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ICONS USED 
Dear student!

Please note that the following icons or symbols are used in this Module for making reference easier for 
you. The table below lists all the icons used in this module followed by their meaning. 

Icons Used in Module 

This tells you that there is an introduction to the module, unit or section.

This tells you that there is question to answer or to think about in the text.

This tells you that there is an activity to do.

This tells you to note and remember an important point.

This tells you that there is a self-test for you to do.

This tells you that there is a checklist of the main points.

This tells you that there is a written assignment.

This tells you that these are the answers to the activities and self-test 
questions.

This tells you that there are learning outcomes to the Module or Chapter.
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This tells you that there is an activity to do.

This tells you that there is a conclusion to the unit.

This tells you that there is an assignment to do.

This tells you that there is a video to watch.

This tells you that there is a student textbook or teacher’s manual to use.

This tells you that there is a script to practice that is seen in the video.

This tells you that there is time for silent reading.
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  INTRODUCTION TO THE MODULE

Dear student teachers!

Traditionally, learning to read and write in mother tongue (MT) was thought to take place naturally and 
with little effort from the learners. However, according to recent research conducted in eight regions in 
Ethiopia, the literacy skill of the students in grades one to four was generally poor. The assessment, 
Early Grade Reading Assessment (EGRA), revealed that a significant percentage of students in grades 
2 and 3 were not able to read and write in their mother tongue. In most regions, more than 50% of 
the students in these grades were unable to answer a single comprehension question (EGRA Report, 
USAID, 2010).

As a result, the Ministry of Education (MoE), together with USAID and other partners, decided to revise 
the mother tongue curriculum in Ethiopian primary schools and in the Colleges of Teacher Education 
(CTEs). The major recommendations from the EGRA results were incorporated when developing 
the new primary Mother Tongue Materials for grades 1-8 and the CTE MT Syllabi. Some of the 
recommendations of EGRA were also presented in the MT 201 (Cognitive Development and Literacy 
Skills) module and include the following research-based reading strategies:

• Focus on reading and writing instruction
• Start literacy instruction early, in grades 1 and 2
• Use letter sounds as building blocks for reading
• Teach decoding skills
• Teach formal comprehension strategies
• Encourage students to read a lot
• Emphasize explicit instruction
• Coordinate literacy benchmarks for each grade, 1-8
• Discuss literacy interventions
• Develop targeted lesson plans

• Appreciate the importance of acquiring literacy skills needed in the workplace

As part of the new MT CTE coursework, this course focuses on teaching reading and writing in primary 
schools. The primary MT materials were used to identify what and how to teach reading and writing. 
The course focuses on developing student-teachers’ understanding and ability to use a variety of 
instructional methods and strategies for teaching reading and writing skills. More specifically, the focus 
is on understanding and using the structures of the MT language and the letter/sounds   to read 
words, phrases, sentences and stories. Course content supports the theories presented in MT 201 and 
builds on the components of reading and writing that were presented. The course uses the effective 
research-based framework of reading instructional elements: print awareness, phonological awareness, 
graphophonemic awareness/phonics, reading fluency, oral language/vocabulary development, listening 
and reading comprehension, and strategy instruction for comprehending a wide variety of passages. 
The course also addresses the effective research-based framework for teaching writing. 

Information is provided or how to support students with reading and writing difficulties through the use 
of targeted instructional strategies.
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In each of the chapters, instructional techniques from the primary Mother Tongue Materials are 
introduced and demonstrated to help student teachers gain practical knowledge of these techniques.

 MODULE LEARNING OUTCOMES

At the end of this module, student teachers will be able to:

• Define reading and writing

• Summarize the five components and sub-skills of reading instruction (phonological awareness, 
graphophonemic awareness, fluency, vocabulary and comprehension)

• Use cognitive and academic developmental stages in reading  to design appropriate lessons for  
reading and writing development

• Apply different techniques of teaching reading and writing

• Demonstrate instructional strategies for beginning reading instruction that teach: concepts 
of print, script recognition (Mother Tongue Writing System), phonological awareness, oral 
language, and listening comprehension

• Demonstrate strategies that can be used for teaching graphophonemic awareness (e.g. 
decoding)

• Demonstrate strategies that can be used for teaching reading fluency

• Demonstrate strategies to teach oral language and vocabulary

• Demonstrate strategies for teaching listening and reading comprehension

• Use instructional strategies to teach students to write words, sentences and paragraphs

• Comprehend the expected primary level MT language competencies and instructional techniques 
designed to achieve the grade-level expectations

• Use plans, from the primary MT materials, for teaching reading and writing

• Demonstrate strategies that can be used for developing word recognition and comprehension 
(structural analysis, morphology, syntactic, semantic)

• Use instructional techniques that support students with reading and writing difficulties.

• Value students’ diversity in learning to read and write in a primary classroom

MODULE STRUCTURE

This module is composed of different sections within each chapter. These sections include: chap-
ter contents, learning outcomes, assessment methods, teaching and learning strategies, activities, 
chapter summary, review questions, and self-assessment questions. References for each chapter are 
indicated at the end of the module and there is glossary of words at the end of the module. For some 
chapters, there are additional scripts or passages for teaching reading and writing. These are found 
at the end of the chapters. The scripts within the chapters and at the end of the chapters support the 
instructional strategies found in the MT primary curriculum.

LEARNING ACTIVITIES, MODES OF TEACHING, AND TIME REQUIRED

The module is intended to be delivered in a student-centered and conceptually meaningful manner. 
For this module, classrooms are expected to be largely interactive classrooms where students take the 
lion’s share in different types of activities such as peer teaching, demonstration, reflections, peer evalu-
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ations, presentations, debates, pair and group work. Teacher-talk (lecture) is expected to be extremely 
minimized. The estimated time required, for completing each chapter in the module, is indicated at the 
beginning of each chapter. Teachers are advised to allocate sufficient time to each task in every chapter 
depending on the total amount of time allocated for each chapter.

ASSESSMENT TECHNIQUES

Continuous assessment techniques are used for teaching and evaluating student-teachers. These 
techniques may take the forms of oral and written responses, quizzes, tests, presentations and a final 
examination. The following techniques of continuous assessment (with recommended mark alloca-
tions) are suggested to be implemented.

Table 1: Assessment Techniques

    1 Quizzes 15%
    2 Class attendance and participation 5%
    3 Individual, pair and group work 10%
    4 Written report of some selected activities and project work 15%
    5 Microteaching 25%
    6 Final exam 30%
               Total                                                                                                     100%

TEACHING RESOURCES
This module should be used as the main course book in order to teach/train student teachers for 
teaching MT in primary schools (Grades 1-8) in CTEs. The new MT textbooks for Grades 1-8 and 
MT teacher’s guides for Grades 1-8 should be used as main references and reading materials. 
In addition to these materials, each chapter has a list of references related to the contents of the 
chapters. The instructor may also add additional references.

NOTE:  Videos of classroom instruction will be available for grades 1-4 and 5-8. These videos are 
designed to support the contents of the primary MT curriculum. As an instructor, you may want to 
review the videos and determine which ones present effective research-based instruction and will 
enhance your lessons.

We wish you an exciting time of study!
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CHAPTER 1: INTRODUCTION TO TEACHING READING                
                       AND WRITING

OUTLINE

1.1 The Definition and Nature of Reading
1.2 Relationship between Cognitive Development and Teaching Reading

1.2.1 Cognitive Development and Developmental Stages in Reading
1.2.2 Review of How the Brain Processes Information

1.3 Overview of the Five Areas of Effective Reading Instruction
1.3.1  Phonological Awareness
1.3.2  Graphophonemic Awareness
1.3.3  Reading Fluency
1.3.4  Oral Language and Vocabulary
1.3.5  Listening and Reading Comprehension

1.4 Approaches Used to Teach Reading
1.4.1 Whole Language (also called Language Experience) 
1.4.2 Skill Based (also called the Phonics Approach)
1.4.3 Multisensory Approach

1.5 Explicit Instruction
1.6 Instructional Methods in Writing
1.7 Ethiopian Primary School Reading and Writing Proficiency Standards
1.8 Components of a Primary MT Lesson in Grades 1- 4 and Grades 5- 8
1.9 Gender Responsive Learning Environment
1.10 Meeting the Needs of Diverse Students
 

Summary
Chapter Review
Self-Assessment

 INTRODUCTION

Teachers’ knowledge of reading and writing development is key in making learning to read natural 
and effective for their students. Hence, this chapter is a review of the research-based findings of the 
stages of reading development; the nature of reading and writing skills. The relationship between 
cognitive development and teaching reading and writing is discussed. An overview of the five areas of 
effective reading and writing instruction are briefly presented. The approaches to reading instruction, 
the importance of teachers’ knowledge of reading stages, and the role of explicit instruction are 
also discussed. In order to make the contents concrete, the primary school proficiency standards, 
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model lessons, activities and examples are integrated into the chapter. In some cases, you will see 
the examples adapted from the respective mother tongue’s primary reading materials. Methods for 
promoting gender sensitivity are also presented. In addition, methods and strategies to meet the needs 
of diverse students are discussed.

 LEARNING OUTCOMES

At the end of this chapter, student teachers will be able to:

• Explain the nature of reading and writing

• Identify components of a reading lesson in Ethiopian primary school curriculum

• Summarize the four processors of the human brain that are related to language learning and 
discuss the role of each in learning to read and write.

• Discuss the five areas of effective reading and writing instruction

• Compare and contrast the three major approaches of reading instruction

• State components of a Primary MT lesson in Grades 1-4 and Grades 5-8

• Discuss how to address gender sensitive instructional practices

• Analyze the Ethiopian Primary School MT Reading and Writing competencies/proficiencies.

• Summarize major instructional principles and techniques that meet the needs of diverse learners

INSTRUCTIONAL MATERIALS

• Handouts

• Primary Mother Tongue Curriculum

• Tables, Diagrams

• References

• Audio-visual Resources

TEACHING AND LEARNING TECHNIQUES

• Interactive Lecture

• Task Based Approach

• Independent Study and Project

• Peer and Group Work

ASSESSMENT TECHNIQUES

• Oral Questions and Answers

• Individual, Pair, and Group Work

• Project Work

• Classwork and Homework

• Test (quiz)

• Classroom Participation and Reflection

• Self-assessment
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1.1 DEFINITION AND NATURE OF READING

Reutzel & Cooter (2013) define reading as a complex set of skills, strategies, knowledge, and 
concepts that support the reader in understanding visual and print-based. The information may 
be presented in a variety of formats. Good readers read for a purpose. Good readers are 

actively engaged when reading, identify what is important and what is already known about the topic to 
comprehend. Learning to read involves:

1. Figuring out how print represents spoken words of the MT language,
2. Reading known words and sounding out new words,
3. Knowing the meaning of words in print,
4. Using what is known about the topic, and integrating old information and new information to un-

derstand what is being read (Honig, Diamond, & Gutlohn, 2006).

Comprehension is the reason for reading. If readers can read the words but do not understand what 
they are reading, they are not really reading. As teachers, we must be able to teach students the skills 
so that all students learn to read and comprehend what has been read.

Reading is a complex process that requires attention, memory, language, and motivation; it is both a 
cognitive and social activity (Reutzel & Cooter, 2013). Reading is also part of the broader term literacy. 
Literacy also includes writing, speaking and listening. Visual, analytical, and technological skills are 
also part of literacy development. 

Although there are many factors that influence students’ reading skill development, the teacher has 
been found to be a critical factor in the student’s learning. Anderson et al. (1985) found that at least 
15% of the differences in reading achievement between students is related to teachers’ skill and 
effectiveness in providing instruction. In this course, you will learn many strategies to help students 
in the development of literacy skills. It is important that you help students understand that these skills 
and strategies will help when learning to read and write and in learning content area information. It is 
important to teach the skills and strategies that all students need. 

1.2 RELATIONSHIP BETWEEN COGNITIVE DEVELOPMENT AND TEACHING  
  READING

The theories of cognitive development that you learned in MT201 can help you understand students’ 
literacy development. Students learn to read and write in similar ways; however, they may not learn 
the same skills at the same age (e.g. blending sounds to say words). Knowing theories of cognitive 
development help us understand that students may enter school at the same age; however, they 
are at various stages in learning. As a teacher, it will help if you know the stages in learning to read 
and the skills learned in each stage. Knowing these developmental stages will help you know what 
type of instruction and strategies can help students progress in their literacy skills development. Most 
researchers identify 5 Stages in Learning to Read (Chall, 1983; Dorn & Soffos, 2001; Fountas & Pinnell, 
1996; Snow, Burns & Griffin, 1998). As you work in classrooms, look at how students read and write 
and think about where students are developmentally in reading and writing skills. As a review of the 
information in MT-201 Cognitive Development and Literacy Skills, the following is a short summary of 
the stages. 
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1.2.1 COGNITIVE DEVELOPMENT AND DEVELOPMENTAL STAGES IN READING

Awareness and Exploration Stage: Babies and Toddlers

When an infant first hears the spoken word and sees printed words (e.g. newspaper, signs, etc.), 
she/he is in the beginning stage of literacy development. It is important to talk to and listen to young 
children. Children will begin to recognize Fidels/syllables and can associate the Fidels/syllables with 
sounds. 

Experimental Reading and Writing Stage: Preschool Age

Young children can learn words that will help them in school and to sing songs related to Fidel/syllables. 
In this stage, they begin to recognize some Fidel/syllables in words (i.e. their name and family names). 
They enjoy looking at books, scribbling, writing Fidel/syllables, and writing their name.

Early Learning Reading and Writing Stage: First Grade

In first grade, students begin to learn how to read using phonics. Phonics is the strategy that helps 
students to recognize and use the sounds of syllables related to Fidel/syllables to read and write words. 
At this point, students write the Fidel/syllables for the sounds they hear in words but may not write all 
the Fidel/syllables. They also understand that sentences are made up of words.

Transitional Reading and Writing Stage: Second and Third Grade

Students are beginning to read on their own and understand that the written information carries a 
message. They can identify a main topic and supporting ideas.

Competent Reading and Writing Stage: Fourth Grade and Beyond

Competent readers can read and understand long novels, academic passage, and the complex words 
used.

  ACTIVITY 1: Pair-Share

Work in pairs and share with your classmates.

1. Discuss the implications of the above stages of reading development for parents and primary 
school teachers (i.e. what do we need to do when helping students learn to read and write?). 
Please share your findings with the whole class.

2. As a teacher, what would you do if you are teaching a student who is below the expected level 
of reading?

3. What is the implication for teachers that students in the same grade level have different reading 
and writing competencies?

