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Report of the Kindergarten-Second Gade Phonics Materials Review
for the Ames Community School District
This report describestiei ndi ngs from the |l owa Reading R
reviewof the threesets of materialased in thaVord Study Team Foundational Skills Materials
Pilot study forthe Ames Community School Distri¢Ames CSD see

http://www.ames.k12.ia.us/2016/12/updatmt-literacy-materials). The materialstudied were:

T Fount as &hoRits hassoiE&P) s
T Nati onal @eachyintoaPphdmicgReach)
1 Wi | s eundatonsFundation}

This review was one component of a multifaceted evaluation conducted by the IRRC in
support ofAmesC S D foundational skillsnstruction inkindergarten (K, first (G1), and second
grades (G2)Reviewers applied the rubrics available in @Gu#de for Reviewing a Reading
Program(Kosanovich et al., 2008) to consider how well each program aligned with research
based content and instructional approaches for phonological awareness and phenics.
appendixcontains a description of the procedur@tofved to arrive at the information contained
in this reportDefinitions of the criteria categories in the rubric are provided ifGihide for
Reviewing a Reading Prografdosanovich et al., 2008)

Findings
Thepercentagesf rubric criteria present in eagiogramby categoy and gradere

presented in the table below


http://www.ames.k12.ia.us/2016/12/update-pilot-literacy-materials/

Table 1

Percentages dRubric Criteria Present inEach Program byCategory andGrade

F&P Reach Fundations
Overall 44% 86% 78%
K Overall 47% 85% 76%
G1 Overall 40% 87% 78%
G2 Overall 47% 85% 81%
Instructional Design (ID) 53% 82% 7%
K ID 53% 80% 7%
G1lID 53% 83% 77%
G2 1D 53% 83% 7%
Phonological/Phonemic Awareness (PA) 55% 92% 65%
K PA 63% 93% 68%
G1 PA 45% 91% 61%
Phonics 32% 94% 94%
K Phonics 25% 93% 93%
G1 Phonics 28% 95% 95%
G2 Phonics 43% 94% 94%
Motivation & Engagement (ME) 50% 50% 0%
K ME 50% 50% 0%
G1 ME 50% 50% 0%
G2 ME 50% 50% 0%
Assessment 33% 33% 89%
K Assessment 33% 33% 100%
G1 Assessment 33% 33% 100%
G2 Assessment 33% 33% 67%




Overall,Reach met 8% of the criteriaFundationsnet 8%, and F&P met4P6. This
general pattern of findings was consistent across grades and most categories (i.e., ID, PA, and
Phonics)In theMotivation & EngagementME) category, both Reach and F&P met 50% of the
criteria, butFundationgdid not meet any of the criteria. Conversélyndationsnet 89% of the
criteria in the Assessment category, while Reach and F&P both met 33% ofrikerse Using
the criteria the Ame€SDWord StudyTeamapplied the resuk are little changed: Reach =
88%, Fundations= 79%, and F&P 50%.The expl anati ons of revi ewer
in the sections that follow. Because there were not substantial differences in the scores for each
grade within a categoyyheexplanationapply across gradésG2, unless otherwise noted
F&P
Instru ctional design (ID).The overall ID rating for F&P was 53%, and this also was the
score in each gradbBlo empirical research on the progravas cited butthere was a description
of how the developemonsultedcurrent research when creating and refinhenaterialsand
continuum.There also waa strong rationale for the instructional approach and program
strategies.
As reviewed &P included100minilessons at each grade lewelG2, that providd a
fibig picture view of phonics, spelling,andwad udy 6 ( Fount aps2).&acPi nnel | ,
minilesson coverethefiNine Areas of Learning early literacy concepts, phonological
awareness, letter knowledge, letseund relationships, spelling patterns, higdguency words,
word meaning/vocabulary,ard structure, and worsblving actionsThese wee defined by the

authors as important aspects of a comprehensive gmmoigran. The minilessons we



designedto take 105 The Lesson Selection Map

minutes of instruction by | The Lesson Selection Map catalogs all Grade 2 lessons by Continuum category and suggested
time of year (early, midd'e, or laig). In creating this Map we considered how children’s experience
the teachefollowed by is likely to build throughout the year as a resuft not only of the direct teaching of principles related
to letters, sounds, and words but also of their daily experiences hearing written language read
10-20 minutes oftudents [ aloud and participating in shared, independent, and guided reading and Interactive, guided, and
independent wiriting

apgdying and sharing

Again, this Map is not a rigid sequence; it is a continuum of easier to harder principles. It will help
you think in broad strokes about the program you are designing for the children in your classroom,
what they learned. which must always be considered in light of your observations and assessments of what your
students know and can do at any given point. If children are very knowledgeable and experienced,
The introductory you may decide that some lessons can be abbreviated or omitted. You will also want to design
more lessons on principles children need (see Teaching Resources, Lesson Template). If children
materialsacknowledgd are very inexperienced in a given area, lessons may need to be repeated using different examples.

: gy, eanng 1 QP vernvhelmina: however keep in mi al
that tHs was not a A whole year of lessons may seem overwhelming; however, keep in mind that;

» Any one lesson takes ten to fifteen minutes or less.

Complete readmg » Some lessons can be skipped or shortened.

= Some lessons will go very quickly because children have acquired most of the requisite

programor one intended R
knowledge already through reading and writing in the classroom.

to progress |inear|y from Even if you do not use all the lessons, reflecting on the Map will help you be aware of the entire
body of knowledge that is important for second graders to acquire as a foundation for literacy

lesson 1 through 100 learning.

Rather the lessons we Figure 1.Lesson section map example.

designed to enhance studéi¢smrning and not repladke reading ofctual texts. Thenaterials
alsoweredesigned so thaeachersvould be able to select appropriate minilessionany
sequenceghey determinedb targetthe skills thatwould help students be successfiiheorder of
lessons wa fluid, and teachersould have students revisit minilessons often until students
masteedaskill. Although there was a grads-grade scope and sequence of skills targeted by
the program, this did not bledown the progression of lessons within the grades. Rather, there
was a lesson selection map (Figure 1) that connected lessons within-tegehd®ok.

A seemingstrength ofF&P was the flexibility to determine lessoas informed by

st udent s @erfonmancé odailp assessmenfboth formative and summative)



Neverthelesgjespite the assessments and record keeping forms provided, the material offered
little direction on how to interpret the data or use them to make instructional decigiere

were multiple lessons that covered many of the phonics skills for students at different levels of
ability as wellas amonthly guide and continuum for when the different skills should be taught

and mastered across grade levels (Figure 2)

Phonological Awareness, continued
PRINCIPLE ExpLaRAON 0F PRICIFLE
PRE-K GRADE K GRADE 1 GRADE 2 GRADE 3
early | mid | lale arly | mid | [ale garly  mid | lale early  mid | laie

Hearing and saying syllables % You can hear and say the syllables In 2 word [{o-ma-fo, tamate], **
% Some worils have ang syllable [eaf].
¥ Some words have two syllables [ean-ay, candy].
£ Soma words have three or more syllables [um-Oref-fa, wnbrelia]. **

Spllables

Blending syllables # You can blond syllables together [pes-cll, posgif]. **
Hearing and segmenting onsets and imas # You can hear and say the first and last parls of a word [c-ar, car; @-ay, phay].
Blending ongsis with rimes % You can hland word parts together [o-og, dog]. *?

Dnsets and Fimes

Figure 2.Scope and sequence

However,the materials only offered an early, mahdlate indicator of when the lesson
would best fit into the schoolygam ot i nt o t he studentlhEsgoulst age of
bea deficit of the progrant a teachepossesskinsufficientknowledge ofphonicsand reading
development to plalessonsappropriatey. Importantly, there was no scope and sequence
connecting the minilessons to specific skills on the learning continwhimhwould have
provided guidance for determing when to teach what lessan a fashion that aligned with the
developmental acquisition of phonic skills. In addition, there was no index to identify where
skills were within the manuainstead, there wertabs that separated thene Areas of Learnig
(e.g.,phonological awarenesab). Hence, it would be difficult for teachers unfamiliar with the

materialsto navigatehemwithout spending a great deal of time searching.



