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WHY FOUNDATIONAL SKILLS?

© FatCamera/E+/Getty Images

Every elementary teacher has witnessed the excitement and wonder of the young student 
who has just discovered they can decode a word and “read.” Often, this first ah-ha 

moment is followed in quick succession by other successful attempts to connect sound to 
letters; these young readers have “cracked the code” and are off, decoding words and lifting 
meaning from text. This moment might seem like magic—a sudden poof and they are readers. 
Yet researchers and experienced teachers know that this moment has been made possible 
by skills and knowledge that this student has been acquiring for some time. Awareness 
of these foundational skills also allows the teacher and researchers insight into what is 
happening for the students who have not yet cracked the code.

Becoming a Skilled Reader
To read skillfully, a student must engage in two distinct and simultaneous processes: word 
recognition and language comprehension. Both interact with one another during reading, 
yet each is supported by a unique set of understandings (see Figure 1). Word recognition 
requires decoding skills, including alphabet knowledge, phonological awareness, phoneme-
grapheme associations, and sight recognition. Together, these skills drive decoding accuracy 
and fluency in novice readers (Adams, 1990; Lonigan et al., 2008; National Institute of Child 
Health and Human Development [NICHD], 2005; Storch & Whitehurst, 2002). With the right 
instructional guidance, decoding skills are generally learned early and entirely because they 
are finite (e.g., twenty-six letters and forty-four phonemes). 

© Learning A–Z  All rights reserved.
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In the early phases of reading development, the reader’s primary focus is word recognition. 
Comprehension is limited at this point because much of the reader’s attention is devoted 
to translating letters into sounds, blending these sounds into recognizable words or word 
approximations (Adams, 1990; LaBerge & Samuels, 1974; Perfetti, 1985), and then connecting 
those written words to the spoken vocabulary in memory (phonological recoding; Share, 
1995). Over time and with reading practice, specific grapheme-phoneme (letter-sound) 
relationships and some orthographic patterns (mental representation of word parts and 
patterns) are strengthened until they become over-learned, and students can recognize the 
word on sight without having to decode it each time (sight recognition). As a result, many 
words are recognized automatically (sight words; Ehri, 1995; Share, 1995). 

While still engaged in word recognition, the reader also attempts to construct meaning 
(reading comprehension). To do this, the reader calls on language comprehension skills, 
including vocabulary, background knowledge, language structures, literacy knowledge, and 
reasoning. Language skills are critical to reading comprehension as students engage with 
increasingly complex texts (Duke et al., 2005; Juel, 2007; NICHD, 2005; Storch & Whitehurst, 
2002). To keep up with the increasing demands of texts that students are required to read 
and comprehend, oral language and background knowledge must develop continuously.

Comprehension improves with increased word recognition automaticity 
because the reader is able to devote more attention to understanding 
the text as a whole, rather than focusing on decoding one word 
at a time (LaBerge & Samuels, 1974). The interrelationship of word 
recognition and language comprehension becomes more tightly  
woven as the student becomes an increasingly proficient reader. 

Figure 1� The interrelationship of evolving literacy skills is more clearly shown in Scarborough’s Reading Rope (2001)�

© Learning A–Z  All rights reserved.
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Predictors of Reading Success
Precursors to skilled reading are explained in Simple View of Reading (Gough & Tunmer, 
1986), which suggests reading comprehension includes both decoding and language 
comprehension (see Figure 2). According to Gough and Tunmer, if either process breaks 
down, comprehension cannot occur. 

Word recognition skills (decoding) are foundational because they serve as the building blocks 
of literacy. In preschool and kindergarten, foundational skills such as alphabet knowledge 
and phonological awareness are indicators of subsequent word recognition ability in the 
first and second grades (NICHD, 2005; Storch & Whitehurst, 2002). Put simply, students with 
more developed alphabet knowledge and phonological awareness skills learn to read with 
greater ease when compared to students with lower alphabet knowledge and phonological 
awareness skills. Foundational skills are essential as readers progress, because without 
them, readers are more likely to struggle with unfamiliar and multisyllabic words they 
encounter in more complex texts.

Figure 2� Simple View of Reading adapted from Gough and Tunmer (1986)� 

Language comprehension abilities, such as oral vocabulary, familiarity with print concepts, 
and use of language structures, are also essential to skilled reading. Longitudinal research 
on language comprehension has consistently shown a relationship between preschool oral 
language and reading comprehension in the elementary grades (Catts et al., 1999; Muter et 
al., 2004). Additionally, differences in language comprehension differentiate proficient from 
struggling readers (Catts et al., 1999).

Word recognition skills and a solid understanding of how language works must develop in 
tandem, as both are required for reading fluently and with comprehension. Gaps in either  
area of the pre-literacy landscape impede readers’ ability to process text.

© Learning A–Z  All rights reserved.



Research Base for Foundations A–Z • 4 of 88 www.learninga-z.com

The Pre-Literacy Landscape

Word Recognition Language Comprehension

Alphabet knowledge includes letter-
name knowledge, both upper- and 
lowercase, letter-sound associations, and 
the alphabetic principle (letters represent 
sounds in spoken words). Automaticity 
in identifying letters and sounds (naming 
speed) is also an important component in 
alphabet knowledge (Shanahan & Lonigan, 
2010) and critical for rapidly decoding 
words. 

Oral vocabulary is defined as the words 
one understands and uses when speaking 
and listening. Research has confirmed 
that the frequency and complexity of 
speech directed toward students is 
directly related to their oral vocabulary 
knowledge (Masek et al., 2018). Oral 
vocabulary is generally categorized at 
three levels that provide information 
about a student’s breadth and/or depth 
of word knowledge: receptive (the words 
in a student’s listening vocabulary), 
expressive (words in a student’s speaking 
vocabulary), and definitional (words with a 
depth of knowledge). Higher levels of oral 
vocabulary early on are related to later 
comprehension skills (Justice et al., 2013).

Phonological awareness (PA) is the 
understanding that speech can be broken 
down into parts and the subsequent ability 
to manipulate those parts at the word, 
syllable, onset-rime, and phoneme levels. 

PA, particularly at the phoneme level, 
has a direct role in the development of 
decoding and spelling. Graphemes (letters) 
represent phonemes (sounds) in written 
words. That is, phoneme-level awareness 
in conjunction with alphabet knowledge, 
enables students to understand how 
graphemes are mapped onto phonemes 
and blended to form spoken words 
(Adams, 1990; Share, 1995).

Print concepts include understanding 
that print is meaningful (i.e., carries a 
message) and purposeful (i.e., serves many 
functions, including entertaining, informing, 
etc.). Additionally, the forms of print (e.g., 
menu, story book, recipe) vary depending 
on the function. Early in development, 
readers rely on clues from the physical 
environment (e.g., store logo) and cannot 
read outside of these settings (Adams, 
1990; Mason, 1980). As readers progress, 
they rely less on physical context and 
more on their developing code skills, 
including alphabet knowledge, the 
alphabetic principle, and print conventions 
(e.g., directionality, letters vs. words, 
punctuation).

Language structures, including 
grammatical skill and syntax, develop 
rapidly in the early years and are highly 
sensitive to input (Huttenlocher et al., 
2007). Put simply, students learn language 
and more complex language structures 
when they hear them. Conversely, they 
typically will not learn language and 
structures they are not exposed to.

© Learning A–Z  All rights reserved.
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The High Cost of Reading Failure
Unlike oral language, reading proficiency doesn’t evolve naturally for many students, and the 
consequences are high. Research shows that without appropriate intervention, students who 
do not read proficiently by the end of grade 2 are unlikely to catch up (Juel, 1988; Stanovich, 
1984; Juel et al., 1986; Olson et al., 2014; Sparks et al., 2014) and have a high probability of 
continuing to struggle throughout elementary school and beyond. 

The gap between high- and low-achieving readers continues to grow with each successive 
grade. Juel (1988, 445) identified low levels of phonemic awareness, weak decoding skill, and 
limited print exposure as all contributing to a “steadily widening gulf” between good and poor 
readers. Likewise, Stanovich (1984, 393) agreed with Juel’s findings that problems “in the area 
of phonological awareness” can cause “delays in early code-breaking progress and initiates 
the cascade of interacting achievement failures and motivational problems.” 

Motivation and engagement, though often overlooked in discussions of word recognition, 
are also critical to skilled reading. Within the domain of word recognition, motivation functions 
alongside executive functioning skills, such as attentional control, working memory, and 
planning, prompting the reader to put forth the effort required to coordinate the complex 
processes of decoding words not immediately recognized and identifying known words 
(Duke & Cartwright, 2021). Factors that contribute to motivation and engagement include a 
reader’s purposes and goals of reading (Guthrie & Humenick, 2004). A reader who wants to 
read a particular text is often able to apply executive functioning skills (e.g., planning, working 
memory, attentional control) that result in greater reading success than might be evident 
when the reader is faced with a similar text that does not incite the same level of interest and 
engagement (Duke & Cartwright, 2021). 

Motivation is also linked to reading achievement. Whereas high-achieving readers are 
motivated to read, struggling readers are motivated to read less, and as a result, encounter 
and are able to read fewer words (Juel, 1988; Cunningham & Stanovich, 1990). Estimates of 
words read by high- and low-achieving readers showed “staggering individual differences 
in volume of language experience, and therefore, opportunity to learn new words” (Nagy & 
Anderson, 1984, 328). 

© Learning A–Z  All rights reserved.
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The long-term ramifications of poor reading proficiency are well-known. Longitudinal studies 
report that a lack of basic reading skills has profound implications for later school success 
and, subsequently, adult life. Students unable to read well by the end of grade 3 are more 
likely to drop out of school, experience higher levels of unemployment, and engage with the 
criminal justice system (Hernandez, 2011). It is not exaggerating to say that poor literacy has 
far-reaching effects on individuals and society as a whole (see Figure 3).

Figure 3� Chart based on data from Double jeopardy: How third-grade reading skills and poverty influence high school 
graduation (Hernandez, 2011) and Reading on Grade Level in Third Grade: How Is It Related to High School Performance 
and College Enrollment? (Lesnick et al�, 2010)

High-School Graduation Rate for 
Third-Grade Students Reading Proficiently

High-School Graduation Rate for 
Third-Grade Students Not Reading Proficiently

 4% Not Graduating by Age 19

 96% Graduating by Age 19

 16% Not Graduating by Age 19

 84% Graduating by Age 19

The Science Behind Early Literacy
There have been new findings, thanks to neuroscience and cognitive science, on what 
the brain actually does when people read. One of the findings comes from studies of eye 
movements while reading (Snell & Theeuwes, 2020; Reilly & Radach, 2003). Reading is 
accomplished with letter-by-letter processing of the word (Rayner et al., 2001). In other words, 
reading requires the ability to match the symbols that make up written words with the speech 
sounds that those symbols represent. 

In addition, cognitive neuroscientists have noted a consistent and universal pattern of activity 
connecting the phonological processor in the brain’s front left side to the orthographic 
processor at the rear as reading takes place. The bridge between those two areas, the 
phonological assembly, is what connects written letters to sounds and makes reading 
possible (Sandak et al., 2004; Houdé et al., 2010). Major regions of the left brain perform 
specific jobs in concert with other regions of the brain for one to be able to read. 

© Learning A–Z  All rights reserved.
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Much as physical training develops muscles and improves athletic performance, deliberate 
practice in phonemic awareness and letter-sound knowledge strengthens neural pathways 
crucial for processing text. Explicit instruction develops the alphabetic principle (i.e., 
print-sound connection) and leads to efficient orthographic mapping, which lets readers 
automatically process words effortlessly, using deeply ingrained phonological knowledge 
(Kilpatrick, 2015; Rasinski, 2020). This automaticity is a key stepping-stone to fluency and, 
ultimately, comprehension, because it frees up cognitive resources the reader can then put 
toward comprehension (LaBerge & Samuels, 1974). 

Likewise, developing an understanding of the rules of language occurs over time and in 
stages, beginning at a very young age with listening comprehension. Learning how to 
apply the rules of language is an ongoing process that continues well into the school years. 
Developmental psychologists generally agree that the basic rules of spoken language are 
acquired naturally by young children through exposure to speaking adults and the brain’s 
disposition to oral language development. However, language rules that apply to visual forms 
(text) must be systematically and explicitly taught (Foorman et al., 1998; Liberman et al., 1989). 
The rules governing spoken language that were acquired naturally must now be broken 
down and explained in order for students to understand how they work with the visual 
representation of language. With novice readers, this must occur in tandem with decoding 
instruction, since both decoding and language comprehension are required for fluent reading 
(Gough & Tunmer, 1986).

© Learning A–Z  All rights reserved.
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THE FOUNDATIONS A–Z  
LITERACY SOLUTION

© FatCamera/E+/Getty Images

Research-Based, Intentional Early Literacy Instruction
Research supports the design and implementation of early literacy programs rooted in 
systematic instruction and deliberate practice of essential literacy elements. Such programs 
need not be formulaic. Practitioners know that effective instruction relies on teacher ingenuity 
and instructional craft to address students’ needs. All of these considerations factored into 
the development of the Foundations A–Z literacy solution.

An artfully designed program melds instructional best practice to research-based evidence. 
Rather than addressing key skills in isolation, for example, an effective program intentionally 
interweaves multiple components of early literacy instruction into a single lesson (Moats, 
2007). Employing a gradual release approach—in which explicit instruction gives way 
to guided practice and then to independent application of skills by students—provides 
scaffolded support using repetition (Pearson & Duke, 2002). Granting teachers the flexibility 
to give corrective feedback, engage students in guided practice, and use reteach and 
enrichment activities, allows for customized lessons that address individual student needs 
within the program structure (Snow et al., 1998). 

© Learning A–Z  All rights reserved.
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A Continuum of Foundational Skills
Developed by educators and based on scientific reading research, the Foundations A–Z 
literacy program is unique in that it offers explicit, systematic, cumulative foundational skills 
instruction from kindergarten through grade 5. The grade-level scope and sequences 
present a continuum of foundational skills aligned to national and state standards. They start 
with the simple alphabetic phase, move to the spelling-pattern phase, and culminate with 
the more sophisticated polysyllabic and morphemic phase. Instruction starts with simple 
foundational skills and progresses to more complex skills that build on each other. Instruction 
begins with grade-level texts that offer ample opportunities for repeated readings and 
fluency practice, as well as vehicles for building content-area knowledge (Stanovich, 1984; 
Rasinski, 2019). Teacher-led and peer-to-peer collaborative learning helps students hone 
skills and deepen understanding (Driver et al., 2000; Pappas et al., 2002). Teachers gather 
ongoing observational data within each lesson, allowing them to respond to students’ needs 
with differentiated instruction (Duke & Mesmer, 2019). 

The oft-neglected third phase of reading development, the polysyllabic-morphemic phase, 
is the focus of instruction starting in grade 3 (Adams, 1990; Shefelbine, 1990). Higher-level 
instruction on morphemes, syllable types, division rules, and implications of the schwa 
sound are built into well-integrated lessons. Engaging books and word study passages are 
presented in a variety of genres and include more challenging, multisyllable content-area 
words. These conceptually rich and grade-appropriate texts lend themselves to repeated 
readings as a means to advance fluency and expand knowledge (Rasinski, 2020; Cervetti  
& Hiebert, 2015). Meaningful activities that support learning by both engaging students  
and helping teachers ply their craft in creative and purposeful ways.

The chart below shows the progression and spiral review of critical skills across grade levels 
in the Foundations A–Z program. 

Foundations A–Z Scope and Sequence Overview

K 1 2 3 4 5

Phonological Awareness • •
Phonics • • • • • •
Phonograms • • •
Print Concepts • •
High-Frequency Words • • • • • •
Content Area Vocabluary • • •
Handwriting (manuscript) • • •
Handwriting (cursive) • • • •
Fluency • • • • • •
Language Connection • • • • • •
Word Study • • • •
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Varied, Ongoing Assessments
Assessment is a key component of the program. Interactive unit tests along with teacher 
observation checklists provide formative data on individual student performance. Individual, 
real-time student data enables teachers to respond in an effective and timely manner to 
student needs (Snow et al., 1998). Interim summative assessments are administered three 
times per year to gain a broader view of student and class performance according to grade-
level standards. 

Foundations A–Z assessments not only ensure that students have multiple avenues to 
demonstrate success, but also provide teachers with data on all aspects of student learning. 
The different assessment opportunities shown below inform and strengthen instructional 
practice throughout the program. 

Foundations A–Z Assessment Components

Ongoing Formative Assessment Implementation Frequency Description

Observation Checklists  
(digital and print formats)

Daily  
(within the lesson plans) 

Observation checklists are a 
formative assessment embedded in 
each lesson� Recorded observations 
help teachers tailor instruction so 
all students receive reteach and/or 
enrichment opportunities based  
on their performance on lesson 
activities�

Practice Interactivities  
(digital format only)

Daily  
(within the lesson plans)

These are interactive online 
practice activities for students� 
Students watch a video that 
reviews skills, strategies, and/or 
concepts� Interactivities follow the 
video and require students to apply 
what they learned in the video� 
Results are available for teacher 
review and, like the observation 
checklists, help teachers tailor 
reteach or enrichment activities 
based on student performance�

Unit Assessments  
(digital and print formats)

Eight times per year, at the 
completion of each lesson plan  
unit of study

Unit assessments assess students’ 
knowledge of the skills taught 
within the unit of study�

Formal Summative Assessment Implementation Frequency Description

Interim Assessments  
(digital and print formats)

Three times per year,  
at the beginning of the year,  
middle of the year (post Unit 4),  
and end of the year (post Unit 8)

Interim assessments evaluate  
(or measure) students’ knowledge 
of core skills taught throughout the 
program and progress toward 
meeting grade-level standards�

© Learning A–Z  All rights reserved.
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Educator Resources and Support
The success of tiers 1 and 2 preventative 
instruction requires capable, educated 
teachers. Teachers must be able to “explain 
concepts explicitly, to choose examples wisely, 
and to give targeted feedback when errors 
occur” (Moats, 2009, 393). For this reason, 
Foundations A–Z provides professional development (PD) resources to guide educators as 
they utilize instructional assets in the program. All educational strategies and content shared 
in the PD resources were developed by experienced educators or experts in that field. 

PD helps teachers increase their knowledge about the subjects they teach. It also presents 
research-supported strategies that enhance teachers’ effectiveness. PD is most powerful 
when it is relevant, meaning teachers should be able to access it when it is needed. In the 
Foundations A–Z program, teacher support can be accessed at the point of use and on 
demand. Teachers can determine when and how to utilize PD resources. 

Foundations A–Z PD resources are offered in several formats.

www.learninga-z.com

Use the following page to keep notes based on observations for all days of this module including day 5.Key:  +  exceeds   =  meets   ―  approaches

Grade 1 • Unit 1 • Module 1

Observation Checklist

Lesson 1
CFU 1 Phonological Awareness: I can blend beginning and 

ending sounds to say a word.
CFU 2 Phonics: I can say letter names and sounds.
CFU 3 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 4 High-Frequency Words: I can read and write the words 

box, its, dog, and name.
CFU 5 Fluency: I can with prompting and support, listen to, 

read, and understand first-grade texts.
CFU 6 Fluency: I can recognize letters and say their sounds.
CFU 7 Fluency: I can recognize and read short Aa and Ii words 

with two letters.
CFU 8 Phonics: I can read short Aa and short Ii words with 

two letters.
CFU 9 Language Connection: I can write complete sentences.
CFU 10 Handwriting: I can form upper- and lowercase letters.

Lesson 2
CFU 1 Phonics: I can read words with the phonograms -an 

and -in.
CFU 2 Print Concepts: I can tell the difference between a period, 

exclamation point, and question mark, and read it.
CFU 3 Print Concepts: I can identify the first and last words in 

a sentence.
CFU 4 Fluency: I can with prompting and support, listen to, 

read, and understand grade-level texts.
CFU 5 Phonological Awareness: I can blend beginning and 

ending sounds to say a word.
CFU 6 Phonics: I can say letter names and sounds.
CFU 7 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 8 Phonics: I can read short Oo and short Uu words with 

two letters.
CFU 9 Fluency: I can recognize letters and say their sounds.
CFU 10 Fluency: I can recognize and read short Oo and short 

Uu words with two letters.
CFU 11 Language Connection: I can speak in complete 

sentences.

Lesson 3
CFU 1 Phonics: I can read words with the phonograms -an 

and -in.
CFU 2 Phonological Awareness: I can identify the first sound 

in words.
CFU 3 Phonics: I can say letter names and sounds.
CFU 4 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 5 Phonics: I can read three-letter words with short 

vowel sounds.
CFU 6 High-Frequency Words: I can read and write the 

word were.
CFU 7 Fluency: I can recognize and read three-letter words 

with short vowel sounds.
CFU 8 Phonics: I can spell three-letter words with short vowels.
CFU 9 Handwriting: I can form upper- and lowercase letters.
CFU 10 Language Connection: I can write complete sentences.

Lesson 4
CFU 1 Phonics: I can read words with the phonograms -um, 

-ed, and -op.
CFU 2 Print Concepts: I can identify the first word in a sentence.
CFU 3 Phonological Awareness: I can identify the first sound 

in words.
CFU 4 Phonics: I can say letter names and sounds.
CFU 5 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 6 Phonics: I can read two- and three-letter words with 

short vowel sounds.
CFU 7 Phonics: I can spell three-letter words with short vowels.
CFU 8 Handwriting: I can form upper- and lowercase letters.
CFU 9 Fluency: I can recognize and read three-letter words 

with short vowel sounds.
CFU 10 Language Connection: I can speak in complete 

sentences.