Remember, in your Cognitive Development and Literacy Skills module (MT-201), you learned the 
different stages of word recognition: pre-alphabetic stage, partial alphabetic stage, full alphabetic 
stage and consolidated alphabetic stage. You also learned about the importance of knowing each of 
these stages of reading. This helps the teacher know what kind of problems the students face and to 
provide them with the necessary support. You will also learn more about this in your 3rd year course- 
Assessing Literacy Skills and Differentiated Instruction module. You can review these stages in the MT 
201 Module.

1.2.2 REVIEW OF HOW THE BRAIN PROCESSES INFORMATION

 When a person listens, speaks, reads, or writes, the brain is active. Last semester, you learned 
that there are four systems in the brain that work together to process information (Honig et al., 
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2006). Each of these processors is located in the left hemisphere of the brain and each is working to 
help us speak, listen, read, and write.

These processors are not next to each other and must communicate to support learning to read and 
write. In MT 201, you learned about a model that shows how the processors represent the 5 areas 
of reading and how they work together. Knowing the processors and what they do, can help you 
understand the skills used by strong readers and which processors may not work together when 
students are struggling to learn. Knowing this information can also help you know what to do to help 
students become successful. The following is a brief review.

Context Processor

Meaning 
Processor

Orthographic        
Processor Memory 

for Letters

Phonological    
Processor 

Speech Sound
 System

Listening Writing Reading 

Fluency

Speaking

Figure 1-  Four Processing System

The Phonological Processor uses the speech sound system. When a child speaks, she/he is working 
with the sounds of the mother tongue language. This is an oral skill that can be used to understand 
what is heard and to use the correct sounds in the MT language when speaking.

The Orthographic Processor is used to recognize Fidel/syllables and words. It works with the 
Phonological Processor to associate these Fidel/syllables and words with speech sounds. These two 
processors are used when sounding out words to read and segmenting the sounds of words to spell 
and write. The students must also be able to know the meaning of the words they hear and use to 
speak, read, and write. 

The Meaning Processor is used to remember and understand the meaning of words and word parts 
that are stored in the brain. Words may have more than one meaning. To identify the correct meaning 
for the word, the Context Processor uses information that we have about our mother tongue and how 
the words are used in the passage. Our brain stores the experiences we have (prior knowledge), and 
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Words may have more than one meaning. The Context Processor uses information that we have about 
our Mother Tongue and how the words are used in the passage. Our brain stores the experiences we 
have (prior knowledge), and what we know about the world around us. The context processor helps 
identify which meaning is correct.

All of these processors must work together for us to listen, speak, read, and write fluently. For example, 
when trying to read a new word, the student first sees the word in print (orthographic processor at 
work). The student can use the phonological processor to sound out the word.

Next, the brain accesses the meanings for the word (meaning processor). Finally, the context processor 
helps the students know about what is being read to choose the correct meaning of the word.

In this course, you will practice activities that will help students build the skills needed for using each of 
these processors so that they work together fluently and accurately in order to read and write.

1.3 OVERVIEW OF THE FIVE AREAS OF EFFECTIVE READING INSTRUCTION

   In other courses, you have read about the five components of reading instruction that are very 
important as students develop the skills needed to become strong readers. This is a quick 
review of the five areas. In the rest of the chapters, you will practice teaching strategies that 
are used to teach skills within these areas. The 5 areas are:

• Phonological Awareness
• Graphophonemic Awareness
• Reading Fluency
• Oral Language and Vocabulary, and

• Listening and Reading Comprehension

1.3.1 PHONOLOGICAL AWARENESS

Phonological awareness is the ability to hear, identify and manipulate the sounds of the MT. This is 
an oral skill. Students who have phonological awareness are able to hear and be aware of sounds, 
use the sounds to say words, and use the sounds to hear and say new words. For Fidel/syllables this 
includes working with words, syllables and individual sounds (called phonemes). This skill is necessary 
for linking sounds to Fidel/syllables, to be able to read and spell.

1.3.2 GRAPHOPHONEMIC AWARENESS

Graphophonemic awareness is the ability to link sounds with the Fidel/syllables. Students discover that 
there are predictable relationships between sounds and Fidel/syllables, which helps when reading, 
and spelling words. The words decoding, and graphophonemic awareness are often used to explain 
the skills students need to figure out new words. Decoding skills used in graphophonemic awareness 
include:

• Reading unfamiliar words by blending, or decoding (sounding out) Fidel/syllables

• Spelling and writing words that are difficult, by segmenting the word into Fidels/syllables

• Using morphemes to read more complex words (the smallest unit of meaning in a word).              
For example, the word room is one morpheme; the word bedroom has two morphemes.

1.3.3 READING FLUENCY
By definition, reading fluency is the ability to read with comprehension and involves accuracy, speed 
and expression (Armbruster, Lehr, &Osborn, 2001). Fluent readers are able to read with an appropriate 
speed, with a certain level of accuracy (words read correctly) and use expression. However, reading 
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accurately and quickly is only part of being a fluent reader; the reader must also comprehend what is 
read (MoE, 2014). Strategies that teach fluency should begin in the early grades.

1.3.4 ORAL LANGUAGE AND VOCABULARY

Early in life, young students begin to hear language and develop an oral vocabulary. Oral language 
is an important factor in language and literacy development, especially in reading comprehension. 
Hearing language helps students learn how language works in their mother tongue and understand the 
meanings of words (Sofier, 1999). Languages across the world consist of a similar set of foundational 
oral language skills; however, languages may sound and look different. Early oral language skills are 
basic to a student’s later reading success (Kadervaek, 2007).

Vocabulary is the knowledge of words and word meanings according to the structure of the MT 
language. A student’s knowledge of vocabulary is important in learning to read and to comprehend 
passages (National Reading Panel, 2000). Students learn more word meanings when they have 
many oral language experiences (National Institute for Literacy, 2001). When students are learning 
to read individual words, sentences, and paragraphs, vocabulary plays an important role. Vocabulary 
knowledge requires using prior knowledge and information from the passage, understanding how 
language is used, and general ability (Honig et al., 2006).

1.3.5 LISTENING AND READING COMPREHENSION

Listening comprehension is the foundation that supports students in understanding what they read, and 
remembering and discussing what they have read (Armbruster et al., 2001). Listening comprehension 
includes a reader’s ability to listen and understand stories, informational passages that are read out 
loud.

Reading comprehension is understanding what one has read. It is the ultimate goal of reading. 
Comprehension is achieved through constructing meaning by (a) using prior knowledge about the 
topic, (b) reading the information and making sense of what is being read, (c) identifying the main 
idea and details, and (d) making inferences. In the subsequent chapters, you will learn and practice 
strategies to teach the skills needed for students to be successful in the five components of reading 
and strategies used in writing instruction.

    ACTIVITY 2: REFLECTION

Revisit the 4 processors summarized above (see Fig 1) and discuss with your table partner how the 5 
areas of reading are represented in the model.

1.4 APPROACHES USED TO TEACH READING

There are several approaches to teaching reading skills. In this section, we will review three of 
them: Top-down/Whole Language (also called Language Experience), Bottom-up/Skills-Based 
(also called Phonics Approach), and Multi-sensory. In the new primary MT reading passage, 
the focus is on using a skills-based approach to teaching reading. The following is a review, 

from MT 201, of the three main approaches to reading. Notice the differences in the ways reading is 
taught using these approaches.

1.4.1. WHOLE LANGUAGE (ALSO CALLED LANGUAGE EXPERIENCE)

In this approach, it is believed that students learn to read as naturally as he/she learned language. In 
this approach, the teacher;
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• Supports reading using whole words by using the student’s oral language

• Reads and re-reads passages until the student can read the passage independently

• The relationships between Fidels/syllable, sounds, and words are not explicitly taught.

Using the whole language approach, teachers organize and provide instruction in which students learn 
speaking, listening, reading, and writing in a holistic manner. Reading is taught through the use of 
content rich literature and a print rich environment. The approach emphasizes studying and working on 
the meaning of passages more than the teaching of the sounds of Fidels/syllables and the Fidel/syllable 
sound correspondences and other elements of a language. The emphasis is on the construction of 
personal meaning of a text based on the readers’ prior knowledge and experience rather than learning 
by beginning with the smallest units of language: syllables. Therefore, it is considered a top-down 
approach (Maddox and Feng, 2013).

1.4.2. SKILL-BASED APPROACH (ALSO CALLED THE PHONICS APPROACH)

The phonics approach teaches reading explicitly and sequentially through systematic instruction of 
the five components of reading instruction. Teachers teach the sounds of the language and how the 
students can blend and segment the sounds, identification of Fidels and the relationship of Fidels-
sound correspondence in words. The skills based approach provides effective instruction when learning 
to read (Honig et al., 2006). It can be used in the teaching of beginning reading and reading that is 
more complex. This approach can help reduce the number of students struggling in learning to read, 
and support students with special needs and students who do not speak the language of instruction. 
According to this approach:

• New skills are taught with the teacher modeling and then practicing with the student; finally, the 
students independently use these skills

• A logical progression is used to teach skills (e.g. most frequent Fidels/syllables are taught first); 
students are taught how to blend and segment sounds

1.4.3. MULTISENSORY APPROACH

This approach can be used with either the Whole Language or Skills-Based approach and is typically 
called VAKT (Visual, Auditory, Kinesthetic, and Tactile). The Multi-Sensory Approach is effective for 
helping all students to read. The teacher provides instruction with all possible senses using strategies 
such as tracing, saying, listening and looking to meet the needs of different types of learners.

1.5. EXPLICIT INSTRUCTION

The new primary mother tongue reading materials for grades 1-4 and 5-8 are based on the skills/
phonic approach of language teaching. Hence, the instructional approach is aligned with the explicit 
instruction method. This is referred to as the “I Do/ We Do/ You Do” instructional method (MoE, 2014). 
When using explicit instruction (MoE-2014):

1. The teacher models/ shows the students how to use the new skill (I Do).
2. The teacher and the students then practice the skill together (We Do).
3. The teacher then provides opportunities for the students to practice on their own (You Do).

Other practices are used as part of this model. The Explicit Instruction model also includes feedback 
from the teacher and many opportunities for practice (MoE, 2014). This is called the gradual release 
model; the teacher first teaches the skill. Then, when the students are able to use the strategy, 
supports students as they use it on their own. Supports, or Scaffolding, are provided when the student 
is learning the skill (I Do, We Do) and the support is removed, as the student is able to complete the 
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task independently (You Do). Struggling readers can make large gains in reading and writing when this 
strategy is used (Gunning, 2013).

In this module, you will practice how to teach strategies and skills using the explicit instruction method. 
It is important to understand that explicit instruction is not needed, nor should it be used to teach all 
skills. For young students, explicit instruction may be necessary to teach the basic skills and strategies 
needed to learn to read and write. However, once the student has learned how to do this on his/her own, 
the I Do/ We Do/ You Do model is not used. You may have to remind the student to use the strategy. 

Older students may also need explicit instruction in learning new content area information, graphic 
organizers, vocabulary, and metacognitive strategies. Remember that metacognitive strategies are 
what students do to monitor comprehension and use when they do not comprehend.

 ACTIVITY 3: Practicing “I Do, We Do and You Do.”

 We will now watch a video that shows a teacher using this model to teach a new skill. We will 
also discuss what you saw, in relation to the explicit instruction model.

    ACTIVITY 4: Think-Pair-Share

Answer the following questions and then discuss your answers with your table partners.

1. Should we make students aware of their own reading processes? Why? Why not?
2. Based on your course in MT 201 and the above descriptions above, compare and contrast the 

whole language approach and phonics approach of teaching reading.
3. How can an awareness of the above approaches help us as teachers? Do you think that teachers 

have to exclusively use one of the approaches? Why?

1.6 INSTRUCTIONAL METHODS IN WRITING

  Writing is defined as a complex act of communication that is accomplished in a variety of 
environments, under various constraints of time, and with a variety of language resources and 
technological tools (National Center for Educational Statistics, 2012).

Traditionally writing was thought of as an activity that begins and ends in a seat. It was thought that all 
it takes to write is to sit down in front of a blank page, to start at the beginning and write through to the 
end, with no planning, break, editing, or changes in between (White & Arndt, 1991). There are many 
instructional methods for achieving effective writing goals, depending on the learner, the problem to be 
solved, the level of support needed, prior knowledge of the content, and goals to achieve. 

The methods that can be used to help students write for a purpose are:

• Modeled Writing- the teacher models how to write

• Shared Writing- teachers and students write a message together; the students dictate what is to 
be written and the teacher writes what the students say and provides feedback

• Interactive Writing- the teacher and students take turns writing letters and words to complete 
sentences and paragraphs.

• Guided Writing- students write independently and the teacher supports the students as they’re 
writing 
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• Independent Writing - students write independently and the teacher provides support as needed 
(Piazza, 2003)

Approaches to Writing
There are different approaches to writing. One approach is teaching students the process that good 
writers use. Another approach is looking at the students finished work (product) and providing feedback.

Process Approach to Writing
In process writing, students learn how to work through different activities to write well (White & Arndt, 
1991; Hedge, 1988; Kroll 1990). Students learn to plan, write, revise, and edit in order to produce 
a finished document that can be understood by the reader. You will learn how to teach the writing 
process in chapter 7. You will also learn that there are different types of feedback to use as the students 
plan, write, and finish what is being written. This approach is used in the new primary mother tongue 
materials.

Product Approach to Writing
When we use the product approach to teach writing, the focus is the mechanics of writing, grammar, 
and comprehensions (e.g. spelling, punctuation). Using this teaching approach, the teacher gives the 
students a framework for how to organize what they are writing and the students must use this guide. 
Using the framework, students decide what they write and how they write.  However, when students 
are writing rough drafts it is important to focus on the writing process and the content. Students will 
write more when mechanics are not considered when writing rough drafts. Emphases can be given 
to mechanics when the student edits and revises. In contrast, the process approach is more student 
centered, the teachers’ role is to guide and support students as they write.

1.7. ETHIOPIAN PRIMARY SCHOOL READING AND WRITING PROFICIENCY  
   STANDARDS

The new MT Syllabus for Grade 1-4 and 5-8 lists the reading and writing skills that students are expected 
to develop in each semester (MoE, 2013). Grade 1 begins with an emphasis on ensuring that students 
are prepared for reading through the development of print concepts; phonological and graphophonemic 
awareness; oral language and vocabulary; fluency; and listening and reading comprehension. 

In Grade 2, students are continuing to master linking sound-symbol relationships and are reading 
increasingly longer text (i.e. longer paragraph, or more than one paragraph. In Grade 3, students are 
able to decode a large number of words including those that are longer and/or have more complex 
word structure. In Grade 4, students should have learned range of sound-symbol relationships in their 
language (MoE, 2013), and are able to read and understand content area text. There are specific 
competencies for each grade level. These national competencies are very much interrelated across 
grade levels. Competencies determine the objective, contents, and teaching practices in class. 
Examples of the reading and writing proficiency competencies are given below.

