogue in your story?Describe Events with Details
If students need 
additional support Then help student brainstorm descriptions for an event with an idea web.If students show 
understanding

Then ask: Where in your story could you  still add more detail?

Conference Support for ELL

• Teach the vocabulary letter, word, sentence, and paragraph by pointing them out in a stack text.
• Write a very simple dialogue with correct punctuation, and act it out using hand puppets as you point to words. 

• Have student create a detailed picture of a setting. Label it with helpful vocabulary.

• Teach vocabulary for speech tags (e.g., he said, she asked).
• Say a simple sentence and have student transcribe it as dialogue with proper punctuation. 
• Brainstorm transition words that could be used in an event sequence.

• Discuss how a sentence of dialogue may be separated by punctuation and a speech tag.
• Discuss why direct speech using quotation marks is usually more interesting to read than indirect speech. 

• Scramble the event sequence from a stack text and have student put events in chronological order. 

• Use Guided writing to teach characteristics of a strong introduction.
• Have a conversation with student and write it down. Have student edit out insignificant parts of the dialogue.
• Converse about a specific event, and ask questions that elicit increasingly greater detail from student. 

EMERGING

DEVELOPING

EXPANDING

BRIDGING

Conference Prompts
FORMATIVE ASSESSMENT

Conferences
During this time, assess for understanding of the structural components that make up historical fiction in order to gauge students’ ability to compose their own historical fiction. Have stacks and minilessons available to reference during the conferences.

T380 UNIT 3 • WEEK 3
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What the Research Says

There is a fundamental and symbiotic relationship 
between oral language (listening and speaking), written 
language and reading. Speaking and listening are the 
precursory steps to students’ later success in decoding 
and comprehending text and the building blocks of all 
future literacy skills (Birch, 2011). Without speaking 
and listening skills, true literacy fluency is nearly 
unattainable. It is essential for all learners, whether 
native English speakers or nonnative English speakers, 
to have the opportunity to increase their speaking and 
listening skills as they journey to becoming proficient 
readers (Eunice Kennedy Shriver National Institute of 
Child Health and Human Development, 2010). Research 
has shown the necessity of helping students to develop 
speaking and listening skills in early childhood if they 
are to become lifelong learners and readers (Hall 1987; 
Clay 2013; Kirkland & Patterson 2005). 

Listening is often the first step in learning any kind 
of language, including unlocking the language of the 
written word.  Listening skills play an important role 
in students’ success in reading. Becoming aware of 
systematic patterns of sounds in spoken language, 

manipulating sounds in words, recognizing words and 
breaking them apart into smaller units, learning the 
relationship between sounds and letters, and building 
their oral language and vocabulary skills allows them 
to become natural readers who take delight in literacy 
(Wolf, et al. 2018).  Teachers who want their students to 
be better readers understand that their students need 
daily opportunities to practice these skills, to listen 
to text and reconstruct it, and have opportunities for 
participating in other literacy related listening activities 
(Hogan, et al. 2014). 

Literary discussions help students take ownership of 
their learning, promote higher-level thinking, creates 
space for clarification, encourages confidence in 
building and sharing knowledge and most importantly 
allows them the time and space to apply comprehension 
strategies (Kelly & Clausen, 2007). Students from 
diverse backgrounds benefit from the inclusiveness 
of discussion. Research has shown that active 
opportunities for discussion increases participation, 
especially for dual language learners, and improves 
reading satisfaction for all (Carrison & Ernst-Slavit 
2005). 

  Speaking & Listening

RESPOND TO TEXT

Talk About It In Feathers, Melissa Stewart describes 

the many ways birds use their feathers. Think about all 

the texts you have read this week. What other living 

things have you read about? What characteristics help 

them survive? Use these questions to help you express 

an opinion about why animals must adapt.

Reflect and Share

Express an Opinion When giving your opinion, express your 

ideas clearly so that others can understand.

 Make eye contact with other people in your group.

 Speak at a natural rate and volume.

  Use details from the text to clarify your points and respond 

to questions your partners ask.

Use these sentence starters to guide your responses:

I think it is im
portant 

for animals to adapt 

because . . .

Based on info
rmation 

in  ________
_ , 

I think . . .

The part in Feathers 
that best supports my 

opinion is . . .

What different purposes do animal adaptations serve?Weekly Question

250250
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WEEK 1 LESSON 1

READING WORKSHOP

START-UP

READ-ALOUD ROUTINE

Purpose Have students actively listen for elements of informational texts.

READ the entire text aloud without stopping for Think Aloud callouts.

REREAD the text aloud, pausing to model Think Aloud strategies related to the 

main idea and key details of the informational text.

Informational Text

Tell students you are going to read an informational text aloud. Have students 

listen as you read “Snowy Owls.” Explain that students should listen actively, 

paying careful attention to the facts they hear. Prompt them to report on the text 

by paraphrasing the facts and details they noted. Remind them to present the 

facts in a logical order.

Listening Comprehension

Snowy Owls

The snowy owl is a raptor, or bird of prey, that is well adapted to life 

in the Arctic. It is easy to identify because, as its name implies, it 

has white feathers. The snowy owl is not completely white, however. 

Females have brown markings over their bodies. Males have some 

markings as well, but they usually have more white feathers than 

females. And like the hair of an elderly person, their feathers sometimes 

become completely white as they grow old.

The snowy owl’s color is an adaptation to its natural environment. 

The Arctic tundra where it lives is a flat, treeless area that is cold and 

covered in snow and ice for much of the year. The owl’s white feathers 

provide camouflage, helping it blend in with its surroundings. The birds 

are also well adapted to the cold. They have lots of feathers to insulate 

them, and unlike many birds, their feet are covered with feathers as 

well. These adaptations help the birds survive, since temperatures in 

the tundra get down to –30 °F in winter months.

GENRE & THEME

OBJECTIVES

Paraphrase portions of a text read 

aloud or information presented 

in diverse media and formats, 

including visually, quantitatively, 

and orally.

Report on a topic or text, tell a 

story, or recount an experience 

in an organized manner, using 

appropriate facts and relevant, 

descriptive details to support main 

ideas or themes; speak clearly at 

an understandable pace. 

Use appropriate fluency (rate, 

accuracy, and prosody) when 

reading grade-level text. 

Recognize characteristics and 

structures of informational text.