Minil essongyenerallywere short and conciseth clear and logical organization to the

order and procedure$here was a clear teacHed fiTeacld section(although without direct

teacher modelinga studented fApplyo section(although without explicit differentiationjand

anShar® section where gdents shared their work with the class. The lessonsralsmled

ways studentsould interact with the teacher aather studentxonnections to other reading

components, suggestions for practicing at hamedways students couldemonstrate individual

mastery of the skills taughileverthelesghere was not a recommendation for how many

minilessons should be taught per day or week, and there were no specific scaffolds for students

with reading difficulties or enrichment actias for those who were excelling. Included in each

lesson was a section with tips and ideas to support English le@Ehs)sbut there were no clear

examples ohow to providespecific feedbacko studentsSuggestions generallyare vague (see

Figures 3and 4).

Working with English
Language Learners

English language leamers will need simplg
axamples and many repetitions to understand
verb endings. Inflectional endings are often
difficult for English leamers: Demonstrate and
then have them work in pairs to create simple
sentences that will help them understand the
function of verbs. A few powerful examples vl
help them buikd categories for these viords.
You will want to help them natice the endings
in print because they often leave them off in
spoken language.

Consider Your Children

Use this activity after the children have learned
to hear and clap syllables in words and have
participated in shared reading of rhymes and
songs. Ba sure the children know the meaning
of first and fast in connection with the
sequence of sounds and letters. The technical
terms onsetand time are not necessary 10
understand the concept, This Iesson sets up a
routine for word play that can be used at any
time during the scheol day. Whenever you have
a minute or two of down time, you can make a
game of one or two quick examples.

Figure 3.Consider your children

Figure 4. Working with ELs

ThefConsider Your Childremsections appeared at the start of lessons to highlight the

skil |l being taught and

suggest how t

(0]

det er mi

this | esson when the children understanrd t

h e



to refer to thdiTeachingResourcedsectionto locate and administer the assessment for those
skills.
The lessonsontained few directives to ensure accurate implement&ismne. h t eac her 0
manual included explanations and routines to teach to stutlantsithoutclearguidance,
implementation of théessonsvas open to interpretatioNoreover theintroduction indicated
the lessons welietended onlyasa sampling obuggestions o provi de fAa c¢cl ear p
whichyoucan@at e your (m@n | essonsao
Phonologicalphonemic awareness (PA)The overall PA ratindor F&P was 5%6. (K =
63%; G1=45%;G2 =N/A). There were many lessons devoted specificaltjeteeloping PA
skills (K =26lessonsG1 = 11lesson} and the associated guidemvideda comprehensive
continuum of skilland component®r teachers. It started with the larger unégy(,words and
syllables)or easier skills (e.g., rhyminghd progressed to smaller unigsg.,phonemespr
more complex skillge.g.,segmenting and mgulating phonemégsHowever, eachers could

potentially skip around within the PA lessons aitlermiss teaching a skillitogetheior teach

the skills out of their proper developmental seqUENCY™ proneme chart

We examine forty-four phonemes. The actual sounds in the
language can vary as dialect, articulation, and other factors in
speech vary. The following are COmMmon sounds for the letters

Hence, instruction was not designed to be systemati

beausethere was no clear order in which specific Ll :

Consonant Sounds

. b /b/ box n /n/ nest ch /ch/ chélr

lessons should be taughhd no cleaconnection from d/d/dog  p/p/pail  sh/sh/ship

f /il fan r /r/ rose wh /hw/ what

g /g/ gate s /s/ sun th /th/ think

h /h/ house t/i/ top th /TH/ the
one lesson to another. nn bl R

k /k/ kite w /w/ was zh /zh/ measure

. i 1 /I/ leaf y Iyl yell
TheK lessongrovided a phoneme chart to aif = m/m/ mep  =/z/ze0

Vowel Sounds

i iati i . /al gat 60/ moon /6 bird
in pronunciation offifferent letters and clusters, buit e il et
i/ fish /i/ bike fou/ house /&l car
/ol mop /6/ boat /?V boy /al chair
did notdesignatehe stop or continuous sounds 1l nut /il mule /0! tall

(Figures). Figure 5.Phoneme articulation chart.



Throughoutmuch of thePA materialsthe focus was on identifying initial, final, and
medial sounds. Oftemstruction in soundwaspaired with lettersprimarily through magetic
letters and picture cardfhis made the PA instruction difficult to distinguish from phonics
instruction Other PA activities also were heavily text dependanth as phame segmenting
and manipulation

Phonics The overall phonics ratingpr F&P was 326 (K = 25%; G1 = 28%(2 =43%).
There were many lessons devoted specifically to phonics skills throughqguotram and the
associated guide provided a comprehensive continuum of skills/instruction for teachers.
Instruction progressed from simple to more complex concepts in many of the lessoKs {atg.,
toTike; G1:VC to CVCe;G2: CVCC to CVVC). There were some exceptitmthese logical
progressias such as in G1 where short and long vowels were tautiteé same lessaather
than starting with the easier short vowels alone before adding long véwelgist as the PA
section, teachers could potentially skip around within the phonics lessons and either miss
teaching a skill altogether or teach the slallg of their proper developmental sequence. Hence,
instruction was not designed to be systematic because there was no clear order in which specific
lessons should be taught or connection from one lesson to another.

The location of the phonics lessons edrsomewhatMuch oftheinstruction appeared in
thef Wird Meaning andfi Wrd Structured sections, angvord families were taught within the
spelling patterns. In G1 and G2, consonant clusters (blends and d)grapbsaught as part of
the lettersound relationship lessori&hroughout the materiglgettersoundswere tightly
connectedte t u d e nt sothereveasiigtle concern for teaching higtility letters and
sounds over low utility one$4oreover, the lessons were not structured to nstweents from

lettersound relationships to applying those skills to decode word lists or read decodable texts.



Consistent with the devdedodapletexs derepnbtintluolednphb i ¢ a |
materials

Across the grades, different segiesweretaught for decoding (particularly chunking),
but there were not clear explanations for how, when, or why students would apply a particular
strategy to read unknown wordsotably, the program did not addis multisyllabic word
analysisand offeed very limited morphology instructioin G2 some lessons included suffixes
butno lessons in any grade taught prefixesssos focused heavily omword analogy(noticing
the similarities irspelling andetter patternsaamong words Within thematerials there was a
specific section devoted to higrequency word instructionyith the general recommendation
that 25 be learned by the endkofind the top 150 higfrequency words learned by the end of
G2. Howevertherewas no clarification thatosne wordswvould beregular and decodable and
somewould beirregular and not decodablEhere was an entire series of minilessons
specifically devoted to spelling patterns, and in G2, some lessons addressed words with multiple
meanings and advanced phoni&sross all lessonshere was no guidance on which words
should be taught in which lessons, nor were there-toudpportunitiefor cumulative review or
practiceof previously taught skills within a text.