Name Lesson 1 Lesson 2 Lesson 3 Lesson 4
1 2 3 4 5 6 7 8 9 10 1 2 3 4 5 6 7 8 9 10 11 1 2 3 4 5 6 7 8 9 10 1 2 3 4 5 6 7 8 9 10

© Learning A–Z  All rights reserved.

Date Range 

Put Into Practice:  
3–5 minute videos 
prepared by literacy 
coaches

Read the Research:  
articles that explain the 
research underlying 
instructional best practice

Learn from Experts:  
10–15 minute videos 
presented by a 
pedagogical experts

Listen and Learn:  
10–20 minute interviews 
with teachers about current 
educational topics

1 1/1Objective: Spell multisyllable word 
ELA.4.F.1.3.a, ELA.4.C.3.1

Item Item Information Score

Alice 92%

2 2/3Objective: Identify syllable patterns in a multisyllable word 
ELA.4.F.1.3.a

3 0/1Objective: State the meaning of a given High-frequency word 
ELA.4.V.1.1

4 1/1Objective: Identify the root of a given word 
ELA.4.V.1.2

© Learning A–Z  All rights reserved.



Research Base for Foundations A–Z • 12 of 88 www.learninga-z.com

Home Support and Reinforcement
A strong home-school connection is essential to students’ overall success in literacy. Studies 
show a direct correlation between caregiver involvement in what students are learning and 
student motivation (Clark, 2007; Englund et al., 2004). When students associate caregiver 
involvement and encouragement with what’s being taught in the classroom, they are more 
likely to achieve proficiency and success. 

Foundations A–Z understands the importance of keeping caregivers informed about learning 
happening in the classroom. Each grade level includes one caregiver letter per unit. Each 
letter explains what students will learn and offers quick activities families can do together to 
support learning at school. Teachers simply print the letter and send it home at the start of 
each unit or email the digital version directly to caregivers.

www.learninga-z.com

Caregiver Letter

Grade 1 • Unit 1 

(Left to right): © iStock.com/fizkes; © iStock.com/SolStock; 

© iStock.com/SolStock; © iStock.com/shapecharge; 

© iStock.com/imtmphoto; © iStock.com/FatCamera

Partnership between schools and caregivers is essential for your child’s education.

As a caregiver, you are an important resource. Your continuing support of literacy development 

throughout elementary school has positive effects on your child’s reading ability. These tips provide 

information and ideas to help extend foundational learning at home.

Unit Summary 
In this unit, your child will review some of the skills taught in kindergarten, including identifying consonants 

and vowels and reading words made up of a consonant, a vowel, and a consonant. 

Module Skills and Connected Text

Module 1: Review consonant letters and vowels, with a focus on short vowel sounds and “hard” consonant 

sounds, such as h, x, c, g, qu, s, and y. Read words made up of a consonant, a vowel, and a consonant. 

Read words with the phonograms, or word families,  -an, -um, -ed, -in, and -op.

Connected Text: Ted High-Frequency Words: box, dog, its, name, were

Module 2: Review closed syllables and the consonant digraphs sh, th, wh, ph, and ch, such as in hush, 

than, when, graph, and chip. Read words made up of a consonant, a vowel, and a consonant and words 

made up of a vowel, a consonant, and a silent e, such as ice. Review the spelling rule when consonants 

are doubled, as in doll. Read words with the phonograms, or word families, -ash, -ock, -ake, and -ine.

Connected Text: Cut Back on Waste High-Frequency Words: add, called, note, one, once 

Module 3: Learn the s-blends st, sp, sk, sn, sm, and sw, such as stop, spot, skate, snake, smile, and swim. 

Review what a closed syllable is. Read words with the phonograms, or word families, -ing, -ill, and -ell.

Connected Text: At the Park High-Frequency Words: next, step, still, stop

Module 4: Review skills and phonograms from from earlier in the unit.

Connected Text: Beck Swell Can Shine High-Frequency Words: review all words listed above

Caregiver Tips for the Unit

• Hear and recognize that words are made up of sounds: Help your child orally break apart and isolate 

the sounds in words with the digraphs sh, th, wh, ph, and ch and the s-blends st, sp, sk, sn, sm, and sw. 

Have your child identify these sounds in words, like ship, spin, sweet, chin, skin, wheel, that, and phase.

• Look for and play games with patterns: Practice counting syllables with your child. Say a word. Ask your 

child to repeat the word, clap the number of syllables, and tell how many syllables it has. Then have your 

child tell you a word to repeat, clap the number of syllables, and tell how many syllables it has.

• Practice skills in connected text: Each module will include a decodable book that focuses on the 

module skills and high-frequency words for you to read to your child, or to read together. Ask your child to 

point to and/or highlight words in the book that include the phonetic patterns and high-frequency words.

• Practice high-frequency words: Using the unit high-frequency word flash cards, practice reading and 

writing the words with your child.

© Learning A–Z  All rights reserved.
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Optimizing Foundational Skills Instruction 
Research shows that in addition to strong leadership and teacher dedication, student 
achievement requires a combination of effective scheduling, professional development, 
scientifically based intervention programs, parent involvement, and data utilization and 
analysis (Crawford & Torgesen, 2006). The Foundations A–Z solution incorporates all of 
those elements to provide an informed, carefully designed learning path that supports 
student literacy (see Figure 4).

Student Literacy

Professional 
Development

Science-Based  
Instruction

Data Analysis 
and Use

Effective  
Scheduling

Home  
Support

Figure 4� Designed path that supports student literacy
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LEARNING DESIGN PRINCIPLES
The Science (and Art) of Reading Instruction
Although science informs what students need to learn, it does not mandate an exclusive 
route to desired learning outcomes. Foundations A–Z adheres to scientifically-based reading 
research without constraining teachers from exercising their creativity or forcing students 
to march in lockstep. The program was created to incorporate the following underlying 
principles:

• Explicit, research-based instruction

• Systematic scope and sequence

• Emphasis on phoneme-level instruction under the phonological awareness umbrella

• Instructional routines to practice foundational skills

• Spiral review to foster mastery of foundational skills

• Application of reading and writing skills using connected text in grades K–5 and  
writing connection

• Differentiated instruction with reteach and enrich opportunities

• Engaging instruction with a digital experience for students

By providing a systematic and explicit framework of instruction that embraces the teachable 
moment, Foundations A–Z helps bring the scientific reading research and the art of teaching 
to the classroom, which serves as a launchpad for overall academic success. 

Systematic and Flexible Instruction
Foundations A–Z’s systematic yet flexible lessons allow for optimal reading instruction and 
learning, ensuring consistency and the flexibility for teachers to apply routines where they 
are needed most. Lessons follow a systematic approach, going from simple to more complex 
while allowing flexibility. Foundations A–Z lessons use scaffolded instruction that follows a 
gradual release model in which explicit instruction gives way to guided practice, followed 
by the independent application of skills by students. Repetition provides scaffolded support 
(Pearson & Duke, 2002).

© Learning A–Z  All rights reserved.
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The scaffolded approach used in Foundations A–Z lessons provides teachers with significant 
flexibility with core elements, which can be taught in whole-class instruction followed by small 
groups as needed. There are instances in which whole-group instruction means longer and 
more productive time on task. Capitalizing on the unique learning opportunities presented 
in a richly diverse, heterogeneous classroom, whole-class application includes activities that 
allow students to learn from each other as they engage with grade-level texts. Together, 
teacher and peer support may facilitate better understanding.

Whole Group to Small Group

Based on Understanding cooperative learning through Vygotsky’s zone of proximal development (Doolittle, 1995)

Greater  
Scaffolding

Increased  
Challenge

ZND
Zone of No Development  

(Frustration Level)

ZPD
Zone of Proximal  

Development  
(Instructional Level)

ZAD
Zone of Actual  
Development  

(Independent Level)

Established learning theory has shown that students gain the most from instruction 
centered on their current ability with opportunities to stretch—with support. Whole-
group instruction is a great starting point, allowing teachers to leverage academic 
diversity to support student learning within their zone of proximal development 
(Vygotsky, 1978). The concept of zones of proximal development has implications 
for instruction. The level of instruction that is too difficult should be balanced with 
proficiency level. This ensures that instruction is neither too difficult nor too easy. 

We know that Vygotsky’s zones of proximal development fluctuate as students gain 
mastery and engage with more challenging material. Learning needs are fluid; students 
who have been cruising along easily may suddenly hit a speed bump. Because of this, 
a scaffolded, gradual-release format offers the best opportunity for customized small-
group instruction to support struggling learners.

© Learning A–Z  All rights reserved.
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Explicit instruction and modeling presented in “I Do” transitions to Guided Practice,  
or “We Do.” This is where teachers and students work together to make corrections. 
Collaborative activities encourage and motivate students as they practice the skills. 

Between the “We Do” and the “You Do” segments is a collaborative piece where students 
work with their peers. This allows for more heterogeneous grouping, such as pairing students 
who are just learning a skill with those who have mastered it and can provide support. 
Students participate in paired reading, discussion, and collaborative practice, all integral parts 
of foundational skills instruction. These activities equalize the participation of all learners and 
help students develop social-emotional skills, including social awareness and relationship 
skills. All of these activities foster the development of speaking proficiency, general 
knowledge, and a robust vocabulary.

Using Analysis to Inform Instruction 
The gradual release model followed in the Foundations A–Z program includes ample 
opportunities for formative assessment via observation and embedded check points. 
Immediate corrective feedback based on teacher observation and independent student 
performance informs the use of systematic instructional routines as part of targeted small-
group review. Robust review lessons are used to reteach and reinforce key concepts for 
below-level students who continue to struggle.

Students who have mastered key skills also gain support through scaffolded reteach 
instructional routines. Because these students have achieved target proficiency and are 
ready to move on, Foundations A–Z lessons include more challenging enrichment activities 
to prevent boredom and accelerate growth. 

• Apply skills with connected 
text

Language  
Connection

You Do

• Introduce and explain skills
• Model skills applications

Teach 
(I Do)

Set the Stage

• Peer-supported skills practice
• Corrective feedback

Collaborative 
Practice  
(We Do)

Guided Practice 
(We Do)

Foundations A–Z gradual release lesson plan model

• Independent digital activites
• Automated feedback

• Activate background 
knowledge

• Review prior instruction

• Teacher-supported skills 
practice

• Corrective feedback
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A scaffolded lesson format, along with 
focused instructional routines, makes it 
possible for teachers to move seamlessly 
from whole-group to small-group instruction 
based on student needs. As the research 
states, “. . . intensity of instruction should 
be matched to children’s needs. Children 
who lack these understandings should be 
helped to acquire them; those who have 
grasped the alphabetic principle and can 
apply it productively should move on to 
more advanced learning opportunities” 
(Duke & Mesmer, 2019, 12–16; Snow  
et al., 1998). 

The systematic and flexible instruction in 
Foundations A–Z supports and challenges 
students at all proficiency levels. The 
program provides more feedback to 
teachers via observation checklists, 
embedded checkpoints, student reports, 
and assessments.

www.learninga-z.com

Use the following page to keep notes based on observations for all days of this module including day 5.Key:  +  exceeds   =  meets   ―  approaches

Grade 1 • Unit 1 • Module 1

Observation Checklist

Lesson 1
CFU 1 Phonological Awareness: I can blend beginning and 

ending sounds to say a word.
CFU 2 Phonics: I can say letter names and sounds.
CFU 3 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 4 High-Frequency Words: I can read and write the words 

box, its, dog, and name.
CFU 5 Fluency: I can with prompting and support, listen to, 

read, and understand first-grade texts.
CFU 6 Fluency: I can recognize letters and say their sounds.
CFU 7 Fluency: I can recognize and read short Aa and Ii words 

with two letters.
CFU 8 Phonics: I can read short Aa and short Ii words with 

two letters.
CFU 9 Language Connection: I can write complete sentences.
CFU 10 Handwriting: I can form upper- and lowercase letters.

Lesson 2
CFU 1 Phonics: I can read words with the phonograms -an 

and -in.
CFU 2 Print Concepts: I can tell the difference between a period, 

exclamation point, and question mark, and read it.
CFU 3 Print Concepts: I can identify the first and last words in 

a sentence.
CFU 4 Fluency: I can with prompting and support, listen to, 

read, and understand grade-level texts.
CFU 5 Phonological Awareness: I can blend beginning and 

ending sounds to say a word.
CFU 6 Phonics: I can say letter names and sounds.
CFU 7 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 8 Phonics: I can read short Oo and short Uu words with 

two letters.
CFU 9 Fluency: I can recognize letters and say their sounds.
CFU 10 Fluency: I can recognize and read short Oo and short 

Uu words with two letters.
CFU 11 Language Connection: I can speak in complete 

sentences.

Lesson 3
CFU 1 Phonics: I can read words with the phonograms -an 

and -in.
CFU 2 Phonological Awareness: I can identify the first sound 

in words.
CFU 3 Phonics: I can say letter names and sounds.
CFU 4 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 5 Phonics: I can read three-letter words with short 

vowel sounds.
CFU 6 High-Frequency Words: I can read and write the 

word were.
CFU 7 Fluency: I can recognize and read three-letter words 

with short vowel sounds.
CFU 8 Phonics: I can spell three-letter words with short vowels.
CFU 9 Handwriting: I can form upper- and lowercase letters.
CFU 10 Language Connection: I can write complete sentences.

Lesson 4
CFU 1 Phonics: I can read words with the phonograms -um, 

-ed, and -op.
CFU 2 Print Concepts: I can identify the first word in a sentence.
CFU 3 Phonological Awareness: I can identify the first sound 

in words.
CFU 4 Phonics: I can say letter names and sounds.
CFU 5 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 6 Phonics: I can read two- and three-letter words with 

short vowel sounds.
CFU 7 Phonics: I can spell three-letter words with short vowels.
CFU 8 Handwriting: I can form upper- and lowercase letters.
CFU 9 Fluency: I can recognize and read three-letter words 

with short vowel sounds.
CFU 10 Language Connection: I can speak in complete 

sentences.

Name Lesson 1 Lesson 2 Lesson 3 Lesson 4
1 2 3 4 5 6 7 8 9 10 1 2 3 4 5 6 7 8 9 10 11 1 2 3 4 5 6 7 8 9 10 1 2 3 4 5 6 7 8 9 10

© Learning A–Z  All rights reserved.

Date Range 

www.learninga-z.com

Use the following page to keep notes based on observations for all days of this module including day 5.Key:  +  exceeds   =  meets   ―  approaches

Grade 1 • Unit 1 • Module 1

Observation Checklist

Lesson 1
CFU 1 Phonological Awareness: I can blend beginning and 

ending sounds to say a word.
CFU 2 Phonics: I can say letter names and sounds.
CFU 3 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 4 High-Frequency Words: I can read and write the words 

box, its, dog, and name.
CFU 5 Fluency: I can with prompting and support, listen to, 

read, and understand first-grade texts.
CFU 6 Fluency: I can recognize letters and say their sounds.
CFU 7 Fluency: I can recognize and read short Aa and Ii words 

with two letters.
CFU 8 Phonics: I can read short Aa and short Ii words with 

two letters.
CFU 9 Language Connection: I can write complete sentences.
CFU 10 Handwriting: I can form upper- and lowercase letters.

Lesson 2
CFU 1 Phonics: I can read words with the phonograms -an 

and -in.
CFU 2 Print Concepts: I can tell the difference between a period, 

exclamation point, and question mark, and read it.
CFU 3 Print Concepts: I can identify the first and last words in 

a sentence.
CFU 4 Fluency: I can with prompting and support, listen to, 

read, and understand grade-level texts.
CFU 5 Phonological Awareness: I can blend beginning and 

ending sounds to say a word.
CFU 6 Phonics: I can say letter names and sounds.
CFU 7 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 8 Phonics: I can read short Oo and short Uu words with 

two letters.
CFU 9 Fluency: I can recognize letters and say their sounds.
CFU 10 Fluency: I can recognize and read short Oo and short 

Uu words with two letters.
CFU 11 Language Connection: I can speak in complete 

sentences.

Lesson 3
CFU 1 Phonics: I can read words with the phonograms -an 

and -in.
CFU 2 Phonological Awareness: I can identify the first sound 

in words.
CFU 3 Phonics: I can say letter names and sounds.
CFU 4 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 5 Phonics: I can read three-letter words with short 

vowel sounds.
CFU 6 High-Frequency Words: I can read and write the 

word were.
CFU 7 Fluency: I can recognize and read three-letter words 

with short vowel sounds.
CFU 8 Phonics: I can spell three-letter words with short vowels.
CFU 9 Handwriting: I can form upper- and lowercase letters.
CFU 10 Language Connection: I can write complete sentences.

Lesson 4
CFU 1 Phonics: I can read words with the phonograms -um, 

-ed, and -op.
CFU 2 Print Concepts: I can identify the first word in a sentence.
CFU 3 Phonological Awareness: I can identify the first sound 

in words.
CFU 4 Phonics: I can say letter names and sounds.
CFU 5 Phonics: I can tell the difference between a consonant 

and a vowel.
CFU 6 Phonics: I can read two- and three-letter words with 

short vowel sounds.
CFU 7 Phonics: I can spell three-letter words with short vowels.
CFU 8 Handwriting: I can form upper- and lowercase letters.
CFU 9 Fluency: I can recognize and read three-letter words 

with short vowel sounds.
CFU 10 Language Connection: I can speak in complete 

sentences.

Name Lesson 1 Lesson 2 Lesson 3 Lesson 4
1 2 3 4 5 6 7 8 9 10 1 2 3 4 5 6 7 8 9 10 11 1 2 3 4 5 6 7 8 9 10 1 2 3 4 5 6 7 8 9 10
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Building Content-Area Knowledge
Foundations A–Z program developers recognize that the ultimate goal of foundational skills 
instruction is not to produce phonics wizards, rather it is “to get students to the point where 
most of the words they encounter are automatically recognized so that their attention can 
be devoted to making meaning” (Rasinski, 2019). Sound instruction is predicated on the 
understanding that students’ ability to quickly recognize or decode words is key to acquiring 
knowledge about the world in which they live. That world includes disciplines such as 
mathematics, science, social studies, and the arts.

Word study that includes academic language and discipline-specific morphemic analysis 
reaps enormous benefits. Understanding the meaning of a single Greek or Latin root, for 
example, unlocks the meaning of everyday and content-area vocabulary (Rasinski, 2020). 
Studies demonstrate that students with a richer vocabulary or topic knowledge perform 
significantly better on reading comprehension measures compared to students with a poorer 
vocabulary or topic knowledge, even if the former have lower foundational reading skills 
(Wexler, 2020). Not only does well-rounded topic knowledge affect students’ assessment 
outcomes, it also prepares students for academic and career success. 

Vocabulary’s role in building comprehension

Word study skills 
develop content-area 

vocabulary�

Content-area 
vocabulary repesents 

concepts�

Understanding 
concepts builds  

strong foundation  
for higher-level 
comprehension�

Students should be provided daily practice with newly acquired skills by engaging with 
different texts on a single topic. Varied and robust texts should be at the heart of each lesson 
in order to provide “wide reading” opportunities for students to gain fluency and automaticity 
while building knowledge across the content areas (Cervetti & Heibert, 2015). 

Recent studies tout the benefits of curricular integration, even at the primary grades  
(Duke et al., 2021). Students gain a deeper understanding of the material and link what they 
are learning in the classroom to real-world experiences. Classroom lessons that incorporate 
integrated curriculum are often effective alternatives to the traditional subject-by-subject 
curriculum. 

Foundations A–Z does not approach foundational skills proficiency and knowledge building 
as discrete benchmarks achieved in isolation. The program’s lessons are based on current 
best practice that eschews the old model of learning to read, then reading to learn. Instead,  
it incorporates robust, varied texts on grade-appropriate content areas as part of foundational 
skills instruction. 

© Learning A–Z  All rights reserved.



Research Base for Foundations A–Z • 19 of 88 www.learninga-z.com

Building background knowledge occurs in conjunction with the acquisition of foundational 
skills. Foundations A–Z lessons enable teachers to touch on multiple standards across 
different subject areas in one lesson, maximizing the use of precious instructional time. 

At grades K–2, students build knowledge primarily through exposure to content-rich texts 
read as part of foundational skills lessons. The first lesson in each module begins with 
introducing the module question and/or a skill or strategy taught or reinforced in the body 
of the lesson. Instruction on topic-specific vocabulary that may be unfamiliar to younger 
students is provided. Practicing decoding skills in context supports purposeful reading and 
develops the connection between words and meaning in various academic disciplines. 

Referencing the module question during subsequent informal discussions of the texts helps 
strengthen students’ corpus of knowledge on that topic. 

11

We care for Earth  
when we clean up outdoors. 

Caring for Earth 12

We care for Earth  
in many ways. 
Our care can make  
a big difference.

Print Concepts: Shared Reader: Caring for Earth
3 mins

1. Display the shared reader Shared reader: Caring for Earth again and remind students of one-to-one 
correspondence.

 Sample Dialogue

When we just reread this text, we were making sure to point to each word as we read. It is 
important 
to make sure you point to each word as we read them out loud. This helps us focus on each word 
as we read. 