ELL Language Transfer

Cognates Point out the Spanish 

cognates in the reading selection:

• camouflage : camuflaje

• extraordinary : extraordinario(a)

FLUENCY
After completing the Read-Aloud 

Routine, display “Snowy Owls.” 

Model reading aloud the first few 

sentences, asking students to 

pay attention to the rate at which 

you read and the pauses you use 

for punctuation. Invite partners to 

choose a paragraph from the text 

and use it to practice reading for 

meaning.

 THINK ALOUD

Analyze Informational Text   

Finding the main idea of an 

informational text can help you 

understand the whole text. As you 

listen, try to identify the general 

subject of the passage and the 

point the author wants to make 

about it. Ask yourself, what idea 

does each detail support?

T20 UNIT 2 • WEEK 1

RDG20_ENG_TE04_NA_U2W1_2RW.indd   20

26/08/19   8:33 PM

Student Interactive: Reflect and Share

Teacher’s Edition: Listening Comprehension



67

From Research to Practice

Students have ample opportunities to practice 
listening and speaking throughout myView 
Literacy. Shared reading provides a time for 
guidance that fosters student engagement, 
participation, and collaboration. Teachers form 
small groups flexibly to provide instruction based 
on needs, tasks, and texts. They use Turn, Talk, 
and Share; Quick Checks; and Reflect and Share 
to inform instruction as they monitor students’ 
progress through a variety of ongoing formative 
assessments. As students engage with a variety of 
texts, they construct meaning, consider essential 
questions, and work to master strategic learning 
goals.

In Listening Comprehension (found in the 
Teacher’s Edition), a teacher reads aloud a 
selection that connects the unit genre, theme, and 
Essential Question using a Read Aloud routine. 
This allows students to gain exposure to the genre 
through a listening activity. Teachers first read the 
passage without stopping. Teachers do a second 
read using Think Alouds to model skills and 
metacognitive strategies.

Within small groups, there are multiple 
opportunities for students to conduct 
collaborative conversations with their peers 
either in collaborative group work or in Guided 
Reading with the use of Leveled Readers. Tips 
for conducting collaborative conversations 
(student and teacher facing) are available on 
the downloadable resources link in Realize. In 
addition, Book Club also fosters collaborative 
conversations between peers as they read and 
discuss their book.

During Writing Workshop, students can work with 
their peers to work collaboratively on a piece of 
writing. myView Literacy includes conversation 
prompts to help students have collaborative 
conversations and provide helpful feedback 
on student writing. In addition, the Writing 
Club feature in Writing Workshop is another 
opportunity for students to discuss and engage 
with others about their writing.

Within the Project-based Inquiry week of the unit 
(culminating week), students work collaboratively, 
calling on their listening and speaking skills to 
work together on a research project.

Book Clubs help readers process what they are 
reading in a different way. When readers discuss 
and share opinions, they hear—and hopefully 
come to appreciate—that other readers may see 
things differently. Students can choose books that 
give them an opportunity to develop opinions, 
think deeply about a theme, and enjoy talking 
with others about parts of the book. Book Clubs 
help support Social Emotional Learning with 
young students. Teachers may use Book Clubs as 
an opportunity to reinforce teaching points as you 
check in with each Book Club.

WRITING CLUB

What’s Happening This Week? 
In this week’s Writing Club, students will share the structural elements of their list articles, including its introduction and conclusion, most important details, and text features.

Students should spend the first 5-10 minutes of their Writing Club time discussing the following:
• How to provide positive feedback
• How to suggest ideas respectfully
• How to ask questions and give full answers

What Are We Sharing? 
Students should take turns sharing the drafts of their informational list articles. Classmates should help them rank details about certain items, brainstorm title ideas, and call out words and ideas that stood out to them, some of which perhaps should be in bold type.

How Do We Get Started? Conversation Starters
• Your title makes me want to read your article because ______.
• I’m not sure your title helps me understand the topic because _____.
• Why did you begin your list with (detail) _________?
• I don’t think (detail) ______ is important to (item) because _____.
• You probably want to call out this (word or phrase) _________ with  bold type.

INFORMATIONAL: LIST ARTICLE

T417The Seasons of Arnold’s Apple Tree

RDG20_ENG_TE02_NA_U2W3_6WW.indd   417

12/09/19   5:30 PMTeacher’s Edition: Writing Club
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What the Research Says

Beliefs about intelligence can have lasting 
consequences in terms of how students perceive 
their learning experience and related challenges. In 
the past 30 years Carol Dweck and her colleagues 
have pioneered what we now refer to as, “growth 
mindset”. After studying the behavior of thousands 
of children Dweck observed that students’ attitudes 
regarding failure significantly affected their academic 
achievement and that their underlying beliefs about 
learning and intelligence could be categorized two 
ways, as either a fixed mindset or a growth mindset 
Dweck & Leggett, 1988). A growth mindset says that 
when students believe they control their ability to 
become smarter and that this directly correlates to the 
effort they put forth, then they are much more likely 
to put in the time and effort that leads to gains in 
academic achievement and increases the skills needed 
to be a lifelong learner (Garcia & Cohen, 2012; Yeager 
& Walton, 2011). Alternatively, a fixed mindset says 
that inherent intelligence is a static metric that cannot 
be changed (i.e. you are either smart or you are not).  
When students approach learning with an expanded 
awareness and actionability of their natural abilities 
they are able to grow prolifically and embrace hurdles 
as opportunities to deepen the skills they already 
possess (Yeager & Dweck, 2012). Educators must 
imbue their teaching with a growth mindset if they 
want to reinforce the concept that capacity for growth 
and learning is based on the willingness to put forth 
effort towards these pursuits. Growth mindset puts the 
capacity for student achievement just as much in the 
hands of students as it does with the educators that 
support them. 

Instruction on support skills like resiliency and 
perseverance, developed through the use of strategies 
and interventions, provide students with opportunities 
to explore long-term learning goals that are relevant 
to them. Programs that include these types of learning 
experiences foster optimal challenges and motivate 
students to continue learning (Tough, 2012; Perkins-
Gough, 2013; & Pappano, 2013). When students are 
exposed to and get to practice these skills, they are 
much more likely to take on the types of challenges 
they will inevitably experience in future academic, 
professional and personal pursuits.