Motivation and engagement(ME). The overall MEratingfor F&P was 50%, and this
also was the score in each grade. The program provided opportunities for students to work
collaboratively (e.g., reading with a partner, playing literadgnted games in pairs or small
groups, sharing theirlearning)amba de r eadi ng rel evant to studen
connection activities). However, the progrdid notguideteachersn ways toincrease student
motivationor offer studentopportunitiedo set goals for their readingyake choices about

assignmentsor connect skills to texts



AssessmentThe overall Assessment ratifay F&P was 3346, and this also was the
score in each grad@&hefiTeachingResourcedsectiorsincludes assessmerggecific to the
elements of the lessons as well as progress monitiofimgnation and individual student
tracking sheett guide teachers in lesson planning (Figh)reHowever, there was not guidance
in howto identify students who were at risk for reading difficultiesnverpret the dateo make

instructional decisiamisuch as determining the next steps for a group or individual student

How This Assessment Guide Wi/l Help You

Included in Phonics Lessons: Lelters, Words, and How They Work are two strands of assessment that
will enable you to address the six key qualities of effective assessment:

1. Ongoing Observation
An essential part of your teaching role is 1o observe your children throughout the instructional day
and to notice significant behaviors and written products that indicate learning. Sometimes you may
vrant to take observational notes. To guide your observation, each lesson includes a feature entitled
Assess that outlines what you might observe related to the lesson topic to determing what your
students have learned and what instructional steps you might take next. This kind of assessment Is
an integral part of teaching; it becomes systematic as you work it into your plans and keep ongoing
notes and records. It informs teaching on a daily basis.

2. Systematic Assassment Tasks
There is a fime to use systematic, planned tasks that are designed to gather information about
particular aspacts of children's grawing word knowledge. Performance-based assessment may
involve observation but represents more formal structured experiences in which the tasks are
standardized. Standardization of the procedure creates a reliable assessment situation that is more
objective than daily ongoing cbservation. The goal is to get a picture of what the student can do
independently. Usually, you da not actively teach during a performance-based assessment but may
make teaching points after the neutral observation.

The Assessment Guide includes more formal, parformance-based Assessment Tasks across the ning
Categories of Leaming. You can use these tasks in multiple ways: You can use them as diagnostic tools
to determine what your students know and need to know; you can use them as monitoring tools to
help you keap track of your teaching and your students' leaming; and you can also use them as
decumentation of the teaching and learning you and your students have accomplished. You and your
collgagues may even decide to place some of the summary sheets in your children's permanent
cumulative folders as a way to create a school-wide record of the phonics and word study program,

Within both formal and informal aésessment contexts, we are always asking two questions: 1) What do
children know and control relative to letters, sounds, and words? and 2) What do they need to know?

We need an ongoing inventory of the content that children master or have nearly mastered. This

information will help us as teachers in the following ways:

* \We can relate their knowledge on a continuum of typical progress.

* \We can choose specific lessons that will serve the group as a whole or small groups effectively to
move them forward in knowledge.

¢ We can adjust interaction to meet individual needs because we know where children are in their
development of phonics and word knowledge.

* We can ascertain when children have acquired knowledge of many examples in any given area (for
example, recognizing alphabet letters), and we can plan activities that will solidify knowledge and
dezpen children's understanding of a basic and useful principle.

Figure 6. Assessment guide for teachers
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Reach

Instructional design (ID). The oveall ID rating was 82%HK = 80%; G1 = 83%(2 =
83%).T h e t e a c h éstededtensivdrésearclo sugporting each included component of
literacy (phonological awareness, phonics, and-frighuency wordsand the instructional
approach teachers were to follow, but there was no empirical resgactithatspecificallywas
conductedn the program itselThe materials also offerexlcomplete scope and sequence with
a checklist of items covered in each gradésections were easy to navigate, and the index
made it easy to identify when and where particular skills were taught.

Theunits of instructiorwere organized by weeks and days with planning pages that

outlined the content covered each dégne allotted andprocedures to followLessors were

designed to be delivered Develop Phonological Awareness

o Sing the Song Review the gestures. Then play “Fun with
. .. Snow" and invite children to chime in.
systematically and explicitlisee
o Substitute Middle Sounds Have children use the sound
boxes on their Write-On/Wipe-Off Boards. Explain that you will
F|gu re 7) , andthe |eSSDS bu | |t u pon say a word slowly and that children will change the middle sound.

(See Phonological Awareness Routine 6, PD6.)

= Say: got, /g/ /6/ /t/, having children put chips in the -
ea.Ch Other Alhad Clearly sound boxes to show each sound. Then have children VT4 /6f It/
identify the middle sound. (/&/) Say: Now change /6/
to /o/. What's the new word? (goat)
|dent|f|ed ObJeCUVe .Ihn G1 and GZ’ » Have children substitute middle sounds in these
words: taste/toast, cries/crows, cost/coast, bill/bowl, 9/ S N
freeze/froze.

the teacheggesi@d ed :
99 Words with oa, ow, -old

e Review Display Sound/Spelling Card 32. Ask: What's the

|anguage for the teachm' picture? (ocean) What's the sound? (/6/) What are the spellings?

(o, o_e, oa, ow) Have children say the spellings as they write

them with their fingers on their desks.

communicate the ObjeCtIVG such as @ Build, Blend, and Sort Words Distribute Practice

Master R.19 and Letter Cards.

ATel | student s t « Model how to build boat. Have partners build and blend the “————
word and then write it in the first column on
Practice Master R.19. b 0 a t

Continue building and sorting with snow;, cold,
grow, sold, goat, float, show, and scold. Have

sounds to make a word and then ag

partners take turns reading each group of 0a ow ~old
M words. Encourage children to add other words ,_, F—, Id
a sound to maka new word . N
to each column. goat grow sold
float show scold

Assign Practice Master 6.2 for more practice.

The student resources for

_ ~ Figure 7.Explicit lesson plan example.
each lesson were closely aligned wiu
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the objectives, readily available to the teacher and students (e.g., blackline masters in resources,
student practice books, decodable books), and increasingly complex across grade levels. The
necessary resources for a given lesson were listed directy tiredobjectiveOnestrengthof
the program was that lessons weoanectedo decodable texts, includingformational
passageen science and social studiepics that students could use to practice applying their
developing skills

Each day built from PAto phonicsto spelling to highfrequency words. Within each
lesson, there was a clear connection between the letters, sounds, and wolldssgsed.
followed a teacher moddkead/guide students, and test procedurat ) theteacheffirst
modeled the skilland behaviorsthenlead or guigd students through applicationactivity,
andfinally checledtheir understanding-here were multiple opportunities for students to
practiceby interacting with the teacher and peers, applying skills to reading, and using
technologyEach activity had a clear routine to follow as well as explicit directions for the
teacher, including suggested language to Bs#edded within theeache modeling and guided
practice sections weexamples fohowthe teacher mighirovide corrective feedback to

students who may be strugglirapd suggestions feeteaching when necessary (Fig8ye

Connect to Spelling Us: Dictation Routine 1 on PD12 to Differantiate
have children practice spelling sold, bow!, and togst. | Corrective Feedback
If crildren misread woeds with /o'og, ow,
ofiah during blending use Corrective
* Hawve children say thee word slowdy, segmenting Feedback Routine 2 on FD13
each individua sourvd SO‘de » Common Errors f children say both

voraed sounds i a vowel pak, use a knoen

« Say the word and have children repeat it

Then have children match each sound in the
word to a spelling on a Sound/Spelling Card Id word with the long o scund to
S0

Ask children to write the correct spefling on sound. Write these word pairs: nasmom,

; 3 navodd, navraad, Say each word in a pair
their Doaras
Nelr DOAras 200 SOSNC rer and have childien orcle the letter ar letters
Write Oa/Wige O Board that stand Tor 7 Then say each pair andd

have chidren repeat. Fnally, have ch

Then dictate: ) soid togst and @ bow! of oats, Have

children write the sentence
Blend the sourvts o read the words

CHECK UNDERSTANDING Have chilkdben check their spelings and dirde ‘_

sy misspelled wor

S you wrie the veords and the Gictation serence
Erase the words and servence, Have childeen spedl thelr drcled words again

Rewrite and sepeat untll childeen spell the words correctiy

Figure 8.Corrective feedback example fdifferentiation.
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Similarly, the materials consistently

Differentiate

Above Level offered suggestions for differentiating lessons.
1SSUE Children know many letter-sound

COmESPONACeS. This included ways to support students who were

STRATEGY When the name of the image on the
Phonics Picture Card does not begin with /m/m, call
on children to tell what letter the name hegins with

performing above grade levideeFigure9).