2. Reread page 12 to students. Have students fi nd words in the Shared reader: Caring for Earth that 
have the letters Mm, Ii, or Tt in them. Remind students that words are made up of letters, and it is 
important to look at the letters in each word as we are trying to read them. Guide students to point 
out the word it and name the letters in the word.

 Sample Dialogue

Let’s look at the words on this page and fi nd any words with the letters Mm, Ii, and Tt in them. 
Remember, all the words we read are made up of letters. Who can help us fi nd one of the letters 
we are learning about this week? (Call on volunteers to fi nd the letters in the words.) I see the 
word it too! It starts with a letter we learned about this week, i. Let’s all point to the word it. This 
word is spelled with two letters. Watch as I point to each letter and say the letter’s name, i, t. Try it 
with me! Point to each letter that spells it and say the letter names with me; i, t.

3. Collaborative Practice: Have pairs of students point to the word many on page 12 and read the word 
aloud. Have students point to each letter and tell their partner how many letters are in the word. 
Then have students tell their partner what letter the word starts with.

Check for Understanding

1 - Print Concepts
I can point to each word being read aloud.

2 - Print Concepts 
I can point to the letters in words and identify them as letters.

Observe students as you read and record in the 
Observation checklist for Unit 1, Module 2, Lesson 4.
**See Reteach/Enrich section for follow-up activities if needed.

Lessons not only include explicit instruction in foundational skills via 
the sample dialogue, they also allow for opportunities throughout to 
build knowledge of topics simultaneously�

Engaging, readable texts

Sample Shared Reader, Grade K Associated Lesson Plan
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At grades 3–5, lesson structure mirrors the increased breadth and depth of content students 
encounter across all curricular areas in those grades. Phonics and word study activities, 
such as spelling and morphemic and context analysis, help students acquire academic 
language and specialized vocabulary, and fluency activities use content-area text with target 
vocabulary as well. Educators know that to master a content area “is to learn its key concepts, 
that is, its language” (Dale, 1975, 12). 

Foundations A–Z texts and lessons engage students in listening, speaking, and writing 
activities with knowledge building as the instructional focus. Research shows that giving 
students regular opportunities to participate in teacher-led and peer-to-peer discussions 
of rich texts as they engage in higher-level tasks deepens their knowledge base and 
comprehension (Driver et al., 2000; Pappas et al., 2002).

Writing, especially collaborative writing, is a highly effective tool for accruing and retaining 
knowledge (Wittrock, 1983).

Students acquire academic 
language and specialized 
vocabulary

Present module question 
and expand upon students’ 
familiarity with topic

Writing and shared reading 
of written responses to 
module question

Discussion and response  
to module or unit question
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Culturally Responsive Teaching
To learn, students must be able to engage personally with instruction. Culturally responsive 
teaching recognizes the importance of including students’ cultural references in all aspects 
of learning (Ladson-Billings, 1994). The pedagogy is effective because it makes meaningful 
connections among the cultural identities, experiences, and perspectives of diverse students. 
These methods work to affirm and celebrate diversity, creating a sense of community that 
invites deeper engagement with the curriculum. 

Cultural responsiveness begins when a teacher acknowledges and values students’ diverse 
identities and also recognizes he or she might not always be the cultural expert. Collaborative 
learning in which teachers turn the tables to allow students to be the teacher is an effective 
strategy that lets students question, challenge, and add to the learning by sharing their lived 
experience. Selecting informative and varied texts enriches classroom discussion by building 
on students’ background knowledge and creating opportunities for sharing.

Foundations A–Z offers texts that reflect cultural diversity in topics, characters, and settings, 
giving students the opportunity to see their own cultures valued while appreciating those 
of others. Likewise, the module and unit questions are designed to be relevant to the 
experiences of a diverse student population. The program provides numerous tips that 
demonstrate how teachers can present inclusive and effective lessons. Teachers can help 
students connect to the experiences of others by asking questions that make the topic more 
relevant to their own experiences. When texts reveal cultural differences, it is important to 
emphasize the positive aspects of such differences while pointing out commonalities. For 
example, family structures might differ, but family is important in all cultures. 

Foundations A–Z maximizes opportunities for students to share aspects of their culture by 
providing practical suggestions for teachers. Teacher tips are interspersed throughout module 
lessons. If students speak more than one language, Foundations A–Z includes suggestions to 
invite them to share vocabulary from their primary language (without putting them on the spot). 
If students recognize roots in English words that are familiar from their primary language, they 
are encouraged to point this out. If students have lived in a place featured in a text, that is a 
great opportunity to invite them to share their knowledge of that place. 
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Culturally Responsive Tip
Foundations A–Z instructional designers recognize that “both teaching and learning are 
naturally cultural, and difference is inherent to the human condition” (Gay, 2018, xxxi). 
Instruction that makes learning relevant and accessible to all is simply “good teaching”  
that serves students and society.

Tips in Foundations A–Z lesson plans point out culturally responsive teaching opportunities, such as this tip for the 
discussion of an Anansi tale, and for the discussion of a text about cultures around the world�

© skynesher/E+/Getty Images

Fostering Social-Emotional Learning
Often considered the “hidden curriculum,” social-emotional learning (SEL) skills are interrelated 
cognitive, emotional, and behavioral competencies essential to students’ social, emotional, 
and academic development. Opportunities for personal growth in these areas are usually 
buried (or hidden) within the formal curriculum, yet in many ways, they are just as important 
as explicit instruction in grade-level content. Success in and out of the classroom involves 
students learning to demonstrate concern for others, make good choices, and become 
responsible for their behaviors. 

There is growing advocacy for the inclusion 
of interpersonal and intrapersonal skill 
instruction that is key to supporting 
students’ overall development (Pellegrino & 
Hilton, 2012). A growing body of evidence 
demonstrates that SEL skills are particularly 
relevant for K–5 learners (Durlak et al., 
2011). Indeed, it is believed that SEL skills 
are promoted in the classroom to improve 
students’ academic achievement as well as 
their social skills. 

 Culturally Responsive Tip

Anansi stories have traveled across 
oceans and have been translated into 
different languages. It is important to 
keep in mind that folklore changes 
over the years and often depends 
on who is retelling the story. Remind 
students that stories tell us only a 
little bit about a culture, and that they 
should learn about cultures through a 
variety of sources.

 Culturally Responsive Tip

As you discuss the term culture, invite 
students to talk about aspects of their 
own culture or cultures, including 
food, language, and dress. Note that 
different customs or traditions make 
them special, but there are also many 
similarities among cultures. Point out 
that many people belong to more than 
one culture.
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Self-awareness: Understand and manage 
emotions

Responding to texts and module and unit 
questions: The themes and topics of many of 
the texts and the module and unit questions 
offer opportunities for students to consider 
issues related to both social and 
self-awareness�

Challenging skills and concepts: Celebrate 
students’ effort as well as their progress� 
Students should understand the value of their 
hard work (productive struggle), regardless  
of whether it produces immediate, obvious 
progress—mistakes are useful steps in the 
learning process� When encouraging students 
to try again, point out that it is not productive to 
persist with a strategy that is not working� 
Stress the importance of being flexible and 
trying different methods�

Self-management: Manage thoughts and 
feelings in a productive manner; set and 
achieve positive goals
Responsible decision-making: Behave in a 
responsible way, considering the benefits and 
the consequences of one’s actions, for the 
sake of one’s self and for the sake of others

Giving feedback: When students work with 
partners, they should feel comfortable giving 
their partners feedback about what they are 
doing well and what they might need to work 
on� Model how to give feedback in a way that is 
supportive, honest, and respectiful�

Social awareness: Feel and show empathy; 
understand others’ perspectives

Discussion and collaborative work: Applying 
the rules of respectful discussion, such as 
active listening and taking turns speaking, 
helps students improve their self-awareness 
and relationship skills� Shared writing and other 
collaborative activities also offer opportunities 
for students to improve these skills�

Relationship skills: Establish and maintain 
positive relationships

CASEL Competencies FAZ SEL Teacher Tips

To support the development of these lifelong skills, the Foundations A–Z program makes  
the “hidden curriculum” less so. Each module includes explicit instructional tips aligned to  
SEL competencies outlined by The Collaborative for Academic, Social, and Emotional 
Learning (CASEL, n. d.). Teacher tips embedded in lessons encourage collaboration, mutual 
respect, and teamwork and also highlight realistic, authentic opportunities for students  
to practice and develop social-emotional skills.

How FAZ Lessons Help Students Develop SEL Skills
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Another important SEL aspect embedded 
in Learning A–Z has students set their own 
goals and track their progress on those 
goals, important self-management skills that 
help students own their learning and reflect 
on their accomplishments. As students 
practice repeated reading of a decodable 
text or word study passage, they can set 
fluency goals and track their progress on 
fluency graphs. The student platform of 
Foundations A–Z also provides incentives 
to support tracking progress. Students 
earn stars when they complete activities 
that they can use to customize their avatar 
and other visual aspects of their interface. 
Students also earn badges for achieving 
milestones and see their progress toward 
each badge from a panel in the student 
interface that tracks the statistics of each 
student’s achievements. 

Differentiated Instruction for English 
Language Learners and Variant  
English Speakers
Across the United States, one in every ten 
students is learning English while they are 
learning reading, writing, math, and building 
knowledge in content areas such as science and social studies (United States Department 
of Education, n. d.). Student English proficiency, schooling in their native country, and unique 
attributes of their native language vary considerably across this cohort, resulting in a wide 
range of student abilities and instructional needs. 

In addition, native speakers of non-mainstream American English dialects (NMAE) may 
struggle with the sound-spelling patterns, semantics, and syntax associated with the 
mainstream American English (MAE) more widely used in the school system. Students 
who speak an English dialect that differs greatly from MAE might struggle with reading 
and listening comprehension as well as spelling and writing. Research with primary grade 
students (grades 1 and 2) who speak NMAE and whose overall language abilities are within 
normal limits for their age reveals that they score lower than similar students who use MAE 
(Hendricks & Adolf, 2020). Like English language learners (ELLs), this population requires 
additional instructional support. 

For ELLs and variant English speakers, learning to speak and read MAE is the equivalent of 
learning a second language. Speakers of Arabic may encounter a different set of learning 
obstacles than speakers of Jamaican Patois, but both populations will pass through five  
levels of language acquisition enroute to MAE reading and writing proficiency. Teachers  
need to differentiate their instruction to address the unique challenges faced by all 
non-native speakers as they progress through each level. The chart on the following page 
names and describes these levels in terms of both student and teacher classroom behaviors. 

Tips in Foundations A–Z lesson plans point out SEL 
opportunities, such as this tip next to a partner activity�

Students see their progress toward earning redeemable 
stars and badges from the My Stats area of Kids A–Z�

 SEL Tip

Be sure to have students work with 
different partners throughout the lesson 
and throughout the school year. This 
allows students to work with and get to 
know different personality types.
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Sources: California Department of Education, 2012� Council of Chief State School Officers, 2012� Framework for English Language Proficiency 
Development Standards, 2014� Teaching English to Speakers of Other Languages international association, 2014� World-Class Instructional Design 
and Assessment, 2007�

English Language Proficiency Levels

Levels Student Behaviors Teacher Behaviors

Level 1:  
Entering or 
Beginning 
Language 
Learner

• Uses very limited vocabulary, mostly 
functional words

• Hesitates to speak in one or both languages 
for a short time (silent period)

• Uses gestures, pointing, and single words  
to communicate

• Copies written work
• Repeats words and short phrases
• Draws to demonstrate understanding  

of concepts

• Provides lots of pictures, realia, diagrams, 
and other visuals

• Models all instructions and provides examples
• Writes/draws key words on a chart or 

whiteboard while presenting new information
• Encourages speech, but does not force  

a student to speak
• Builds in opportunities for students to talk 

with peers about the subject, practicing  
key vocabulary words

• Repeats or rephrases statements in  
simpler terms

• Helps students collect and write  
vocabulary words

Level 2:  
Emerging 
Language 
Learner

• Uses high-frequency repetitive words and 
short phrases to communicate

• Speaks and understands short phrases but 
exhibits errors with phonology, syntax, and 
semantics

• Uses simple written English with instructional 
support

• Follows simple oral directions

• Cues students to listen when the teacher  
is speaking

• Presents concepts in many modalities
• Models instruction and provides examples
• Uses familiar vocabulary when presenting 

new concepts
• Elaborates on students’ ideas and encour-

ages oral conversations with a partner
• Asks students to repeat directions
• Uses role-playing to encourage verbal 

expression

Level 3:  
Developing 
Language 
Learner

• Speaks in short, simple sentences with many 
grammatical errors

• Initiates conversations
• Uses and understands simple written English
• Appears to understand when he or she does 

not understand
• Shows reluctance to ask clarifying questions

• Provides simple written instructions with 
picture clues

• Models as appropriate
• Rephrases instruction with simpler terms
• Does not correct improper grammar; does 

rephrase a student’s statement, modeling 
correct grammar

Level 4:  
Expanding 
Language 
Learner

• Speaks in more complex sentences but still 
exhibits some grammatical errors

• Can use and understand grade-level written 
English with instructional support, such as 
word banks and graphic organizers

• Gains confidence with language use

• Simplifies written instructions
• Teaches grammatical structures and expects 

students to correctly use the structures that 
were taught

• Teaches figurative language
• Repeats and/or rephrases as needed

Level 5:  
Bridging or 
Advanced 
Language 
Learner

• Works at grade level
• Occasionally misunderstands due to different 

background knowledge and/or culture

• Continues teaching figurative language
• Provides extra assistance to build necessary 

background knowledge and/or experience
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The Foundations A–Z program features content-specific recommendations based on 
established classroom best practices with ELLs of all types. Every module includes ELL 
practical approaches to support the following key foundational skill areas: background 
knowledge, phonological awareness, phonics, high-frequency word recognition, language, 
and fluency. The approaches include language-specific tips as well as Foundations A–Z 
resources matched to specific student needs.

For example, repetition is especially important in the case of English sounds that are different 
or nonexistent in the student’s native language. Teachers should model the production of the 
target sounds, repeatedly if necessary (Robertson, n. d.), and use short words that include 
an array of sounds to develop phonological awareness. In addition to phonemes that may 
not exist in the student’s native language, there are phonemes that exist in the student’s 
native language but in it are represented by different graphemes when compared to English. 
Students still need instruction in phoneme-grapheme correspondences that are unique to 
English when compared to their native language (Shanahan, 2017). 

The tips below offer specific suggestions for addressing such needs at point of use for 
students from different linguistic backgrounds. 

 ELL Tip

Although Spanish has a written z, it is 
always pronounced as an /s/. Spanish-
speaking students will have to practice 
both articulating and perceiving /z/.

 ELL Phonics Transfer Tip

In some students’ home languanges, 
such as Vietnamese and Cantonese, 
the sound transfer for /ë/ is only 
approximate. Listen carefully to 
students, and provide additional 
modeling if they are finding 
pronunciation of /ë/ challenging.
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Lessons also include suggestions for Foundations A–Z resources that provide ample ELL 
support in phonological awareness, phonics, pronunciation, and vocabulary.  

Character Styles applied by GREP:
Automagically applied on back cover 
letters. For reference only.
Letters x-hight = acemnorsuvwxz
Letters ascender  = bdfhiklt
Letters descender g = g
Letters descender jpqy = jpqy
Letters ChLl none = Ch Ll

© Mariusz Blach/fotolia/AP Images

© fotolia/AP Images© Henrik Larsson/fotolia/AP Images

© Photodisc

© Learning A–Z  All rights reserved. www.learninga-z.com

www.learninga-z.com

Unit 7 • Module 1 

Final Phoneme Addition Practice Sheet

Name  Date 
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Instructions: Say a picture name without the final phoneme. Then, say the final phoneme, and have students add the 
phoneme to say the new word. Then have students point to the matching picture on the sheet.

www.learninga-z.com

Image Cards

Unit 8 • Module 1

bed mad

pet pop

sit stop
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Letter T
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SOUND/SYMBOL BOOK

Letter T
Visit www.learninga-z.com 

for thousands of books and materials.
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A Learning A–Z Phonics Book

ALPHABET BOOK • A

Aa

Letter A

A
a

Visit www.learninga-z.com 
for thousands of books and materials.

© Learning A–Z • All rights reserved.

A Learning A–Z Alphabet Book

A l p h a b e t  Ch a r t

y o - y o z e b r a

A a B b C c D d

E e F f G g H h

I i J j K k L l

M m N n O o P p

Q q R r S s T t

U u V v W w X x

Y y Z z

a p p l e

e d g e

i t c h

m o o n

q u e e n

u p

b e e

f i s h

j a r

n e t

r a i n b o w

v a n

c a t c e l e r y

g i r a f f e

o p e n

e a g l e

i c e  c r e a m

u n i c o r n

g o a t

k i t e

o c t o p u s

s u n

w e b

d o g

h a t

l e a f

p e n

t i g e r

b o x

a c o r n
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Alphabet picture flash cards and alphabet 
books include pictures of words that begin with 
each letter of the alphabet, helping students 
associate graphemes with phonemes and 
pictures� Alphabet books also provide sentence 
frames that are repeated across words and 
letters, such as “C is for cake�”

Sound/Symbol Books include pictures and 
words that contain specific individual phoneme-
grapheme correspondences in different 
positions within the words, along with sounds 
that are common in English words� These books 
help associate letters with sounds and with 
pictures� Sound/symbol books also provide 
sentence frames that are repeated across  
words and sounds, such as “This is a street�”

Phoneme/grapheme cards and charts include 
pictures and key words that represent individual 
phoneme-grapheme correspondences common 
in English words� 

Sound practice sheets and image cards help 
develop phonological awareness� Make sure to 
review or pre-teach the meaning of the words 
in the pictures�

Pronunciation videos demonstrate the correct 
position and movement of the mouth, tongue, 
and larynx when pronouncing common sounds 
in English� 
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Multimodal Below-Level and Above-Level Support
Working with students of varying abilities is a challenge for even the most experienced 
teachers. Foundational skills proficiency requires flexible and fluid instruction informed 
by periodic assessment of student competency. Ongoing formative assessment is key to 
identifying which students are struggling or have exceeded expectations in a given skill or 
knowledge area (Rupley et al., 2009). Once student needs have been identified, teachers 
can adjust instruction via multimodal activities that address those needs, sustain motivation 
and engagement, and support learning (Ankrum & Bean, 2008).

Differentiation for Below-Level Students: Differentiating instruction with foundational skills 
is critical to developing fluent readers. Students whose reading ability is below grade level 
typically suffer from deficits in foundational skills. For example, poor phonological awareness 
and language skills in early childhood later transform into difficulties with decoding and 
word recognition (Lonigan et al., 2000). Introducing new skills then becomes a task involving 
ongoing assessment in order to diagnose gaps, followed by targeted reteaching, plus 
repeated practice to help students who fall behind their peers. 

Targeted reteaching is different from remediation. Remediation is a more extensive and 
intensive intervention dealing with the root causes of delayed skill acquisition. It is often 
delivered by reading specialists in pull-out sessions that incorporate different modes of 
instruction. Targeted reteaching, on the other hand, is an effective process used by teachers 
to increase the likelihood that all students learn critical skills or meet current learning 
objectives by adjusting the pace (how fast) and dose (how much) of lesson content. 
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Differentiation for Above-Level Students: Students who are performing above grade level 
also need instruction specific to their needs. Terms sometimes equated with performing 
above grade level are giftedness or gifted students. However, these terms refer to different 
student populations that may overlap to some degree but are different in significant ways. 

Gifted students are students whose abilities in a specific area consistently place them in the 
top 10 percent of their age peers. Students who are performing above grade-level are simply 
exceeding the performance expectations for their grade level and may or may not meet the 
criterion for giftedness. Performing above grade level may be highly variable from skill to 
skill and moment to moment: A student may perform above grade level in phonics but not in 
fluency, for example. Or a student who began the school year reading below grade level may 
accelerate and end the year reading above grade level. 

Differentiation for students performing above grade level requires attention to variations in 
performance by skill and involves adjusting instruction across four areas: content, process, 
product, and learning environment (see figure below). Authentic, varied tasks that incorporate 
reading, writing, listening, and speaking keep students engaged and motivated by requiring 
them to apply acquired skills in different ways and contexts.

Differntiating content, process, product, and environment

Foundations A–Z supports differentiated instruction for all students through an instructional 
sequence that incorporates ongoing assessment and systematic feedback to teachers 
to determine and address student needs. To help ensure that students who are reading 
significantly below or above grade level receive substantial support and additional 
opportunities to learn, the program includes three layers of differentiation: one in the base 
day lesson, one in the stretch day, and one in the review module of each unit (see figure on 
the following page ). Furthermore, differentiation is anchored in specific skills, which allows 
teachers to fine-tune the reteaching to the specific areas where students are struggling. 
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Specific reteaching and enrichment activities are featured at the end of each base-day 
lesson and include multisensory and multimodal techniques that are authentic, purposeful, 
and engaging. Students are provided the opportunity to read, write, manipulate, listen to, 
and verbally respond to explicit teacher instruction. In addition, digital practice activities and 
videos are offered as customized individual supports based on formative and summative 
assessments within and at the end of each module.