End of Grade 4 Mother Tongue Language Core Competencies

At the end of the first cycle of primary schools, the students will have acquired the following core 
competencies for using the mother tongue. (Specific targets, such as fluency rates, will be adjusted by 
language).

• Phonological Awareness and Graphophonemic Awareness: Use sound to symbol correspondence 
in oral speaking, reading and writing through separation, blending and manipulation.
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• Fluency: Read a passage of 70-100 grade appropriate words with 95% accuracy and appropriate 
expression and rate for the language.

• Vocabulary: Use theme-based vocabularies appropriately in daily life (social, academic).

• Comprehension: Develop short description of his/her understanding of curriculum-based genres 
(expository, narrative passages).

End of Grade 8 Mother Tongue Language Core Competencies

• Phonological Awareness and Graphophonemic Awareness: Reproduce a minimum of 140 grade 
and language appropriate words that are dictated in a written form with acceptable accuracy 
and readability.

• Fluency: Read a passage of at least 140-160 grade appropriate words per minute with 95% 
accuracy and appropriate expression and rate for the language.

• Vocabulary: Independently construct correct and contextualized sentences on grade and 
language appropriate vocabulary and an original passage of at least four paragraphs on a topic.

• Comprehension: Produce review report based on a passage read or heard (minimum of 140 
words) and differentiate facts from opinions as well as causes from effects.

Note: For further explanation on the competencies of the specific grade levels, refer to Appendix I at 
the end of this module.

    ACTIVITY 5: Discuss in Pairs and Share with the Whole Class

1. As a teacher, why is it essential for you to know the standards that students must meet at the var-
ious grade levels? How do these standards help a teacher identify instructional and assessment 
techniques to be used?

2. What can you do if some of your students perform below the standard specified for that grade 
level?

1.8 COMPONENTS OF A PRIMARY MT LESSON IN GRADES 1-4 AND GRADES 5-8

As you complete this module, you will learn and practice strategies to teach the new primary MT 
materials. These materials were developed based on a Scope and Sequence, for grades 1-4 and 5-8, 
and address the 5 reading components and writing (MoE, 2013).

In grades 1-4, all the components and writing are taught within each lesson. There are 30 lessons, 40 
minutes long, for each year. Specific skills are taught and reviewed before introducing new skills. In 
grades 1-4, there are also thematic units that are integrated across the weeks. The following provides 
the overall picture of the lesson structure grades 1-4.

The weekly lessons center on listening and reading passages that are used to support the teaching 
of the five reading components, along with the four language skills: speaking, listening, reading and 
writing. The passages also focus on the themes/topics for the particular week. The listening and reading 
passages are used to develop listening and reading comprehension, while the reading passages also 
give students a chance to practice reading. Words from the lesson are also used for vocabulary and 
graphophonemic awareness activities. Ideas from the passage may be used for drawing, discussing, 
and writing. (H. Boxwill, personal Communication, September, 26, 2014)

The tenth day for Amharic and Tigrinya is a day for review and assessment. On that day, the teacher 
uses exercises, activities, and even games to review what the students have been learning. Also 
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on this day, the teacher should select individual students for formal continuous assessment; these 
assessments should be recorded to track student progress toward meeting the competencies.

The Three Stages of a Reading Comprehension Lesson

The Primary MT materials are structured in such a way that addresses the five components of reading 
as well as writing activities. In addition, the reading comprehension (Read Aloud and Read Yourself) 
section is usually divided into three stages: pre-reading, while reading and post reading.

The pre-reading part is preparation. Here students are asked what they know about the topic (prior 
knowledge) and/or to predict what the passage will be about. They may also be provided the meanings 
of some key vocabulary words.

In the while reading part, students read the passage to get the gist (main idea) and specific information. 
To enhance their comprehension and, to make their reading purposeful, students are asked more 
detailed questions based on the passage.

The last part is the post reading where students are asked questions and to relate what they have 
read with their own lives. For example, they can complete speaking activities where they will answer 
orally. There also may be more probing questions related to the reading topic that help them to relate 
the passage to their own lives. Or, they can be asked to paraphrase the main ideas of the passage in 
their own words.

Components of a Primary MT Lesson in Grades 1-4

In grades 1-4, each lesson in the student passage is divided into sections. Each section can be identified 
by the icons.

   Listening Passage

This section focuses on listening comprehension. Activities may include:

• Students listen to the teacher reading a story or information passage;

• Answering questions about the passage;

• Learning new vocabulary words that are used in the passage;

• Discussing the passage;

• Writing (or drawing) about the passage.

 New or Focus Fidels/syllables 

This section focuses on Fidels/syllables and their sounds. Activities may include:

• Introducing Fidels/syllables of the language;

•  Learning and practicing the sound(s) each Fidel/syllable makes in words;

• Identifying words that start with each Fidel/syllable. 

    Blending/Segmenting

This section focuses on reading words and breaking words into parts to help read and spell. 
Activities may include:

• “Blending” words– reading the sounds of each Fidel/syllable or word-part separately, and then 
saying them together;
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• “Segmenting” words – reading words and then breaking them into Fidel/syllables or word-parts;

• Identifying and reading the parts of words that have meaning (morphemes).

  Sight Words

This section focuses on learning some words by sight. This is useful so that students can read complete 
sentences or passages sooner. These words will be used in the Read Yourself Passage. Activities may 
include:

• Learning new words by sight;

• Practicing sight words learned already.

 Read Yourself Passage

This section focuses on reading sentences, a short story, or an informational passage, the grade 1 
passages are written so that students can sound out the words or recognize words by sight.

The passages also focus on comprehension. Activities may include:

• Reading the passage;

• Answering questions about the passage;

• Discussing the passage;

• Drawing a picture or writing about the passage.    
    Vocabulary

This section focuses on learning and using new words. Activities may include:

• Learning new words;

• Matching words with pictures or with definitions;

• Categorizing words;

• Saying or writing a word that means the same or opposite of a given word;

• Using the words in a sentence.
    

  Writing

This section focuses on forming Fidels/syllables and words, spelling, and expressing ideas in pictures 
or words.  Activities may include:

• Learning how to write each Fidel/syllable;

• Practicing writing the Fidels/syllables;

• Writing words with Fidels/syllables already known;

• Drawing pictures about experiences and stories;

•  Writing words or sentences to share thoughts and ideas. 
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ACTIVITY 6: Group Work

1. Discuss your reflections in small groups, look at the primary MT textbooks for one of the grades 
1-4

2. Find a set of Lessons for one week.
3. Identify the icons and look at what the lesson teaches.
4. Write the Grade Level and the Week/Lesson. Write a short summary of your findings regarding 

the content of the lesson.
5. Be ready to report to your classmates. Listen as each grade level is presented and reflect on how 

the lessons are alike/different from your group.

In grades 5-8, units are taught for three weeks. Not all components and writing are taught every day; 
however, they are all addressed within each week. 

The following table shows the components of a primary grade 5-8 MT three-week unit of study (H. 
Boxwill, Personal communication, 20, 2014).

Table 2: Components of a Primary Grade 5-8 MT Three-Week Unit of Study

Unit X, Week 1: Introduction

Day 1 Day 2 Day 3

Component Time Min. Component Time Component  
Time

1. Word Study 10
3. Vocabulary
* 8-10 new words

10

Homework (brief review)
5. Reading
(focus on fluency) 
5a. Pre-reading 
5b. Reading the 
passage

5

10

2
8

Reading (focus on 
Comprehension)

2. A.  Pre-reading 
Comprehension

2.b. Reading the 
Passage

2.c Post-Reading 
Comprehension

30

5

10

15

4. Writing

4a.Writing 
composition

 4b.Writing 
conventions

30

20

10

6. Oral Language: 
Listening

6a. Pre-Listening 
Comprehension 

6b. During Listening

6c. Post-listening 

7. Grammar 

15

5

5

5

10

Unit X, Week 2: Practice

Day 4 Day 5 Day 6

Component Time Min. Component Time Component Time
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Homework(Brief 
Review)

8.   Reading

8a. Pre-reading 

8b. Reading 

8c.Post-reading Compre-
hension

5

35

10

10

15

9. Vocabulary

8-10 new words

10.Writing 

10a. Writing

Composition 

10b. Writing

Conventions

10

30

20

10

Homework (Brief 
Review)

11.Reading 
Fluency 

11a. Pre-reading 

11b.Reading the  
passage

5

10

2

8

12. Oral Language: 
Speaking 15

13. Grammar 10

Unit X, Week 3: Apply

Day 1 Day 2 Day 3

Component Time Component Time Component Time

Homework (Brief 
feedback)

14. Word Study

5

5

16. Vocabulary 8-10 
new words

   10

Homework 
(Brief 
feedback)       

18. Reading 
Fluency           

18a. Pre-read-
ing                          

18b. Reading                               

 the passage

5

10

2

8

15. Reading (focus on 
Comprehension)

A.  Pre-reading Com-
prehension

Reading the Passage

Post-Reading Com-
prehension

30

5

10

15

17. Writing 

17a. Writing Compo-
sition

17b. Writing

Conventions

30

20

10

19. Oral        
Language:                           
Speaking                                  

15

7. Grammar                             10
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1.9 GENDER RESPONSIVE LEARNING ENVIRONMENT

The following statements are excerpts from the MT Primary Textbooks (MoE, 2013). Emphasis 
is placed on providing an environment and strategies that support Gender and Inclusive 
Education:

Teaching should respond to the needs of students with different backgrounds.

Differences among students include sex, religion, disability status, ethnic background, language, 
economic status, etc. Instructional materials and teaching methodologies must be inclusive of all 
these students. If you reinforce bias or leave out certain students, the possibility for those students to 
stay in school or perform well is very low.

Gender sensitivity is a part of the core principles of the syllabus and the development of the Primary 
MT materials. This includes:

• Balanced Representation: Fair representation of both female and male characters, persons 
with disabilities, and characters with diverse cultural and religious backgrounds so that students 
value diversity and all students will be able to identify with some of the characters.

• Language Use: The language used in stories, instructions and other descriptions is free of bias 
and does not exclude any group of people.

• Role Assignment: The roles that are shown for female and male characters do not reinforce 
traditional stereotypes.

• Characterization: Girls/women and boys/men are shown having a range of personality traits.

• Illustration: Emphasis is on a balanced representation of students with different backgrounds, 
role and characterization, size and placement.

Materials alone cannot create a gender responsive learning environment. You also need to understand 
the situations of boys and girls and use instructional techniques that enable all students to actively take 
part in the learning process and perform well. The teacher should pay attention to the following to make 
his/her classroom gender responsive.

• Language Use: Make sure that verbal and non-verbal communication in the classroom is 
inclusive of both boys and girls and does not discourage any group of students from participating 
in classroom activities. For example,

o Use gender inclusive language, such as using both “he” and “she” interchangeably, or find 
non-gender specific terms to refer to students, rather than frequently using a pronoun that 
excludes a group of students.

o Use encouraging words and avoid negative body language

o Give the same level and type of attention to responses from all students

• Classroom organization: The desks should be arranged so all students have a chance to take 
part in discussions, with boys and girls included. Whenever possible, the classroom should also 
be arranged so that you can move around the class and observe if students are progressing 
well or struggling.

•  Classroom Interaction: There should be a lot of interaction between the teacher and students 
and between students. By using participatory teaching methodologies such as discussion, role-
play, and group-work, and making both girls and boys take an active part in the activities, the 
teacher can ensure the involvement of all students.
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      ACTIVITY 7: PROJECT WORK

Interview some of the students, teachers and parents about whether and how far gender responsive 
education is being conducted in one of the nearby schools. Then report the findings of the interview to 
your class.

1.10 MEETING THE NEEDS OF DIVERSE STUDENTS
Some students require additional support to be able to access and benefit from their education equally. 
They may struggle to read and write, and/or they may have above-average intellectual or creative 
abilities.

The instructional techniques in the teacher’s guide take into consideration the different levels of 
understanding of students in a class by adopting differentiated instruction and multiple modalities of 
activities, including visual, auditory, tactile and kinesthetic tasks, active learning approaches, continuous 
assessment etc.  In addition to this, the section offers a list of general techniques that you can employ in 
the classroom to meet the needs of all students. Emphasis is given here to approaches that are helpful 
for students who struggle with memory, communication, vocabulary development, and language.

• Ask students to repeat instructions or directions in their own words: This helps students 
who miss instructions and have trouble understanding and responding to directions. The student 
might repeat the instruction to a partner or to you. Also, give the instructions one at a time.

• Provide regular reviews of procedures and concepts. You can start each day by reviewing 
previously learned skills and ideas. Daily review of previous learning or lessons can help all 
students connect new information with prior knowledge.

• Use a variety of Media (multisensory cues): Try to provide information in different ways, such 
as orally, visually, and kinesthetically (with movement). For example, you can use songs with 
movement.

•  Maintain daily routines: Many students with learning problems need the structure of daily 
routines to know and do what is expected. Write or post the daily routines and learning 
expectations on the board, wall or desks of students before beginning lessons.

• Allow more time for tasks and assignments: It might take a longer period for some students 
to process and retain new information, and use new knowledge and skills. You may need to give 
more time for some students to complete tasks or assignments. You might also need to reduce 
the number of tasks for these students. For example, fewer sentences to read, fewer vocabulary 
words, etc.

• Enlarge or magnify passages: For students with low vision, you can provide assistance by 
making sure these students are sitting close to and in front of the chalkboard and saying or 
writing instructions in enlarged format (bigger print) if possible.

•  Apply peer tutoring and cooperative learning methods: Pairing students with same or 
mixed ability groups helps them to learn from each other.  It also encourages respect and 
understanding between students and boosts their self-esteem and social skills. You must make 
sure that both students are contributing and playing an active role.

•  Modeling and gradual release: This is the I DO/WE DO/YOU DO method. This teaching method 
supports learning and builds student confidence. When the task is complex (e.g. developing 
vocabulary, comprehension, and composition strategies), it is useful to combine this method 
with a think aloud strategy (explained in a later chapter)



18

TMT 222 SABA

• Scaffolding: Scaffolding provides additional support and information to help build their 
understanding of the strategy being taught. The student is supported in learning and using the 
new strategy and in providing the correct answer.

• Provide positive, explicit and timely feedback after accomplishment of tasks. Remember 
to give positive feedback, even for small progress.

To use the above techniques well, you should have an understanding of the needs and abilities of all your 
students.