Finally, fostering a sense of students’ self and belonging 
within school culture is paramount. When students 

feel respected, accepted and supported by teachers 
and peers they experience a sense of self and the 
belonging that goes with it (Parrett & Budge, 2012). 
Research has linked a sense of belonging with the 
amount of attention and effort students exert in 
class. A sense of belong can also significantly impact 
dedication, persistence, and follow through when it 
comes to academic pursuits (Osterman, 2000). Fostering 
behaviors that enhance sense of self and belonging 
directly correlates to how good or bad students feel 
about schoolwork and also the extent to which they 
value and enjoy it (Trujillo & Tanner, 2014). Students 
that report a high sense of belonging at school typically 
expand more effort to achieve and are more likely to 
exhibit the kind of motivation that leads to future 
success both in the classroom and out.

From Research to Practice

With the myView Literacy solution, competencies 
of 21st-century thinking and social-emotional 
learning are taught and practiced using 
authentic literature, highly engaging trade 
books, collaborative learning, and project-based 
inquiry. Teachers can help students set goals as 
they practice and apply the skillful competencies 
that characterize lifelong readers, writers, and 
thinkers.

  Social Emotional Learning
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Assessment Guide: SEL Observational Assessment Checklist

Throughout myView Literacy, small group 
opportunities and collaborative discussions help 
encourage the key aspects of social-emotional 
learning in the classroom. This kind of learning 
helps empower students to develop and effectively 
apply the skills, attitudes, and knowledge needed 
to help them manage their emotions, set and 
attain personal goals, develop and maintain 
positive relationships, make good decisions, and 
show empathy for others.

During unit introductions, students take a 
self-evaluation where they reflect on what they 
already know related and set goals on what they 
will need to learn as they begin the unit. This 
self-assessment encourages students to take 
ownership of their learning. At the end of the unit, 
students complete a self-reflection by referring 
to their original goals, considering their growth 
and challenges, and reflecting on how they have 
progressed. 

Finally, within myView Literacy, texts showing 
characters experiencing social emotional 
strategies helps students gain perspective and 
empathy.  Students are able to see themselves 
represented in the reading and are encouraged to 
share their opinions and explore the perspectives 
of others through class/group discussions.  This 
experience is critical for creating an inclusive 
classroom environment.

Copyright © Pearson Education, Inc., or its affiliates. All Rights Reserved.
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Teacher Form

Social and Em
otional Learning  

Observational Assessm
ent Checklist

Student _________________________________________________________________________________________

Behaviors Observed
Date: Date: Date:

The student
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• sets social and academic goals 
• makes behavior choices that align with goals
• assesses progress toward goals

S
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ss •  shows understanding of strengths and  limitations
•  pursues personal interests in assignments when appropriate
• changes strategies when needed
• manages emotions and controls impulses

S
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s •  considers the opinions and perspectives  of others

• shows empathy

• demonstrates respect
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• uses appropriate language and voice level
• shows active listening and engagement
•  participates as leader or team member for a given activity, as needed
• reflects on group’s success and challenges

D
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n 
 

M
ak
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g

•  uses different approaches to solve social  problems

•  identifies possible consequences of each course of action

• reflects on success of his or her decision



GRADE 4 UNIT 1: Networks

Dear Family, 

How can a place affect how we live?  How can we understand our place in the world by visiting 

new places? In this unit, students address these questions by reading narrative nonfiction and using 

elements and clues in the text to make connections. After learning what good writers do, they write 

their own personal narratives.

READING
Students read narrative nonfiction and begin to understand how authors use autobiography for 

different purposes. They learn about synonyms and antonyms, context clues, figurative language, 

and parts of speech. They also learn about how suffixes and word parts affect meaning.

This unit’s learning and work will help your child with the following skills:

Ways to Help Your Child: When you talk about this unit’s activities, the following topics and 

questions may help start the conversation.

  What do you think is the author’s  What was most memorable to you in Rare  

purpose in your Book Club book?  Treasure: Mary Anning and Her Remarkable  

  Discoveries, by Don Brown?

WRITING
Recalling the style and structure of the narrative nonfiction they have read, students consider how 

to develop a detailed and interesting personal narrative. They are introduced to the structure of 

“Writing Workshop,” and they learn about conventions such as subjects and predicates, complete 

sentences, and fixing run-on sentences and sentence fragments.

This unit’s learning and work will help your child with the following skills:

Ways to Help Your Child: When you talk about this unit’s activities, the following topics and 

questions may help start the conversation.

PROJECT-BASED INQUIRY
In this unit’s Project-Based Inquiry, students will research the idea of landmarks and preserving 

important places in the community. They will create a brochure about a place that they think should 

be designated as a landmark.

Thank you for your continuing support! 

Highlights of the Unit:  

How can a place affect how we live?

Family-School Connection

 Explaining author’s purpose

 Analyzing main ideas and details

 Analyzing text structure and features

 Summarizing a text

 Developing a narrative voice 

 Writing to portray people and dialogue

 Composing a setting

 Developing a plot with event sequence

  Using transition words and  

sensory details

 Developing a conclusion

  What life event did you choose to write 

about in your personal narrative? Why?
  What is your favorite part of your 

personal narrative? Why? 
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  School to Home

What the research says 

The ideal environment for fostering educational 
experiences that support lifelong learners is not the 
exclusive domain of school time hours. Students do 
not cease learning beyond the walls of the school 
and the relationship between home and school is a 
key ingredient for academic success (Dodd & Konzal, 
2002). Research has shown that students do better 
academically and socially when schools build positive 
relationships with their families. In fact, negative 
home-school relationships may be a contributing 
factor to low student performance (Hughes & Kwok, 
2007). If we want home-school relationships to support 
the kinds of rich academic experiences that improve 
student learning, it’s important to 
create opportunities that bring parents 
and schools together. Learning that 
connects homelife to school life and vice 
versa increases learning potential (Jacob 
& Ryan, 2018). 

Evidence-based best practices for 
generating meaningful and lasting 
connections between school and 
home requires students, parents, and 
educators to perceive the experience 
as beneficial (Cox, 2005). Fostering 
these types of favorable partnerships 
promotes effective education that is 
advantageous to all students. Learners 
with involved parents, regardless of their 
socioeconomic status or background, are 
more likely to have better attendance, 
receive higher grades, achieve greater 
levels of social confidence, require less 
disciplinary action, perform better on 
tests, and more readily adapt to their 
educational environment (NCPIE, 2006). 