R
et

ea
ch

 

Reteach and enrichment opportunities in Foundations A–Z
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BUILDING READING SKILLS
Teaching the Foundations
Grounded in current research-based practices proven to be effective, Foundations A–Z 
provides the explicit, systematic approach to foundational literacy instruction most students 
need to become skilled readers. The program’s scope and sequence integrates all the 
components of a comprehensive foundational skills program for grades K–5:

• Print Concepts

• Phonological Awareness

• Alphabetic Principle

• Phonics 

• High-Frequency Words

• Word Analysis (Word Study and 
Morphology)

• Fluency

• Decodable Texts, Shared Readers,  
and Grade-Level Texts

For each of these critical areas, the pages that follow demonstrate the firm connection 
between research and practice in Foundations A–Z.

Print Concepts
Having an awareness of print concepts involves understanding that printed letters and words 
have meaning related to spoken language, as well as knowledge of how print is organized 
to convey meaning. Book-handling skills, print directionality, book parts, and text features 
are examples of print concepts that must be taught to early readers to lay a foundation for 
understanding how reading works. When students are aware of print concepts, they are better 
prepared to read and write across a variety of genres.

The Research
• Early literacy instruction about print is an active process that focuses students’ attention 

on features of the writing system that must be understood in order to read (Levy et al., 
2006).

• To acquire the alphabetic principle and comprehend texts, students require a foundational 
understanding of how print works (Justice & Sofka, 2010).

• Evidence shows the benefits of calling attention to print—using verbal and nonverbal 
references while reading with students—to improve students’ print knowledge (Justice & 
Sofka, 2010).

• For students to become skilled readers and writers, they must grasp the concept of 
printed language and gain an understanding of the academic language teachers use  
to talk about print (Reutzel et al., 1989). 
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Foundations A–Z Research-Based Solutions
Instruction for print concepts is thoughtfully integrated into the Foundations A–Z lesson plans 
for grades K and 1, using shared reader texts as the springboard for modeling and discussion. 
These rich texts can be projected or printed, depending on teaching preferences or the 
particular skill being taught. Skills for print concepts progress from basic to more complex, 
and the lessons build in regular spiral review. 

• One print concept skill is the focus of explicit instruction for each module. Lessons provide 
sample dialogue to demonstrate best practices using verbal cues and gestures to point 
out salient features of the shared reader. Students return to the text throughout multiple 
lessons for repeated practice with increasing independence.

• In grade K, initial instruction with print concepts focuses on recognizing and naming the 
letters of the alphabet through interactions with print, such as the shared reader text, 
alphabet chants and books, and environmental print images. 

• Continuing in grade K, students learn the basics of one-to-one correspondence, as well  
as text directionality (e.g., top to bottom, left to right). Best practices in using shared 
readers to develop print concepts include the use of explicit language in describing text 
features (e.g., author, illustrator), pointing out conventions of print (e.g., capital letters, 
word boundaries, punctuation), and demonstrating how to use print organization and 
directionality (e.g., left-to-right progression) to navigate text.

• In grade 1, instruction in print concepts continues, progressing from learning the basic 
organization and features of print to the features of a sentence (e.g., capitalization, 
ending punctuation). Lessons focus on skills, such as identifying various text features and 
understanding their purpose (e.g., concepts of graphics, headings/subheadings, captions, 
table of contents), as well as discussing characteristics of fiction and nonfiction genres.
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Print Concepts: Shared Reading: Caring for Earth
2 mins

1. Display Shared reader: Caring for Earth. Discuss the importance of the cover of a book. Explain that 
important information, such as the title, author, and illustrator can be found there. Model how to turn the 
page properly and point out the information found on the title page. Turn to the fi rst page of text and point 
out the page number found at the bottom right of the page. Then point out the back cover of the book.

 Sample Dialogue

When I pick up a book, the very fi rst thing that I see is the front cover. The cover is very important 
because it tells us the title of the book. It will also have the author’s name. If there are pictures in the 
book, the illustrator’s name will be there as well. The author is the person who writes the story. An 
illustrator draws the pictures. Now let’s fl ip the book over and see the back cover. What can we fi nd on 
the back cover? I see the title on the back cover too. When I open the book, the fi rst page is called the 
title page. This page includes the title, author, and illustrator. What else do you see on this page? 
(a picture) What do you notice at the bottom of each page? Do you see that little number? That number 
is the page number. Let’s put our fi nger on the page number and say the number together. Notice how 
when I turn the page, the number changes, it gets bigger by one.

2. Using the Shared reader: Caring for Earth have students fi nd the title of the book as 
well as the author.

 Sample Dialogue

Look at the book in front of you. You are looking at the cover of the book. I want you to look for the 
title and when you fi nd it, underline it. You should have underlined three words: Caring for Earth. 
Now I want you to fi nd where you think the author’s name is found. When you fi nd it, circle it.

3. Collaborative Practice: Have students turn the pages of the book and fi nd the page numbers. Then have 
students tell the number to their partner. Then have partners fi nd the title page and the back cover.

Check for Understanding

1 - Print Concepts 
I can tell about diff erent parts of a book.

Observe students during the discussion and record in the 
Observation checklist for Unit 1, Module 2, Lesson 2.
**See Reteach/Enrich section for follow-up activities if needed.

Grade K Shared Reader Text: Caring for Earth

Grade K Lesson Plan

This informational text uses short 
sentences and appealing photographs  
to give examples of different things we 
can to make a difference in our planet�  
A grade-appropriate text load allows 
students to focus on one-to-one 
correspondence, which is the featured 
print concept for the lesson�

Print concepts to support 
instruction

Engaging shared reader text

Explicit, systematic instruction

Teacher sample dialogue 
for modeling

3

We care for Earth  
when we tend gardens. 

Caring for Earth 4

We care for Earth  
when we plant trees. 

Writing and Art 

What do you do to care for 

Earth? Draw a picture and write 

about it. 

Social Studies 

Make a poster for your school 

showing ways kids can care 

for Earth. Include words and 

pictures.

Caring for 

Earth 
Word Count: 87

Connections

Visit www.learninga-z.com 

for thousands of books and materials.

www.readinga-z.comWritten by Aly Zaryn

Writ ten by Aly Zaryn

Caring for 
Caring for 

EarthEarth

© Learning A–Z  All rights reserved.



Research Base for Foundations A–Z • 34 of 88 www.learninga-z.com

Phonological Awareness
Phonological awareness is a broad term that incorporates the ability to hear and manipulate 
sounds in words. It includes awareness of sounds at the word level, syllable level, onset-rime 
level, and phoneme level. Phonemic awareness, a subcategory of phonological awareness, 
refers to students’ ability to recognize and manipulate the smallest units of sound (phonemes). 
Students with phonological awareness and phonemic awareness can hear, identify, and 
manipulate sounds in oral language, which later prepares them to make connections 
between speech and printed words. 

The Research
• Phonological awareness skills in general, and phonemic awareness skills in particular,  

are powerful predictors of future decoding skills (National Early Literacy Panel, 2008).

• Phonological awareness instruction should be explicit and include teacher modeling 
followed by student practice (Cunningham & Stanovich, 1990). 

• Phonological awareness develops in a predictable sequence of basic to more complex 
and from larger units of speech (words) to the smallest units of speech (phonemes)  
(Lane & Pullen, 2004). 

• The use of markers, such as chips or buttons, to represent phonemes can help to make 
phonemic awareness instruction concrete for students (Ehri & Roberts, 2007).

• Correct pronunciation of phonemes in phonemic awareness activities supports successful 
blending with continuous sounds, such as /m/, and the more challenging stop sounds, 
such as /b/ and /t/ (Lane & Pullen, 2004).

Foundations A–Z Research-Based Solutions
Instruction for phonological awareness adheres to a research-based progression that starts 
at the word level in kindergarten and moves to the syllable level. Next, the sequence focuses 
on the onset-rime level and finally the phoneme level, which is most emphasized across 
kindergarten and grade 1. Within each of these levels, students engage in activities that 
incorporate blending, segmentation, deletion, and other manipulation tasks.

• Phonological awareness instruction within the lesson plans begins with teacher modeling 
and includes ample practice in the form of interactive word play and through the use of 
manipulatives to support student engagement and motivation.

• The selection of words in phonemic awareness activities is purposeful, creating a 
direct link to the phonics instruction that follows. For example, students isolate the final 
phoneme in words such as with and mash in the same lesson they decode words with 
final consonant digraphs. 

• Special attention to the articulation of phonemes is integrated throughout the program, 
including teacher modeling, the use of mirrors to support students with correct mouth 
positions, projectable images for mouth articulation positions, and phoneme pronunciation 
videos. These resources establish the correct pronunciations for blending to read words.
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Grade K Lesson Plan

Print Concepts: Shared Reader: Caring for Earth
3 mins

1. Display the shared reader Shared reader: Caring for Earth again and remind 
students of one-to-one correspondence.

 Sample Dialogue

When we just reread this text, we were making sure to point to each word 
as we read. It is important 
to make sure you point to each word as we read them out loud. This helps 
us focus on each word as we read. 

2. Reread page 12 to students. Have students fi nd words in the Shared reader: 
Caring for Earth that have the letters Mm, Ii, or Tt in them. Remind students 
that words are made up of letters, and it is important to look at the letters 
in each word as we are trying to read them. Guide students to point out the 
word it and name the letters in the word.

 Sample Dialogue

Let’s look at the words on this page and fi nd any words with the letters 
Mm, Ii, and Tt in them. Remember, all the words we read are made up of 
letters. Who can help us fi nd one of the letters we are learning about this 
week? (Call on volunteers to fi nd the letters in the words.) I see the word it 
too! It starts with a letter we learned about this week, i. Let’s all point to the 
word it. This word is spelled with two letters. Watch as I point to each letter 
and say the letter’s name, i, t. Try it with me! Point to each letter that spells 
it and say the letter names with me; i, t.

3. Collaborative Practice: Have pairs of students point to the word many on 
page 12 and read the word aloud. Have students point to each letter and tell 
their partner how many letters are in the word. Then have students tell their 
partner what letter the word starts with.

Check for Understanding

1 - Print Concepts
I can point to each word being read aloud.

2 - Print Concepts 
I can point to the letters in words and identify them as letters.

Observe students as you read and record in the 
Observation checklist for Unit 1, Module 2, Lesson 4.
**See Reteach/Enrich section for follow-up activities if needed.

Phonemic awareness is developed 
explicitly prior to the introduction  
of each phoneme-grapheme 
correspondence, with embedded 
supports for articulation�

Teachers can print or project mouth 
articulation position images for students 
as each phoneme is introduced�

Interactive practice is provided in 
each lesson, which allows teachers 
to check for understanding in the 
moment of teaching�

 ELL Tip

This is an aspirated, bilabial stop, 
meaning the lips must completely 
close. Most languages have this 
sound, but in English, it has to be 
aspirated, which is a puff of air 
accompanying this sound. This 
aspiration is important as it serves to 
distinguish it from /b/ to the English air. 
Some languages, such as Spanish and 
Arabic, have an unaspirated /p/, so it 
is important to have speakers of these 
languages to cue in on the aspiration. 
After an /s/, the aspiration is lost (this 
happens due to aerodynamic reasons). 
Compare the quality fo aspirations in 
peak versus speak.

 ELL Tip

Have students put their hands or a 
piece of paper in front of their mouth 
when saying the /p/ sound to feel the 
puff of air come out.
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Grade 1 Lesson Plan

Image cards offer appropriate 
keywords for student practice with 
phonemic awareness skills, which 
prepares them for the related 
phonics segment of the lesson they 
will encounter next�

XXXxxxPhonological Awareness: Segment Single-Syllable Words
2 mins

1. Review with students that a consonant blend is made from two or more 
consonant sounds blended together, and each sound is heard in the blend. 
Say a word and have students repeat it. Then have students segment and 
count the sounds in the word. Model with the word rink using a chopping 
motion. Start with palms together and chop outward with each sound. Then 
slide your hands back together to say the whole word.

 Sample Dialogue

We learned that words are made up of sounds. Let’s listen to the sounds 
of the word rink: /r/ /ĭ/ /n/ /k/. 
How many sounds do you hear in the word? (four) Let’s say the sounds 
again: /r/ /ĭ/ /n/ /k/. (Use a chopping motion when segmenting each 
sound.) What is the vowel sound? (/ĭ/) Let’s practice some more words, 
but this time, I’m going to give you the word, and I want you to chop the 
sounds with me.

2. Practice: Students identify the individual sounds in the words represented 
on Image cards.

Check for Understanding

2 - Phonological Awareness 
I can break apart the sounds in a word and count them.

Observe students during the activity and record in the 
Observation checklist for Unit 3, Module 2, Lesson 3.
**See Reteach/Enrich section for follow-up activities if needed.

3. Corrective Feedback: If students are struggling, use a concrete model, 
such as workmats with chips, to isolate each sound and emphasize the 
sounds of the fi nal blends.

Teacher modeling, including 
suggested sample dialogue, is 
included for each phonological 
awareness lesson�

The use of workmats and chips  
is suggested to make abstract 
concepts concrete for students�

www.learninga-z.com

Image Cards

Unit 3 • Module 2 
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 ELL Tip

English language learners may have 
difficulty identifying the two sounds in 
the final blends. Help them isolate and 
identify both sounds in a blend.
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Alphabetic Principle
The alphabetic principle involves knowing that words are made up of letters and that letters 
represent the sounds of speech. It also involves phonological recoding, which is the ability 
to translate letters in printed words into sounds to read and then say those words correctly. 
Instruction in this area focuses on naming, forming, and recognizing letters, as well as 
learning the most common letter-sound correspondences. 

The Role Alphabetic Principle Plays in Transitioning from Phonological Awareness to Phonics 

1� Sounding Out Words Students say each individual sound out loud as they 
look at the letter� /r/ /ĕ/ /d/

2�  Segmenting and Blending Words Students segment the word one sound at a time and 
then blend the whole word� /r/ /ĕ/ /d/ red

3� Reading Words by Sight Students segment the word in their head as needed 
and then say the word� /r/ /ĕ/ /d/ red

4�  Reading Words Automatically Students read the word automatically, without 
sounding it out� 

red

The Research
• An intentional, systematic scope and sequence for teaching letters is essential (Treiman, 

2006). The sequence in which letters are introduced typically mirrors the order in which 
speech sounds are acquired and their utility in forming words, as well as the likelihood of 
their distorted pronunciation in isolation (Adams, 1990; Stahl & Murray, 1998).

• Students’ knowledge of letter names can help them remember the related letter sounds, 
so it is beneficial to teach both simultaneously (Ehri & Roberts, 2007).

• Important factors to consider when planning the sequence of instruction are the 
frequency of letters appearing in CVC words, discriminability (i.e., letters that are visually 
different from or similar to each other), and students’ ability to produce the letter and/or 
sound correctly (Justice et al., 2006).

• When students learn letter names and sounds at a pace faster than one letter per week, 
it allows more time for repeated exposure and more opportunities to practice and reteach 
letters as needed, which allows students to make more progress in reading overall and 
advances automaticity in reading words (Jones et al., 2012).

• Explicit handwriting instruction supports letter recognition and achievement in reading 
and writing (Graham & Harris, 2005). 
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Unit 2

Module 1 e, f, h

Module 2 b, r, u

Module 3 j, l, w

Unit 3

Module 1 k, v, y

Module 2 q(u), x, z

Module 3 c, g

Unit 1

Module 1 a, n, p

Module 2 i, m, t

Module 3 d, o, s

Foundations A–Z Research-Based Solutions
Foundations A–Z employs a carefully planned scope and sequence for teaching letters 
and letter sounds. All twenty-six letters are introduced in kindergarten, Units 1–3, allowing 
students to transition to blending and applying their learning to connected texts as early  
as possible.

• The scope and sequence begins with letters that commonly appear in CVC words and  
are easier for students to remember because the letter names contain the letter sounds.

• Letters that are visually similar, such as B, D, and P, are not introduced within the same 
module, to minimize confusion.

• Letters that are phonologically similar, such as b and p, are also introduced at  
different times.

• As each letter is introduced, students also receive explicit instruction in letter formation 
following a consistent stroke sequence.

The sequence of letter instruction begins with letters whose names contain the letter sound, a powerful reminder while 
students’ are learning�

B b

b e e
© Learning A–Z  All rights reserved.
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B b 
ALPHABET BOOK • B

Bb

Letter B

B
b

Visit www.learninga-z.com 
for thousands of books and materials.
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A Learning A–Z Alphabet Book

Carefully chosen key words for each letter are reinforced through multiple resources to cement the phoneme-grapheme 
connection in students’ minds�

Grade K Student Resources
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Handwriting: Produce the Letter Form for Bb
4 mins

1. Model the sequence of strokes in the uppercase B by air writing the letter. Repeat this procedure a few 
times until the students appear confi dent with the sequence. Use the following stroke sequence: Start at 
the top line. Draw a line straight down to the baseline. Retrace back to the top line. Curve around to the 
right to draw a bump that touches the midpoint. Curve around to the right to draw a bump that touches 
the baseline.

 Sample Dialogue

We learned the /b/ sound and the letter that represents it. Now, we are going to learn how to write 
that sound by forming the letter Bb. Let’s start by writing the uppercase B. First, watch me air-write 
uppercase B with my index fi nger. 
Start at the top line. Draw a line straight down to the baseline. Retrace back to the top line. Curve 
around to the right to draw a bump that touches the midpoint. Curve around to the right to draw a 
bump that touches the baseline.

2. Say the stroke sequence as you write the uppercase B. Have students practice on their whiteboard while 
saying the sound aloud.

3. Model the sequence of strokes in the lowercase b by air writing the letter. Repeat this procedure a few 
times until the students appear confi dent with the sequence. Use the following stroke sequence: Start at 
the top line. Draw a line straight down to the baseline. Retrace back to the midpoint. Curve around and 
down to the baseline.

 Sample Dialogue

Now that we have learned how to write the uppercase B, we will learn how to write the lowercase b. 
Watch me write it in the air fi rst. Start at the top line. 
Draw a line straight down to the baseline. Retrace back to the midpoint. Curve around and down to 
the baseline.

4. Say the stroke sequence as you form the lowercase b on a whiteboard. Have students practice on their 
whiteboard while saying the sound aloud.

5. (Optional) Collaborative Practice: Have partners practice writing the uppercase and lowercase letters on 
their whiteboards while saying the letter name and sound.

 Sample Dialogue

Let’s practice writing letters. Write an uppercase B on your whiteboard. Turn to a partner and say the 
sound that letter spells. Now, write the /b/ on your whiteboard. Turn to your partner and name that 
letter. Next, form a lowercase b. Turn to your partner and say a word that starts with that sound. Now, 
form an uppercase B. Turn to your partner and name an object that starts with that sound.

Check for Understanding

5 - Handwriting
I can form the upper- and lowercase Bb .

Observe students during Collaborative Practice and record in the 
Observation checklist for Unit 2, Module 2, Lesson 1.
**See Reteach/Enrich section for follow-up activities if needed.

6. Corrective Feedback: If students are struggling with the strokes needed for letter formation, have them 
practice tracing shapes and patterns. If they have mastered the strokes but are struggling with forming 
the letters without cues, provide them with more opportunities to practice tracing, copying, and writing 
the letters with a starting point cue.

Each upper- and lowercase letter includes direct instruction 
with a specific stroke sequence students follow in the Teach 
and Guided Practice sections of the lesson�

Grade K Lesson Plan
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Phonics (Decoding and Encoding)
Phonics is a skill-based approach to reading instruction that teaches the relationships 
between the letters of written language and the sounds of spoken language. Explicit, 
systematic, cumulative phonics instruction is essential to early literacy instruction, so that 
students can consistently apply learned letter-sound relationships and patterns to read words 
without guessing and to encode as they write. Phonics instruction leads to the larger goal of 
teaching students to read with fluency and comprehension.

The Research
• Students who receive systematic and explicit instruction in phonics are stronger readers 

than students who do not receive any phonics instruction or students who receive 
phonics instruction that is not systematic and explicit. Explicit instruction clearly explains 
how to do something using modeling, in contrast to an expectation of student discovery 
(Armbruster et al., 2001; Carnine et al., 2006).

• Hundreds, if not thousands, of research studies and decades of practice confirm that 
phonics is an effective way to teach decoding (word reading) and encoding (spelling) 
(NICHD, 2000). To be effective, phonics instruction should follow a systematic scope 
and sequence, moving from simple to more complex skills. Scope refers to instructional 
content; sequence refers to the order in which letter-sound correspondences are taught 
(Mesmer & Griffith, 2005). That sequence should start with the correspondences that have 
the greatest utility in making and reading words (Adams, 1990; Moats, 2009). 

• Another consideration in sequencing instruction is the degree to which sounds can be 
produced in isolation without distortion. For this reason, instruction typically begins with 
high-frequency consonants such as /m/, /n/, and /s/, because they appear frequently in 
common words and are not prone to mispronunciation (Adams, 1990; Stahl et al., 2006). 
Short vowel sounds should follow high-use consonants, allowing students to segment 
and blend the sounds in simple CVC words such as mat. As students gain proficiency with 
more common phonics elements, they can move on to digraphs, inflectional endings, and 
long vowels (Moats, 2009).

• Students do not need to master phonemic awareness (the ability to hear and manipulate 
phonemes) to begin phonics instruction with letter names, formation, and associated 
sounds; instruction in phonemic awareness should occur in tandem with phonics 
instruction (International Literacy Association, 2019b).