Below Level There also was extensive supportEmglish

ISSUE Children have not learned the correspendence
betwezn the letter m and the sound /m/.

STRATEGY Use only Phonics Picture Cards 1-8
Hold up card Mm and say the sound: /m/ Have
children repeat. Then hold up Phonics Picture Card 2 transfersections that provided a potenﬁmue
Pronounce the name of the picture, exaggerating the
beginning sound: mmman. Have children repeat.

Then point to the card for Mm as you say: Mmman
begins with m. Have children repeat. Continue with the

remaining cards. address the issue with specific guides for

learners (ELs)For exampletherewerelanguage

EL students might experienead a strategy to

Figure 9.Differentiation for instruction (Figure 10 The one weaknesdentified
above/below level

was that there were no guidelines $amall flexible

grouping in any of the teactiemanuals. I L T
. . Issue Children may use phrases such as
Phonologicalphonemic awarenesgPA). anack for books” (backpack) or *box for
unch” (lunchbax) in place of comipournd
The overall PA ratindor Reachwas 926 (K = 93%; words. Practicing compound words will
help them improve their vocabulary and
G1 =91%;G2 = N/A).PAwas an important W EE e SR N,
Strategy Hawve children:
component of therogram butonly a small portion » blend compound words, stich as
beackpack and lunchbos.
of the overall daily lesson& (= 5 minutes G1= 10- v Use the compound v ids 1o compis
septence frames;
My hatisinmy____.

15 minutes)The skillsprogressed from simpler to My sanduwich is in my :

more complexn the following order(1) rhyming,

words inasentence; (2) syllables in word8) Figure 10.English learner support.
alliteration;(4) syllables intavords;(5) onsets and rimeg6) individual phoneme@nitial, final,
medial) Similarly, the words used for instruction and practieeameancreasingly more

difficult by including more phonemes and more challenging solthdsc h t eacher 6 s manr



13

containg@ information and charts on how to produce sowardivhether they were voiced or
unvoiced Althoughtherewere no clear means for teachers to assess student re&olireeasw
skill, there were embedded reviews and assessments to help determirzetedwrer needed to
return to a previously taught skill and reteach or review.

One strengthfathe PA instruction for Reach wdhe use of physical representatiohs
sounds such d@slkonin boxesclapping, and counter$heroutines demonstradéow to
incorporate manipulatives into the lessaighough the PA lessons were separate from the
phonics lessonshématerials mada strong connectiobetween the skillthat starteckarly in
theK materials For example, differentiating between wordakingthe /th/ sound could be a PA
activity on the same day thatworddwh t he printed Atho digraph

Phonics The overall phonics ratinipr Reachwas 946 (K = 93%;G1 = 95%; G2=
94%). There wagime dedicateceach dayo expilicit phonics instructiofK = 20-30 minutes; G1
and G2 =20-35 minutes)Lessons progressagstematially from easier to more difficult
phonics skills within and across grades. For example, letter sounds were taCgimdrthen
reviewed in G1 and G2 before digraphs and bleveletaught Similarly, the skills were
applied to increasingly more difficult words. Initialgll sounds wergracticedwith short one
syllable wordsbut multsyllable words were used in G1 and G2. The explicit instruction in those
grades included a viaty of strategies for dividg or chunkng multisyllable words (e.g.,
syllables, affixes, known word parts), but the specific names for the syllable types were not
taught.

Throughout the lessons, students also were taught to spell the sounds theyaimarg |
to read so there were consistent connections between decoding and entrodoidjtion,the

lessons included instruction in both regular and irrechifgirfrequency wordsAlthough

we
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isolated letters or words werdP

used to introduce a new ~ o
Read Decodable Text

@ Prepare to Read Review initial
blends r, | with Picture Cards 198 and

concept, a strength of the

Reach materials was the 202 and the High Frequency Words back,
bodly, eat, how, into, these, those, and way.
availability of mostly Tell children that they will use these skills

and words to read a new text,

Have children turn to Read On Your Own
Book 5, page 4. Model reading the title
and the author's name. Have children look at pages 4-5 and predict what
texts(with high-interest the story will be about.

informationaldecodable

topics and photoghat Figure 11.Decodable text example.
offered opportaities for students in all grades to practice applying the skilisading
connected textFigure 11). The text reading included pteaching new higlirequency words,
typically oneto-three words per week i and sixwords per week in G1 and G2.

There were opportunities for teachers to monitor and reteachaskiliscessaryt the
end of each weekhe materials provided tests foewly learnedkills, andtestson skills from
previous uits and gradewere includedat the end of each unifo support EL studentthere

wasa fiphonics transfer chartvith information abouthe articulation of English soundsdthe

Phonics Transfer Chart transfer of

ENGLIS!{ Sound- Sound- Sounds to
Phoneme Grapheme 'l’rs-:ls'i‘:ﬂ S.:::»:’l .l.'s::;';:n a:r::::rl
T e e T e T e = | severakcommon

Albl ; bo'ak ‘ﬁ yes yes approx. no approx. yes

3 carrot yes yes yes no yes yes Ianguages
Tkt k key yes yes yes na yes yes
ck check yes no : yes no yes ne

1di/ d desk appProx. yes approx. no approx. yes (Flgure Q)
I f fish yes yes yes ne yes no
igl g girl yes yes approx. no yes yes
ihi h hand yes no yes no yes yes
) jacket ne no approx. na approx. no
fj! q cage no no approx. no approx. no
dge badge no no approx. no approx. ne

Figure 12.Excerpt from the Reach phonics transfer chart
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Motivation and engagement(ME). The overall ME ratindor Reachwas 5@%6, and this
also was the score in each graélestrength of Reach was tiveclusion of textghatappeared to
berelevat t o a y o u n gnddayilife ldowever,ithersvasnot asvarety of
opportunities for students to choose among texts or instructional actikzgiels.unit was
focused ora themeo whichthe learning goals were connectétiere were many activities, but
nearly all were teachelirected Studenthradsomeopportunities to be the leader in activities,
but theywerenot encairaged to work collaborativelyith peers.

AssessmentThe overall Assessment ratify Reachwas 336, and this also was the
score in each gradBay 5 of each weekly plan was designdtadcheckings t udent sé mast ¢
the newly taughskills as well as those taught in previous weeks, units, and grades. Cumulative
tests also were provided at the end of each wu
progress monitoringanduni assessments to determine student
Although there were charts to trattle items students answered correatig tips embedded in
the lessons to suggest what to do if students were experiencing difficultywteeli¢tle
guidarce for interpreting results or making decisions about differentiated instruction for students.
In addition, therevere no specific criteria for identifying when a student may be at risk for
readingdifficulty.
Fundations

Instructional design (ID). The overall ID rating was 77%, and this also was the score in
each grader'he manuals included extensive research and theoretical support for the instructional
approaches and strategies, but there were no studies citegehbdicallywere conducted othe
program as implemented in general education cla$bsescope and sequence indicated what

skills studentshould masteby the end otachlevel, and aronline resourc@rovideda pacing
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guide to support the scope and sequeAceoss the grade levelthe activities and content
progressively increased in difficulty, building on the skills taught in previous leddoits.were
divided into weeks of instruction, which contained daily phonological awareness and phonics
lessons intended to be taudbit 30-35 minutes each. The overview pages contagt@idments
resemblinggoals and objective®r teachers tagtate wherintroducinga new conceptutthere
were not similar statements for review lessons.