Indeed, the most accurate predictor 
of student achievement is not family 
income or social status, but the extent to 
which a student’s family creates a home 
environment that values learning, has 
high, but reasonable expectations for 
academic success, and is actively engaged 
in their child’s educational journey 

(PTA, 2000). More importantly, when schools foster an 
environment where parents are frequently involved, 
academic performance increases schoolwide, not just 
for the students of parents who participate (Henderson 
& Berla, 1995). As the lines between school and home 
dissolve and general parent participation increases, 
so does student academic achievement, especially 
when the partnership between parents and the school 
is comprehensive and thoughtfully orchestrated in 
order to create a lasting school to home connection (El 
Nokali, Bachman, & Votruba-Drzal, 2010).
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From Research to Practice

Included in the myView Literacy Assessment 
Guide are Home-School Connection Letters 
(in both English and Spanish).  These 
letters give valuable information at the 
unit level with specific details pertaining 
to the Reading instruction, Writing 
Workshop, and Project-Based Inquiry 
task.  Additionally, the letter offers tips 
parents can use to support learning at 
home and questions parents can use to 
spark conversation about their child’s 
educational experience.

Also in the Assessment Guide are Parent 
Forms on a variety of topics, such as My 
Child As A Learner and Observing My 
Child’s Reading.  These opportunities 
help form an educational partnership 
between the parents/guardians 
and the teacher, encouraging open 
communication and increasing the 
teacher’s knowledge of specific life 
circumstances for their students 
outside of the classroom.

Additionally, instructional materials 
included in myView Literacy are easily 
accessible at home, both in print 
(all-in-one Student Interactive) and 
digitally (on Realize).  Our partnership with Google 
Classroom facilitates even further the school-to-
home connection. With the seamless integration 
integration between Google Classroom and 
Realize, teachers can communicate with parents 
seamlessly in multiple languages. Furthermore, 
for grades K-1, myView Literacy provides a 
weekly removable decodable text in the Student 
Interactive.  Teachers have the option of sending 
this text home with students, ultimately creating 
an at-home library for students who may not have 
access to books outside of school.  

Grado 4, Unidad 1: Networks

Querida familia: 
¿Cómo afecta el medioambiente nuestro modo de vida? ¿De qué manera visitar lugares nuevos 

puede expandir nuestro entendimiento de nuestro lugar en el mundo? En esta unidad, los 

estudiantes trabajan con estas preguntas al leer no ficción narrativa y usar elementos y claves en el 

texto para hacer conexiones. Después de aprender sobre qué hacen los buenos escritores, escriben 

sus propias narraciones personales.
LECTURA
Los estudiantes leen no ficción narrativa para entender cómo los autores usan la autobiografía para 

distintos propósitos. Además, aprenden sobre los sinónimos y los antónimos, las claves del contexto, 

el lenguaje figurado y las clases de palabras. También aprenden sobre cómo los sufijos y las partes 

de palabras afectan el significado de las palabras.El aprendizaje y el trabajo de esta unidad ayudarán al niño a desarrollar las siguientes destrezas:

Formas de ayudar al niño: Cuando quiera hablar sobre las actividades de esta unidad, puede 

utilizar estos temas o estas preguntas para iniciar la conversación:
  ¿Cuál crees que es el propósito del  ¿Qué consideras más memorable de la  

autor de tu libro del Club del libro  lectura de Rare Treasure: Mary Anning and   

(Book Club)? 
 Her Remarkable Discoveries de Don Brown?

ESCRITURA
Teniendo en cuenta el estilo y la estructura de la ficción no narrativa que ya han leído, los 

estudiantes piensan en cómo desarrollar una narración personal detallada e interesante. Comienzan 

a trabajar con el “Taller de escritura” (Writing Workshop) y aprenden sobre las normas, como los 

sujetos y los predicados, las oraciones completas y la corrección de fragmentos y oraciones mal 

formadas.
El aprendizaje y el trabajo de esta unidad ayudarán al niño a desarrollar las siguientes destrezas:

Formas de ayudar al niño: Cuando quiera hablar sobre las actividades de esta unidad, puede 

utilizar estos temas o estas preguntas para iniciar la conversación:

PROYECTO DE INDAGACIÓNEn el Proyecto de indagación de esta unidad, los estudiantes investigan sobre qué hacer para que el 

parque local o el parque infantil sean lugares más seguros. 
¡Gracias por su apoyo constante durante el año! 

Elementos que se destacan de la unidad: ¿Cómo afecta el medioambiente nuestro modo de vida?

Conexión entre la escuela y el hogar

 Definir el narrador 
  Representar personas y diálogos Escribir un ambiente

  Desarrollar una secuencia de sucesos Usar palabras y frases de transición Desarrollar una conclusión

  ¿Sobre qué suceso escogiste escribir tu narración personal? ¿Por qué?
  ¿Qué parte de tu narración personal es tu favorita? ¿Por qué? 

 Explicar el propósito del autor  Resumir un texto
  Analizar la estructura y los elementos del texto Analizar la idea principal y los detalles
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Formative
What the Research Says

Assessment is a vital part of any learning experience. 
When learners are provided with informative, 
responsive, targeted feedback their depth of 
knowledge and skills for continuing to learn expand. 
Indeed, providing learners with feedback is a major 
influencer of student achievement (Hattie, 2008). 
Formative assessments are designed to accelerate 
student progress and are embedded into curriculum 
to support the development of higher-order thinking 
skills and improve instruction for all types of learners 
(National Research Council, 2001 & Wood et al., 2007). 
When formative assessments serve as a precursor to 
summative assessment, they support the instructional 
process by providing information for both students 
and teachers designed to accelerate students’ progress 
(Fuchs & Fuchs, 2002). If we expect students to meet 
the rigorous academic standards needed by 21st century 
students, teachers need to monitor student progress 
in real time and know when and how to intervene with 
supports that help students meet academic goals. 
Ongoing progress monitoring, especially when 
difficulties are encountered, makes it feasible for 
teachers to identify exactly what each student needs 
in order to support them in reaching learning targets 
(Daro, Mosher, & Corcoran, 2011). One of the greatest 
strengths of progress monitoring is the ability to 
highlight immediate actions that need to be taken by 
either the student or teacher to support immediate 
next steps for learning. Not only does this keep 
learning relevant, it also helps students track their 
own evolution and take ownership of their work, all 
of which increases student engagement and overall 
achievement (Chan, et al., 2014). When implemented 
properly progress monitoring informs more than 
just students and educators. It also supports families 
and policymakers by ensuring they have timely and 
appropriate information that allows them to make 
decisions that are pertinent to the diverse learners in 
today’s classrooms.  