• Studying phonograms, or rime patterns, as the basis of word families is an important 
aspect of phonics instruction and should build on what students have learned through 
explicit, systematic instruction in letter-sound correspondences. With knowledge of 
phonograms, the number of connections that students need to make to decode a word 
is reduced. Initial instruction in phonograms begins with the thirty-seven most common 
rimes (Wylie & Durrell, 1970; Ehri, 2000). 
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Foundations A–Z Research-Based Solutions
In Foundations A–Z, phonics instruction aligned with a research-based scope and sequence 
is the backbone of all other instruction and practice in the program. The sequence progresses 
from simple phoneme-grapheme correspondences in kindergarten to more complex 
structural skills and morphology in grades 3–5. The cumulative design of the scope and 
sequence and all practice ensures regular spiral review and repetition.

• Phonics instruction is explicit and systematic. Lesson plans include specific and effective 
directions for introducing each new skill with sample dialogue to support teachers in the 
moment of instruction, including modeling. 

• Lessons utilize a gradual release model of I Do (Teach), We Do (Guided Practice), You Do 
(Independent Practice), moving students toward independent application of each skill or 
concept one at a time.

• Phonics instruction begins early in kindergarten, while phonemic awareness instruction 
continues in a way that prepares students for what they are about to learn in phonics. In 
other words, students learn how sounds work and immediately connect those sounds to 
letters in print.

• The scope and sequence progresses from simple phoneme-grapheme correspondences 
in kindergarten to more complex structural skills and morphology in grades 3–5. Early in 
the sequence, high-utility sound spellings and consistent phonics elements are prioritized. 
The cumulative design of the scope and sequence and all practice ensures regular spiral 
review and repetition.

• Students are introduced to phonograms and word families beginning in kindergarten. 
Instruction and practice focus on recognizing spelling patterns in words. Students are 
guided through hearing, saying, reading, building/manipulating, and encoding words  
using the target phonograms.

• Students learn how to encode by matching phonemes to graphemes. They manipulate 
letters as they discuss patterns and word meaning. Dictation activities and writing tasks 
throughout the modules provide encoding practice in and out of context. 

• Phonics instruction at grades 3–5 builds on skills and knowledge acquired in the primary 
grades. Less common and variant phonics elements are systematically introduced one at 
a time. 

• In grades 3–5, the program continues to introduce longer words with familiar phonics 
elements. Scaffolded instruction presents more complex words in isolation, then in 
phrases, sentences, and connected text, to build automaticity and fluency. 
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Phonics Scope and Sequence

1 of 8 www.learninga-z.com

Scope and Sequence

Grade K • Unit 1

Phonological Awareness Phonics Handwriting High-Frequency Words / 
Phonograms Print Concepts Fluency Language Connection

Mo
du

le
 1

• Sentence segmentation
• Rhyme detection

• Introduce consonants and 
vowels: n, a, p.

• Form uppercase and 
lowercase: Aa, Nn, Pp.

• High-frequency words:  
a, an

• Phonograms: -an, -ap 

• Hold book right side up, 
turn pages correctly, 
move from front to back 
of book.

• Recognize environmental 
print with a, n, p.

• Recognize letters in 
words.

• Demonstrate one-to-one 
correspondence.

• Identify text genre.

• Accuracy and automaticity 
with letter-sound 
knowledge and 
high-frequency words

• Print many upper- and 
lowercase letters.

• Write a letter or letters  
for most consonant and 
short-vowel sounds. 

• Use conventional spelling. 
• Produce and expand 

complete sentences in 
shared language activities. 

Mo
du

le
 2

• Blend words
• Rhyme detection
• Identify initial sound  

(CVC words)

• Introduce consonants and 
vowels: i, m, t.

• Form uppercase and 
lowercase: Ii, Mm, Tt.

• High-frequency words: 
am, at, map

• Phonograms: -at, -im

• Identify parts of a book 
and their functions (front 
cover, title page/title, 
back cover, page 
numbers).

• Recognize environmental 
print with i, m, t.

• Recognize letters in 
words.

• Demonstrate one-to-one 
correspondence.

• Accuracy and automaticity 
with letter-sound 
knowledge and 
high-frequency words

• Print many upper- and 
lowercase letters.

• Write a letter or letters  
for most consonant and 
short-vowel sounds. 

• Use conventional spelling. 
• Produce and expand 

complete sentences in 
shared language activities. 

Mo
du

le
 3

• Blend words
• Rhyme production
• Identify initial sound  

(CVC words)

• Introduce consonants and 
vowels: d, o, s.

• Form uppercase and 
lowercase: Dd, Oo, Ss.

• High-frequency words:  
in, it

• Phonograms: -id, -od

• Identify information that 
different parts of a book 
provide (title, author, 
illustrator).

• Recognize environmental 
print with d, o, s.

• Recognize letters in 
words.

• Demonstrate one-to-one 
correspondence.

• Accuracy and automaticity 
with letter-sound 
knowledge and 
high-frequency words

• Print many upper- and 
lowercase letters.

• Write a letter or letters  
for most consonant and 
short-vowel sounds.

• Use conventional spelling. 
• Inflectional ending -s and 

-es (oral language only) 
• Produce and expand 

complete sentences in 
shared language activities. 

Module 4 Review modules 1–3
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Scope and Sequence

Grade 1 • Unit 1

Phonological Awareness Phonics Handwriting High-Frequency Words / 
Phonograms Print Concepts Fluency Language Connection

Mo
du

le
 1

• Onset and rime blending
• Identify initial sounds.

• Review consonants.
• Review vowels.
• Review consonants vs. 

vowels.
• Read words with CVC 

pattern.

• Form words, phrases,  
and sentences based on 
phonics patterns learned.

• High-frequency words: 
box, dog, its, name, were

• Phonograms: -an, -ed, -in, 
-op, -um

• Return sweep between 
sentences and paragraphs

• Identify first and last word 
on a page.

• Accuracy and automaticity 
in word recognition 
appropriate to grade-level 
phonics 

• Use high-frequency words 
connected in phrases, 
sentences, and text.

• Print all upper- and 
lowercase letters.

• Use conventional spelling. 
• Spell untaught words 

phonetically.
• Produce and expand 

sentences.

Mo
du

le
 2

• Onsets and rime 
segmentation

• Identify final sounds.

• Review consonant 
digraphs: ch, ck, ng, ph, 
sh, th, wh.

• Review closed syllables.
• Review FLoSS rule for 

spelling.

• Form words, phrases,  
and sentences based on 
phonics patterns learned.

• High-frequency words: 
add, called, note, one, 
once

• Phonograms: -ake, -ash, 
-ine, -ock

• Return sweep between 
sentences and paragraphs

• Identify first and last word 
on a page.

• Accuracy and automaticity 
in word recognition 
appropriate to grade-level 
phonics

• Use high-frequency words 
connected in phrases, 
sentences, and text.

• Print all upper- and 
lowercase letters. 

• Use conventional spelling. 
• Spell untaught words 

phonetically.
• Produce and expand 

sentences.

Mo
du

le
 3

• Onset and rime deletion 
• Identify initial, medial,  

and final sounds. 

• Introduce initial s-blends: 
sk-, sm-, sn-, sp-, st-, sw-.

• Read words with  
initial s-blends.

• Review closed syllables.

• Form words, phrases,  
and sentences based on 
phonics patterns learned.

• High-frequency words: 
next, step, still, stop

• Phonograms: -ell, -ill, -ing 

• Identify text features  
on a page and read  
them in order.

• Accuracy and automaticity 
in word recognition 
appropriate to grade-level 
phonics 

• Use high-frequency words 
connected in phrases, 
sentences, and text.

• Print all upper- and 
lowercase letters.

• Use conventional spelling. 
• Spell untaught words 

phonetically.
• Produce and expand 

sentences.

Module 4 Review modules 1–3
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Grade 2 • Unit 1

Scope and Sequence

Phonics High-Frequency Words /
Phonograms Fluency Word Study / Language Connection Handwriting: Print/Cursive

Mo
du

le
 1

• CVC spelling pattern
• Jobs of the y
• Closed syllables
• FLoSS rule
• CVCe spelling pattern
• VCe syllable

• High-Frequency Words: car, carry, 
every, spell, story, very, year

• Phonograms: -ake, -oke

• Read aloud with accuracy, 
automaticity, and prosody in word 
recognition appropriate to grade-level 
phonics, high-frequency words 
connected in phrases, sentences,  
and text, with attention to punctuation 
and appropriate phrasing in different 
genres, including prose and poetry.

• Generalize learned spelling patterns 
when writing words.

• Produce, expand, and rearrange 
complete simple and compound 
sentences.

• Form words, phrases, and sentences 
in print based on phonics patterns 
learned.

Mo
du

le
 2

• Consonant digraphs: ch variants,  
ck, ng, ph, sh, th, wh

• Consonant blends: s-blends sk, sm, sn, 
sp, st, sw; r-blends br, cr, dr, fr, gr, pr, 
tr; l-blends bl, cl, fl, gl, pl, sl

• Closed syllables
• Blend and blends with digraphs:  

shr-, squ-, thr-, tw-
• VCe syllable

• High-Frequency Words: easy, leave, 
money, plan, plant, stand, state

• Phonograms: -ash, -est

• Read aloud with accuracy, 
automaticity, and prosody in word 
recognition appropriate to grade-level 
phonics, high-frequency words 
connected in phrases, sentences,  
and text, with attention to punctuation 
and appropriate phrasing in different 
genres, including prose and poetry.

• Generalize learned spelling patterns 
when writing words.

• Produce, expand, and rearrange 
complete simple and compound 
sentences.

• Form words, phrases, and sentences 
in print based on phonics patterns 
learned.

Mo
du

le
 3

• Final n-blends and other blends: -ct, 
-ft, -ld, -lk, -lp, -lt, -mp, -nd, -nk, -nt, -pt

• Final consonant blend with digraph 
-nch and trigraph -tch

• Initial three-letter blends: scr-, spl-, 
spr-, squ-, str-

• Closed syllables and VCe syllable
• Contractions: he'll, she'll, they'll, we'll
• Contractions: can't, don't, he's, I'm, 

I've, she's

• High-Frequency Words: check, drink, 
thank, thing, think, watch

• Phonograms: -atch, -ing

• Read aloud with accuracy, 
automaticity, and prosody in word 
recognition appropriate to grade-level 
phonics, high-frequency words 
connected in phrases, sentences,  
and text, with attention to punctuation 
and appropriate phrasing in different 
genres, including prose and poetry.

• Generalize learned spelling patterns 
when writing words.

• Produce, expand, and rearrange 
complete simple and compound 
sentences.

• Form words, phrases, and sentences 
in print based on phonics patterns 
learned.

Module 4 Review modules 1–3
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The phonics scope and sequence across grades K–5 is carefully 
crafted to progress from simple to more complex� For example, 
in grade 1, initial blends are taught before final blends and  
then instruction moves to vowel digraphs, diphthongs, and 
r-controlled vowels�

Meaningful Connections Within a Module Support Learning

As shown in this kindergarten example, the student learning objectives in each module are designed to progress from 
learning the graphemes that phonemes represent to decoding, manipulating, building, and finally encoding words with 
newly taught phonics patterns� At the end of each module and unit, the skills are reviewed� 

Encoding Words, Phrases, and Sentences
Students will be able to spell CCVC and CVCC words with initial or final consonant digraph sh�
Students will be able to form upper- and lowercase letters in print�

Decoding a Newly Taught Word /Manipulating and Building Words
Students will be able to decode CCVC and CVCC words with initial or final consonant digraph sh�

Linking Phonemic Awareness to Phonics
Students will be able to identify the initial sound heard in single-syllable words with three 
phonemes, including words with initial digraph sh�
Students will be able to identify and produce the phoneme-grapheme correspondence for the 
consonant digraph sh�
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• Read aloud with accuracy, 
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learned.

Module 4 Review modules 1–3
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Grade 1 Lesson Plan

Phonics: Phoneme/Grapheme Correspondence: Long Vowel o 
Digraph oa
4 mins

1. Write the words cot and coat on the board. Use the two words to diff erentiate 
between the short and long vowel sounds of the letter o and to introduce 
the digraph oa.

 Sample Dialogue

We know that the letter o makes a short sound, /ŏ/, and a long sound, 
/ō/. The fi rst word that I have written on the board has the short /ŏ/ 
sound: /k/ /ŏ/ /t/, cot. Now, let’s look at the second word that I have 
written. (Point to the letters in the word and read them aloud: c-o-a-t.) 
This word looks similar to cot, except it has the vowels oa in the middle. 
These vowels are called a vowel digraph. A vowel digraph has two 
letters and stands for one sound. The vowels oa together spell the 
sound /ō/. Now, I will read this word aloud: /k/ /ō/ /t/, coat. This word 
sounds diff erent from the word cot. The vowel digraph oa in the word 
coat spells the long vowel sound: /ō/. You will hear the long vowel sound 
/ō/ in words with these vowels.

2. Display Phoneme/grapheme cards singular boat, and review the phoneme /ō/.

 Sample Dialogue

We practiced listening for the vowel sound in words earlier. One vowel 
sound we heard in some words was /ō/. Let’s say the sound together: /ō/. 
This is a picture of a boat. What vowel sound do you hear in boat? (/ō/) 
Listen for the /ō/ in the middle of these words. When you hear the sound 
/ō/, say /ō/ after I say the word: rope, top, slide, goat, pant.

3. (Optional) Introduce and model the mouth position for the /ō/ sound using 
a mirror. This vowel is a mid, back, round vowel. Be certain that students 
are rounding their lips quite a bit as they do for /uw/. Use Mouth Articulation 
Positions as a reference, if needed

 Sample Dialogue

Round your lips a lot, as if you are trying to make a circle with your 
lips. (Have students say words with the long /ō/ sound, and notice their 
mouth position.)

4. Continue to display the Phoneme/grapheme cards singular boat, and teach 
the connection between the phoneme and the grapheme.

 Sample Dialogue

We just practiced making the sound /ō/. Now, we are going to learn how 
to spell that sound. There are many ways to spell the long /ō/ sound. 
Today, we are going to focus on the vowel digraph oa. Take a look 
at this card. What are the names of these letters? (oa) These letters 
represent the vowel digraph oa. Now, look at this picture. What does it 
show? Yes, a boat. The vowel digraph oa is in the word boat. When you 
see these vowels, you will hear the long /ō/ vowel sound. Listen as I say 
the sounds in the word boat: /b/ /ō/ /t/. I hear these sounds because the 
vowels oa together spell the sound /ō/. Let’s say the sounds together 
and air-write the word boat: /b/ /ō/ /t/.

5. Write the word road on the board, and underline the vowel digraph oa. 
Point to each letter and have students call out each sound. Then, guide the 
blending of the whole word by saying the sounds more smoothly together, 
running your fi nger slowly under the word. Remind students that the vowels 
oa spell one sound: /ō/.

 Sample Dialogue

Phonics instruction is explicit and 
systematic� Sample dialogue 
supports teachers with the 
language to introduce each new 
phonics element� In each lesson, 
the I Do, We Do, You Do progression 
intentionally transfers the 
responsibility to students as they 
become ready� 

 ELL Tip

In other languages, such as Spanish 
and Chinese, the lips are much more 
relaxed and open. Indeed, the lips 
are so opend and relaxed in these 
languages that many English speakers 
perceive these /ŏ/’s as /ă/.
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Grade 3 Lesson Plan

Print Concepts: Shared Reader: Caring for Earth
3 mins

1. Display the shared reader Shared reader: Caring for Earth again and remind students of one-to-one 
correspondence.

 Sample Dialogue

When we just reread this text, we were making sure to point to each word as we read. It is important 
to make sure you point to each word as we read them out loud. This helps us focus on each word as 
we read. 

2. Reread page 12 to students. Have students fi nd words in the Shared reader: Caring for Earth that have 
the letters Mm, Ii, or Tt in them. Remind students that words are made up of letters, and it is important to 
look at the letters in each word as we are trying to read them. Guide students to point out the word it and 
name the letters in the word.

 Sample Dialogue

Let’s look at the words on this page and fi nd any words with the letters Mm, Ii, and Tt in them. 
Remember, all the words we read are made up of letters. Who can help us fi nd one of the letters we 
are learning about this week? (Call on volunteers to fi nd the letters in the words.) I see the word it too! 
It starts with a letter we learned about this week, i. Let’s all point to the word it. This word is spelled 
with two letters. Watch as I point to each letter and say the letter’s name, i, t. Try it with me! Point to 
each letter that spells it and say the letter names with me; i, t.

3. Collaborative Practice: Have pairs of students point to the word many on page 12 and read the word 
aloud. Have students point to each letter and tell their partner how many letters are in the word. Then 
have students tell their partner what letter the word starts with.

Check for Understanding

1 - Print Concepts
I can point to each word being read aloud.

2 - Print Concepts 
I can point to the letters in words and identify them as letters.

Observe students as you read and record in the 
Observation checklist for Unit 1, Module 2, Lesson 4.
**See Reteach/Enrich section for follow-up activities if needed.

Lessons in grades 2 and up emphasize 
syllabication instruction and decoding 
multisyllabic words�
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Instructional Videos and Interactive Practice

Encoding Resources

Students apply phonics knowledge when building and 
manipulating words, as well as when encoding words to  
build and expand understanding of how words work� 
Students match phonemes to graphemes using student 
resources, including grapheme cards and phoneme/
grapheme mapping paper�

Engaging videos and complementary interactive practice for each skill can be used flexibly to reinforce instruction and 
support students with repeated practice with a skill�

www.learninga-z.com

Phoneme/Grapheme Mapping Paper
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Unit 8 • Module 3 
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High-Frequency Words
High-frequency words are the regular and irregular words that occur most often in texts. 
High-frequency word instruction helps students read connected texts before they have 
learned all the sound-spelling correspondences in these common words through their 
phonics scope and sequence. Some high-frequency words are permanently irregular 
because they don’t follow common sound-spelling patterns, so teachers must instruct 
students on how to read them. High-frequency word automaticity leads to more fluent 
reading, and fluency promotes comprehension. Several well-known lists of high-frequency 
words help educators know the most useful words to target during instruction:

• The Dolch Basic Sight Vocabulary list, compiled by reading scholar Edward Dolch, 
contains 220 frequently used words.

• 1000 Instant Words, compiled by professor of education Edward Fry, contains one 
thousand frequently used words.

• EDL Core Vocabularies in Reading, Mathematics, Science, and Social Studies, published 
by Educational Developmental Laboratories, is a list of content-area vocabulary.

The Research
• Thirteen words make up about 25 percent of all the words in texts (Johns & Lenski, 2019), 

and three hundred most frequent words make up about 65 percent of the words  
in texts (Fry, 2000).

• High-frequency word instruction should be a part of a systematic phonics curriculum 
with explicit instruction on decoding and encoding each word that follows typical sound-
spelling patterns (Berg, 2017; Ehri, 2005, 2014).

• Words are not learned via visual memory; they must be stored using sound-spelling 
correspondences, which ensures that orthographic mapping and automaticity occur  
(Ehri, 2005).

• Many high-frequency words are decodable if sequenced appropriately within a phonics 
curriculum. The same instructional approach can be used with high-frequency words 
containing irregular sound spellings, if those irregularities are noted and addressed  
(Ehri, 2005).

• Irregular high-frequency words are more challenging for students to learn than regular 
words, and it takes them more time to achieve automatic recognition, so they must be 
taught with explicit instruction and repeated exposure (Carnine et al., 2006).

Foundations A–Z Research-Based Solutions 
In Foundations A–Z, high-frequency words are strategically selected to prioritize the most 
common words in English to support students’ reading and writing.

• In grades K–2, high-frequency words come from the Dolch and Fry word lists. Consistent 
multimodal instructional routines are used to teach each word to ensure automaticity, and 
students encounter them in connected texts within the same module in which they are 
introduced. Practice sheets and flash cards offer repeated practice.

• Grade K students learn the most frequent words early in the year as they learn the letters 
in the alphabet and phoneme-grapheme correspondences.
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The high-frequency word sequence is designed to highlight the sound spellings that students are learning in phonics� 
The approach uses consistent instructional routines for both regular and irregular high-frequency word instruction to 
encourage students to use what they know to identify the regular parts of each word� Here, students use phoneme-
grapheme cards to spell irregular high-frequency words� 

• Words chosen for grades K–2 are sequenced by frequency and whether their spellings 
are entirely regular (decodable), temporarily irregular because students have not yet 
learned the spelling pattern, or permanently irregular. Often, the words highlight the 
sound-spelling correspondences that students are learning in the same lesson.

• High-frequency words in grades 3–5 were drawn from the Fry and the EDL lists, with  
a focus on academic language and content-area vocabulary. Many include morphemes 
explicitly taught as part of word study.

Grade 1 Lesson Plan

High-Frequency Word: Were
3 mins

1. Introduce the high-frequency word were using High-frequency word fl ash cards. 
Introduce the word by saying it, explaining the word’s meaning, using it in a 
sentence, and spelling the word aloud. The following defi nition is provided for 
your reference: were: (v.) the past tense of are, used in the plural and second-
person singular.

 Sample Dialogue

We’ve learned about breaking words down into their sounds and blending them 
together to read them. There are some words, however, that you can’t do that for 
because their letters sound diff erent than what you would expect. We call these 
“heart words” because you have to remember them by heart. When we learn 
something “by heart,” it means that we memorize it, or repeat it enough times 
that it is easy to remember. Let’s look at this high-frequency word: were.

2. See it: Have students locate High-frequency word fl ash cards in their pile.

 Sample Dialogue

3. Say It: Pronounce the word with them several times, correcting mispronunciation 
immediately. Explain that this is a word that we need to learn by heart.