Onestrengthof Fundationsappeared to be trmrsistentuse of learning activitiethat
aligned to the instructional objectivds|lowed apredictablesequenceandwere introduced
with the same teacher languadée repetitiorikely would helpstudentde able tdocus on
what they were supposedtie learning, rather than spending time figuring out what was
happeningSimilarly, all lessons suggested clear and explicit language for teachers to use when
delivering instruction. Even where the directiomsially a ppe ar e d

vague (e.g.

nev or c¢hal | en gactinity cus aandspbgided the expliciesteps and direcfions

teachers to use

Echo/Find Letters

FUNDATIONS?® | Activity at a Glance

for spelling
Teacher Materials

v Echo the Owl
v Standard Sound Cards

v Unit Resources (Echo Sounds)

Student Materials

¥ Fundations® Letter Board & Tiles
(only taught sounds)

Estimated Time On Activity
2-3 minutes

Sequence in Learning Plan

.

+ Students echo the sound: It/
+ Say: Point to the letter that makes the sound /_/ (It/)

+ Students point to the Letter Tile representing the
sound.

+ Ask: What says /_/ (It))?

« Students name the letter(s) that makes the sound

« Say: *Matchit.”

+ Students place tile onto comesponding letter square

+ After all sounds are matched, dictate selected sounds
and have students repeat the sound, point to the
correct letter tile, and name the letter.

Alternatives: A student can repeat the sound, name

the letter(s), and point to letter(s) at the Standard Card

Display. Students can make letter(s) with index fingers
on their Letter Board, after painting to the sound.

Student at Standard Card Display:

Be sure students give both responses
for Ikl when ¢ and k have been taught.

What says IkI?

Students find ¢ and k

J

© 2002, 2012 WILSON LANGUAGE TRAINING CORPORATION

Figure 13 Sample activity cue card

(Unit 1)
Synopsis Learning Activity | At A Glance Learning Plan Notes =) (FI g ure 13)
Students reinforce the skill of Begin with letters taught so far on the blank side of the Sounds to Dictate:
matching a letter with a given Letter Boards
sound. Helps solidify sound-symbol H
correspondence, and sets foundation + Dictate a sound and hold up Echo: It/ I n Stl’u Ctl on

involved many
opportunities for
interactionbetween
the teacher and
studens. Teachers
modeled each new

skill or activity when it
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was first introducedyut the modeling was faded in successive lessons on the sanoe gkiis

of an activity ThereforeK included more modelinthanG1 and G2butreview was offered
throughout Activities were teacher led but student applied, so therele@ma@ng aideprovided
to support the student practi@eg.,specific auditory and visual cugsystersandlettersound
cardy. In addition, teachers were to give immediate positive faeklbr to help students correct
their work through guiding questions. Unlike the specific langudigeedfor teachers to use in
instruction, the materialdid not provide samples of feedback statements.

Fundations considered differentiation arfehefitools of student succesdut the
suggestions tended to be general such as, fpr
p r a c t hebeginning of every unit and the online resource offé@sicideas forelping
students who were strugglingut there were no enrichment activities for advanced students or
instructional supports for EL studenhks addition, the daily plans lacked explicit directions for
differentiation and did nohiclude specific times for smadiroup instruction or flexiblgrouping.
Despite having unit tests and a means to track student progress, there was not a clear guidance in
how to interpret the test scores to plan differentiated instruction.

Phonologicalphonemic awareness (PA)The overall PA ratindor Fundationsvas
65% (K = 68%,G1=61%, G2 =N/A). A weakness of the program was the sequence of PA
activities, which started with the most difficult skill: phonemic awareness. Typically, PA
instructionbegins witheasier components (e.g., words and syllables) befoxéng students to
phonemes. However, phoneme isolation (i.e., identifying first sounds) appeared to be the first
skill targeted by Fundationand sounds were introduced to students in the order in which they
appearedn a word(i.e., first, medial, lagtrather than by order of difficulty (i.e., first, last,

medial) Better sequencing was apparent with the targeted words used for lessons, which became
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increasingly difficult within and across each instructional uPt.skills other than phonemic
awarenesmay have beeaddressed only oncsuch ashymingthat appeareoh one learning
activity inK and alliteratiorthat appeareih a picture bookised for story time.
To support teachersdé del i verofferedbrécorded i nstr u
demonstrations of how to pronounce the sounds distinctly, correctly, and without distortion.
However, there was not a pronunciation guide that identified features of sound production.
ATapping andfiscooping strategiesvere taught in the first unit andgedthroughout the
programas a way for students to physically represent squaytiables or phrasesbut these
strategiesvere embedded in instruction ocgadingprinted words.
This immediate pairing witprint might have made for a clear connection between

sounds and symbols, bufpitesented ahallengeo reviewingthe PA instructionin Fundations

@f@w"m P because it could not be distinguished from
MAKE WORDS FOR DECODING phonics instructionWord play activities (see

Use your Standard Sound Card display to make

5-6 Unit words. (See Unit Resources.) Figure 14)oftenwere the only timewhen PA

Make each word then say and tap each sound.
Have students tap with you. Then blend the was addressed apart from tdxtt these
sounds as you drag your thumb across your

fingers. activitiesdid not have specific routineghe

Next, point under each card as you say each _ .
sound, then drag your finger under all three merging of PA and phonics meant that the PA
cards as you and the students blend the sounds

to read the word. component constituted a small portion of daily
Figure 14.PA embedded in phonics lessons.
instruction.

Because all PA instruction was embedded
within phonics instruction, the program never specified when oral sound manipulation activities
were to be phased oUteachers might use the unit tests to make this decision bdeAisells

were aly included upa Unit 3in K and were not included i@nytestsor grades after that
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However, there was littlguidancefor interpreting unit test results to determine what
interventions should be delivered to a student who was not mastering the skills. The materials
on y s tfa stedent dods hot score at least 80% on any given item, this student will need
additional asstance with the assessed skill.

Phonics The overall phonics ratinigpr Fundationsvas 946 (K = 93%,G1 = 95%, G2=
94%). One ofF u n d a greatest stréngths was the systematic, explicit phonics instrticiibn
paired decoding with encoding or spellifdnere were logical progressiofiem easier to more
difficult skills, such as introducing short vowels before long vowels. Generally, $ettieds that
were of high utility were introduced before moving to progressively lower utility or more
challenging sounds, but the short /a/ sound (used with high frequency in English) was not
introduced until weekive of K and after the short /o/ and &bunds (of lower frequency than
short /a/) In addition, the materials never specifically addressed continuous versus stop sounds.

Instructioninitially utilized decodable words with taught letssund correspondences
but the words became progressyelore varied and comple¥isually or phonemically
confusing words were not taught together, which would heinéorced the target skill3he
specific strategy used to teastudents to decode wordas finger tapping, which involved
tapping one finger per sound before swiping across all fingdriena the soundsnd say the
word.

High-frequency wordswhether decodable or irregularere taught to students @ik
wordsthat had to be memorizet@ihet e a ¢ h e r §pscified thathe wavdscouldbe regular
and irregularputthis wasnot expressetb studentsTypically, 2-3 high-frequencywords were

taught to students each week, and instruction offered practice and cumulative review. However,
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otherirregular words were taught during sentence reading; they were not pret&fiogtis. with
multiple meanings were addressed occasionaliyiord-of-the-dayo activities.

All phonics skills were to be taughbr students to achievaasterywhich wasdefined
by students correctly responding80% of the itemson thecumulativeunit tess. As with the PA
portion of the program, there was little guidance for planning intervention in phonics skills for
studentsnot achieving masteryrhe materials only stated that those students needed additional
instruction.Thelessonsncluded daily reviews of previously taught concepts and woitlsthe
goal of achieving fluency in applyirgl phonics components read words and sentences.
Fluency practicéencluded a scooping proceduredaunk phrases for prosody (Figurs), so

students were not only reading for speed and accuracy

*@ Trick Werd Practice }"“ Storytime
= =/
Say each sentence below and have students Preparation

repeat. Then write the sentence on Senience
Frames, and scoop it into phrases. Read it and
have students echo. Say the trick word that is in
the sentence and have a student find and circle
it. After it is circled, hold up the corresponding
Trick Word Flashcard and say the word and have
students repeat.