Within the following chapters, you will practice strategies that support gender sensitivity. You will also 
practice teaching methods and strategies designed to meet the needs of students at different levels of 
reading and writing skills. Some of these strategies are embedded within the practice and others will be 
clearly indicated in order to provide additional supportive strategies.

   CHAPTER 1: SUMMARY

 
In this chapter, reading and writing instructions for effective teaching of Mother Tongue in primary grades 
is addressed. Learning to read is a developmental process. Not all students begin to read at the same 
age. Students go through five cognitive development stages in reading: awareness and exploration 
stage, experimental reading and writing stage, early learning reading and writing stage, transitional 
reading and writing stage, and competent reading and writing stage. As teachers, we want for all 
students the chance to acquire the skills and knowledge they need to be able to read and understand 
passages, to be able to read fluently, and to read for pleasure and for learning new information. The 
best teachers are relentless in teaching every student to read (Torgesen, 2003).

There are many instructional methods to be used in teaching writing skills, such as modeled writing, 
shared writing, interactive writing, guided writing, and independent writing. Process approach views 
writing as a process and has several stages. Good writers plan and revise, rearrange and delete 
text, re-reading and producing multiple drafts before they produce their finished document. Explicit 
instruction can be used to model process writing; you will learn about this in chapter 7.  The process 
writing approach requires that teachers need to move away from being markers of students’ papers at 
the end of the task. The teacher should become a reader, responding to the content of student’s writing 
more than just the form or accuracy.

You have also read about methods and strategies necessary to provide for gender sensitive environments 
and methods to help all students learn to read and write. In this section, a list of general techniques that 
could be used in the classroom to help diverse learners is discussed.

Finally, emphasis is given to approaches that are helpful for students who struggle with memory, 
communication, vocabulary development, and language. It is recommended that teachers need to take 
into consideration the different current levels of understanding of students using multiple modalities 
and variety of activities. 
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CHAPTER 1: REVIEW  QUESTIONS

  PROJECT WORK

1. Identify a lesson you would like to observe from the primary school MT syllabus and list down the 
activities of the teacher and the students’ in the lesson (Refer to the teacher’s guide and students’ 
textbook). Then observe while the teacher is teaching that lesson.

• Which of the listed activities did the teacher implement in the class?

• Which of the listed activities did the student learn in the class?

• How would you assess the teacher’s practices and students’ experiences based on   the 
theories and principles learned in chapter one?

• Was the teacher responsive to the needs of diverse students? How?

• Was the teacher employing gender responsive pedagogy? How?

    CHAPTER 1: SELF-ASSESSMENT

Below are self-assessment statements. Copy them into your exercise book and put a “√” checkmark on 
the spaces provided in the table if you agree or if you disagree with the statements on the left. Write a 
short explanation when you disagree. List any remaining questions you may have.

Table 3: Chapter 1 Self-Assessment

Statements Yes No

I can explain the nature of reading and writing

I can identify components of a reading lesson in the Ethiopian primary school 
curriculum

I can summarize the four processors of human brain that are related to language 
learning and discuss the role of each in learning to read and write.

I can discuss the five areas of effective reading instruction plus writing

I can compare and contrast the three major approaches of reading instruction

I can state the components of a Primary MT lesson in Grades 1- 4 and Grades 
5 -8
I can discuss how to address gender sensitive instructional practices.

I can summarize principles and strategies for meeting the needs of diverse 
students in the MT education

I can summarize the Ethiopian Primary School MT Reading and Writing 
competencies/proficiencies
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CHAPTER 2: TEACHING EARLY LITERACY SKILLS
OUTLINE

2.1 Print Concept Instruction

2.1.1 Techniques to Develop Print Concepts

2.1.2 Scripts to Teach Print Concepts/Awareness

2.2 Phonological Awareness Instruction

2.3 Developing Home Literacy Environment

2.3.1.  Home Environment and Literacy Skills

2.3.2 Suggested Strategies to Develop Home Literacy in Rural Areas

Summary
Chapter Review
Self-Assessment 

  INTRODUCTION

In MT 201 “Cognitive Development and Early Literacy Skill”, you learned the theoretical aspects related 
with early literacy skills. Since this course is the continuation of MT 201 it focuses on the methodology 
of how to teach concepts that have been theoretically discussed. As a result, this section provides you 
a review of the basic concepts related with beginning literacy skills. Beginning skills are: print concept 
and phonological awareness. Another beginning literacy skill is alphabetic principle. This skill will be 
discussed in Chapter 3.  In addition, teaching strategies to develop these skills including model scripts 
are proposed. Home literacy environment is also discussed. The teaching-learning and assessment 
techniques, instructional materials, self-assessment questions and unit references suggested to be 
used in this chapter are listed.

   LEARNING OUTCOMES

At the end of this chapter, student- teachers will be able to:

• Explain print concept, phonological awareness and home literacy environment

• Demonstrate instructional techniques and strategies to teach print concepts based on the 
primary MT curriculum

• Demonstrate phonological awareness instructional techniques based on the MT primary 
curriculum

• Appreciate the importance of home literacy environment in developing reading skills

• Identify ways to improve home literacy environment for primary school students, based on the 
context of the community
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INSTRUCTIONAL MATERIALS

• Primary MT Curriculum
• Reference Materials
• Audio -Visual Materials

• Picture Cards

TEACHING AND LEARNING TECHNIQUES

• Modeling

• Project Work

• Micro-teaching

• Individual, Peer and Group Work

ASSESSMENT TECHNIQUES

• Observation
• Informal Monitoring
• Presentation
• Quiz
• Project Work
•  Micro-teaching or Peer Teaching

GLOSSARY

• Fidel/syllables: The Fidel/syllable script is a segmental writing system where syllable sequences 
are written as one unit [insert an example of a Fidel/syllable and the sounds for example the 
Fidel/syllable ቢ = bi), the spoken sounds are at the syllable level and heard as one unit. The 
words Fidel/syllable will be written together. In the primary materials, the word syllable is often 
used for the word Fidel.

2.1. PRINT CONCEPTS INSTRUCTION

Students in Grade 1 will learn about books, especially if there is little or no print in their homes or 
community. Print concept is the term that is used to identify what students need to know about how 
passage is organized (Honig et al., 2000). 

The following table reviews some of the key concepts of print awareness; that Grade 1 students must 
learn:
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Table 4: Print Concepts

PRINT CONCEPTS

 Function of print

• Print carries a message (meaning).

• Print can be used to teach us many things

• Print is written speech

Conventions of 
print

• Print can look different in size, shape, etc.

• Words are made up of Fidel/syllables (concept of words)

• Words are separated by spaces

• Sentences are made up of separate words and end with punctuation marks

•  Passage is read from left to right and the students must begin each line 
reading from the left

• Passage is read from the top to the bottom of the page; and then move to 
the next page, if the passage continues on the next page

 Book 
conventions

• Books have a front and back cover and are held right side up

• A book has a title and a title page

• A book has an author; and some have pictures created by an illustrator.

• A book has pages. The left page is read before the right page. Pages are 
turned one at a time from the front to back of the book. A book has content 
pages

2.1.1 TECHNIQUES TO DEVELOP PRINT CONCEPTS

Different teaching methods can be used to help students see the differences between Fidels, words, 
sentences and punctuation marks. Some strategies are:

A. Guiding student’s finger from the beginning of a line of passage to the end.
B. Visual modeling, such as pointing to the words during read aloud
C. Verbal instruction by telling students the next word in the sentence and/or the punctuation and 

what it means (e.g., period, stop and take a short breath)
D. Explicit instruction can also be used; the following is a sample of scripts that can be used to 

explicitly teach print concepts.

2.1.2 SCRIPTS TO TEACH PRINT CONCEPTS/AWARENESS

The following are scripts that can be used when you teach print concepts to students:  Model Script Print 
Concepts: Vocabulary About Parts of a Book

 ¾ Note: This is an example for words and pictures. It can be adapted to teach other parts of a book.

Begin with the “I DO – WE DO- YOU DO” model. When the students demonstrate an understanding of 
the skill, use only the WE DO- YOU DO. When the students demonstrate mastery, use only the YOU 
DO.
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Table 5: Print Concepts: Parts of a Book

I DO WE DO YOU DO

T: When we read a book, we have to 
read the words. Pictures can show us 
something about a story, but words tell 
us the story.

T: I am going to point to the words on 
the page. They won’t show us what is 
happening as a picture would, but they 
will tell us what is happening. Here are 
the words on this page. (Finger-point 
and read the words)

T: I look here and see that this shows me 
what is going on. It is the picture. (Point 
to picture.)

T: Here are words that tell me a story 
or message, and here is what the 
message says. (Finger- point words as 
you read the passage.)

T: Let’s try it together. Point 
to the words. [Students 
and teacher point to 
print.]

T: Now point to the pictures.

S: Students and teacher 
point to the picture.

T: Now you try. Point to the 
words.

S: Students point to print. T: 
Now point to the pictures.

S: Students point to the 
picture.

(MoE, 2013)

Model Script Print Concepts: Directionality

This script helps students understand that passage is read from left to right with a return sweep to 
the next line.  Begin with the “I DO – WE DO- YOU DO” model. When the students demonstrate an 
understanding of the skill, use only the WE DO- YOU DO. (You can also add moving their finger to the 
next line). When the students demonstrate mastery, use only the YOU DO.
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Table 6: Print Concepts Directionality

    I DO     WE DO     YOU DO

T: When we read a book, we 
read the words. We read the 
words from left to right (Point 
to the first word in a line and 
sweep your hand under the 
words)

I will read the words on this 
line. (use the read yourself 
story and point to the first word 
in the line and begin reading, 
sweep your hand under the 
words in the line as you read)

(when students understand 
moving finger on the words in 
a line, you do not need to tell 
the students to do this))

T: When I come to the end of 
the line. I move my finger to 
the first word in the next line 
(teacher: sweep your finger 
down to the first word in the 
next line and begin reading, 
moving your finger)

T: Let’s try together.

In your book, point to the first 
word in the line and move your 
finger under the words in the 
line.

T/S: point to the first word in the 
line and sweep the finger under 
the words in the line.

T: Let’s try one together. In your 
book, point to the first word in 
the line and

move your finger under the 
words in the line.

When you come to the end of 
the line, move your finger under 
the first word in the next line and 
read that line.

T/S: Move finger down to the 
first word in the next line and 
move the finger as everyone 
reads next line

T: Your turn, point to the first word 
in the line and move your finger 
under the words in the line.

S: point to the first word in the 
line and sweep the finger under 
the words in the line.

T: Your turn.

In your book, point to the first 
word in the line and move your 
finger under the words in the line.

When you come to the end of 
the line, move your finger under 
the first word in the next line and 
read that line.

S: Move their finger down to the 
first word in the next line and 
move their finger as read next 
line

NOTE: This strategy supports struggling readers and students whose primary language is not the 
language of instruction. If students are having trouble with the concept of word, stop and have 
students clap the words in the sentence.

  ACTIVITY 1: Pair/Share

Discuss with your partner how you can help your students develop the following skills. Prepare a model 
lesson in your mother tongue from grade one student’s textbook and micro-teach one of the following 
concepts.

1. Identifying words related to book parts; structural features (e.g., title, cover, back, page, and 
author). You need to work on this section using a student’s book or a passage selected from the 
MT textbook.

2. Demonstrating how to hold a book and turn a page taking care of a book, a pen and a pencil.
3. Demonstrate how to recognize a picture.

NOTE: Use a Grade 1 Primary MT textbook when practicing this activity.
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2.2 PHONOLOGICAL AWARENESS INSTRUCTION

  ACTIVITY 2: Individual Work

In Cognitive Development and Literacy Skills (MT 201), you learned about the developmental progression 
of phonological awareness skills. Write your own definition for the following concepts before you read 
and then compare your definitions with the definitions indicated in this module.

• Rhyming

• Sentence Segmentation

• Fidel/Syllable Blending

• Fidel/Syllable Segmentation

• Identifying initial/final /middle Fidels/Syllables

Students that have phonological awareness can hear and understand the sounds of the MT language. 
It is an early reading skill that is taught in Grade 1 and in Grade 2, semester 1. Students use this skill 
to read and write. At the beginning levels, activities include teaching students how to hear and use the 
sounds of the MT language (e.g., Fidel/syllable blending and segmenting).

Remember that phonological/phonemic awareness activities are oral and no Fidels/syllables or words 
are used. Pictures and objects may be used as part of instruction; but no Fidels/syllables are written. 
Students use their knowledge of the sounds of the MT language to read and write.  

Students with weak phonological awareness are at-risk and struggle to learn to read (Cardoso- Martins, 
1995; Cossu, Shankweiler, Liberman, Tola, & Katz, 1998; Elkonin, 1973; Lundberg, Olofsson & Wall, 
1980). There are activities that can help students learn to pay attention to the sounds of language. Even 
20 hours of phonological awareness instruction can increase the number of students that can learn 
these skills and learn to read well (National Reading Panel, 2000). However, this instruction should be 
combined with teaching Fidel/syllable: sound correspondences; graphophonemic awareness. You will 
learn about this in chapter 3.

Students first learn that some words rhyme, these words have the same sounds at the end. Some 
students will need to be taught that sentences are made up of words. Beginning readers also need 
to learn how to blend and segment words to be able to read and write. Below are some of the basic 
concepts you need to teach (Armbruster, Lehr, & Osborn, 2001; Chard & Dickson, 1999; Pufpaff, 2009). 
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Beginning Level

Manipulating Fidel/
Syllable Sounds

Advanced Level

Rhyming

Syllable/Fidel Sound 
Blending & Segmenting

Identifying Initial/Final/                
Medial Fidel Sounds

Sentence Segmentation

Figure 2- Phonological Awareness Progression

READ TA PROJECT/USAID & RTI
Let’s review what the concepts in Figure 2 means one by one.

Rhyming

• Words that end with the same sound are called rhyming words (e.g. bat, fat, mat)

• Activities include students saying the words that end with the same sound

• Asking students to fill in the rhyming word in an incomplete sentence (e.g., I like to run. It is so 
much (fun).

• Asking students to collect or draw pictures of words that rhyme (e.g., ball, doll, fall, etc.)

• Sorting cards with illustrations of objects whose name rhyme (door, floor, poor, etc.) [Gunning, 
2010]. It is also important to use cards with illustrations of objects whose names rhyme and do 
not rhyme and ask students to sort out those that rhyme (i.e. floor, door, chair = floor & door 
rhyme).

Additional Rhyming Strategies for Struggling Readers:

If students are struggling to identify which words rhyme, the following activities can help teach this 
concept:

• Read predictable stories that have words that rhyme.