 Sample Dialogue

4. Sound It: Break the word into its individual sounds using Four-sound box workmat. 
Have students touch each box as they say the sound.

 Sample Dialogue

5. Spell It: Direct students to use Grapheme cards and Four-sound box workmat to 
spell the word were. Guide them to mark the irregular pattern in the word with the 
heart cards.

 Sample Dialogue

Now, we’re going to spell the word using our grapheme cards. The fi rst letter 
sound is /w/. Which letter spells the sound /w/? (w) That’s right, the letter w spells 
the /w/ sound. Place w in the fi rst box on your workmat. The next sound in the 
word is /ûr/. Let’s look at the spelling on the board. The next letter is e, then r, 
and then a fi nal e. A fi nal e usually makes a vowel sound long, but in this word, 
the sound is /ûr/, not /ēr/. This is the sound spelling you have to remember. In this 
word, the letters er work together to make the /ûr/ sound, and the fi nal e is silent. 
Place the e and r in the second box of your workmat. Then, place the silent e at 
the end. Finally, place a heart card over the e, r, and e on your workmat. That way, 
you know that you have to learn those sounds by heart.

6. Write It: Have students write the word on their whiteboards. Display the word and 
have students check their spelling and correct any errors immediately.

The instructional routine to teach 
irregular high-frequency words 
stresses introducing each word and 
its meaning, in addition to seeing, 
saying, sounding out, and spelling 
each word�

Irregular high-frequency words are 
treated differently than regular 
high-frequency words, so 
instruction focuses on the word 
part students must learn by heart�
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Grade 1 Student Resources

www.learninga-z.com

High-Frequency Word Flash Cards

Unit 1 

one once

step still

stop were
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Unit 1 • Module 1 

Name  Date 

High-Frequency Words Practice Sheet

I wish I had a  , too. 1

What is in the big  ? 2

The fox digs den.  3

The cakes  made by Jin.  4

I have a cat, and his is Pat.   5

box dog its

name were
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Instructions: Have students use the words provided to complete the sentences. Have students write their own sentence 
using one of the words on the back or on a separate piece of paper. If time allows, have students read the sentences to  
a partner. 

Students use high-frequency word flash cards to practice 
reading and discussing the high-frequency words in  
each unit�

There are many ways students practice reading and 
writing high-frequency words� In this example, students 
complete sentence frames, with teacher support, focusing 
on understanding that academic language has multiple 
meanings� Then students work collaboratively with peers 
to write and review their own sentences containing these 
high-frequency classroom words�

Word Analysis (Word Study and Morphology)
Word analysis includes word study and morphology. Students learn about word parts and 
forms, and words’ relationships to each other, this includes pronunciation, spelling, and 
meaning. The instructional focus shifts from phonemes (the smallest units of sound) to 
morphemes (the smallest meaningful “chunks” of words and their functions). Whereas high-
frequency word instruction focuses mainly on Tier 1 words, explicit instruction in morphology 
focuses on Tier 2 and Tier 3 words, building orthographic knowledge that supports decoding 
and encoding longer and more complex words. 

Tier 1 These are words of everyday speech, usually learned in the early grades� They are not usually the 
focus of in-depth morphology instruction�

Tier 2 These are words that comprise general academic language, appearing in texts across a variety of 
subject areas� They are often words that have multiple meanings and should be taught in depth�

Tier 3 These are low-frequency words specific to a field of study and common in informational texts� 
These words are essential to learning content and should be taught in depth�

Adapted from Bringing Words to Life (Beck et al�, 2002)�
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The Research
• In a comprehensive review of the research, Bowers at al. (2010) conclude that word 

analysis, especially morphology instruction, benefits all learners, including younger 
students, and especially less proficient readers. By promoting word awareness, 
morphology instruction provides tools and strategies for correctly reading and interpreting 
words. These include semantic mapping, categorizing, analyzing word features, and 
linking to known synonyms and antonyms.

• There is no universally prescribed order for teaching roots and affixes. Rasinski et al. (2020) 
note, however, that an instructional scope and sequence should present roots and affixes 
by considering the following criteria: 

 •Which morphemes appear in language arts and content-area curricula?

 •Which word parts appear most frequently in everyday English?

 •Which word parts have the greatest instructional value or utility?

• Research suggests that morphology instruction, delivered in tandem with phonics 
instruction, is a productive and efficient way to improve students’ vocabularies, especially 
for academic words (Rasinski, 2021). Roots and affixes form a schema upon which students 
can build knowledge and understanding. Moats (2007) advocates using compound words 
and inflectional endings in the primary grades to reinforce the concept that word parts 
having meaning.

• Learning just one morpheme can provide students with a tool for determining, at least 
partially, the meaning of twenty to thirty, and in some cases, more than one hundred 
English words (Rasinski, 2021). 

• Learning about words in groups from a related knowledge network strongly supports 
students’ comprehension and ability to make inferences (Neuman & Wright, 2014). 
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Grade Level

As students move up in grade, the number of polysyllabic words encountered per year increases, dramatically making 
reading increasingly more challenging� (Kearns et al�, 2016; Zeno et al�, 1995)�

Multisyllabic Words Encountered by Grade
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Foundations A–Z Research-Based Solutions
Word study instruction in Foundations A–Z is based on a comprehensive scope and 
sequence that progresses from simple to more complex morphological patterns and 
incorporates frequent and regular spiral review. The sequence of morphemes is informed  
by the topics and questions covered in each module as well as grade-level texts.

• Grades K–2 instruction starts by analyzing the bases of words that are likely already in 
students’ oral vocabulary and identifying other members of the morpheme family.

• Word study lessons in Foundations A–Z take an organic, developmental approach. In line 
with research, instruction in grades K and 1 builds on how students use word parts, such 
as plural forms and inflectional endings, in their speech. In later grades, lessons present 
other morphological and orthographic concepts, moving from simple to more complex 
based on concepts central to classroom texts used.

• Lessons reinforce word parts as meaningful units, moving from familiar forms such as 
compound words to more complex and content-specific roots and affixes. Students gain 
practice using morphemes to decode and encode multisyllabic words while attending to 
phonological components inherent to those words. They develop an orthographic and 
morphologic schema that advances comprehension.

• Students apply what they have learned in word study with words in isolation and by 
reading phrases, sentences, and texts in a variety of genres. Students also apply  
what they have learned in word study through encoding as they build, spell, sort,  
and write words.

Sample Word Study Skills Focus for One Module Across Grades

Grade K Understand and use interrogatives: who, what, where, when, why, how�

Grade 1 Review regular plural form inflectional endings* -s, -es.

Grade 2 Review closed compound word families: firehouse, schoolhouse, housework, houseboat�

Grade 3 Introduce homophones: flower/flour, dear/deer, cent/scent/sent�

Grade 4
Combine roots phon, photo, graph to form words (phonograph, photograph)�
Introduce roots ver (truth) and dict (say) (verdict)�

Grade 5
Introduce greek root hydr (water) and Latin root aqua (water) (hydroelectric, aquatic)�
Introduce prefix de- (off) and derivational suffix**-gen (that which produces) (hydrogen,  
dehydrate, antigen)�

* no change in word’s part of speech ** impacts word’s part of speech
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Grade 5 Lesson Plan and Student Resource

Word study lessons ensure students practice reading words that contain roots learned and offer students opportunities 
to determine the words’ meanings based on the meaning of the roots or affixes learned�

Word Study: Introduce Latin Root aud (to hear)
5 mins

1. Write the following sentence on the board: A rustling sound was audible 
in the woods. Underline the word audible and circle the Latin root aud. 
Explain the meaning of the root and how it gives meaning to the word.

 Sample Dialogue

Look at this sentence as I read it aloud: A rustling sound was audible 
in the woods. This word, audible, might be new to you. It has the Latin 
root aud, which means to hear. Something that is audible is something 
that is able to be heard. In this sentence, a rustling sound was audible.

2. Present another word with the Latin root aud: audience. Work through 
the word with students to identify the roots and syllables and to 
determine the word’s meaning. Write the word audience on the board.

 Sample Dialogue

Let’s look at some other words with the Latin root aud to see how 
knowing the root can help us decode and understand words. The root 
aud appears at the beginning of this word. The root aud tells me the 
word has something to do with hearing or listening. We can use what 
we know about syllables to read the rest of this word. In this word, the 
i and e are not a vowel team; they each make their own sounds. The 
spelling pattern I see at the end of the word means the c sounds like 
s, followed by a silent e: aud-i-ence. This word is audience, which is a 
group of people who listen to a performance.

3. Repeat the process with several other words containing the Latin root 
aud: audio, audition, auditory. Write the words on the board, have 
students identify the root, then discuss each word’s meaning.

www.learninga-z.com

Name  Date 
Unit 2 • Module 1

Root Practice Sheet

1 The audience applauded when the movie ended.

2 The actor was nervous before his audition for the show.

3 The music was inaudible, because the tablet’s battery was low.

4 The auditory nerves carry sound signals.

5 Every seat in the auditorium was occupied.

6  We listened to an audiobook on the car ride home.

7 The auditor considered each presentation and gave his opinion based on what he heard.

8 The audiovisual department is in charge of sound and lighting for school productions.

9 An audiometer is a device used to measure how well someone hears. 

~ The frightened dog’s pounding heartbeat was almost audible.

© Learning A–Z  All rights reserved.

Instructions: Reach each sentence. Underline the words with the root aud. Then circle the root in those words. 

Instructional Videos and Interactive Practice

Students also have the opportunity to practice 
morphology learned in the lessons via their digital  
portal� These include student instructional videos  
and interactivities�
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Language Connection
Understanding the basics of how one’s language works is a prerequisite for school readiness 
and learning to read. Scarborough (2001) provides a clear representation of how various 
subskills of language comprehension interweave with subskills of word recognition to 
develop students’ reading fluency and comprehension. Sound instruction builds on this 
interrelationship by providing opportunities for ongoing language development along with 
foundational skills practice.

The Research
• The rules governing spoken language acquired naturally must be broken down and 

explained in order for students to understand how they work with the visual representation 
of language. For novice readers, this should occur in tandem with decoding instruction, 
since both decoding and language comprehension are required for fluent reading (Gough 
& Tunmer, 1986).

• Vocabulary research shows the benefits of explicit teaching over implicit teaching in 
vocabulary development (Butler et al., 2010).

• Multiple studies show that emerging readers in the primary grades benefit from integrated 
decoding and encoding instruction that incorporates spelling (Weiser & Mathes, 2011).

• Regular, systematic instruction in grammar, handwriting, spelling, and punctuation, along 
with structured opportunities to apply those skills through writing exercises, is critical to 
helping students develop greater understanding of paragraph formation and narrative and 
expository text structures (Moats, 2007).

Foundations A–Z Research-Based Solutions
Language instruction is embedded in all Foundations A–Z lessons. Language competency 
develops in tandem with learning foundational phonics and word study skills. Lessons include 
frequent and regular spiral review of language basics integrated with explicit instruction of 
other foundational elements such as decoding.

• Instruction emphasizes oral expression, such as using syntax to form complete sentences 
when talking or writing about texts, applying the mechanics of handwriting and spelling, 
and recognizing and using new vocabulary.

• High-frequency words and content-area vocabulary are discussed and featured in context 
sentences to reinforce their meaning. Spelling dictation reinforces grapheme-phoneme 
correspondence and helps build automatic word recognition and recall. The role of 
spelling is reinforced through collaborative word building and spelling dictation.

• Writing activities allow students to apply what they have learned by spelling and using 
words in context to respond to the module or unit questions.

• Throughout all lessons, students learn to be mindful and attentive to the ways in which 
they and their peers use language to express their ideas, thus advancing their pragmatic 
use of language and fostering development of linguistic proficiency inside and outside of 
the classroom.
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Language Connection: Return to Module Question
5 mins

1. Display the module question to students: How can we show kindness to others?

2. Connect the text with what is being learned in phonics and the decodable book. Model asking and 
answering questions in complete sentences.

 Sample Dialogue

3. Collaborative Practice: Write the question words on the board and have students work in small groups to 
think of questions they can ask about kindness. Have them call on someone in the group to answer the 
question with a complete sentence. Have the other students in the group listen for complete sentences 
in the questions and the answers. After a few minutes of discussion, call on volunteers to share with 
the class.

Check for Understanding

11 - Language Connection 
I can speak in complete sentences.

12 - Language Connection 
I can ask questions using who, what, where, when, why, how.

Observe students during the collaborative practice. Record in the 
Observation checklist for Unit 5, Module 4, Lesson 2.
**See Reteach/Enrich section for follow-up activities if needed.

Write About It! Shared Writing Activity
15 mins

1. Write this module’s high-frequency words on the board. Choose four to six words from Decodable book: 
“The Hopeful Man and the Sea” that are exemplars of this module’s phonics/word study skills, and write 
those words on the board as well. (See the list of target skills and words at the end of the book.) Explain 
that these are words students have learned in this module and read in Decodable book: “The Hopeful 
Man and the Sea”. Read and spell the high-frequency words and exemplar words chorally with students. 
Remind students of the words’ meanings. Point out this module’s target phonics/word study elements in 
the exemplars and briefl y remind students what they have learned about them.

2. Project the Wordless decodable book: “The Hopeful Man and the Sea”. Inform students that today they 
will work together as a class to write the words for the book. Remind students of the skills they have 
learned in this module and note that they should apply what they have learned as they write. 

 Sample Dialogue

We have practiced how to read and write words with vowel teams, words with suffi  xes, regular and 
irregular plural nouns, and regular and irregular past-tense verbs. Today, we will use these skills to 
write a story together. Remember, in the stories we read this week, there were characters, settings, 
and events. We will need to be sure to have these in our story.

3. Display the fi rst page, and model how to write one or two sentences as you think out loud. Include one 
of the phonics/word study exemplar words as well as one of the high-frequency words from the board 
in your writing. Underline the words. Remind students to start each sentence with a capital letter and to 
use end punctuation. Demonstrate how to apply one of the skills they have learned in this module when 
writing.

 Sample Dialogue

As I write my story, I am going to remember to start each sentence with a capital letter, place spaces 
between my words, sound out words as I spell them, and end my sentences with punctuation. I’ll 
include words from the board in my writing.

Grade K Lesson Plan

Grade 2 Lesson Plan The Write About It! exercises in each module 
afford students opportunities to practice 
grammar, handwriting, and spelling�

Lesson plans throughout the grades allow students to understand how language works as students engage in 
discussions and writing exercises�

In this kindergarten lesson, the teacher and 
students focus on answering questions using 
who, what, where, when, why and how�
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Fluency
Fluency is the ability to read with accuracy, automaticity, appropriate rate, and prosody. 
All four aspects are essential to reading comprehension. Often, teachers and students 
mistakenly focus solely on accuracy and rate, equating fluency with reading a target number 
of words per minute. Fluency is actually a multidimensional ability that combines a number of 
different subskills.

The Research
• The goal of fluency is to get students to the point where they automatically recognize 

most of the words they encounter, so they can devote their attention to making meaning 
(Rasinski, 2019). 

• Reading at an appropriate rate, or pace, is essential to comprehension. A rate that is too 
slow (usually due to labored decoding) hinders comprehension, as does reading too 
quickly (Rasinski, 2004).

• Reading with prosody means reading with meaningful expression (Dowhower, 1991). 
Students should practice prosody even when reading silently (Gross et al., 2013). 

• Poor prosody has been shown to predict poor comprehension, even when students’ 
decoding skills were the same (Groen et al., 2019).

Foundations A–Z Research-Based Solutions
Listening to fluent reading modeled daily, practicing repeated readings, and reading a variety 
of texts all lead to improved fluency. Foundations A–Z provides explicit instruction in fluency 
skills and opportunities for students to practice fluent reading throughout a module.

• Early grade K focuses on accuracy and automaticity, beginning with letter names and 
sounds and progressing to words and emergent reader texts.

• In the first half of grade 1, students practice self-correction in fluency activities and 
through reading texts. In the second half of grade 1, reading rate, phrasing, intonation,  
and stress are added to the mix.

• Longer, more robust grade-level texts in grades 2 and 3 provide multiple opportunities for 
students to hear fluent reading modeled and to practice it through reading routines, such 
as echo reading, choral reading, partner reading, and whisper reading.

• Lessons and texts in grades 4 and 5 enable targeted, explicit fluency instruction. Teachers 
use examples and excerpts from the grade-level texts in each module to explain and 
model characteristics of fluent reading. Students bring all learned fluency strategies to 
bear through repeated reading of performance-oriented texts at the end of the module.
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Letter Names and Sounds

Emergent Text

Words
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Using genres such as poetry or drama develops fluency through 
choral reading�

Grade 1 Shared Reader: Fuzzy Buzzy Bee

Grade 2 Grade-Level Text: What’s Up with Pop?

Fuzzy Buzzy Bee  |  Shared Reading

43

It’s a morning  
filled with sun,
Fuzzy Buzzy Bee.

I’ll follow you and 
have some fun,
Fuzzy Buzzy Bee.

The beehive is  
your busy home,
Fuzzy Buzzy Bee.

Fuzzy Buzzy Bee.

Making honey  
in a honeycomb,

Teachers model fluent reading using rich, engaging texts�

What’s Up with Pop?What’s Up with Pop?

 We get to the mall. 
 I am just floored 
 when Pop looks around 
 and says, “I am bored.”

 At the pet store, 
 we get food for our cat. 
 Pop points left and right,  
 saying, “Can I have that?”

 That night in my room 
 I am nodding my head. 
 I hear Pop say to Mom, 
“I’m not going to bed!”

 Then Pop and Mom open 
 my door and look in. 
“Think he gets it yet?” 
 Pop asks Mom with a grin.

 It’s Saturday morning. 
 I am going to drop. 
 I want to stay home, 
 not shop with my pop.

 I get in the car 
 next to Joe in his booster. 
 At this time of day, 
 I hear only a rooster.

 While driving along, 
 I’m starting to fret 
 when Pop yells out loud, 
“Why aren’t we there yet?”

© Learning A–Z  All rights reserved. 1 2www.learninga-z.com

Written by Maribeth Boelts  |  Illustrated by Holly Clifton-Brown

Fuzzy Buzzy Bee
Word Count: 160

Home Connection:  

Initial and medial consonant Zz

Your reader is learning about 

words that have the letter 

Zz and the /z/ sound, such as 

fuzzy and zipper.
 As you read 

the book together, look for 

examples of words with Zz. 

Visit www.learninga-z.com 

for thousands of books and materials.

Fuzzy Buzzy Bee  |  Shared Reading

65

Your fuzzy hair  
will do the trick,
Fuzzy Buzzy Bee.

You leave your hive  
and it’s a race,
Fuzzy Buzzy Bee.

Fuzzy Buzzy Bee.

Nectar and pollen are  
all over the place, 

Fuzzy Buzzy Bee.

It will make the 
pollen stick!
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Fluency: Reading with Expression and Phrasing
5 mins

1. Introduce the concept of “voice” and its relationship to reading with expression and phrasing. Explain 
that fi rst-person text is written from the writer’s point of view; it features the pronouns “I,” “we,” and “us.” 
Second-person text features the pronoun “you” or hints at “you.” First-person text feels like someone is 
telling a story to an audience. Second-person text makes readers feel like they’re in a conversation with 
the author, as if the text is speaking directly to them. Provide examples to illustrate the diff erence. Tell 
students readers use diff erent expression and phrasing for each type of text.

 Sample Dialogue

2. Refer students to page 22 in Grade-level text: Microbes: Friend or Foe?. Reread the last sentence, using 
appropriate narrative phrasing as indicated by punctuation. Ask students which type of text this is and 
how they know. (Feels like someone telling a story; it uses the word “we.”)

3. Repeat with the fi rst paragraph under “Outdoor Safety.” Read with a direct, serious tone as if addressing 
someone. Tell students that the word “you” makes it feel as if the text is speaking directly to them to give 
instructions.

 Sample Dialogue

4. Direct students’ attention to “Don’t Spread Disease” on page 20. Point out use of the second-person 
pronoun “you” and how the text seems to be directed toward the reader. Then reread the page aloud 
with students.

In this grade 5 lesson plan, students learn about expression 
and phrasing, listen to the teacher model these aspects of 
fluency, and practice reading fluently�

Grade 5 Lesson Plan

Fluency Resources for Teachers

Teachers use the fluency rubric and teach self-correction strategies to help students monitor and correct all aspects  
of fluency�

© Learning A–Z  All rights reserved.



Research Base for Foundations A–Z • 58 of 88 www.learninga-z.com

Decodable Books and Beyond
Students should practice learning to read using texts that allow them to experience success 
and develop confidence in their reading abilities. Decodable books are intentionally written 
with an emphasis on words that students can read based on their cumulative knowledge of 
phonics elements and pretaught high-frequency words. They are defined by a high degree  
of phonics regularity and lesson-to-text match.

The Research
• Evidence clearly supports the benefits of using decodable texts to support early reading 

(Cheatham & Allor, 2012). Decodable texts are most beneficial during beginning reading 
phases when students are learning basic phoneme-grapheme relationships and starting 
to decode words that follow predictable patterns (Mesmer, 2000).

• The successful use of decodable texts relies on three important factors: phonological 
awareness, phoneme-grapheme knowledge, and the ability to use context to confirm 
approximations of words produced by early decoding (Share, 1995).

• Readers at the beginning stages of acquiring phoneme-grapheme knowledge benefit 
from explicit instruction and repeated opportunities to apply their developing knowledge 
in an authentic context (Wharton-McDonald, 2018).