From Research to Practice
The myView Literacy assessment suite uses 
multiple and diverse sources to help teachers 
understand what students know and comprehend 
as a result of the teaching and learning process. 
The results of these assessments provide a view 
into students’ progress, enabling teachers to 

identify problem areas, modify their instruction, 
and improve subsequent learning. 

myView Literacy provides teachers with daily 
routines and opportunities to measure student 
understanding and monitor progress. Teachers 
can track student learning and inform subsequent 
instructional pathways through integrated 
formative assessments. These include Quick 
Checks; Assess and Differentiate; Assess Prior 
Knowledge; and Assess Understanding.
 
These assessment components should be used to 
help teachers identify those students who may 
need remediation or intervention. Item Analysis 
Charts provide correlation to myFocus resources 
for support. 

As part of myView Literacy’s ongoing support of 
assessment in the literacy classroom, the program 
provides tools and resources that help teachers 
gather and report comprehensive assessment 
data using digital and print formats. Teachers 
can find tools such as Conferencing Checklists, 
Observational Assessments, and Rubrics to help 
them monitor student performance. Realize 
reports are also available to help teachers analyze 
both student and class results. 

Teachers can also use Weekly Standards Practice 
PowerPoint presentations to immediately assess 
student understanding. These exit tickets feature 
multiple-choice practice for academic vocabulary, 
word study, and language and conventions.

  Assessments
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Observational
What the Research Says

Research suggests daily, formative assessment 
that includes observation supports student 
conceptualization of what direction their learning 
should take, the progress they have made so far, and 
the specific actions they need to take next in order 
to progress towards the learning goal (NCTE, 2013). 
Observation allows educators to focus on what students 
need to move beyond immediate targets and assist in 
identifying more challenging pursuits for the future. 
When teachers use observation to provide students with 
feedback that helps them learn how to use constructive 
criticism, set goals, monitor their own progress and 
select strategies that move their own learning forward, 
students become active agents in their educational 
process (Darling-Hammond, 2019). Formative 
assessment that includes progress monitoring and 
ample opportunities for observations provides 
an opportunity for both teachers and students to 
implement the type of practices that have been shown 
to be highly effective in raising the student attainment, 
increasing equity of student outcomes for all students, 
and improving every learners ability (OECD, 2005). 

From Research to Practice

Unique to myView Literacy is Realize Scout, an 
observational data gathering tool, which allows 
teachers to take notes on casual and planned 
observations. Realize Scout helps teachers 
document “in-the-moment” student learning 
creating a detailed picture of individual student 
growth over time. Observations can be easily 
shared with parents and can be used to inform 
evaluation and lesson planning. Realize Scout 
includes the following capabilities:
• Checklist and guides for observations

• Progress tracking of student fluency

• Capturing student audio, photos, and videos 

• Uploading student artifacts to create portfolios 
of progress

• Score Weekly Writing Workshop Assessment
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Benchmark 
What the Research Says

When educators use benchmark assessments as part of 
a comprehensive system for collecting feedback related 
to student progress, they are powerful tools for long 
term planning that addresses the needs of a variety 
of learners. The National Research Council (NRC) 
indicates a quality assessment system is (a) coherent, 
(b) comprehensive, and (c) continuous (NRC, 2001). 
Good benchmark assessments can be an important 
addition to a comprehensive assessment system. If 
we expect benchmark assessments to illicit data that 
fosters instructional planning and guidance, they 
should be well aligned with curriculum and provide 
data at the Beginning-of-Year, Middle-of-Year, and 
End-of-Year (Herman, Osmundson, & Dietel, 2010). 
Useful benchmark data is used to provide decision 
makers, including teachers, with the insights they 
need to positively inform all aspects of instructional 
planning and policy at the local, district, and state 
level. Benchmark assessments can be a useful tool 
for identifying which students require additional 
instruction on important to content areas that will 
therefore be covered on state assessments, (Williams, 
2009).

In order to effectively use benchmark assessments, 
current research suggests educators: a) begin with 
a written plan; b) identify systems for analyzing 
and reporting data; c) provide related professional 
development; and d) allocate the appropriate time to 
administer (Hamilton, et al., 2009). Valuable benchmark 
assessments should be aligned to the curriculum and 
instruction teachers are providing and thoughtful 
instruction should give students ample opportunities to 
practice taking assessments that mimic the benchmark 
they will be expected to take (Herman, 2009). 
Benchmark assessments are critical for monitoring 
student knowledge and skills in relation to a distinct set 
of learning goals over the course of the year, specifically 
at the beginning, middle, and end. They also help 
provide a common message to students, teachers, and 
parents regarding the importance of student learning 
when it comes to specific knowledge and academic skills 
(McTighe & O’Connor, 2005).

From Research to Practice

myView Literacy includes three benchmark 
assessments per year.  These items assess students 
on grade-level standards and allow teachers to see 
how learning is progressing:

1. The Baseline Assessment is administered at 
the beginning of the year. This test assesses 
student competence against items aligned 
to key standards in the previous year and the 
upcoming year. The baseline also includes a 
fluency test. After consulting an interpretation 
guide, teachers can use test results to place 
students into reading groups and to plan 
differentiated instruction. Based on student 
results, teachers may decide to administer a 
diagnostic test to further identify any problems 
that a student may be exhibiting. There is only 
one baseline per grade, and none has more 
than 40 items.

2. The Middle of Year Assessment measures 
student progress in the yearly standards, 
following the same format as the Unit Test. 
There is one Middle-of-Year Test per grade, and 
none has more than 45 items.

3. An End-of-Year Test measures student progress 
in the yearly standards, following the same 
format as the Unit Test. There is one End-of-
Year Test per grade, and none has more than 45 
items.
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Summative
What the Research Says

Summative assessments provide educators the 
opportunity to measure student knowledge and 
skill attainment at a specific point in time. Unlike 
assessments that are formative or diagnostic, the 
purpose of summative assessment is to determine 
the student’s overall achievement in a specific area 
of learning at a particular time (Harlen, 2005). When 
properly aligned to required standards, they provide 
educators with valuable data that illuminates the 
achievement and progress of students (Chasteen, et al., 
2011). Summative assessments are a key component 
of highlighting the progress of all students, provide 
insights regarding equitable access to educational 
opportunities and supports, and narrowing achievement 
gaps (Celio, 2013). Summative assessments make 
identifying whether or not students are meeting 
standards in a specific subject or content are possible 
and assist with evaluating effectiveness of instructional 
curriculum, as they are often administered to a specific 
group of students (Garrison & Ehringhaus, 2007; & 
Harlen and James, 1997). Many schools, districts, and 
states administer formal summative assessments at the 
end of the year, since this is the time to capture whether 
students have met a given objective. These types of 
assessments provide both system-wide data student 
achievement in addition to powerful information on 
how sub-groups of learners are performing. 