• Tell nursery rhymes and sing songs

• Clap the word parts that rhyme

• Engage in word play that uses words that rhyme
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Sentence Segmentation

This level is a little bit harder; learners to identify the words in a sentence (e.g., He /runs/fast). Teachers 
can model clapping for each word in a sentence. Then the students can practice clapping the words 
in sentences. This is very important for many struggling readers who may think that a sentence is one 
long word. Remember that this is an oral activity.

Sounds of Fidel/syllable Isolation

Using Fidel/syllable isolation students are able to recognize the sounds of the Fidel/syllables in a word. 
They learn to identify which words begin, end, or have the same middle Fidel/syllable. Developmentally, 
students identify the first Fidel/syllable, the last Fidel/syllable, and then the middle Fidel/syllable. If a 
student is having trouble identifying these sounds, make sure the student understands the concepts of 
first/middle/last. Without this knowledge, it is difficult to identify the correct sounds.

For example: What are the sound(s) of the first Fidel/syllable in the word ? The sound or sounds 
are 

Sounds of Fidel/syllable Identification

Using Fidel/syllable identification students are able to recognize the sounds of Fidel/syllables in different 
words. For example: What sounds are the same for the Fidel/syllable in these words (e.g. banana, 
basket, battle)? The sounds are /ba/.

Sounds of Fidel/syllable Categorization

Using Fidel/syllable categorization students are able to recognize the sounds of a syllable in a set of 
three or four words that has the odd, different sound for the Fidel/syllable. e.g. What Fidel/syllable 
sound doesn’t belong: mama, dada, mana? Mama and mana, have the syllable/sounds /ma/. (note: 
mana means food).

Fidel/syllable Blending and Segmenting

At the next level, students learn to hear and identify (say) the syllables in a word. They use this skill to:

• Blend word parts, Fidels/syllables to read words; starting with compound words, each with 
one syllable that has meaning (e.g., foot + ball = football), then words with multi syllables are 
combined to make a word with meaning (e.g. ba + by = baby, and words with 3 or more syllables)

• Segment or break words into Fidels/syllables to spell and write words; including compound 
words (e.g., football = foot + ball); and words with many syllables (e.g., baby = ba + by, and 
words with 3 or more syllables).

Fidel/Syllable Manipulation

Fidel/Syllable Addition

Students can use this skill to make new word by adding the sounds of a Fidel/syllable to an existing 
word. For example: What word do you have if you add sounds /ba/to the beginning of the word “nana?” 
The word is banana. Note: the word nana also means grandmother.

Sounds of Fidel/syllable Substitution

Sounds of Fidel/syllable Deletion

Students use this skill to begin to learn how they can manipulate (i.e. delete a phoneme from a word) 
sounds to say the word that remains. For example: The word is hip-hop (music). What word do you 
have if you delete the sounds of the syllable /hip/? The word is hop.
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Fidel/syllable Substitution

Using this skill, students are able to substitute the sounds for one Fidel/syllable for another to make a 
word. Young children use this skill when they babble and play with language. For example, they may 
say mamamama and then dadadada, and babababa. In school, activities include asking: The word is 
mama. What word can you form if you change /ma/ to /pa/? It becomes /papa/.

   ACTIVITY 3: Group Work (Think-Pair/Group-Share)

The following two scripts support the primary MT curriculum and can be used to teach 

Phonological Awareness: Blending and Segmenting

1. With your instructor, you will practice the model scripts below.
2. You will then practice in groups.
3. Next, select a lesson from the Grade 1 MT Student textbook and, using the script, design an 

activity to teach syllable blending or segmenting. (your instructor will assign you either blending 
or segmenting)

4. According to the Instructor’s instructions, combine each small group with another group so that 
the new group has a lesson plan for both skills. Share your lessons.

MODEL SCRIPT 1:

Phonological Awareness: Blending Fidels/Syllables Grades 1 & 2 
Script Key:

• Italicized type: what the teacher does

Bold Type is what the teacher says

Bold and italicized type is what the teacher and student(s) say (T/S)

• Regular type is what the students (S) say

 NOTE: For the Saba language, use the Fidel/syllables. In the primary MT text   
book, the syllables may be named either Fidels or syllables.

Table 7: Phonological Awareness Blending Syllables

Teacher Explains Task

We are going to blend the sounds Fidel/syllables, to say words. This can help when you are trying to 
read a word you do not know, you can blend the syllables, or the sounds of the Fidel/syllables, to be 
able to say the word. (remember this is an oral activity, no Fidels or words are used)

 I DO

T: Now we will practice blending Fidel/syllables to say words. First, I will say the sounds of the Fidel/
syllables and then say the word.

Listen: I am going to say the sounds of the Fidel/syllables and then say the word.
The sounds of Fidel/syllables in the first word are pen-cil (hold up a finger for each syllable in the word).
The word is pencil (drop your hand as you say the word pencil). REPEAT 
Saying the sounds of the Fidel/syllables and the word.
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 ¾  WE DO

T: Let’s do together. (use a new word so that they practice versus memorize) 

T: The sounds of Fidel/syllables are ba-by (hold up a finger for each syllable) Let’s say those sounds 
of Fidel/syllables

T/S: ba-by (hold up a finger for each Fidel/syllable)

T: The word is? (drop your hand as you say this, it signals for all students to respond) T/S: baby

If the students are not fluent and accurate in blending, repeat the We Do and then have them say the 
syllables, or sounds of Fidel/syllables, with the  word used in the I DO section.

 ¾  YOU DO

T: now you will say the sounds of Fidel/syllables in a word and blend the syllables to say the word.     
The sounds of Fidel/syllables) are: soc-cer (hold up a finger for each Fidel/syllable)

Say these sounds.

S: Soc-cer (hold up a finger for each Fidel/syllable)

T. the word is: (drop your hand to signal for the students to say the word)

S: Soccer

T: yes, the word is soccer

Use other words for practice.

 ¾ Independent Practice

Provide individual turns for students to blend the syllables, or sounds of Fidel/syllables, to say these 
words and other words.

Call on students around the classroom; include students who are making errors.

 ¾ Scaffolding Suggestions

Make sure that all the students are able to complete the task. Provide additional practice if needed. 
If they still have problems and if you are using words that have 3 – 5 syllables (or Fidel/syllables), 
practice first with words with 2 – 3 or Fidel/syllables. If possible, it helps struggling readers to show a 
picture or the object after they say the word.

Additional Blending Strategies for Struggling Readers
Some strategies you can use to help students who are struggling with blending syllables are:

• Use manipulatives (e.g., coffee beans) and touch each as you say the sounds for the Fidel/
syllable. Sweep your finger under all the beans as you say the word.

• Show a picture after you say the word.

• Use physical movements (e.g., hold out your left arm and start at the top of your shoulder. Move 
down your shoulder as you say each sound, or sound of the Fidel/syllable. Then start back at 
the top of your shoulder and sweep down your arm as you say the word.)
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MODEL SCRIPT 2:

Phonological Awareness: Segmenting Syllables Grade 1

Table 8: PHONOLOGICAL AWARENESS: SEGMENTING SYLLABLES GRADE 1

Teacher Explains Task
We are going to segment words into sounds of Fidel/syllables. When you are trying to spell and write 
a word you do not know, you can segment the word into syllables (or Fidel/syllables) to be able to 
spell and write the word. (remember this is an ORAL skill, no Fidels or words are used)

Fidels are written when teaching graphophonemic awareness (Chapter 3)

I DO
T: Now we will practice segmenting Fidel/syllables to say words. First, I will say the word, then say, and 
count the sounds of Fidel/syllables (counting the sounds of Fidel/syllables supports struggling readers 
and students who do not speak the MT of instruction).

Listen, I am going to say the word and then say the sounds of Fidel/syllables. The first word is pencil.

The sounds of Fidel/syllables are pen-cil. (hold up a finger for each Fidel/syllable)

There are two sounds for Fidel/syllables, pen-cil, in the word pencil.

REPEAT
WE DO
T: Let’s do together. (use a new word so that they practice versus memorize)
T: The word is baby 
T: Say the word 
T/S: baby
T: The syllables, or sounds of Fidel/syllables, are
T/S: ba-by (Hold up a finger for each syllable or Fidel/syllable) 
T: How many syllables, or Fidel/syllables, are in the word baby 
T/S: Two
T: Yes, there are two Fidel/syllables), ba-by (Hold up a finger for each Fidel/syllable in the word baby)

If the students are not firm, repeat the We Do and then have them say the syllables, or sounds of Fidel/
syllables, and word used in the I DO section.
You Do
T: Now you will say a word and segment the word into sounds of Fidel/syllables. T: The word is soccer. 

Say the word
S: soccer
T: The syllables are:
S: soc – cer (hold up a finger for each Fidel/syllable) 
T: How many Fidel/syllables) are in the world soccer 
S: Two

T. That is right, there are two Fidel/syllables, in the word soccer (Hold up a finger for each Fidel/syllable 
in the word soccer. Use other words for practice. In the beginning, you may want to use words with 
only 2-4 Fidel/syllables.
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Independent Practice
Provide individual turns for students to segment the sounds of Fidel/syllables. Practice with the words 
used above and with other words. Call on students around the classroom; include students who are 
making errors. Go around the room and not by rows.
Scaffolding Suggestions
Make sure that all the students are able to complete the task. Provide additional practice if needed. 
If they still have problems and if you are using words that have 3 – 5 syllables (or sounds of Fidel/
syllables), practice first with words with 2 – 3 sounds of Fidel/syllable).

 NOTE: The following skills apply to hearing the sounds of the Fidel/syllables. Teaching these 
concepts can help students hear the sounds of Fidel/syllables in words and support 
recognizing Fidel/syllable: Sound correspondences.

  ACTIVITY 4: Individual / Pair Work

Discuss in pair on the following question and develop your own note

1. Why is it necessary to teach identifying initial/final/medial Fidels/syllables before teaching blend-
ing and segmenting Fidels/syllables?

2. What do you think are the reasons to begin teaching phonological awareness from rhyming to 
sentence segmentation to syllable blending & segmentation?

3. Why do you think it is important to sing or recite a predictable story that has rhyming words?

   ACTIVITY 5: Group Work

Using the primary grade 1 MT textbook, semester 1 find a day one lesson that introduces new sounds 
of Fidel/syllables and:

1. Develop either a blending or segmenting lesson (divide into groups and have half of the groups 
write a lesson on blending and half of the group segmenting).

2. Practice teaching the lesson with your group. You can then mix the groups and have them cross 
teach blending and segmenting

Using Correction and Feedback Techniques:
When students say a syllable or whole word incorrectly, the teacher should stop and teach the correct 
sounds. The following is an example of a correction technique to use when some of the students say 
the sounds of a Fidel/syllable wrong. This technique is used when teaching the large group. It is a 
way to provide correction and feedback when one, or several students say the wrong sound(s). It also 
supports an environment where it is ok to make a mistake as individual students will not have their 
name said and are not corrected in front of the whole class.

  ACTIVITY 6A: Group Work

1. In small groups, practice the script below for providing correction and feedback.
2. Reflect and discuss this activity. Also, discuss the importance of providing corrections and feed-

back to students.
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MODEL SCRIPT: CORRECTION TECHNIQUE
Phonological Awareness Blending sounds of Fidel/syllables Grades 1 & 2
Note: Use words from the MT primary textbook. Identify a lesson that teaches specific Fidel/syllables/
words and present orally (as phonological awareness is an oral activity)

Table 9: Phonological Awareness Correction Technique

Teacher Explains Task
We are going to blend the sounds of Fidel/syllables, to say words. This can help when you are trying 
to read a word you do not know, you can blend the sounds of Fidel/syllables, to be able to read and 
to say the word. Remember NO Fidels or Words are written.

I DO
T: Now we will practice blending sounds of Fidel/syllables to say words. First, I will say the sounds of 
the Fidel/syllables and then say the word. Listen: I am going to say the sounds of the Fidel/syllables and 
then say the word.

The syllables in the first word are pen-cil (hold up a finger for each Fidel/syllable in the word)

The word is pencil. (drop your hand as you say the word pencil) REPEAT Saying the sounds of the Fidel/
syllables and the word.
WE DO + Correction Technique
T: Let’s do one together. (use a new word so that they practice versus memorize)
T: The syllables, or sounds of Fidel/syllables, are ba-by (hold up a finger for each Fidel/syllable)
Let’s say those sounds of Fidel/syllables
T/S: ma by (hold up a finger for each Fidel/syllable) (Several of the students say ma instead of ba) At 
this point, the teacher stops and corrects the students using I/We/You do)
T. Listen the sounds of the Fidel/syllables, are ba- by (you may need to say the ba louder)
Say that with me 
T/S: ba-by
T: your turn to say the sounds of the Fidel/syllables
S: ba-by
T: The word is? (drop your hand as you say this, it signals for all students to respond) T/S: baby
If the students are not firm, repeat the We Do and then have them say the syllables, or sounds
of Fidel/syllables, and word used in the I DO section.
YOU DO (after correcting the error, go on to the you do section)

  ACTIVITY 6B: Group Work

1. Design a correction and feedback lesson based on the needs of the following student.
2. A student is unable to blend the syllables “beau- ti –ful”, or sounds of Fidel/syllables in the 

word_________ Based on the model (script) shown above prepare a script to demonstrate how 
you would help this student.                                       
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2.3 DEVELOPING HOME LITERACY ENVIRONMENT

The amount of support children receive in the home can have an effect on a child’s literacy development. 
Even when a parent talks to their child and tells oral history/stories, they are helping the child in 
development of literacy skills.

2.3.1 HOME ENVIRONMENT AND LITERACY SKILLS

A. Oral Language

 Students enter school with different levels of word knowledge. Some students may speak many 
words, while others may have a limited vocabulary. As a teacher, it will be important to provide 
students opportunities to increase their oral language and vocabulary. Hart and Risley (1995) 

found that the quality of interactions between a student and the family can help the student increase 
vocabulary knowledge and support learning to read and write. As a teacher there may be suggestions 
you can give to families for helping their student in learning. There are many ways that families and 
communities can help students learn about the world around them, build their word knowledge, and 
help children understand the structure of books (e.g., story elements). One strategy that is easy to help 
the student is to tell parents to talk with their children. This sounds easy, but may not be something that 
is part of the culture of the village, town, or region.  You can suggest that the family have conversations 
about what they are doing (chores, going to church), sing songs, and tell stories about the village and 
the family. Talking to children and telling stories not only helps the student understand words but also 
helps them understand the language of narrative passage.

B. Reading

Having reading materials (e.g., books, newspapers, letters, lists, etc.) in the home also helps. Activities 
that may be suggested to parents, where print materials are available include: (a) read books and ask 
questions, (b) look for things that begin with a sound/syllable that are in the home and village, and (c) 
when the student can read, ask her/him to read. Some of the text can be read to the child to show them 
that it can be used to communicate with others.