• While not restricting emerging readers to decodable texts, such texts should be  
a mainstay of early reading instruction (Duke & Mesmer, 2019).

• An effective routine for reading and rereading decodable texts for different purposes, 
including comprehension, contributes to the success of phonics instruction (Blevins, 2017).

Foundations A–Z Research-Based Solutions
In Foundations A–Z, students apply their cumulative knowledge from phonics, word study, 
and high-frequency words instruction through repeated readings of decodable books in 
grades K–2 and word study passages in grades 3–5.

• Foundations A–Z decodable books follow each grade’s scope and sequence, so students 
can apply what they have learned during previous phonics and high-frequency word 
instruction to read connected text, make meaning, and build fluency.

• Foundations A–Z decodable books go beyond providing practice in decoding and fluency. 
The collection of books consists of cohesive fiction and nonfiction texts with engaging 
storylines and visually stimulating images that expose students to a variety of topics.

• In grades 3–5 of Foundations A–Z, students transition from decodable books to the more 
mature format of word study passages, which consist of four related articles per passage. 
Each word study passage includes one fiction text, one nonfiction text, one short fluency 
piece suited to choral reading or performance, and one graphic feature or sidebar for 
extended learning.

• A consistent instructional routine for engaging with each decodable book through three 
readings mirrors the gradual release model in phonics lessons. With each reading, 
students take more responsibility for reading the book independently, while the teacher 
monitors and suggests self-correction strategies as needed, and the routine culminates 
with a class discussion as a comprehension check. 

• Fluency checks are embedded in lessons to help track and monitor fluency progress 
during repeated readings of decodable books and word study passages.
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These pages show repeated 
instances of the module’s focus on 
the sound spelling of CVC words 
with short u and review with other 
short vowels, as well as the 
module’s high-frequency words�

5

Jen sat and had a bun. 
“This bun is too hot!”  
Jen said. 

“And this bun has  
a bug on it!” 

The Fun Play 6

But the next bun did not. 
“Yum! Not bad!” 
Jen had ten buns  
with jam on top. 

Grade K Decodable Book: The Fun Play

Visit www.learninga-z.com 

for thousands of books and materials.

The Fun Play 

Decodable Book • 115 Words

Written by Bryan Langdo • Il lustrated by Lucy Makuc

Writ ten by Bryan Langdo • Il lustrated by Lucy Makuc

The Fun Play 
The Fun Play 

Grade 1 Decodable Book: Bob and the Ducks

3

Bob has a job  
that makes him glad.
He draws his tales  
on to a pad. 

Robert (Bob) McCloskey

Bob and the Ducks 4

Bob drew a tale  
about some ducks.
The ducks make cars  
and trucks get stuck. 

A wide variety of fiction and 
nonfiction texts support student 
engagement and interest in 
worthwhile topics�

Visit www.learninga-z.com 

for thousands of books and materials.

Bob and the Ducks

Decodable Book • 153 Words

Written by Bryan Langdo

Bob and  

the Ducks

The Fun Play 
Decodable Book
© Learning A–Z
Written by Bryan Langdo
Illustrated by Lucy Makuc
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INSTRUCTIONAL FOCUS CHART
Target Phonics Skills and Related Decodable Words: 
CVC words with short u; closed syllables; phonograms -en, -un

Ben, bug, bun, but, den, fun, Jen, run, ten, yum

Spiral Review Focus and Related Decodable Words: 
CVC words with short a, short e, short i, short o

bad, bed, big, can, got, hid, hot, jam, Jan, Lin, nap, not, ran, red, sat, 
top

New High-Frequency Words: 
*regular words (decodable); †irregular words
*ship, †they, *when, †which, †who 

Story Words: 
bear, buns, play

An instructional focus chart is included with 
each decodable book to group words from 
the text with the target skill focus, words 
with patterns taught in previous modules, 
new high-frequency words from the module, 
and story words that are not yet decodable 
and require teacher support� As teachers 
observe students reading the text, this 
helpful reference tool can be used to identify 
additional skill instruction that students may 
need if they struggle with particular words�
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Grade 3 Word Study Passage: Comparing Geography

1 2www.learninga-z.com

Mirror of the Sky
“Welcome to Bolivia’s Salar de Uyuni (sah-LAR 

DEH oo-YOO-nee)!” said the guide. “This is the 
world’s largest salt flat.”

Felipe couldn’t believe his eyes. It contradicted 
everything he thought he knew about Bolivia’s land.  
“I pictured nothing but rugged mountains,” Felipe 
told his mom. 

“Long ago,” the guide continued, “a lake dried up, 
leaving a thick layer of salt. Now when nearby lakes 
overflow onto the salt flat, the surface of the water 
reflects the sky like a mirror.”

“Mom,” said Felipe, “I’m so glad you reminded me 
to bring my portable drone. I should get a photo of this 
amazing formation from above!”

Mighty Mountains
Mountains form when 

sections of Earth’s crust, or 
plates, move. These movements 
form three types of mountains—fold, block, and 
volcanic. Fold mountains develop when two plates 
crash, forcing Earth’s crust to crumble and fold. A 
block mountain forms when plates push against each 
other, projecting some rock up and some down. The 
third mountain, the volcanic mountain, has two types. 
The first occurs when hot liquid rock from deep under 
the ground pushes up through Earth’s surface. This 
liquid rock hardens and builds up to form a volcano. 
The second occurs when liquid rock pushes Earth’s 
crust out, but hardens before breaking through.

Comparing Geography

Interview with an Explorer
Interviewer: We’re talking to explorer George Forrest. George, what is your 
favorite geographical feature?
George: I love rivers because they’re so vital. They’re home to many 
creatures and provide transportation routes and shipping ports. Every 
river is different. Some, like the Amazon River, flow very fast. It can pour 
approximately 58 million gallons (220 million l) of water into the ocean 
every second!
Interviewer: Wow! What’s the slowest?
George: The water in the Everglades. It moves about 3 feet (.9 m) per hour! 
Interviewer: What’s something people might not know about rivers?
George: Many people think all rivers flow from north to south. That’s not 
true! Some flow east to west. Rivers are full of surprises!

By Joanne Mattern

Rainforests Versus Deserts
Rainforests and deserts 
differ in many ways! Let’s 
compare their differences:

Tropical Rainforests Deserts

Amount of rainfall per year 80 to 400 inches  
(200–1,000 cm)

0 to 12 inches  
(0–30 cm)

Climate Hot and wet Hot or cold and dry

Plant life Tall, leafy plants with 
strong roots

Short plants with small or 
no leaves and deep roots

Blooming season All year long Seasonal
Animal life Many large animals Fewer large animals

© Learning A–Z  All rights reserved.
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A word study passage features exemplars of the module’s phonics and/or word study elements as well as high-
frequency words� The magazine-style design includes short fiction and nonfiction articles, a fluency text, and  
a graphic feature or sidebar for extended learning�

An overview of the phonics and morphological elements, as well as the vocabulary and high-frequency words,  
is provided with each word study passage for teacher reference�
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Reading and Listening to Complex Texts
Learning and practicing skills through explicit and systematic instruction is only the first step 
on the road to reading proficiency. With exposure and access to a variety of diverse, complex 
texts, students have the necessary resources to apply those skills in authentic contexts, as 
well as to build topic knowledge, develop reading comprehension skills and fluency, and 
inspire a love of reading.

The Research
• Studies support that engaging students with robust, meaningful texts from the very start  

of their education reinforces purposeful reading (Houck & Ross, 2012).

• Modeling how to read with appropriate fluency and prosody showcases key skills 
and strategies novice readers must use to process more complex reading materials 
independently. Vocabulary, listening comprehension, story schema, and word recognition 
are just a few of the areas that show gains with effective read-aloud sessions (Allington & 
Gabriel, 2012).

• Having domain and background knowledge about a topic supports fluency and 
comprehension because it helps students make rapid connections between what they 
already know and what they are reading (Hirsch, 2003).

• Conceptually rich grade-level books on wide-ranging subjects and in a variety of genres 
spark interest and offer opportunities for students to apply new foundational skills in 
context (Foorman et al., 2016). Building a body of knowledge using multiple texts supports 
later learning and the retention of new knowledge (Cromley & Azevedo, 2007; Ozuru et 
al., 2009).

• Providing high-quality authentic texts and explicit skills instruction gives students the 
competency and agency to pursue their own reading interests (Guthrie et al., 2006). 

Foundations A–Z Research-Based Solutions
The Foundations A–Z program includes rich, complex texts that are used as shared readers 
in grades K and 1 and grade-level texts in grades 2–5. These grade-appropriate texts 
represent a variety of topics and genres and were selected after careful consideration  
of quantitative and qualitative factors.

• The complex texts in each unit are focused on a content-area topic to support knowledge 
building and constructing meaning as students engage with the texts.

• Students work with shared readers and grade-level texts linked to a specific module 
question designed to spark inquiry about the module topic and support knowledge 
building. The module question is introduced and reviewed at the start of each lesson and 
establishes a purpose for reading that motivates students to apply the skills they have 
learned to find an answer.

• Shared readers at grades K and 1 are beyond students’ ability to decode independently. 
The teacher reads them aloud to model fluency and to demonstrate how text features like 
punctuation cue expressive reading.

• Each unit’s scaffolded lessons support reading texts with gradually increasing complexity 
and culminate with a whole-group activity to craft a response to the unit question. This 
response has students synthesizing knowledge and skills gained across all modules. 

© Learning A–Z  All rights reserved.



Research Base for Foundations A–Z • 62 of 88 www.learninga-z.com

Topic Knowledge Focus by Unit

Grade K Grade 1 Grade 2 Grade 3 Grade 4 Grade 5

Unit 1

What is a community? What are the rights 
and responsi-
bilities of people in a 
community?

What is the role 
of government in 
people’s lives?

How can people 
make a difference?

What are the three 
branches of govern-
ment, and how do 
they work?

What events helped 
shape the United 
States, and how did 
the leaders of these 
events make an 
impact?

Unit 2

What are the impor-
tant parts of a story?

What are the 
elements of a story?

How do characters 
respond to events 
and challenges?

How do stories 
help us learn about 
ourselves?

How do specific 
details about story 
elements deepen our 
understanding  
of a text?

How do authors 
develop characters 
who change and 
interact throughout 
a story?

Unit 3

Why and how do 
objects move?

What do we know 
about light and 
sound?

Where can you  
see the effects  
of motion?

How have discov-
eries about energy 
changed our world?

Why are different 
types of energy 
important to our 
lives?

How do we use what 
we know about 
energy and objects 
to develop scientific 
innovations and 
inventions?

Unit 4

What are some 
different kinds of 
art, and why is art 
important?

What is art, and 
where do we  
find it?

How does art help 
people express their 
feelings and ideas?

What is art, and why 
is it created?

How does art differ 
around the world?

How and why have 
the arts changed 
over time?

Unit 5

Why is it important to 
make good choices?

How does doing the 
right thing affect 
yourself and others?

What qualities  
are important  
in a person?

What does it take to 
have a meaningful 
relationship?

What are the quali-
ties of a good citizen,  
and why is it impor-
tant to be a good 
citizen?

How does having 
strong self-
management and 
self-awareness make 
things better for 
ourselves and the 
world around us?

Unit 6

How are living things 
similar and different 
from each other?

How can living things 
survive?

How do living things 
interact with their 
enviornment?

How do living things 
depend on their 
enviornment?

What is the relation-
ship between living 
things and their 
environment?

What scientific 
knowledge helps  
us support and 
sustain life?

Unit 7

What kind of places 
do people go to, 
and how do they get 
there?

What can we learn 
about different 
people and places 
around the world?

How can we learn 
about different 
cultures around  
the world?

Why is it important to 
study geography and 
cultures?

Why is it valuable to 
learn about people 
and places from the 
present and past on  
a global scale?

How and why have 
people, goods, and 
ideas moved around 
the world throughout 
history?

Unit 8

What do we know 
about our world?

What can we learn 
about Earth, and how 
is Earth special?

What is the relation-
ship between Earth 
and space?

Why is it important to 
learn about Earth and 
space?

How do people 
interact with and 
depend on the world 
around them and 
beyond?

How do people 
impact planet Earth 
and beyond?

Students deepen their topic knowledge through the lens of different texts within and across grades�

© Learning A–Z  All rights reserved.



Research Base for Foundations A–Z • 63 of 88 www.learninga-z.com

Scaffolded Knowledge and Skill Building, Grade 1, Unit 5

Each unit includes a unit question and four module questions to build and deepen knowledge in a variety of topics as 
students learn foundational skills�

Unit 5 Question
How does doing the  

right thing affect yourself 
and others?

Module 1 Question
What does it mean to 
be honest?

The Empty Pot
Word Count: 239

Writing
Pretend you are a child other 
than Chen from the story.
Write a journal entry telling  
what you gave to the emperor 
and why.
Social Studies
Draw a map of China.
Label the capital city and five 
important landmarks.

Connections

Visit www.learninga-z.com 
for thousands of books and materials.

Retold by Betty Yee • Il lustrated by Jinwoo Kim

The Empty 
Pot

Module 2 Question
Why are manners 
important?

Rude Robot
Word Count: 208

Visit www.learninga-z.com 
for thousands of books and materials.

Rude Robot Rude Robot 

Written by Maribeth BoeltsWrit ten by Maribeth Boelts
Illustrated by Reginald W. ButlerIllustrated by Reginald W. Butler

Module 3 Question
What are some kinds of 
feelings, and how can 
they change?

Visit www.learninga-z.com 
for thousands of books and materials.

The Lion  
and the Mouse

Word Count: 249

Retold by Harriet Rosenbloom
Il lustrated by Lauren Gal legos

The Lion The Lion 
and the and the 
MouseMouse

Module 4 Question
How can we be kind to 
others?

Writing and Art
Draw a picture and write  
about how you can follow  
the Golden Rule.

Social Studies
Let’s say you see someone 
sitting alone on the playground. 
What can you do to follow  
the Golden Rule? 
Discuss your ideas with  
a partner. 

Connections

The Golden Rule
Word Count: 152

Visit www.learninga-z.com 
for thousands of books and materials.

Writ ten by  
E l izabeth Jane Pusti ln ik

The Golden The Golden 
RuleRule
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Complex Texts 

Chicken Little 
Word Count: 324 CChhiicckkeenn

Little
Home Connection:  

Prepositions in and on
Your reader is learning that 
the words in and on are used 
to help tell where something 
is. Have your reader look 
for these words as he or she 
reads with you. Then have 
your reader write a sentence 
that uses in or on and tells 
where he or she is. 

Retold by Carolyn LeeRetold by Carolyn Lee
Il lustrated by Ivica StevanovicIl lustrated by Ivica Stevanovic

Visit www.learninga-z.com 
for thousands of books and materials.

Writing 
Write a persuasive speech in support 
of creating a national holiday honoring 
Shirley Chisholm.

Social Studies 
Research the qualifications needed to 
run for president of the United States. 
Then write about what Shirley Chisholm 
meant when she said, “In this country, 
everybody is supposed to be able to 
run for president, but that has never 
really been true.”

Connections

Shirley Chisholm
Word Count: 1,138

Visit www.learninga-z.com 
for thousands of books and materials.

Writ ten by Michael Sandler

Shirley
Chisholm

Chicken Little  I  Shared Reading

65

“A piece of it fell on my tail,”  
 said Chicken Little.

“I am going to tell the king.”

“How do you know?” asked Henny Penny. “I will go with you,” said Henny Penny.

 Along the way, she met Henny Penny.

“The sky isThe sky is 
  Chicken Little said.

”

ffaalllliinngg!!

9

Entering Politics 

Chisholm became active with groups  
that were trying to create the social change  
she knew her neighborhood needed . In the 
early 1960s, she began going to Democratic 
Party meetings . 

Every person in her community needed  
a voice . Their problems couldn’t be addressed 
unless their voices were heard . 

Chisholm decided to change the situation 
herself . In 1964, she ran for a seat in the  
New York State legislature . It was already  
a Democratic district, and she won the race 
easily . Chisholm became the only Black 
woman in the legislature . 

Members of the New York State government in 1968

Shirley Chisholm 10

Once in office, Chisholm tried to get help  
to those who needed it most . She wrote  
one bill to provide scholarships for students  
of color . She wrote another to benefit workers 
who had lost their jobs . Four years later, in 
1968, she decided to run for the U .S . Congress . 

Many people, including some in her own 
party, were angry . There had never been  
a Black woman in Congress . “Black women 
can’t run for Congress,” they said . Chisholm 
ignored them . She fought hard and won  
the race . 

Chisholm meeting voters in 
Brooklyn, New York, 1968 (main); 
Congresswoman Chisholm taking 
the oath of office in Washington, 
D.C., in 1969 (inset)

Grade 4 Grade-Level Reader (nonfiction)

Grade 1 Shared Reader (fiction)
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BEST PRACTICE IN ASSESSMENT
Assessment Roles and Purposes
Assessments are designed to serve specific 
purposes, and it is important to understand 
that a test designed for one purpose is 
unlikely to be suitable for another. For 
example, research consistently shows 
that systematic assessment is integral for 
continuously evaluating student performance 
and ensuring that teachers have confidence 
in the instructional decisions they make to 
meet student needs (Fuchs & Fuchs, 1986; 
Black & William, 2006; Hattie, 2009). Such 
assessments are often informal, granular in 
nature, and tied to a specific instructional 
unit’s learning objectives. They are not, 
however, appropriate as broad measures  
of progress toward achieving standards. 

Assessment also serves as a tool for 
documenting growth and as an accountability 
measure. Increased use of assessment 
for accountability purposes resulted from 
the passing of Title I (Improving America’s 
Schools Act of 1994), in which schools were 
required to use state-developed tests to 
document their students’ performance 
according to designated state standards. 
While accountability measures facilitate 
comparison across schools or districts in order 
to shape policy decisions, they are so broad 
in scope that they are of little practical use in 
addressing the specific instructional needs of 
individual students. 

The Foundations A–Z program recognizes this 
dichotomy and provides an assessment suite 
with components that serve both purposes:  
to allow for customizable instruction based  
on student needs and to facilitate comparisons 
of student progress toward achieving state 
standards over time and across classrooms, 
grade levels, and schools.

Interim Assessments 
Interim assessments offer periodic  

snapshots of student progress toward  
state or district benchmarks�

Unit Assessments 
Unit assessments allow for a  

comprehensive overview of achievement  
toward unit instructional goals�

Teacher Checklist 
Teacher observation checklists enable 
progress monitoring across the module  

and inform instruction�

Student Interactivities 
Student interactivities  

provide daily deliberate  
practice and self-assessment  

of lesson objectives�

Proficient, Fluent Readers
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Assessment to Inform Instruction
Several types of assessments created 
to inform instruction are woven into the 
Foundations A–Z scope and sequence and  
are aligned to the learning objectives for  
each instructional lesson, module, and unit.  
They include the following:

• informal student self-assessment in the form of practice interactivities

• informal teacher observation checklists

• formal end-of-unit assessments

Student Self-Assessment, Metacognition, and Motivation 
Metacognition is awareness of one’s thoughts and actions and the outcomes associated 
with them. Such awareness allows learners to examine and refine their thought processes to 
improve outcomes and, ultimately, develop automaticity. It informs the appropriate application 
of skills and concepts learned. 

One of the best ways to develop metacognition in students is by guiding students to self-
assess in a low-stakes/high-trust environment. Rather than using mistakes to indicate success 
or failure, errors are treated as “opportunities to learn,” fostering a culture of risk-taking and 
improvement through ongoing self-evaluation. 

When assessment moves beyond success or 
failure, it becomes a powerful tool for student 
empowerment.

Vicki McCoy,  
Northwest Evaluation Association, 2020

Use 
assessment  
to promote  
a growth 
mindset.

Encourage 
student voice 
and choice of 
assessment.

Creating  
a risk-free 
culture of 
learning

Use 
assessment 

results to teach 
varied strategies, 

tools, and 
processes.

Make self-
assessment 

part of regular, 
deliberate 
practice.
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Student self-assessment in Foundations A–Z occurs as learners engage with game-like 
practice interactivities completed independently after direct instruction. The interactivities 
are brief, entertaining, and offer immediate feedback that allows students to reflect on and 
correct their misconceptions and misunderstandings as they revisit a task and make a second 
attempt to perform that task correctly. With teacher guidance, the process provides access to 
avenues of deeper learning and profound cognitive growth and development (Holl, n. d.). 

Providing continual, systematic opportunities for practice, followed by immediate feedback, 
supports students’ ability to retain information long term and builds student motivation and 
desire to improve (Hattie, 2009; Hattie & Yates, 2013). The process cultivates a growth 
mindset and empowers students to be active learners. 

Teacher Observation and Developing Expertise
Observation checklists are used for formative evaluation and are embedded in each lesson 
of the Foundations A–Z program to help teachers identify and address student missteps and 
misunderstandings early on. By focusing on leading indicators of progress as students are 
learning, rather than waiting for lagging indicators presented in end-of-unit tests, teachers 
can prevent the development of bad habits at the outset. Progress-monitoring assessments 
allow educators to check in on a student’s understanding of instruction and provide the 
opportunity for educators to quickly adjust their instructional practice in an informed way 
(Guskey, 2003; Malcom, n. d.).