Sentence Resource

That boy@vashere yesterday.
: Y.,

We@rgall done.
\.—’_/
kids went@@fhe playground.
D e et

Lastly present the Trick Word Flashcards, say
each and have student repeat.

Use the storybook selected in previous week. You
will use this book to help develop the students'
retelling ability.

Instruct Students
Last week | read this story to you.
Today, | am going to see if you can tell it to me.
Let’s see if you remember the story.
Tell the students the story’s title. Next go through
the book, page by page and show the students the
pictures. Have them tell you what happened on

each page. Go through the whole book, without
reading

Ask
Let’s see if you remember it.
I'll read it to see if you were right.
(Read the story.)
Who were the characters?
What was the setting for this story?
What happened first?
Then what happened?
What happened next?

What happened at the end?

Figure 15 Scooping for reading prosody.
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Although there were not decodable textbooks or trade books used for prastjce in
students read connected text in sentence dictation activities. In G1 and G2, a selection of
decodabler leveledbooks was availablfor practice and story time.

Advanced phonics wemxplicitly introduced after sufficient practice with individual
letter-sounds and ortigraphic units. Bidents were taught to ussoping, scoopingand
fisyllable frames to break apamnultisyllabic words Generally, word parts were taught in a
systematic fashion with the most useful introduced first. For example, syiyaklewere
introduced gradually, arstudents were tamlentify all six types by the end of G2. However,
instruction addressediixes in G1, and prefixes weraotintroduceduntil G2. High frequency
prefixes typically are considered easier than suffixes that add a syllablen@k.in part
because studesmeed to learn spelling rules for joining the suffixes but not the prefiXbsn
learning advanced phonics skills, students practiced with words that alsosedrin thdeveled
text.

Motivation and engagement(ME). The ME ratingfor Fundationsvas %, and this also
was the score in each grade.in all section®f this reviewa p r o gcoraimliased on how
the rubric criteria defirgithe componenivhich, in the case of MEemphasized choice and
relevancy. Théundationsnaterialsseemedo be engagingandthere were a variety of activities
throughout the daily lessetto keep studentactively involved However the texts were specific
to the program (i.e., not trade books), students did not have opportunities to make choices within
or among activities, and there were no descriptions of honate reading relevant to studes 6
lives. In addition,some activities had student leaders,thate werdew opportunities for peer

to-peer interaction
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AssessmentThe overall Assessment ratifgy Fundationsvas 896 (K = 100%, G1 =
100%,G2 = 67%).The unit testenabled eacher s t o monitor student s:¢
of skills, and the online resources offer@diagnostidor determiningvhere to place a student
within the sequence of unitdowever thediagnostiovas only usafl when Fundations was
implementedasan interventioror in small group instruction, not for whole class instruction.

There were additional assessment resouiads and Glsuch as progress monitoring tools and
an online tracer to track individual student mastery of skills and wdtass radiness to move to

the next unit. These were not available for G2.
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Appendix
Review Procedures

Reviewers and Training

The review team consisted of six reviewers. Four reviewers were consultants hired by the
IRRC because of their extensive classroom experience, familiarity with the programs, and
participation in coding the pil thdfoutcersultdntsr s 0
reviewed both F&P and Reach. The other two consultants reviewsthtionsIn addition, two
IRRC staffmemberswvith doctoral degreeis literacy-related fields reviewed all three programs.

Prior to conducting the review, all consultants and internal staff (collectively referred to
as reviewers) studied tiiRarticipant's Guide for Reviewing a Reading Progranal
accompanying training presentations (Kosanovich et al., 2008). Thaeselfl traning was
designed to prepare educators for applying the associated rubric for determining how well a
given program was aligned to researthe six reviewers then met to discuss any questions and
solidify procedures and definitions for the present revisithis review was specifically for a
kindergartenthrough secondgradephonics program, only the relevant grade levels and sections
of the review protocol were used: Instructional Design (ID), Phonological/Phonemic Awareness
(PA), PhonicsMotivation ard Engagement (ME), and Assessment. The program was to be
implemented during the core literacy block tleSupplemental Instructiosectionwas not
consideredSimilarly, the Professional Development section was not considered because the
IRRC team was rigart of the professional development training provided to the Ames CSD
personnel, which was modified for the pilot study

All reviewers were given approximately one month to complete the reviews of the

materials assigned to them. They were instructédanshare notes or collaborate on their
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specific scores, but they could ask broad questions about interpreting the criteria. When
reviewers were satisfied with their ratings, they entered their scoresr(yedor each item for
each relevant grade alpmith any notes) into an electronic form. Notes were submitted via
scans of hard copies or electronic copies of the checklist.
Materials

The materials used for the review were the same edition and copyright year tised by

AmesCSDin the pilot and included the following by program type.

0 F&P (Fountas & Pinnell, 2003, 2017)
3 The Fountas & Pinnell Literacy Continuum: A Tool for Assessment, Planning,
and Teaching
The Fountas & Pinnell Comprehensive Phonics, Spelling, and Word Study Gu
Phonics Lessons: Letters, Words, and Ho
resource binders)
0 Reach (Frey et al., 201Bratsky, 2016National Geographic Society, 2011)
3 Reach for Reading Common Core Program Grade K
3 Teacher s EdOReaa ni fitoo Rmoniscd (i ncludes
and practice books for G1 and G2)
0 FundationgWilson Language Training Corporation, 2012)

3 Fundations Teacherdés Second Edition

3 Teacheros K,t &1fomandgr &@2e ¢ i ncl udes teach
necessarygacher and student materials)

3 Prevention/Early Intervention Learning Community website

There were electronic or online materials available for each program, but not all could be
reviewed. For example, a GROM was reportedly available for F&P but was patt of the
materials provided bthe AmesCSD. Similarly, there appeared to be substantial online materials

available for Reach, but the publishers did not respond to requests for a username. Therefore,
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only the print materials were reviewed. The onliretenals forFundationsvere readily
avail able with the access code in the teacher
Interrater Reliability and Reconciliation

Interrater reliability among the reviewers was calculated in two ways (Hal20a2).
First, we calculated the percentage agreement by dividing the number of agreements by the full
count of scores on a given program. This was strongest for Rdaci8%%), followed by
FundationdM = 77%), and F&PNI = 76%). The second approachdietermining interrater
reliability was through Cohends Kappa, which
Results are interpreted as slight (.01 to .20), fair (.21 to .40), moderate (.41 to .60), substantial
(.61 to .80), and perfect (.81+). Kappaesgment was highest for Readh € .58), followed by
F&P (M = .53), and~undationdM = .48).

Any differences in scores were reconciled by the two IRRC staffibers byliscussing
the interpretation of criteria for each item and referring to spemifienples from the materials.
The reconciled ratings and all explanatory notes were shared with the external consultants, who
concurred with the final decisions. Therefore, these ratings (see below) were used for calculating
the percentage of the rubrictefiia considered present within and across grades for each

category on the rubric (ID, PA, Phonics, ME, and Assessment) and overall.
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Table2

ItemLevel Consensus Score Report

F&P Reach Fundations
Instructional Design (ID) K| 1] 2 K|l1]| 2 K|l1]2
1. Isthereempirical researchon t hi s programébés ef 0| 0| O O| 0O 0|0]|O0

2. Are resources available to help the teacher understand the rationale f¢
instructional approach and program strategies (@tcles, explanationsin 1 | 1 | 1 11 1]1 111
the teacher manuals, references, and reliable websites)?