From Research to Practice

The myView Literacy assessment suite provides 
comprehensive summative tools for assessing 
student learning, both on a weekly and unit 
basis.  Intuitive data reports to monitor and track 
progress are provided; please see the next section 
for detailed information.

Weekly Assessments

Progress Check-Ups, Grades K–5
Progress Check-Ups can be administered weekly 
to assess student progress on the standards 
presented during that week’s instruction. High-

frequency words (Grades K–2) and vocabulary 
words (Grades 3–5) from the weekly selection 
and Phonics/Word Study skills are tested. Each 
week’s reading comprehension skill is assessed as 
students listen to or read a fresh passage. Prompt-
based writing uses the mode of writing from the 
Writing Workshop for that week. Every item in 
the Progress Check-Ups is standards aligned, 
and selected items use the style and format of 
the state test. There is one Progress Check-Up 
for each of the 25 weeks of instruction per grade, 
and none has more than 15 items plus a writing 
prompt.

Weekly Standards Practice, Grades 2–5
The Weekly Standards Practice provides 
multiple-choice practice items for Academic 
Vocabulary, Word Study, and Language and 
Conventions taught each week. These items are 
presented on slides, and teachers may project 
them as exit tickets to assess immediate student 
understanding. 

Cold Reads for Fluency and 
Comprehension, Grades 1–5
These weekly tests assess student progress in 
targeted reading comprehension standards. Cold 
Reads provide teachers with new reading passages 
and questions. These assessments offer three 
different levels of passages followed by standards-
based questions. Teachers can use these reading 
passages to measure fluency and words correctly 
read per minute. Each set of questions includes at 
least one item in test preparation format.  

Unit Assessments

Unit Tests, Grades K–5
Unit Tests assess the standards presented during 
each unit. The reading comprehension portion of 
each Unit Test uses one or more fresh passages—
often a mixture of literary and informational text. 
In the primary grades, students are assessed on 
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a-frequency words and Phonics skills from across the 
unit. In the intermediate grades, Unit Tests assess 
Word Study skills. All students are tested on their 
knowledge of the unit’s convention skills. 

Students write in response to a prompt using the 
mode of writing that they have used throughout the 
unit. Every item in the Unit Test is standards aligned, 
and selected items use the style and format of the 
state test. There is one Unit Test for each of the five 
units of instruction per grade, and none has more than 
30 items plus a writing prompt.

Performance-Based Writing Assessments, 
Grade 2-5
Additionally, grades 2-5 include an optional 
Performance-Based Writing Assessment. These 
rigorous tasks determine student mastery of various 
writing genres.  Students are supplied with a prompt 
and multiple source documents to utilize for text 
evidence.

Test Preparation
High-Stakes Practice Assessments  
(Grades 2-5):  
Use a full assessment to practice for state assessments, 
including tech-enhanced items.

Test Item Banks  
(Grades 2-5):  
Reading, writing, and editing test banks provide 
opportunities for additional practice.

Writing Assessment Options
myView

Digital
DOWNLOAD

Performance-Based Assessment

Writing Assessment

Prompt

Write an informative essay about the process of 

making a new state law. Use information from the 

passages in your essay.

Sources

• The Tenth Amendment to the U.S. Constitution

• Draft Bill for the Preservation of the Quintero

House

• Newspaper Article from The Pebble Cove

Times

Prompt

Write an informative essay that explains how 

extreme weather impacts people. Use information 

from the passages in your essay.

Sources

• Climates of the United States

• The Study of Weather

• Extreme Weather

Download a performance-based assessment from SavvasRealize.com 

for students to demonstrate their understanding of the reading and 

writing skills from the unit.

ONLINE OPTION 1
ONLINE OPTION 2

• The Writing Workshop Assessment is on Day 5 of Week 5 of every unit.

Teachers may choose how to assess their students.

• Collect students’ compositions after the Celebration and use the

designated rubric to grade the writing.

• Give students an on-demand prompt that will require them to synthesize

their understanding of the genre, author’s purpose and craft, and writing

conventions in one succinct piece of writing without the support of a

teacher.

• Assessment prompts and writing rubrics can be found in the Writing

Workshop of myView Literacy Teacher’s Edition on Day 5 of Week 5, or

they may be accessed on SavvasRealize.com.

WEEK 5 • LESSON 5 OPTION

T333T333

RDG20_ENG_TE04_NA_U2W1_FM_WW.indd   333

09/09/19   7:22 AM
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Technology as an Educational Tool
What the Research Says

Every day in classrooms around the world students and 
teachers use technology seamlessly as they engage in 
reading, writing and English language arts instruction. 
Technology use is prolific in the 21st century, as 
students produce academic work, connect socially 
and communicate with peers from around the globe 
(Jenkins, 2006). Indeed, the way in which students 
interact with and relate to invisible technologies tells 
us a great deal about the broader world in which our 
students live (Garcia, Kelly & Stamatis, 2018). Today’s 
students have grown up with technology quietly in 
the background performing a myriad of tasks that 
support their general orbit through the world. Many 
of the technologies that were “visible” to previous 
generations have faded softly into the background for 
21st century students, making up the indistinguishable 
infrastructure of their daily lives. In fact, for many 
students these invisible technologies are so woven into 
the fabric of their everyday existence that they aren’t 
even aware that they’re using these tools on a minute 
by minute basis (Frand, 2000). Technology has become 
the invisible tool that supports learning both in and out 
of the classroom. 

Technology means educators are able to provide 
multiple means of engagement that stimulates 
student interest and motivation with a diverse set of 
interests and passions (Willms, Friesen, & Milton, 
2009). When students have access to technology, 
they are given various options to engage in different 
learning activities, explore content for particular 
competencies or skills, and engage in the types of 
collaborative activities that increase social emotional 
skills and opportunities for scaffolding (Dunleavy & 
Milton (2009). Teachers also have the flexibility of 
having students engage independently, with features 
like digital storytelling, or ensuring level appropriate 
content material is accessible to every learner in their 
class. Digital learning tools offer the flexibility and 
support that traditional formats do not (Brown, 2000). 