C. Prewriting and Writing

Reading comprehension is improved when the student writes about what she/he is reading and/or 
learning. You can suggest that families encourage their child to write at home by drawing, scribbling, 
and writing Fidels and names. As the student progresses in school, the student can help make lists, 
write sentences, several sentences about themselves, and paragraphs. If the family does not have 
writing materials, it is possible to use a stick and write in the Field. Children can practice making marks 
and may be ready to write some Fidels in the Field (i.e., Fidels in their name). Watching a parent writing 
can also help students see written words.

D. Creating a Reading/Writing Environment at Home and in the Community

Suggestions can be provided to parents about having items that can help students learn to read and 
write. For example, it helps if students have some of the following items in their home: books, letters, 
notes, lists, paper, and/or pencils. However, there may be villages where there is no access to print 
materials nor these items. Again, students can use a stick to draw, scribble and write in the field. You 
may need to talk to parents and encourage them to help their student even if it is just talking to the 
student.

Especially in rural areas, you will need to talk to other teachers about ways parents can help that are 
culturally relevant and can be done with materials available in the community. This can be difficult in 
rural communities if print is not seen in the environment. 



34

TMT 222 SABA

   PROJECT WORK

Use the following checklist, interview primary school students in a nearby school about their home 
literacy environment, and reflect to the class (at least one student in grades 3, 5, 7). The teacher will 
assist you. You are expected to propose solutions for your findings. If you are not able to go to school, 
you can interview a brother/sister, relative, or neighbor that is in primary school.

Table 10 - Home Literacy Survey

 No. Questions   Yes No

  1 My family and /or community members tell stories.

  2 My family talks to me while we are doing chores, are in the house, are 
walking to town or are in the yard.

  3 My family has taught me favorite sounds and/or songs.

  4 My family reads books to me and asks me questions about what was read.

  5 My family buys books to read.

  6 My family reads with me.

  7 There are books at home to read.

  8 My elders read at home.

  9 In my village there are printed things to read.

10 In my village, there are places to go to read.

 11 My family loans me books to read.

12 I have the opportunity to watch films, play games, listen to the radio, and talk 
with friends on the phone or text them.

 13 Are there materials available, both in the home and in the community (i.e. 
reading materials, paper, books, pencils, crayons?)

Summarize your findings and turn in to your instructor; attach the completed questionnaires and indicate 
the grade for each student. In your summary, answer the following questions:

1. What is your evaluation of the home environments in your school community?
2. What makes the students different interms of their success? (Suggestion not clear)
3. What would you suggest to make the home environment of students more favorable for literacy 

skills development?
4. Ask each student’s teacher if the student’s reading skills are weak, average, or strong. Reflect on 

the correlation to home literacy practices.
5. What methods can you suggest to help students living in rural areas develop their home literacy 

skills?
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2.3.2. SUGGESTED STRATEGIES TO DEVELOP HOME LITERACY IN RURAL AREAS

We may find that not all students have access to books and other home literacy materials. What would 
you do to enrich these students? What could you suggest that parents do to help their Children? Write 
your suggestion before you read the following ideas. Suggestions are:

• Write simple stories daily and use them as reading books for your students. Use words that 
students already know. You can also have students write their own passages. Give these 
passages to one student, or to a few students for a day or more. Then give the passages to 
another group of students.

• Students can take the passage home to read.

• Tell your students to ask their parents to tell them stories and have the students retell the stories. 
Older brother and sisters may also be able to write a summary of the story and help younger 
children read them.

  CHAPTER 2: SUMMARY

This chapter discussed the instructional principles and techniques for teaching print concepts and 
phonological awareness. It also presented the importance of home literacy environment in supporting 
the development of literacy skills. Teachers will need to support students whose home literacy 
environment may not be as rich as some other students.

Print concept instruction is teaching about the forms and functions of print; it is a student’s earliest 
introduction to literacy (Gunn, Simmons, & Kameenui, 1998). This umbrella word includes many 
concepts about printed passage that students need to understand in order to learn to read. Some of 
these concepts relate to the features of written language, while others relate to directionality, the way 
that written passage is organized. Knowledge of Print concepts is fundamental to learning to read. 
Although some students enter school with a good understanding of these concepts, other students may 
not. However, most Ethiopian students have no access to kindergarten. Therefore, at the beginning of 
Grade l, special attention should be given to instruction and practice in the key print concepts.

Phonological awareness is the ability to hear, identify and manipulate syllables in spoken words.  
Phonological awareness is important because it supports students’ word reading, when spelling words, 
and reading comprehension.

The concept of home literacy environment should be considered. Home literacy is important for the 
development of students’ reading skills. Work with teachers in your school to identify community 
practices that promote emergent literacy in the home and community. Share these with parents.

CHAPTER 2: REVIEW  QUESTIONS   

1. Define print concept in your own words and discuss the most important elements in print concept. 
Based on the lessons you draw from the various activities: do you think that teaching grade 1 stu-
dents in Ethiopia about print concept promotes the development of early literacy skills? Support 
your position by citing some of the evidence you observed in schools while teaching the different 
activities.
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2. In this chapter, you have learned about early literacy skills. Here you have been practicing teach-
ing: phonological/phoneme instruction (phoneme isolation, identification, categorization blend-
ing, segmenting, deletion, addition, substitution). Develop various activities to demonstrate each 
of these skills for your MT language. Make sure to use grade 1 and first semester of grade              
2, primary MT textbook. 

3. Home environment plays a major role in early literacy skills development. As a would be teacher, 
you may encounter diverse students in grade 1 whose home environment significantly varies 
in richness in learning materials. This could be one reason for reading skill differences among 
students. Identify three important lessons that teachers should draw from this. For example, one 
could be that teachers should appreciate differences among students and judgment about stu-
dents’ reading abilities as these may have been affected by different factors. Now, write about 
what you have learned about home environment and what parents and the community can do to 
help children (include three ideas).

   CHAPTER 2: SELF-ASSESSMENT

Below are self-assessment statements. Copy them into your exercise book and put a “√” checkmark 
on the spaces provided in the table if you agree (yes) or if you disagree (no) with the statements on the 
left. Write a short explanation when you disagree. List any remaining questions you may have.

Table 11 - Chapter 2 Self-Assessment 

Statements Yes No

I can explain print concept.
I can demonstrate instructional techniques and strategies to teach print concepts 
based on the primary MT curriculum.
I can demonstrate phonological awareness instructional techniques based on the 
MT primary curriculum.

I can appreciate the importance of home literacy environment in developing 
reading skills.

I can identify ways to improve home literacy environment for primary school 
students, based on the context of the community.
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CHAPTER 3: GRAPHOPHONEMIC AWARENESS INSTRUCTION
OUTLINE

3.1 Graphophonemic Awareness Continuum
3.2  Phonics Instruction

3.2.1 Approaches to Phonics Instruction
3.2.2 Factors Affecting Phonics/Decoding Instruction
3.2.3 Decoding (Blending)
3.2.4 Encoding (Segmenting)

3.3 Multisyllabic Word Instruction
3.3.1 Teaching Multisyllabic Word Recognition
3.3.2 Teaching Morphological Awareness

Summary
Chapter Review
Self-assessment 

  INTRODUCTION

This chapter discusses graphophonemic awareness (GA) instruction. Graphophonemic awareness is the 
ability to link sounds with symbols (graphemes: Fidel/syllables). Students use this skill to decode (blend) 
and encode (segment) words. Teaching graphophonemic awareness is fundamental to teaching reading.

Phonics is the instructional method used in the primary MT curriculum to teach graphophonemic 
awareness. This chapter presents the instructional approaches and teaching strategies needed for 
phonics: word decoding, encoding, word attack skills (i.e. multisyllabic word recognition) and ways of 
identifying morphemes. Using these strategies will enable teachers to help students develop reading and 
writing skills. The teaching-learning and assessment techniques, instructional materials, self-assessment 
questions and unit references used in this chapter are mentioned.

   LEARNING OUTCOMES

At the end of this chapter, student teacher will be able to:

• Explain Fidel Awareness and its role in learning to read
• Summarize the major principles in teaching graphophonemic awareness
• Discuss the role of decoding and encoding in learning to read and write
• Compare and contrast explicit and implicit phonics instruction to teach students how to read 

words
• Demonstrate teaching techniques for decoding (blending/reading) in primary school in mother 

tongue
• Demonstrate teaching techniques for encoding (segmenting/spelling) in primary school in mother 

tongue
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• Demonstrate teaching techniques for morphological awareness decoding and encoding
• Demonstrate teaching techniques for multisyllable word decoding

INSTRUCTIONAL MATERIALS
• Primary MT Curriculum
• Manipulatives
• Audio-visual
• Flash Cards (Fidels/syllables, words)

TEACHING AND LEARNING TECHNIQUES

• Pair and Group Work
• Microteaching
• Modeling
• Project Work
• Class Discussion

ASSESSMENT TECHNIQUES
• Informal Monitoring
• Observation
• Microteaching
• Oral Questions and Answers
• Individual, Pair, and Group Work
• Classroom Participation
• Quiz

GLOSSARY

Before discussing the main concepts related with graphophonemic awareness, let’s review some of the 
basic terminology.

• Graphemes: the written symbols of a language (e.g. Fidels)

• Graphophonemic Awareness: Ability to match graphemes (symbols – Fidels/syllables) to 
(sounds) and to use this knowledge to decode (read) and to encode (write)

• Phonics: is the method for teaching the systematic relationship between the Fidels/syllables and 
corresponding syllable sounds in written language and in spoken language (Honing, Diamond, 
& Guthlohn, 2000).

• Orthography: a writing system for representing the MT language

• Morphemes: the smallest units of meaning in a word (e.g. resending – re /send/ -ing).

• Morphology: is the study of meaningful parts of the words and how they are put together.
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3.1 GRAPHOPHONEMIC AWARENESS CONTINUUM

Graphophonemic Awareness is the ability to match graphemes (Fidels/syllables) to syllables  
and morphemes. Graphemes are the way oral language is represented in written language.
Graphophonemic awareness (GA) /phonics skills help students decode new words when 
reading, and encoding or segmenting words for spelling and writing. Without graphophonemic 

awareness/phonics skills, students will have difficulty using their knowledge of oral language to read 
and write. Graphophonemic awareness can be developed by teaching individual Fidel/syllables and 
their syllables/morphemes, as well as giving students practice blending (put together) and segmenting 
(take apart) the Fidels/syllables, or larger parts of words.

When teaching GA, it is important to remember to:

• Teach the students to recognize the shapes of the Fidels/Syllables.

• Use explicit phonics instruction to teach Fidel/Syllable: sound relationships.

• Teach the most frequent Fidels/Syllables first.

• Avoid teaching Fidels/syllables that look similar in lessons within a short period of time. The 7 
positions of a Fidel/syllable are taught in a two-week set of lessons. However, avoid teaching two 
Fidels, in the 7 positions that look alike.

• Use materials that provide students with repeated practice in using GA skills as they read and 
write.

• Use Read Yourself stories in early grades that contain a large number of words that can be 
decoded, that include Fidels/syllables that have been taught so the students are successful in 
reading and writing.

In the new primary MT textbooks, Fidels/syllables are not introduced in the traditional order. The order 
in which the Fidels/syllables and their sounds are introduced begins with the most frequent Fidels/
syllables found in primary MT materials. There is a progression in which students learn the Fidel/syllable: 
sound relationships and how to use them to read and write. It is important that you understand the 
developmental progression in teaching graphophonemic awareness. The following figure is a review of 
the developmental levels in learning to read and to write words. In this chapter, you will practice teaching 
these skills.
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Morphemes

Encoding: Segmenting    
Fidel/ Syllables

Decodng: Blending          
Fidel/Syllables

Fidel/Syllables Graphophonemic 
Sounds Correspondence

Fidel/Syllables Identification

  Print AwarenessBeginning

More Advanced

Figure 3 - Graphophonemic Awareness Continuum (General Progression of Skills) (Ralaingita, 2013)

This progression is similar to Phonological Awareness development. The following is a quick review 
of the concepts shown in Fig 3:

A. Print Awareness: knowing about the parts of a book and how print works (e.g. directionality).
B. Fidel/Syllable Grapheme Identification: the recognition of, and ability to write Fidel/syllables. In 

the primary materials, students learn to write the Fidels/syllables in their exercise books. They 
also practice using skywriting. The teacher says the letter name or sound and students write in 
the air or on a hard surface with their finger.

C. Fidel/Syllable (Grapheme) Sound Correspondences:  the ability to associate the Fidel/syllables 
with their sounds 

D. Decoding: Blending Fidels/syllables/morphemes to read words in print. At the beginning level, 
the student says the individual sounds for the Fidels/syllables or morphemes in words and then 
blends those sounds together to read the words. Students will also need to learn how to blend 
syllables and morphemes to read longer words. It is critical that students have a lot of practice 
blending so that they are able to quickly read new, unfamiliar words. An example of blending is 
saying the parts of a word and then blending the parts to read the word.

E. Encoding: Students encode, or segment, Fidels/syllables/ and morphemes to spell and to write 
words.  Students must also learn how to segment the sounds/ syllables/morphemes in words. An 
example of segmenting is saying or reading the word and then saying the word parts.

3.2 PHONICS INSTRUCTION
 One way to teach graphophonemic awareness is phonics. Phonics is the study and use of 
sound/spelling correspondences to help students say the sounds of graphemes and written 
words (Honig et al., 2000). A grapheme is the smallest part of written language that represents 
sounds of Fidels/syllables in the Saba language. Decoding, one type of phonics instruction, 

involves looking at a word, connecting the sounds of syllables or morphemes, and blend the sounds to 
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form a word. Encoding is segmenting the syllables or morphemes to spell a spoken, or written, word 
(Honig et al., 2000). This skill enables students to become proficient readers and writers who recognize 
words effortlessly and rapidly

As students’ progress in school, it is important that students begin to see patterns in words and read 
words in chunks; syllables and morphemes. Students learn that the sounds of Fidels/syllables and word 
parts can be combined to make words. They also learn these sounds and word parts can carry meaning. 
The progression for the Saba script is shown below. For example, a student learns two Fidels. The 
student learns that these Fidels can be blended to make a word. The student learns that two words can 
be combined to make a compound word. The student also learns that prefixes and suffixes can be added 
to the word to make a word with more than one morpheme.

Fidels Word: Patterns and Syllables Morpheme(s)

   ቤ             ት                 ቤት

Compound Word

ወጥ ቤት

Root Word with Affixes (2+ 
Morphemes)

ቤቶች    ቤት ኦች 

 Figure 4 - Progression for the Saba Script.