3. Does thecomprehensive programaddress the five components of readi
(phonological/phonemic awareness, phonics, fluency, vocabulary and n/a n/a n/a
comprehension)?

4. In addition to the five components of reading, are other dimensions of
reading such as spelling, writing, oral language, and listening n/a n/a n/a
comprehension addressed?

5. Does thesupplemental/interventionprogram adequately address the
component(s) targeted? (Some programs concentrate on one, two, or n/a n/a n/a
of the components.)

6. Is there ascope and sequenée 11111 11 1)1 111
7. Are goals and objectives clearly stated? 1111 11 1)1 111
8. Are student materialsligned with instructional objective of thelesson? | 1 | 1 | 1 11 1)1 111
9. Do instructional materials incr

strengthen?

10. Are all lessons and activities (e.g., whole group, small group, and cent
readingrelated?
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F&P Reach Fundations
Instructional Design (ID) K| 1] 2 K|l1]| 2 K|l1]2
11. Is there a clear and logical organization to the lessons in:
The order and procedures of each 1| 1] 1 11 1)1 111
The inclusion of all necessary materials? 0| 0] O 1|11 1|11
The consistencyofeachay 6s | esson for mat? 1111 11 1)1 111
Addressing the components of reading every day? n/a n/a n/a
12. Is instruction consistentlgxplicit? Is it concise, specific, and related to t 11111 11111 11111
objective?
13. Are teacher directives highly detilto ensure accurate implementation? 0 | 0 | O 11 1)1 111
14. Does the lesson format facilitate frequent interactions between teache 11111 11111 11111
students?
15. Is instruction consistentlgystemati@ Is there a prescribed order for
. . e . o ; 0 0 0 1 (1)1 1]1]1
introducingspecific skills within each component of reading?
16. Are therecoordinated instructional sequencesndinstructional
routines which include:
Modeling? O|l0|O 1111 1111
Guided practicewith feedback? 1111 111]1 111
Studentpractice and application? 11111 11 1)1 111
Cumulative review? O|l0|O 11 1]1 1111
17. Are there manyguided practice opportunities for explicit teaching and
teacherdirected feedback (for typically progressing readers and moref 0 | O | O 1111 111
struggling readers)?
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F&P Reach Fundations
Instructional Design (ID) 1 1 K|l1]2
18. Does the program provide clear guidance for the teacher to document
: : : 0 1 1111
student progress and inform instruction?
19. Does instruction make a clear connectomongall five components? n/a n/a n/a
20. Is scaffolding a prominent part of the lessons? 0 1 111
21. Are instructions for scaffolding specific within each lesson? 0 1 111
22. Are teachers encouraged to give immediate, specific feedback (correg 0 1 11111
or positive)?
23. Is differentiated instruction prominent? 1 1 111
24. s instruction differentiated based on assessment? 1 0 0|0]|O
25. Are directions for differentiating instruction specific? 0 1 0|00
26. Is smaltgroup instruction (small teachpupil ratio) part of daily
) . 0 0 0/0|O
instruction?
27. Are there guidelines for forminiiexible groupsbased on student 0 0 ololo
progress?
28. Are enrichment activities included for advanced students? 1 0 0/0|O
29. Does the program provide instruction témglish learners? 1 1 0/0|O
30. Does the program specify for whom it is appropriate (e.g., students on
above grade level, students slightly behind their peers, students more n/a n/a n/a
one grade level behirteir peers)?
31. Does the program specify who should provide instruction for accurate
implementation (e.g., special education teacher, general education teg n/a n/a n/a

paraprofessional, or volunteer)?
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F&P Reach Fundations
Instructional Design (ID) 1] 2 Kl|l1] 2 Kl1]|2
32. Does the program specify tivestructional setting (e.g., general educatio
n/a n/a n/a
classroom, computer lab, or resource room)?
F&P Reach Fundations
Phonological/
Phonemic AwarenesgPA) 12 12 Kjl]?2
1. Is phonological/phonemic awareness instrucérplicit? 1 [n/a 1 | n/a 1|1 |n/a
2. s phonological/phonemic awareness instructigstematic? 0 | n/a 1 |n/a 1| 1 |n/a
3. !I)oes phonologlcallphonemlc awareness instruction incdadedinated 0 | na 1 | n/a 111 | na
instructional sequencesandroutines?
4. Is phonological/phonemic awareness instructicaffolded? 0 | n/a 1 |n/a 1| 1 |n/a
5. Dogs phonological/phonemic awareness instruction incudwailative 0 | n/a 1 | n/a 11 0 | na
review?
6. Are assessments included to measure and monitor progress in
: ) 1 | n/a 1 | n/a 1|0 |n/a
phonological/phonemic awareness?
7. Is PA only a small portion of the daily lesson? 0 | n/a 1 [n/a 1|1 |n/a
8. Does each dayods | esson focus or 1 | n/a 1 | n/a 111 | na
several)?
9. Are thereinstructions for PA activities to alert the teacher to student
) 1 | n/a 0 |n/a 0| 0 |n/a
readiness?
10.Does the program contain instructional activities that are designed to
) : 1 | n/a 1 | n/a 1|1 |n/a
stimulate the growth of phonemic awareness?