Technology integration is successful for digital natives 
when it’s accessible and relevant to the task at hand and 
supports students in the development of the kinds of 

critical thinking used to set and reach academic goals. 
Student learning becomes engaging when technology 
implementation is integrated into daily classroom 
activities in a way that is routine and transparent 
(Bitter & Legacy, 2008). When technology tools are an 
effortless part of the learning process and don’t require 
teachers or students to stop and “think” about how 
they’re using technology, students are more likely to 
be engaged in meaningful projects (Darling-Hammond, 
2019).

From Research to Practice

myView Literacy promotes blended learning 
environments through the utilization of the 
powerful Realize platform.  Teachers, students, 
and administrators are able to access all content, 
assessments, student data, and management tools 
using a single sign-on.  All print materials are 
available digitally through our Realize platform, 
which offers students a variety of interactive 
resources and provides teachers with the data they 
need to customize content and monitor student 
progress, so all students demonstrate proficiency 
in the standards. Teachers have the ability to 
customize materials, access student work, and 
streamline planning.  On Realize, myView Literacy 
students have access to resources that promote 
critical thinking and problem-solving, such as 
videos for background knowledge, selection audio, 
digital games, and annotation tools.  

The myView Literacy student edition is available 
offline for students to work at home, even without 
an internet connection. Downloadable PDFs of 
the entire student edition are available for offline 
use, and offline access to the interactive eText 
is available on an app for Windows 10, iOS, and 
Chromebook devices. The Realize Reader app 
allows for downloading the entire interactive 
student edition or single units, and student work 
is synchronized when students return to online 
status. 

Technology
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The Realize and Google Partnership allows for 
the sharing of content, assessments, and rosters 
across Realize and Google G Suite for Education. 
With the Realize and Google Partnership, teachers 
have access to more support, flexibility, and 
integration capacity.

Teachers can share supported content from Realize 
with classes, allowing students to collaborate 
on assignments if desired. Teachers can also add 
links from their Google Drive directly into Realize 
lessons and quickly assign those links to students.

Secure Roster Sync allows for teachers to sync 
Google Classroom rosters with Realize. Students 
log in once and can access everything. In 
addition, Assignment & Score Sharing across 
both platforms allows for teachers to assign 
assessments and have content show in the 
student’s Google Classroom stream. Completed 
work and scores are shared and recorded in both 
Realize and Google Classroom.

All program-specific resources, flexible agnostic 
resources, and assessments are available in one 
location for lesson planning and presentation. 
Flexible classroom management tools allow 
teachers to use a digital, print, or blended format.

Unit Launch Videos introduce the 
theme and essential question. 

Digital Games support  
phonemic awareness, spelling,  

and letter/word recognition. 

ELL Access Videos provide  
background information to increase 

comprehension of leveled texts.
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Data Collection and Actionable Insight
What the Research Says

Technology has allowed data collection and actionable 
insight to make great strides forward in the past ten 
years. The assessment capabilities that allow both 
students and teachers to demonstrate their current skill 
level in meaningful ways are astounding (Reeves, 2010). 
Every learner deserves assessments that accurately 
reflect the unique knowledge they have acquired and 
more importantly, the capabilities to capture how they 
utilize and apply what they have learned. Assessments 
that use technology to measure achievement far 
outshine the limitations of paper assessments (Office 
of Educational Technology, 2017). Digital technologies 
allow educators to get a truly comprehensive picture 
of each students’ strengths and weaknesses so they 
can personalize learning and implement intervention 
strategies that reinforce, challenge, and inspire learning 
in ways that speak to the student. When programs have 
embedded assessments that are easy for educators 
to use, they are able to monitor the learning process 
right down to the very details of how their students are 
constructing thoughts, conjectures, and future goals. 
This kind of in-depth data collection provides teachers 
with the information they need to give students 
individualized feedback so students can take action 
in the moment (Bloom, Madaus, & Hastings, 1981; 
Stiggins, 2002).

Digital assessments also accel at keeping parents and 
caregivers more up to speed with what and how their 
children spend their time learning during the school 
day (Olmestead, 2013). The relevancy of digital data 
supports educators, schools, districts, states, and 
indeed the nation in longitudinal endeavors to inform 
continuous improvement plans and other decision-
making processes informed by data (Bill & Melinda 
Gates Foundation, 2015). Technology-enabled tools 
also provide the kinds of support for teachers that 
make evaluation and professional development useful. 
Tools such as video capture can record the nuances of 

teaching in a team and collaborating with colleagues 
and students (Meyer, 2015). This provides less biased 
avenues for providing constructive feedback that makes 
self-reflection effortless. Digital data collection provides 
a framework for educators at all levels to really evaluate 
whether they are assessing what is most valuable, or 
what is easiest.  

Assessments are most instructionally beneficial when 
they provide timely, actionable insights. Technology 
essentially hands us the tools to vastly improve 
outdated assessment approaches and data collection 
modes. Technological engineering in the 21st century 
means all students should have equitable opportunity 
to demonstrate their learning process and current levels 
of skills attainment on statewide assessments (NCES, 
2013). As statewide assessments transition to focusing 
more on real-world skills and rigorous demonstrations 
of applied learning, it is essential to ensure that 
students have equitable access to the type of high-
quality educational experiences technology supports 
(Linn, 2003). As a nation, we have a deep responsibility 
to use the data we collect from assessment 
administration to impact every single student in a 
positive way.

From Research to Practice

On Realize, teachers can use the data tab to access 
student and class data that shows standards 
mastery on assessments, overall progress and 
the amount of time your students have spent 
on their work. If students have completed their 
assignments, choosing the data tab provides a 
listing of all classes that have data.
The three types of reports in Realize 
are Mastery, Progress, and Usage. 
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Mastery covers test scores and standard skill 
mastery for the class and individual students. 
When the Class Mastery by Assignment screen is 
opened, the teacher can view class and student 
mastery of the assignment and see how it aligns 
to standards. Progress shows which students have 
completed their assignments, who is In Progress 
and who has not started yet. Usage data shows 
how much time each student spent in Realize 
doing specific assignments. 