Note: The above figure was developed by CTE instructors, Language Experts, and Reading Experts. For 
the Saba Script, the Primary MT textbooks use the words syllabic/syllables for the sounds of the Fidel/
syllables. The Fidels are also sometimes named syllables. The above chart shows the progression from 
hearing the individual sounds in words. Next, students learn that they can combine two Fidels/syllables 
to say, read, and write a word. Finally, students learn to combine word parts (e.g. affixes and base words) 
to read and write many words.

(In adaptation, add an example of a word with a base word and affixes with the Fidels in the patterns 
part.)

3.2.1 APPROACHES TO PHONICS INSTRUCTION
In Chapter 1, you were introduced to the two major instructional approaches to teaching phonics. The 
following provides examples of how the teacher would use each to provide instruction: 

Implicit Phonics

This instructional strategy is part of the Whole Language method for teaching reading and uses a top 
down approach, beginning with whole words. For example, using this approach, the teacher notices 
that, when reading, the students had difficulty blending the sounds to say the word "mat."  The teacher 
prints the word "mat" on the board and asks students to say the word with the teacher. The teacher may 
ask the students to listen for the middle sound and point out that the sound in the middle of "mat" is the 
short sound for the vowel "a." The students are asked to say other words that have the same middle 
sound as "mat" and the words are printed on the board, (e.g. fat, hat, and sat), and students read the 
words out loud.

This approach is predominantly implicit because the /a/a sound/spelling must be inferred from reading 
words with the target sound; it is not explicitly taught in isolation. In addition, there is no explicit 
instruction and practice in these skills. In the new primary MT materials, this approach is not used to 
teach graphophonemic skills.



42

TMT 222 SABA

Explicit Phonics

This approach is referred to as bottom up. The teacher first teaches the sound(s) of a Fidel/syllable or 
a row of Fidel/syllables. Next, the teacher writes words with the letter and other Fidels/syllables that 
have been taught. The students blend the sounds of the Fidels/syllables to read words. These words 
are used to read sentences and passages. For example, explicit instruction is used to teach the sound 
/a/ and the spelling “a” in isolation. Next, the teacher writes the word "map" on the board. The students 
say the sounds, for the Fidels/syllables in the word /m/ /a/ /p/, and say the whole word. The students also 
practice blending words with the short-vowel /a/ using words that have previously taught sound/spellings 
/m/m, /p/p, /s/s, and /t/t to form words such as mat, pat, sat, and tap. Finally, students use these words 
and some sight words to read sentences and passages. The MT materials uses the I DO/WE DO/YOU 
DO model to teach this strategy. You will practice explicit teaching of phonics skills later in this chapter.

Which approaches work best?

Students who learn to read using either approach are stronger readers than students who receive no 
phonics instruction (Armbruster, Lehr, & Osborn, 2001). However, systematic, explicit phonics is the 
most effective type of instruction, especially for students who are at risk for academic failure; children 
who have fewer literacy experiences at home and those with reading/learning difficulties (Adams 1990; 
NELP, 2008; Report of the National Reading Panel 2000; Shanahan, & Lonigan, 2013).

    ACTIVITY: Group Assignment for Class Presentation

Deepening Understanding of the Implicit and Explicit Phonics Approaches:

4. Why do you think the implicit approach to phonics instruction is called top down and the explicit 
approach is called bottom up?

5. Take a sentence from a passage in your mother tongue and identify a word that the students may 
need help in reading. Demonstrate how primary school students can be taught the word using 
the explicit and implicit phonics approaches. Based on this demonstration, do you agree with the 
above assertion that explicit phonics is good for struggling readers and those who have little or no 
experience of reading? Support your position with reasonable arguments.

6. Based on the discussion you had about question 2, do you think that it is an appropriate decision 
to use the explicit phonics in Ethiopian primary school language teaching, given the EGRA results 
you were introduced in MT 201? Explain your answer.

3.2.2 FACTORS AFFECTING PHONICS/DECODING INSTRUCTION

Graphophonemic awareness (GA)/phonics instruction is influenced by both orthography and script 
(Whidden, & Ralaingita, 2014).

• Frequency of the symbols: Teachers start with the most frequent symbols first, then teach the 
lesser-used symbols rather than in the traditional Fidel/syllable order. Fidel/syllables that are 
similar are not taught in lessons that are close to each other.

• For example: ለ  and ሰ  are not taught in the same lesson, ሰ  and a Fidel that does not look 
similar are taught in the same lesson.
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ACTIVITY 2: Pair Work

Discuss how orthography of your mother tongue influences graphophonemic awareness/phonics 
instruction (e.g. transparency, number of Fidel’s). 

There are also language-specific considerations related to the orthography that impacts graphophonemic 
awareness/phonics lessons:

• The number of graphemes (symbols). Since there are many Fidels/syllables to learn, it will take 
students longer to learn all the Fidels/syllables and their sounds.

• The phonological unit of symbols: Fidel/syllable – most symbols represent syllables, but some 
symbols represent a consonant sound (i.e. at the of a word)

• Teaching Fidels that represent the same sound in Amharic and Tigrinya. For example, there are 
four Fidels or Graphemes each represented by the same sound but  with different shapes. 

3.2.3 DECODING (BLENDING)

Blending is saying the sounds of Fidels/syllables and morphemes that correspond to the Fidel/syllables 
to read the word parts and the word. The basic blending strategies are to say the sounds in the word 
and to blend the sounds, or word parts, to say the word. In Fidel/syllable languages, students can learn 
to blend, sound out the syllables, or sounds of the Fidel/syllables, one at a time and then blend them to 
read the entire word. The primary MT passage book provides instruction in how to blend and segment 
words. The primary MT textbook provides instruction in how to blend to say words. The Fidels are taught 
in Grade 1, and first semester Grade 2.

  ACTIVITY 3: Group Work

Below is a script that will be used to teach blending syllables in Grade 1 and first semester of grade 2. 
You will practice the script with your instructor and then you will practice in groups.

1. First, practice the script with your instructor as the teacher.
2. Next, in small groups, practice the script taking turns being the teacher.
3. Discuss

a. What is blending and how does it support reading words?
b. This activity with your group, including any questions you may have.

4. Discuss your reflections and questions with the whole group.

Model Script 1:

Graphophonemic Awareness: Blending Syllables Grade 1 & 2 Script Key:

•	 Italicized type: what the teacher does
Bold Type is what the teacher says

Bold and italicized type is what the teacher and student(s) say (T/S)
•	 Regular type is what the students say
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Note: For Saba Languages, use words from the MT. Also, the primary MT passage use the word syllables 
for syllables; the CTEs teach as sounds of Fidel/syllables in the linguistic course. REMEMBER THAT 
YOU HAVE TO USE WORDS FROM YOUR LANGUAGE WHILE ADAPTING THE SCRIPTS TO YOUR 
MT

Table 12: Graphophonemic Awareness Blending Syllables

Teacher Explains Task

We are going to blend Fidel/syllables to say words. This can help you when you are trying to read a 
word you do not know. You can blend the sounds of the Fidel/syllables, to be able to read and say 
the word.

I DO 

T: Write the word ‘pencil’ on the board. Now we will practice blending syllables, or the sounds of the 
Fidel/syllables, to make words. First, I will say the sounds of the Fidel/syllables, and then say the 
word. Listen: I am going to say the sounds of Fidel/syllables, and then say the word. The sounds of 
Fidel/syllables, in the first word are pen cil (point to each syllable, or Fidel/syllable, as you say the 
Fidel/syllable sounds)

The word is pencil. (Sweep your finger under the word as you say it smoothly) 
REPEAT Saying the syllables, or sounds of the Fidel/syllables, and the word.

WE DO

T: Write the word’ baby’ on the board. Let’s do together. (use a new word so that they practice 
versus memorize)

T: The syllables are ba by (point to each Fidel/syllable, as you say the sounds of the Fidel/
syllables)

Let’s say the sounds of the Fidel/syllables

T/S: ba by (point to each syllable as you say the sound of the Fidel/syllable) T: 
The word is?

T/S: baby (sweep your finger under the word as you say it smoothly)

If the students are not firm, repeat the We Do and then have them say the sounds of the Fidel/
syllables, and word used in the I DO section.

YOU DO

T: Write the word ‘soccer’ on the board. Now you will say the sounds of the Fidel/syllables, in a word 
and blend the syllables to say the word.

The Fidel/syllable sounds, are: soc-cer (point to each Fidel/syllable, as they the sounds of the 
Fidel/syllables)

Say the sounds of the Fidel/syllables.

S: soc-cer (point to each Fidel/syllable, as they say the sounds of the Fidel/syllable)

T. the word is:

S: Soccer (sweep your finger under the word as they say it smoothly)

T: yes, the word is soccer

Use other words for practice.
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Independent Practice

Provide individual turns for students to blend the syllables, or sounds of the Fidel/syllables, to say 
these words and other words.

Call on students around the classroom; include students who are making errors.

Scaffolding Suggestions

Make sure that all the students are able to complete the task. Provide additional practice if 
needed. If they still have problems and if you are using words that have 3 – 5 syllables, or Fidel/
syllables, practice first with words with 2 – 3 syllables, or Fidel/syllables. If possible, show a 
picture to help struggling readers, after they say the word.

Additional Strategies for Struggling Readers:

• Separate Fidel/syllables that are visually or auditorally similar

• Make a line under each Fidel/syllable

• Show that some words have similar pattern (e.g. fat, rat, hat, sat)

• Have Fidel/syllable manipulatives for small groups and have them touch as they say the sound(s) 
and sweep as they say the word

• Have them use the manipulatives and change one Fidel/syllable to make a new word (e.g. let’s 
have f, r, h, and s and have them put the -at together, then say make the word fat, change the 
word fat to rat 

• Provide extra small group practice

NOTE: when adapting this lesson to MT, select a lesson from the grade 1 semester one primary 
passage and use the sounds or syllables (sounds of Fidel/syllables) taught in the lesson. Insert an 
activity where the lesson introduces a new sound/syllable, or sounds of Fidel/syllables to teach this 
skill.

3.2.4 ENCODING (SEGMENTING)

Segmenting is separating a word into individual syllables/sounds of Fidel/syllables. When a student is 
trying to spell and/or write a word, they are encoding. Encoding means that the student is segmenting 
the word into the sounds she/he hears in the word. The student uses the sounds in the word to identify 
the Fidel/syllables. Segmenting helps students spell and write words. Below is a script that can be used 
to teach segmenting. You will practice the script with your instructor and then you will practice in groups.

   ACTIVITY 4: Group Work

1. First practice the script with your instructor as the teacher
2. Next, in small groups, practice the script taking turns being the teacher
3. In small groups discuss:

a. What is segmenting and how does it support reading words?
b. Discuss the above question with your group, including any questions you may have. 

4.  Discuss your reflections and questions with the whole class.
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MODEL SCRIPT 2
Graphophonemic Awareness: Segmenting Syllables, Grades 1 & 2

Note: use words from the MT

Table 13: Graphophonemic Awareness Segmenting Syllables

Teacher Explains Task

We are going to segment words into the sounds of Fidel/syllables. When you are trying to spell and 
write a word you do not know, you can segment the word into the sounds of the Fidel/syllables, to be 
able to spell and to write the word.

I DO 

T:  Write the word “pencil” on the board. Now we will practice segmenting words into Fidels/syllables. 
First, I will say the word, then say, and count the Fidels/syllables. (counting the Fidel/syllables, also 
supports struggling readers and students who do not speak the MT of instruction)

Listen, I am going to say the word and then say the sounds of the Fidels/syllables. The first word is 
pencil (sweep your finger under the word as you say it smoothly)

The sounds of the Fidels/syllables are pen-cil. (point to each Fidel/syllable, as you say the sounds of 
the Fidel/syllables is said)

There are two Fidels/syllables, pen- cil, in the word pencil.

REPEAT.

WE DO

T: Write the word “baby “on the board. Let’s do together. (use a new word so that they practice 
versus memorize)

T: The word is baby 

T: Say the word

T/S: baby (sweep your finger under the word as you say it smoothly)

T: The sounds of Fidels/syllables, are

T/S: ba-by (point to each Fidel/syllable, as you say the syllable, or sounds of the Fidel/syllables)

T: How many Fidels/syllables, are in the word baby

T/S: Two

T: Yes, there are two Fidels/syllables, ba-by in the word

If the students are not firm, repeat the We Do and then have them say the syllables, or sounds of the 
Fidels/syllables, and word used in the I DO section.
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YOU DO 
T: Write the word soccer on the board. Now you will say a word and segment the word into Fidels/

syllables.
T: The word is soccer. Say the word (sweep your finger under the word as you say it smoothly)          
S: soccer (sweep your finger under the word as they say it smoothly)
T: The sounds of the Fidels/syllables, are:
S: soc-cer (point to each Fidel/syllable, as they say the sounds of the Fidels/syllables)
T: How many Fidel/syllables, are in the word ‘soccer’
S: Two
T. That is right, there are two Fidels/syllables, soc-cer the word is soccer

Use other words for practice. In the beginning, you may want to use words with only 2-4 Fidels/
syllables.

Independent Practice

Provide individual turns for students to segment the Fidels/syllables. Practice with the words used 
above and with other words. Call on students around the classroom; include students who are making 
errors. Go around the room and not by rows.

Scaffolding Suggestions

Make sure that all the students are able to complete the task. Provide additional practice if needed. 
If they still have problems and if you are using words that have 3 – 5 syllables, or Fidel/syllables, 
practice first with words with 2 – 3 syllables, or Fidel/syllables.

Additional Strategies for Struggling Readers:

• Have them write each word part as it is said and then read the whole word.
• Use letter/Fidel/syllable manipulatives; say the letter/Fidel/syllable and move up each as you 

say it.
• Have manipulative and have them do the same thing in small groups.
• Give them a set of manipulatives and have them see how many words they can make (e.g.  f, r, 

h, s, a, t: far, fat, hat, has, as, at, ……) and have them write the words.
• Teach morphemes (scripts below); teach affixes and other language structures.

• Provide extra small group practice.

NOTE: when adapting this lesson to MT, select a lesson from the grade 1 primary passage.

     PROJECT WORK

1. Work with a grade 1 teacher and use the scripts that are correct for your MT to teach either blend-
ing or segmenting. Your instructor will assign the skill to teach. Adapt the script for a lesson that 
introduces the sound or syllable and practice it with the primary students. Find out what lesson the 
teacher is teaching.

2. Write a report to present to the instructor. Reflect on the activity discussing the student responses 
and your teaching; did the lesson go well? What worked and didn’t work? Why? What would you 
do the next time you teach this strategy?
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Note: If you cannot go to a school, practice with a brother/sister/relative, or a child in your neighborhood 
that is in grade 1.