31

F&P Reach Fundations
Phonological/
Phonemic AwarenesgPA) 12 12 Kj1]?2
11.Does PA start with larger units (words asylables and progress to 1 | n/a 1 | n/a ol o lna
smaller units ghonemes?
12.Does _PA start Wltm_hymlng and progress_tphor_]eme isolation, 1 | n/a 1 | n/a ol o lna
blending, segmentingandphoneme manipulatior?
13. Do students count the number of words in spoken sentences? n/a| n/a n/a| n/a 0 | n/a|n/a
14. Are there rhyming activities (recognition and production)? n/a| n/a n/a| n/a 1 [n/a|n/a
15. Are therealliteration activities? n/a| n/a n/a| n/a 1 [n/a|n/a
16. Are there activities that involve counting the number of syllables in a
n/a| n/a n/a| n/a 0 | n/a|n/a
word?
17.VAv:)er(;r’;ere activities that involve blending and segmenting syllables in n/al n/a n/al n/a 1 | n/al n/a
18. Are there activities for students to blemasetsandrimes? n/a| n/a n/a| n/a 0 | n/a|n/a
Phonemic Awareness
19.Do activities fO||QW thecontinuum of word types(beginning with short 1 | n/a 1 | n/a 111 | na
words that contain two or three phonemes)?
20.Does instruction include physical representations (e.g., clappikgpnin
boxeswith markers, counters, tiles, fingers, and auditory cues) to hely 0 | n/a 1 | n/a 111 | wa
students make the connection between sounds and prialtrebetic
principle)?
22When PA activities are at the g
the first sound in words and then move to the last sound in words an 0 | n/a 1 | n/a 0| O |n/a
finally focus on the middle sound in words?
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F&P Reach Fundations
Phonological/
Phonemic AwarenesgPA) Kl1]2 Kjl]?2 K 2
22.Are there blending activities at tiphoneme level? 1| 0 |n/a 1| 1] |n/a 1 n/a
23. Are there segmenting activities at the phoneme level? 0| O |n/a 1| 1] |n/a 1 n/a
24.Does instruction includphoneme manipulationin words (i.e., deletion,
-~ S nfa| 1 |n/a| |nfal 1 |nfa| |n/a n/a
addition, and substitution)?
25. ane studentg de_monstrate egitynemic awarenessis PA instruction 111 | na 111 | na 1 n/a
linked to phonics instruction?
26.Does the program specify when oral language PA activities should bg ol olwa ol o lna 0 n/a
phased out?
27.Are the V\_/ords usenh PA activities found in subsequent word lists and ol olwa 111 | na 1 n/a
text readings?
28.Does the program include a pronunciation gylde for the various featu ol olwa 111 | na 0 n/a
of sound production (e.gstop soundsandcontinuous sound¥?
29.Do computetbased programs pronounce sounds distinctly, correctly, n/a n/a 1
. : ) n/a
without distortion? (no access) (no access)
F&P Reach Fundations
Phonics(P) K|l1]| 2 K|l 1] 2 K 2
1. Is phonics instructioexplicit? 1|1 1|1 1 1
2. Is phonics instructiosystemati@ 0Ol 0|0 111 1 1
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F&P Reach Fundations
Phonics(P) K1|l1] 2 Kl1] 2 Kl 1] 2
3. Does phonlcs instruction includgeordinated instructional sequences ololo 11111 11111
androutines?
4. |s phonics instructioscaffolded? 0|00 1 (1|1 1 (1|1
5. Does phonics instruction includemulative review? 0l 0|0 1111 1111
6. Are assessments included to measure and monitor progressinphonj 1 | 1 | 1 1111 1111
7. Does the program teach both consonants and vowels? 1|1 |n/a 1| 1 |n/a 1| 1 |n/a
8. Are short vowels taught before long vowels? 0| O |n/a 1|1 |n/a 1|1 |n/a
9. Are |nd|V|dua! _Ietteifsounds taught first, followed lgigraphs, blends, ololo ol 111 11111
andword families?
10. Are high utility lettersounds (e.qg., /a/, Im/, /s/, It/, Ir/ found in short, on
syllable CVC or CCVC words) introducdefore low utility lettersounds| 0 | O | n/a 1|1 |n/a 1|1 |n/a
(e.q., IXI, Iyl, [z])?
11. Are digraphs taught as single sounds (e.qg., /sh/, Ich/, Ith/, /ai/, lea/)? | nfa| 1 | 1 nfaj] 1 | 1 na| 1 | 1
12. Are individual sounds in a blend taught? nfaj 1 | 1 na| 1 | 1 nfaj 1 | 1
13.Are IettQFsound correspondences taught to mastery and reviewed ol olwa 111 | na 111 | na
cumulatively?
14.Are_ s_tudents taught an explicit strategylewodewords by their 11111 11111 11111
individual sounds?
15.Do students practice decoding words ttattain only those lettesounds
i 0O|0]|O 1 (1|1 1 (1|1
that have been previously taught?
16.Once students have mastered a few letbemds, do they immediately ol o lna 111 | na 111 |na
apply them to reading word lists and shagtodable texts?
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F&P Reach Fundations
Phonics(P) 1] 2 1| 2 Kl 1] 2
17.Are symbolto sound(decoding) and sound to symbol (spelling) taugh
=7 0| O 1)1 1111
explicitly?
18.1s spelling taught during word learning so students can understand h
. 1|1 1)1 1 (1|1
sounds map onto print?
19. Does instruction progress from simple to mooenplex concepts (e.g.,
CVC words before CCCVCC words and single syllable words before 1] 1 1|1 1111
multisyllabic words)?
20.Does instruction follow theontinuum of word types(beginning with
CV and CVC words), incorporating continuous and stopnds and 0 | n/a 1 |n/a 1| 1 |n/a
blends in an appropriate sequence?
21. Are reviews of previously taught concepts and words frequent and
. 0| O 1)1 1 (1|1
cumulative?
22.1s emphasis placed on fluency practice for each phonics component
sound identification, CVC blending, word recognitiomjltisyllabic 0|0 0|0 1111
words, and text reading)?
23. Are there ample decodable texts (familiar and unfamiliarytiodents to
. : S . , 0| O 1)1 1111
practice applying their skills with phonic elements?
24. Are decodable texts read befarade books(for students to master new
. 00 1)1 1 (1|1
skills)?
25.Does the program clarify thatgh frequency wordscan be botmegular
: 00 1)1 1 (1|1
andirregular ?
26. Are irregular words that are visually or phonemically confusing (e.qg., 0 | n/a 1 | n/a 111 |na
saw/was, where/were, of/off) separated?
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F&P Reach Fundations

Phonics(P) K| 1 Kl 1 Kl 1] 2
27.Does the program include explicit instruction in irregular words and

decoding strategies for the decodable parts of words (clarifying that t ol o 111 olol o

letters represent their most common sounds as well as the irregularit

certain letters)?
28. Are the numbers of high frequency, irregular words introducedén 111 111 11111

lesson kept to a minimum?
29. Are irregular words preaught before students read connected texts? | 0 | O 1)1 0O, 0|0
30. Are difficult, high frequency words reviewed often and cumulatively?| 0 | 0 1)1 1111
31.Is there sufficient practice with individual letteounds before larger njal 0 nal 1 nal 111

orthographic units are taught?
32. Are students taught the strategycbtinking when trying to decode

multisyllabic words? Wa 1 a| 1 waj 1|1
33.Does the program provide teacimeodeling of athink -aloud strategy to

aid in multisyllabic word analysis? a0 a| 1 waj 1|1
34. Are students taught strategies to read multisyllabic words by using

prefixes, suffixes,and known word parts? a| 0 a1 ma) 11
35. s instruction explicit in the use sf/llable types(e.g., open, closed,

vowelconsonante, vowel combinations;acontrolled, and consonald)? a| 0 a1 ma) 11
36.;2';2;;@% I(Ijsf ’;he program devotedhttvancd phonics §tructural n/al n/a n/al n/a n/al nal 1
37.Are advanced phonics skills taught explicitly, first in isolation and the n/al n/a n/al n/a nal nial 1

words and connected texts?
38.Does th_e program in_clude spel_lin_g strat_egigs (e.g., word sorts, _ nal 1 nal 1 wal 111

categorization activities, wotbuilding activities, and word analogies)?
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F&P Reach Fundations
Phonics(P) K| 1 Kl1] 2 Kl 1] 2
39.Is instruction in the meaning abots andaffixes explicit and do students
. i : . n/a n/a n/a
analyze the relationship of spelling to meaning of complex words?
40. Are word parts that occur with high frequency (e.g-, va, in-, andi ful)
taught rather than those that occur only in a few words? na| 0 ma) 1|1 ma) 11
41.Are there activities for distinguishing and interpreting words with mult nal o nal ol o nal 111
meanings?
42.0nce advanced phonics strategies have been mastered, are they
immediately applied to reading and interpreting familiar and unfamilig n/a| 0 nfaj] 1 | 1 na| 1 | 1
connected text8
43. Are words used in advanced phonics activities also faustudent texts? n/a| 0 nfaj] 1 | 1 na| 1 | 1
F&P Reach Fundations
Motivation and Engagement
(M&E) K 1| 2 K1|l1]|2 K 1] 2
1. Does the program direct the teacher in ways to increase student
motivation such as:
Making reading lveskevant to st 1 1 1 1111 0 0 0
Providing meaningful goals for learning from texts? 0 0 0 1 1|1 0 0 0
Making available a variety of choices (e.g., texts and assignmen
that align with instruction? 0 010 01010 0 0 0
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F&P Reach Fundations
Motivation and Engagement
(M&E) K 1 2 K1|11]|2 K 1 2
Providing opportunities for studertts work collaboratively? 11 0O[0|O0 0 00
F&P Reach Fundations
Assessmen(A) K |1] 2 K 1|11] 2 K 1 2
1. Are assessments included that teachers can use to guide student
movement through the program (e.g., screening, progress monitori 1 | 1 | 1 1 1)1 1 |1 1
diagnosticand outcome measures)?
2. Doe_s the program proylde teacher guidance in using assessment f ololo ololo 1 1 0
to differentiate instruction?
3. Do th(_—:* assessments |dent|_fy students who are at risk or already ololo ololo 1 1 1
experiencing difficultyearning to read?

Note.0 = no, the criterion was not present in the materials; 1 = yes, the criterion was present in the materials; n/aiertheasiter

not applicable to this review.