Teachers are also able to view detailed reports, 
including:
• Standard Analysis: See progress by standard

• Question Analysis: Drill into questions to see 
where students are struggling

• Student Analysis: Focus on individual 
performance to determine learning gaps

• Performance Analysis: Teachers set their 
own acceptable percentages and get 
recommendations on student grouping and 
next-step instructional resources

Additionally, teachers have access to digital 
assessments tools which help create, deliver, 
score, and report against mastery of the standards:
• ExamView- This is a test generator that 

allows teachers to create assessments by unit, 
question type, and/or standards.  ExamView 
also allows teachers to create multiple forms of 
the test to ensure test reliability in class.

• TestNav- This functionality within Realize 
allows teachers to assign a test to a student.  
Students take the assessment online and 
it is automatically scored.  Using the data 
reports in Realize, teachers can generate a 
standards mastery report and monitor student 
performance over time.

• EssayScorer - This is an online writing tool 
where students type their essays and receive 
immediate feedback to improve their writing.  
Writing can also be turned in and scored by the 
teacher.
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Research has long shown that quality instruction 
delivered by highly effective teachers is a top factor 
when it comes to positively impacting student 
achievement (Varlas, 2009). In order to provide quality 
instruction, teachers need integrated supports that 
leverage technologies, increase communication skills, 
make data collection easy, provide opportunities for 
collaboration, and utilize existing research (Varlas, 
2009). In order for integrated supports to be of value to 
teachers and ultimately impact student outcomes, they 
must address the following key instructional principles 
so that teachers can easily manage and coordinate 
related student learning: 1) activating prior knowledge; 
2) making connections; 3) honoring working memory; 
4) managing instructional levels; 5) modeling desired 
responses; 6) providing accurate practice; and 7) 
developing automaticity (Gravois & Gickling, 2008). 

In addition, teachers benefit greatly when they have 
opportunities to collaborate with peers. Supports 
that provide access to strategies for creating and 
participating in personal learning networks (PLNs) 
expose educators to new concepts and allow them to 
share and receive feedback about their professional 
experiences (Ferguson, 2010; U.S. Department of 
Education, 2010).  Active collaboration also allows 
the dissemination of current research and makes 
sharing effective instructional strategies and resources 
effortless (Ferguson, 2010; U.S. Department of 
Education, 2010). If integrated instructional resources 
are going to support the habits of effective teachers 
they must also  provide a diverse range of tools for 
planning, make the structuring of engaging learning 
experiences easy, provide opportunities to formatively 
monitor student progress, evaluate learning using 
multiple sources of evidence and adapt interventions 
accordingly (Varlas, 2009).

The Learning Policy Institute conducted a 2017 
review “of 35 methodologically rigorous studies 
that demonstrated a positive link between teacher 
professional development, teaching practices, and 
student outcomes”. As part of this effort they concluded 
that teachers are best supported when professional 
development and instructional strategies for educators 
achieve the following (Hammond, et al., 2017):

• Are content focused
• Incorporates active learning: 
• Supports collaboration
• Uses models of effective practice
• Provides coaching and expert support 
• Offers feedback and reflection 
• Is off sustained duration

The design of professional development (PD) 
experiences must address how teachers learn, as 
well as what teachers learn. It is important that 
researched based theories regarding adult learning 
and development are used to identify themes that 
are relevant for designing teacher PD (Trotter, 2006). 
Regardless of the specific model employed, PD should 
be well crafted and incorporate the elements outlined 
above. It should also correlate with teacher identified 
needs and include feedback from teachers regarding 
the type of learning they require to best support their 
students (Curtis, 2010). In addition, teachers should 
have regular opportunities to evaluate the PD they are 
receiving so that a continuous improvement plan can 
be implemented to ensure teachers are engaging in 
relevant PD.

If we expect students to develop the knowledge, skills, 
and competencies they need to excel in the 21st century 
then Professional development must be a required 
component of any educational system that wants to 
promote successful teachers and students (Archibald, et 
al., 2011). Well-designed and implemented PD ensures 
that a coherent system that supports teachers across 
the entire professional continuum is in place. Lastly, 
if we expect teachers to be effective educators the 
training, supports and PD they receive needs to connect 
their experiences in preparation and induction to 
teaching standards and evaluation (Darling-Hammond, 
et al., 2009). Ultimately teachers’ training and 
experience should align with leadership opportunities 
so that the growth and development of teachers, and 
therefore the educational experience of our students, 
continues to flourish.
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From Research to Practice

myView Literacy integrates professional 
development at every stage to help teachers make 
the greatest impact on student achievement. 
mySavvasTraining.com is a one-stop professional 
learning website with on-demand training, 
live webinars, and live chats with educational 
specialists. It also includes an on-demand library 
with topics from social-emotional learning to 
program-specific elements such as book clubs 
and assessments.  This library comes with notes 
and discussion guides to use within professional 
learning communities.  

Other professional development support includes:
• The Professional Development Center on 

Realize offers a multitude of videos and advice 
from program authors.

• The Getting Started page on Realize, which 
contains walk-through and teacher guidance 
for implementation.

• The Dual Language Implementation Guide with 
information to deepen knowledge of teaching 
strategies in biliteracy classrooms.

• Language Awareness Handbook provides 
exclusive insights from leading experts in the 
field of language acquisition.

• The Small Group Professional Development Guide 
which provides support to assist educators 
in setting up, planning, and delivering small 
group instruction.  Helpful tips from program 
authors give teachers the support they might 
need for small group time.

• Assessment Guide offers professional 
development on a variety of assessment topics. 
This resource helps teachers find specific and 
practical directions for using data to inform 
instruction in a literacy classroom. Each 
chapter includes a discussion about a specific 
literacy assessment topic, information about 
where to find resources in the program, Q/A 
and references for further reading.

• Embedded professional learning tips called 
“Expert’s View” throughout the Teacher’s 
Edition.

Flexible Professional Development options 
improve teacher effectiveness and student 
achievement.  With Program Activation, you 
get tailored support to meet your needs and 
equipping you to:
• Learn the flexible instructional model

• Dive into the minilessons

• Explore innovative ways to strengthen your 
instruction

Additional Service options are available, such as:
• Implementation Essentials - A deeper dive 

into the features and instructional design, 
learn to effectively integrate print and digital 
components, and receive a training plan 
customized to your needs.

• Enhancing Practice Services - Job-Embedded 
Services and Literacy Institutes empower 
you with instructional strategies, classroom 
practices, and targeted coaching.
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