Using the checklists as formative assessments serves not only to help teachers diagnose and 
address student difficulties but also to improve their own metacognitive skills as educators. 
Paying deliberate attention to student behavior and adjusting instruction accordingly 
becomes second nature, developing instructional automaticity that alleviates the need for 
formal diagnostic testing. Teachers become more attuned to signs of trouble and more aware 
of which interventions are most effective in addressing them. 

Formal Unit Assessment, Reporting, and Follow-Up
Data from both informal and formal assessments combine to present a comprehensive 
overview of student abilities. Utilizing different types of assessments yields richer student 
information, providing a balanced and comprehensive view of student learning (Snow et al., 
1998; Pellegrino, 2006). Informal, ongoing assessments, such as checklists, yield immediate, 
actionable data on student performance. While valuable, such data do not negate the use 
of formal assessment reports to provide a snapshot of student abilities and drive decisions 
about instructional next steps that best serve all students in a class. 

Formal assessments such as program unit tests are typically comprehensive and assess 
the specific learning goals or objectives taught in that instructional block. Ideally, results 
are presented in reports that link appropriate program resources for reteaching or enriching 
key skills and concepts as needed. Reports can help to facilitate small-group instruction by 
indicating subgroups of students all demonstrating similar strengths and weaknesses. Formal 
assessments can also serve as a check on which instructional shifts made during informal 
evaluation were most effective in correcting student misperceptions.
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Assessment as a Growth and Accountability Measure
System-wide assessment, be it at the grade, 
school, or district level, can serve several 
purposes. When test content is aligned to 
institutional or state standards, test results 
can offer a snapshot of how students are 
progressing toward a mandated goal or  
grade-level benchmark. Similarly, such 
tests can provide data on how effective an 
instructional program or teaching method is in 
moving students to achieve that goal. Growth 
or improvement can be noted when parallel tests are administered at regular intervals. 
Variations across subgroups of test-takers in meeting those standards can be noted  
and addressed. 

To accomplish these purposes, such assessments must meet certain criteria:

• The assessments must be valid. Validity refers to “ . . . the degree to which evidence and 
theory support the interpretation of test scores for proposed uses of tests” (American 
Educational Research Association et al., 2014, 225). In its simplest form, validity answers 
the following question: Is the assessment measuring what it is intended to measure? 
(Downing, 2003; Kane, 2006; Kane, 2013; Messick, 1993; National Research Council,  
2002, 2014). Establishing validity is a process and involves a number of types of evidence.

• The assessments must be reliable. One way to increase reliability across assessments  
is, as far as possible, to create forms that are parallel in content and, where appropriate,  
in difficulty. When care is taken to create parallel content and difficulty, measures  
of reliability reveal how consistent an assessment is—across forms and occasions— 
in gauging students’ ability and their achievement on predetermined skills, concepts,  
and standards (American Educational Research Association et al., 2014; Northwest 
Evaluation Association, 2020).

• Test results and reports must be transparent and comparable. Because it is impossible 
for a single test to cover all curriculum standards, results are reported using scoring 
categories that represent a sampling of items covering some of the standards within that 
category. What learning objectives and standards fall into each scoring category should 
be clearly indicated. In order to facilitate comparison and document growth, categories 
must be consistent across test forms and grade bands.

The Foundations A–Z program offers interim assessments as system-wide growth and 
accountability measures. Three test forms at each grade level are aligned to benchmark 
foundational reading curriculum standards as defined by the Common Core State Standards. 
These interim assessments were developed according to the criteria listed above and can 
be administered at the start, midpoint, and end of the academic year. Parallel forms with 
similar content distribution, item formats, and standard coverage and uniform score reports 
enable comparisons across groups of students to determine overall progress toward meeting 
system-wide benchmarks. 

Standards provide a vision for teaching and 
learning, but the vision cannot be realized 
unless the standards permeate the education 
system and guide curriculum, instruction, 
teacher preparation and professional 
development, and student assessment.

National Research Council, 2012
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Design of the Foundations A–Z Assessment Suite
As a complement to the Foundations A–Z commitment to “rigorous, systematic, and 
explicit instruction that addresses the essential components of literacy” (NICHD, 2000), 
a comprehensive assessment system is included to assist educators in being reflective 
practitioners to adjust their instructional practice to meet their students’ specific needs 
(Spear-Swerling, 2019). The Foundations A–Z assessment suite features both formative and 
summative assessments designed to inform instruction and document growth toward meeting 
state benchmarks. Together, these instruments provide a comprehensive picture of students’ 
needs, strengths, and overall abilities. 

Student Practice Interactivities: Formative Assessment
Every lesson includes two to three independent digital activities aligned to skills and 
concepts taught. Once a lesson is complete, the teacher can assign the lesson’s practice 
interactivities for students to demonstrate independently the skills learned during the lesson. 
As students complete the practice interactivities, they receive content-specific feedback 
(or reminders or prompts) that assists them with identifying why they are struggling with the 
given skill or concept and guides them to complete the task correctly. After an initial incorrect 
answer and its corresponding feedback, students are provided a second attempt at the item 
where they can revise their answer based on the feedback received. 

Sample interactivity

Practice interactivities are a formative assessment that offer opportunities for students to 
participate in mindful and productive tasks that foster self-awareness and that challenge 
understanding. Offering immediate feedback and opportunities for correction ignites 
metacognitive processes that lead to lasting learning gains, creating self-directed,  
independent learners. 
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Feb 06, 2021 G3 U4 M5 L4 
Grade 3 | Lesson

26 82% 48%

Feb 07, 2021 G3 U4 Assessment 
Grade 3 | Lesson

26 20%

Date Assigned Assignment Students Assigned Total Progress Average Score

Feb 05, 2021 G3 U4 M5 L3 
Grade 3 | Lesson

26 100% 72%

Feb 04, 2021 G3 U4 M5 L2 
Grade 3 | Lesson

26 94% 89%

Teachers can monitor how well students meet these challenges by using the Assignment 
Progress feature. Both individual and group scores for assigned lesson interactivities can  
be tracked. 
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Sample observation checklist

www.learninga-z.com

Use the following page to keep notes based on observations for all days of this module including day 5.Key:  +  exceeds   =  meets   ―  approaches

Observation Checklist

Grade 1 • Unit 2 • Module 3

Lesson 1
CFU 1: Phonological Awareness: I can identify the sound that 

has changed from one word to the next.
CFU 2: Phonics: I can read words with initial L-blends.
CFU 3: Phonics: I can count syllables by counting vowel 

sounds.
CFU 4: Phonics: I can recognize that a closed syllable ends 

with a consonant.
CFU 5 High-Frequency Words: I can read and write the word 

want.
CFU 6 Fluency: I can, with prompting and support, listen to, 

read, and understand first-grade texts.
CFU 7 Fluency: I can recognize and read words with initial 

L-blends.
CFU 8 Language Connection: I can write complete sentences.
CFU 9 Handwriting: I can form upper- and lowercase letters.

Lesson 2
CFU 1 Phonics: I can read words with the phonogram -uck.
CFU 2 Print Concepts: I can explain that a sentence starts with 

a capital letter.
CFU 3 Fluency: I can, with prompting and support, listen to, 

read, and understand first-grade texts.
CFU 4 Phonological Awareness: I can identify the sound that 

has changed from one word to the next.
CFU 5 Phonics: I can read words with final L-blends.
CFU 6 Phonics: I can count syllables by counting vowel sounds.
CFU 7 Phonics: I can recognize that a closed syllable ends with 

a consonant.
CFU 8 Fluency: I can recognize and read words, phrases, and 

sentences with final L-blends.
CFU 9 Language Connection: I can speak in complete 

sentences.

Lesson 3
CFU 1 Phonics: I can read words with the phonogram -uck.
CFU 2 Phonological Awareness: I can identify the sound that 

has changed from one word to the next.
CFU 3 Phonics: I can read words with L-blends.
CFU 4 Phonics: I can count syllables by counting vowel sounds.
CFU 5 Phonics: I can recognize that a closed syllable ends in a 

consonant.
CFU 6 High-Frequency Words: I can read and write the words 

come, some, done, and from.
CFU 7 Fluency: I can recognize and read words, phrases, and 

sentences with L-blends in connected text.
CFU 8 Fluency: I can stop and correct an error while reading 

and reread to check for understanding.
CFU 9 Phonics: I can spell words with initial and final L-blends.
CFU 10 Handwriting: I can form upper- and lowercase letters.
CFU 11 Language Connection: I can write complete sentences.

Lesson 4
CFU 1 Phonics: I can read words with the phonogram -ack.
CFU 2 Print Concepts: I can explain that a sentence starts with 

a capital letter.
CFU 3 Phonological Awareness: I can identify the sound that 

has changed from one word to the next.
CFU 4 Phonics: I can read words with L-blends.
CFU 5 Phonics: I can count syllables by counting vowel sounds.
CFU 6 Phonics: I can recognize that a closed syllable ends with 

a consonant.
CFU 7 Spelling: I can spell words using information I learned.
CFU 8 Handwriting: I can form upper- and lowercase letters.
CFU 9 Fluency: I can recognize and read words with L-blends  

in connected text.
CFU 10 Language Connection: I can speak in complete 

sentences.

Name Lesson 1 Lesson 2 Lesson 3 Lesson 4
1 2 3 4 5 6 7 8 9 1 2 3 4 5 6 7 8 9 1 2 3 4 5 6 7 8 9 10 11 1 2 3 4 5 6 7 8 9 10
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Use the following page to keep notes based on observations for all days of this module including day 5.Key:  +  exceeds   =  meets   ―  approaches

Observation Checklist

Grade 1 • Unit 2 • Module 3

Lesson 1
CFU 1: Phonological Awareness: I can identify the sound that 

has changed from one word to the next.
CFU 2: Phonics: I can read words with initial L-blends.
CFU 3: Phonics: I can count syllables by counting vowel 

sounds.
CFU 4: Phonics: I can recognize that a closed syllable ends 

with a consonant.
CFU 5 High-Frequency Words: I can read and write the word 

want.
CFU 6 Fluency: I can, with prompting and support, listen to, 

read, and understand first-grade texts.
CFU 7 Fluency: I can recognize and read words with initial 

L-blends.
CFU 8 Language Connection: I can write complete sentences.
CFU 9 Handwriting: I can form upper- and lowercase letters.

Lesson 2
CFU 1 Phonics: I can read words with the phonogram -uck.
CFU 2 Print Concepts: I can explain that a sentence starts with 

a capital letter.
CFU 3 Fluency: I can, with prompting and support, listen to, 

read, and understand first-grade texts.
CFU 4 Phonological Awareness: I can identify the sound that 

has changed from one word to the next.
CFU 5 Phonics: I can read words with final L-blends.
CFU 6 Phonics: I can count syllables by counting vowel sounds.
CFU 7 Phonics: I can recognize that a closed syllable ends with 

a consonant.
CFU 8 Fluency: I can recognize and read words, phrases, and 

sentences with final L-blends.
CFU 9 Language Connection: I can speak in complete 

sentences.

Lesson 3
CFU 1 Phonics: I can read words with the phonogram -uck.
CFU 2 Phonological Awareness: I can identify the sound that 

has changed from one word to the next.
CFU 3 Phonics: I can read words with L-blends.
CFU 4 Phonics: I can count syllables by counting vowel sounds.
CFU 5 Phonics: I can recognize that a closed syllable ends in a 

consonant.
CFU 6 High-Frequency Words: I can read and write the words 

come, some, done, and from.
CFU 7 Fluency: I can recognize and read words, phrases, and 

sentences with L-blends in connected text.
CFU 8 Fluency: I can stop and correct an error while reading 

and reread to check for understanding.
CFU 9 Phonics: I can spell words with initial and final L-blends.
CFU 10 Handwriting: I can form upper- and lowercase letters.
CFU 11 Language Connection: I can write complete sentences.

Lesson 4
CFU 1 Phonics: I can read words with the phonogram -ack.
CFU 2 Print Concepts: I can explain that a sentence starts with 

a capital letter.
CFU 3 Phonological Awareness: I can identify the sound that 

has changed from one word to the next.
CFU 4 Phonics: I can read words with L-blends.
CFU 5 Phonics: I can count syllables by counting vowel sounds.
CFU 6 Phonics: I can recognize that a closed syllable ends with 

a consonant.
CFU 7 Spelling: I can spell words using information I learned.
CFU 8 Handwriting: I can form upper- and lowercase letters.
CFU 9 Fluency: I can recognize and read words with L-blends  

in connected text.
CFU 10 Language Connection: I can speak in complete 

sentences.

Name Lesson 1 Lesson 2 Lesson 3 Lesson 4
1 2 3 4 5 6 7 8 9 1 2 3 4 5 6 7 8 9 1 2 3 4 5 6 7 8 9 10 11 1 2 3 4 5 6 7 8 9 10
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Teacher Observation Checklist: Formative Assessment
Embedded in each lesson is an observation checklist designed to be used as an informal, 
formative measure of how students are learning “in the moment.” Teachers complete the 
checklist as they monitor student performance during discussion and whole group learning 
activities, as well as noting how students navigate the practice interactivities. Checklists are 
available as fillable PDFs; they can also be printed and completed manually. 

Numbered learning objectives for each lesson in a module are listed above a class roster, 
which allows teachers to quickly note areas of need and strength for each student. Teachers 
can then adjust instruction by organizing students demonstrating similar needs for small-
group instruction, pairing weak with strong students in collaborative learning activities,  
or directing proficient students toward tasks requiring them to stretch their abilities a bit. 

As an added benefit, repeated use of the checklist hones teachers’ abilities to recognize 
early indications of learning gaps and respond appropriately and quickly.
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GK Foundations A–Z Unit Assessment Blueprint

Total Test Length: Items 22

Reporting Category 1: Foundational Skills 14

Print Concepts 2

Phonological Awareness 6

Phonics 6

Fluency 0

Reporting Category 2: Language Skills 8

High-Frequency Words 6

Grammar and Mechanics 2

Foundations A–Z grade K unit test blueprint

Formal Unit Tests: Formative and Summative Assessment 
At all grade levels in the Foundations A–Z program, each of eight units concludes with a 
formal unit assessment. Unit assessments consist of twenty-two items for grades K and 1, 
and thirty items for grades 2 through 5. The assessments are summative in that test items 
correspond to the skills and concepts taught across all four modules of that unit. Items are 
grouped into broader categories or domains, such as phonics or high-frequency words,  
as per the test blueprint for that grade. 

Because reporting categories are uniform across grade bands (K and 1 and 2–5), they  
allow teachers to note which areas students most struggle with or excel in. In this way,  
the unit tests also function as formative assessments that inform follow-up instruction using 
recommended reteach or enrich activities linked to key concepts and skills. End-of-unit 
tests can be completed on the Foundations A–Z digital platform or using a printed paper-
and-pencil version. To give students the best chance for success, unit assessments in both 
formats are untimed and can be administered in a single session or in multiple test sessions. 
The program’s test administration manual provides detailed information on administering both 
versions of the test as well as how to interpret scoring. 
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Since interim assessments are intended for use as summative growth and accountability 
measures, they were designed with that function in mind:

• Skills and concepts tested are mapped onto grade-level state standards for foundational 
skills as well as program learning objectives (LOs).

• Scores are reported by grade-level state standards as well as by program LOs.

• Test forms within a grade are parallel in content (testing the same standards across all 
forms) but scaled in difficulty from beginning to end of year.

The beginning-of-year assessment can be used as a baseline or starting point for documenting 
growth toward state benchmarks. If desired, it can also be used for diagnostic purposes as it 
informs teachers of what students know or do not know going into the new school year. This 
information helps teachers determine individual student knowledge of foundational skills in 
order to build on their students’ strengths as well as address areas of need. The program’s 
middle and end-of-year assessments track and identify what students have learned and 
determine if they are on track for meeting grade-level standards. 

Interim Tests: Summative Assessment
Interim assessments are administered three times a year: at the beginning of the program, 
upon completion of Unit 4 (the program midpoint), and after Unit 8 is completed at the end 
of the year. Blueprints for the interim assessments are similar to unit assessment blueprints 
insofar as they include test items aligned to grade-level skills and concepts that are grouped 
by reporting categories. However, interim test forms are significantly longer due to their 
scope and include fifty test items in all grades.

G3 NGRF Interim Assessment Blueprint

Total Test Length: Items 50

Reporting Category 1: Foundational Skills 23

Phonics 19

Fluency 4

Reporting Category 2: Language Skills 27

High-Frequency Words 7

Vocabulary / Grammar and Mechanics 20

G4 NGRF Interim Assessment Blueprint

Total Test Length: Items 50

Reporting Category 1: Foundational Skills 24

Phonics 20

Fluency 4

Reporting Category 2: Language Skills 26

High-Frequency Words 6

Vocabulary / Grammar and Mechanics 20

Foundations A–Z interim assessment blueprints for grades 3 and 4
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Score Reports
Automated individual and group score reports are generated for student self-assessments 
(practice interactivities), unit tests, and interim assessments. All reports provide criterion-
referenced data on student performance using program learning objectives or grade-level 
foundational skills standards. These data show competency levels for each of the tested skills.

Sample group report showing scoring categories

Feb 06, 2021 G3 U4 M5 L4 
Grade 3 | Lesson

26 82% 48%

Feb 07, 2021 G3 U4 Assessment 
Grade 3 | Lesson

26 20%

Date Assigned Assignment Students Assigned Total Progress Average Score

Feb 05, 2021 G3 U4 M5 L3 
Grade 3 | Lesson

26 100% 72%

Feb 04, 2021 G3 U4 M5 L2 
Grade 3 | Lesson

26 94% 89%

Cut points for each competency level were determined based on research on the effectiveness 
of mastery learning and holding students to specific criteria in elementary grades. Applying a 
mastery level of at least 80 percent accuracy resulted in high levels of student achievement 
(Anderson et al., 1992; Block & Burns, 1976; Kulik et al., 1990; Mevarech, 1985). 

Three color-coded scoring criterion categories highlight students’ progress for each digital 
assessment within the Foundations A–Z program.

• Red: 0%–69% (Reteach opportunity)

• Yellow: 70%–79% (Reinforce opportunity)

• Green: 80%–100% (Enrich opportunity)

These resources are populated based on the specific skills, objectives, and standards that 
each question in the assessment is aligned with. This level of alignment ensures that students 
receive resources specifically geared toward assisting them in making progress with the 
concepts and skills causing them the most difficulty (Schacheter & Piasta, 2021).

Foundations A–Z assessments are linked to instructional resources to further strengthen 
their foundational reading skills. Based on students’ performance, educators receive tailored 
instructional recommendations to reteach important foundational skills, reinforce student 
understanding, or enrich their learning by providing appropriate challenges to expand their 
skills. Those resources are described in detail in Learning Desing Principles, and Building 
Reading Skills sections.

Feb 06, 2021 G3 U4 M5 L4 
Grade 3 | Lesson

26 82% 48%

Feb 07, 2021 G3 U4 Assessment 
Grade 3 | Lesson

26 20%

Date Assigned Assignment Students Assigned Total Progress Average Score

Feb 05, 2021 G3 U4 M5 L3 
Grade 3 | Lesson

26 100% 72%

Feb 04, 2021 G3 U4 M5 L2 
Grade 3 | Lesson

26 94% 89%
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Developmentally Appropriate Design and Format
Assessing young children poses particular challenges, especially when done in large and 
small groups. Primary-grade students (grades K–2) have limited or no experience with test 
item formats like those typically found on large-scale, high-stakes assessments or even 
in many traditional basal reading programs. Special consideration must be given to the 
developmental appropriateness of tasks students are asked to complete and whether novice 
test-takers can easily navigate those tasks. Item formats or test construction that impedes 
students’ ability to respond compromises the validity and reliability of test data.

The National Association for the Education of Young Children (NAEYC, 2020) and the 
National Association of Early Childhood Specialists in State Departments of Education 
(NAECS/SDE, 2013) provide clear recommendations for creating assessments for children 
eight years old and younger. Test developers should do the following:

• use assessment methods that are developmentally appropriate

• ensure that what is assessed is developmentally and educationally significant

• make the primary focus children’s gains or progress as documented in observations, 
samples of classroom work, and other assessments over the duration of the program 

The design and digital format of Foundations A–Z assessment takes all of these concerns  
into consideration.1 The program offers a variety of digital assessment resources in order to 
provide a complete profile of student ability. In addition, the digital item formats available in 
Foundations A–Z enable the assessment of foundational skills and competencies that are less 
amenable to traditional assessment methods, such as phonological awareness or fluency/
prosody. Voice-to-text technology, along with touch-screen responsiveness, makes it easier 
for students to complete items independently (Miller, 2019). Finally, the digital format enables 
immediate feedback to both teachers and students, a keystone of formative assessment that 
drives instruction and promotes learning (United States Department of Education, 2017).  
A compendium of assessment items used in the Foundations A–Z program can be found  
in the Assessment Administration Guide.

1  Foundations A–Z assessments are also available in paper-and-pencil format for teachers who choose to administer  
the tests individually�
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So . . . Why Foundational Skills?
The answer is simple and straightforward: Reading with understanding is at the heart of all 
learning in school, but students must first be able to “crack the code.” The Foundations A–Z 
program teaches word recognition and language skills students need to decipher words and 
glean their meaning. A comprehensive scope and sequence, research-based systematic 
instruction, and a robust assessment suite all combine to support the development of 
fundamental reading skills students will call on repeatedly as they progress through school. 
And as their proficiency in these basic skills grows, so too will students’ fluency and 
confidence, helping them become the drivers of their own learning in the classroom  
and beyond.
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