Correction Strategy:

When students are learning how to blend and segment written words, they will make errors like they did 
when practicing orally saying the sounds in words (phonological awareness). The following is a sample 
of how to correct student errors.

  ACTIVITY 5: Large Class Practice

Find a lesson in grade 1 and adapt the lesson to teach the sounds introduced in one of the lessons.

Model Script 3 Correction Strategy:

Graphophonemic Awareness: Correction Strategy

Table 14:  Blending Fidels/Syllables

Teacher Explains Task

We are going to blend the sounds of Fidel/syllables, to make words. When you are trying to read a 
word you do not know, you can blend the sounds of Fidel/syllables, to be able to read and to say the 
word.

I do 

T: Write the word pencil on the board. Now we will practice blending the sounds of Fidel/syllables, to 
make words. First, I will say the sounds of Fidel/syllables, and then say the word. Listen: I am going to 
say the sounds of Fidel/syllables, and then say the word. The sounds of Fidel/syllables, in the first word 
are /pen/ /cil/ (point to each Fidel/syllable) 

The sounds are /pen/ /cil/ (point to each Fidel/syllable as they say the sound(s)

The word is pencil. (sweep your finger under the word as you say it smoothly) 

REPEAT Saying the sounds of Fidel/syllables, and the word.

WE DO + Correction Technique for saying an incorrect sound

T: Let’s do together. (use a new word so that they practice versus memorize write “baby” on the board.
T: The sounds are /ba/ /by/. (point to each letter as they say the sounds for Fidel/syllables. The sounds 

are /ba/ /by/ (point to each Fidel/syllable as they say the sound(s).
Let’s say those the sounds of the Fidel/syllables, together
T/S: /ba/ /by/ (students said /ma/ instead of /ba/ ) (Note; when writing the sounds of Fidel/syllables, 

indicate that the sounds for one of the Fidel/syllables was said incorrectly)
CORRECTION: the student says maybe instead of baby. You stop and use the I/We/You at this place 

in the lesson to correct the error:
T I DO Correction: Listen, the sounds of the Fidel/syllables in baby are /ba/ /by/ (point to each Fidel/

syllable, as you say the sounds) (you may have to say the /ba/ sounds louder)
Say these sounds with me
T/S We DO Correction: /ba/ /by/ (point to each Fidel/syllable, as they say the sounds, you may have 

to say the /ba/ louder)
Repeat if the students are not firm.
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T. Now you say the sounds of the Fidel/syllables in baby

S: /ba/ /by/ (point to each Fidel/syllable as they say the sounds)

T: The word is ?(sweep your finger under the word as they say it smoothly)

T/S: baby

Repeat if the students are not firm. Then go on to the You Do section.

YOU DO 

T: now you will say the sounds of the Fidel/syllables, in a new word and blend the sounds of the Fidel/
syllables, to say the word.

The sounds of the Fidel/syllables, are: /soc/ /cer/ (point to each Fidel as they say the sound)

T. the word is: (point to each Fidel/syllable as they say the sounds)

S: soccer

T. yes, the word is soccer

Say these sounds. (drop your hand to signal for the students to say the sound)

S: /soc/ /cer/

T. the word is: (point to each Fidel/syllable as they say the sounds) S: soccer

T. yes, the word is soccer

Independent Practice

When the students are able to complete the activity accurately, give individual turns using other 
words.

Scaffolding Suggestions

Make sure that all the students are able to complete the task. Provide additional practice if needed. If 
they still have problems and if you are using words that have 3 – 5 sounds or Fidel/syllables, practice 
with words with 2 – 3 sounds, or Fidel/syllables.

3.3 MULTISYLLABIC WORD INSTRUCTION

As students’ progress in school, the words become longer and more complex. It is not possible 
to sound out small parts of the words and maintain good reading fluency. The ability to look at 
meaningful word parts and to blend these parts to read and write words becomes important. 

Students also need to have practice combining Fidels to make words that change the way the Fidel is 
said (e.g. when combining Fidels, sometimes the vowel sound for the Fidel may not be said).

3.3.1. TEACHING MULTISYLLABIC WORD RECOGNITION

A syllable is a unit of pronunciation that has a single vowel sound. Multisyllabic words are strings of 
syllables that are made up of onsets and rimes. Some students who can read one- syllable words often 
find reading multisyllabic words a difficult task. As words become longer, students need to be taught 
how to read and how to write big words. Syllabication teaches students to look at vowel and consonant 
patterns in words to be able to segment big words into smaller word parts (Honig et. al, 2000).
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Caution: It is important to teach only one strategy at a time. For example, teach syllables until the 
students master this strategy. Then teach how to segment words into morphemes. Words may be divided 
differently for each strategy. For example, the word resubmitted has four syllables and three morphemes.

   ACTIVITY 6: Group Work

Complete the following activities in small groups and report to the class.

Answer the following questions:

1. What is a syllable?
2. How many syllable(s) does the word paint have? How many syllable/s does the word painted 

have?

Students must apply multiple strategies when decoding multisyllabic words. The strategies include 
recognizing and isolating the affixes, identifying syllable boundaries and syllable types, and applying 
phonemic knowledge to blend the syllables in sequence.

3.3.2 TEACHING MORPHOLOGICAL AWARENESS

When teaching morphemes, the teacher demonstrates showing word parts and blending them. Students 
practice decoding new words using word parts, or making new words with word parts.

I. Ways of Identifying Morphemes

Morphemes can stand on their own or be part of a word. For example, in the word re work, the morpheme 
“work” can stand alone; the morpheme “re “cannot stand alone. The morpheme re is not a word. 
Morpheme word parts also include prefixes, suffixes, base words, and word roots.

Note: Morphemes can be compound words and/or words with affixes; for example

1. Picnic is one morpheme; the word is the smallest unit of meaning.
2. Football is two morphemes, and a compound word: foot and ball each part carries meaning
3. Resending is three morphemes: re- send -ing, each word part carries meaning.

As the student becomes fluent in reading and writing small words, s/he learns to combine small words 
and word parts and syllables to make longer words. The student also learns that there are word parts 
that have meaning and these word parts (morphemes) can be used to sound out big words and to write 
big words.

Model Script 4:
Graphophonemic Awareness: Blending Morphemes

Table 15: Graphophonemic Awareness Blending Morpheme

Teacher Explains Task

When you are trying to read a big, long word that you do not know, you can break the word into parts 
called morphemes. Morphemes are the parts of the word that have meaning. Once you have the 
word separated by morphemes, you can blend these parts to say a word.

I DO 
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T: Write the word singer on the board. Now we will practice blending word parts, morphemes to say 
words. First, I will say the word parts and then the word. We will talk about what the word means

The word parts are “sing”   “er” (point to each word part as you say it)

The word is “singer” (sweep your finger under the word as you say it smoothly)

We know the word “sing” and I added “er” to make the word “singer”. A “singer” is someone who sings.

REPEAT

WE DO

T: Write the word teacher on the board.
The word parts are: “teach” “er” (point to each word part as you say it) Let’s put the word parts together 
to make the word. What is the word? 

T/S: teacher (sweep your finger under the word as you say it smoothly)

T: We know the word “teach” and we added “er” to make the word teacher. A teacher is someone who 
teaches.

If the students are not firm, repeat the We Do and then have them say the syllables and word used 
in the I DO section

YOU DO

T: Write the word player on the board.

Your turn. Say the word parts

S: “play”  “ er” (point to each word part as they say it)

T: Put the word parts together to make the word. What is the word?

S: player (sweep your finger under the word as you say it smoothly) 

T: You know the word “play” and we added “er” to make the word player. What does the word player

    mean?

 S: Someone who plays

Use other words for practice. In the beginning, you may want to use words with only 2-4 syllables, or 
Fidel/syllables, that end with the same morpheme –er (i.e. painter, writer, leader)

Independent Practice

Provide individual turns for students to segment the word into morphemes. Practice with the words 
used above and with other words. Call on students around the classroom, include students who are 
making errors. Go around the room and not by rows.

Scaffolding Suggestions

Make sure that all the students are able to complete the task. Provide additional practice if needed. If 
they still have problems, talk about the meaning of the words and see how many words can find that 
have the –“er “ending (walker, runner…)

NOTE: During adaptation, include examples of affixes that have 2-3 Fidels.
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As the students become fluent in reading and writing small words, s/he learns to combine small words 
with word parts and Fidels/syllables to make longer words. The student also learns that there are word 
parts that have meaning and these word parts (morphemes) can be used to sound out big words and to 
write big words. The following script can be used to help students blend morphemes to read new words.

  ACTIVITY 7: Group Work

1. Practice the blending morpheme script with your instructor and then in small groups.
2. In small groups, find a lesson in a grade 4 MT text and use the script to write a lesson and prac-

tice. (use the script below to help write the lesson using the words from the text).

Graphophonemic Awareness: Using Morpheme Knowledge to Read Unfamiliar Complex Words

The primary MT grades 5-8 passages use a three- week unit format. Within this framework, morphemes 
are taught using the following procedures (MoE, 2013, pp. 9, 10). The activities in Grade 5 identify 
common affixes to the root words. Gradually through Grades 6 to 8, the students will identify more 
complex words with affixes.

When using these passages, identify the complex words in the student passages that have a root or 
base word and affixes attached that change the meaning of the words. Begin from simple introduction by 
the teacher, to guided practice with the students, and finally application in reading, writing and homework 
exercises. The table below shows how a morpheme pattern is taught in the three-week- units.

UNIT X

Week 1 Week 2 Week 3

1.   Introduce root or affix Not applicable Practice with examples of words 
with similar root or affix

   ACTIVITY 8: Individual Work

Answer the following questions individually and then report to the whole class.

How many morphemes do the following words have? List them out  

a)   students -----------------------------------------------------

b)  elephants ---------------------------------------------------

c)   reread ------------------------------------------------------

d)  antibody-----------------------------------------------------

Identify common morphemes or words that indicate tense, person, case, number and gender.

Using examples from student’s textbook (grades 1-8) show how teaching/learning about morphemes 
can help to develop reading skill.
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CHAPTER 3: SUMMARY

Graphophonemic awareness is the ability to link sounds with symbol. Students use this knowledge to 
decode (read) and encode (spell or write) words with one or more than on syllable. It is fundamental 
for reading. One strategy used to teach this is called phonics. In the new primary passage, explicit 
instruction is used. First, students learn to read syllables or sounds. A multisyllabic word is a word that 
has more than one syllable. As words become longer, students should be taught how to segment words 
into morphemes. Phonics skills help students blend new words and segment words to spell. Using 
explicit instruction to teach graphophonemic awareness has been found to be the most effective method 
that supports an inclusive classroom and meets the needs of all students.

CHAPTER 3: REVIEW QUESTIONS
 

Write an answer for each of the items below:

1. Which parts of teaching graphophonemic awareness will be challenging for you as a teacher? 
Why?

2. Discuss the similarities and differences between explicit phonics and implicit phonics approaches.
3. Summarize the developmental stages of graphophonemic awareness continuum.
4. Why is it important to teach students to blend/segment using syllables and morphemes?
5. How does explicit phonics instruction support students in learning to read and spell?
6. What strategies would you use to support students struggling in learning to blend and segment 

words?
7. Compare the new explicit phonics approach with the experiences you had in learning to read in 

primary school. Write all similarities and differences you observed between how you are expected 
to teach and how you were taught reading in primary school.

8. How will you assess students’ understanding of graphophonemic awareness/phonics in your 
mother tongue language?
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   CHAPTER 3. SELF-ASSESSMENT

Below are self-assessment statements. Put a checkmark (√) if you agree (yes) or if you don’t agree 
(no). But, if you are not certain about it don’t put any mark. Copy the chart on your notebook and do the 
answers individually. Explain why, if you check ‘no.’ Also, list any questions you may have.

Table 16: Chapter 3 Self-Assessment

 Statements Yes No

I can explain Fidel Awareness and its role in learning to read

I can summarize the major principles in teaching graphophonemic awareness

I can discuss the role of decoding and encoding in learning to read and write

I can compare and contrast explicit and implicit phonics instruction to teach students 
how to read words

I can demonstrate teaching techniques for decoding (blending/reading) in primary 
school in mother tongue

I can demonstrate teaching techniques for encoding (segmenting/spelling) in 
primary school in mother tongue

I can demonstrate teaching techniques for morphological awareness decoding and 
encoding

I can demonstrate teaching techniques for multisyllable word decoding
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CHAPTER 4: READING FLUENCY INSTRUCTION

 OUTLINE

4.1.  Reading Fluency

4.2.  Components of Reading Fluency

4.2.1.  Accuracy

4.2.2.  Speed or Rate

4.2.3.  Prosody or Expression

4.3. Strategies for Developing Reading Fluency

4.3.1.  Approaches to Teaching Fluency

4.3.2.  Instructional Strategies to Develop Reading Fluency 

4.4. Strategies to Assess Fluency
Summary
Chapter Review
Self-Assessment
Appendix A: Script for Reader’s Theater

  INTRODUCTION

In this chapter, the three components of reading fluency will be reviewed. The role of fluency in learning 
to read and in building reading comprehension is also discussed. In addition, strategies to develop 
reading fluency will be discussed and practiced. Finally, strategies that can be used to assess reading 
fluency will be introduced and practiced.

  LEARNING OUTCOMES

At the end of this chapter, student teachers will be able to:

• Explain the components of reading fluency

• Differentiate characteristics between fluent readers and non-fluent readers

• Explain the role of fluency in learning to read and in reading comprehension

• Use teaching strategies for the three components of reading fluency 

• Assess the components of reading fluency

INSTRUCTIONAL MATERIALS

• Primary MT Curriculum

• Scripts for Teaching the Components of Fluency 

• Audio-Visual

• Stopwatch for Measuring Accuracy and Rate
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TECHNIQUES OF TEACHING AND LEARNING
• Interactive Lecture

• Task-based Approach

• Modeling

• Independent Study

• Project Work

• Peer and Group work

• Microteaching

ASSESSMENT TECHNIQUES
• Questions and Answers

• Individual Work, Pair and Group Work

• Project Work

• Peer Reflection

• Classwork and Homework

• Exams (Quiz, mid and final)

• Classroom Participation

• Microteaching

4.1. READING FLUENCY

Fluency is important because it allows the reader to attend to comprehension.

Fluent readers will read words with no observable cognitive effort; they will read most words correctly, 
and do not need to use decoding skills. Dysfluent readers use most of their cognitive effort on decoding, 
and are not able to think about the meaning of what they are reading. 

        

Decodes
accurately

Increases 
speed

Uses 
punctuation 
and spacing 
correctly

Self corrects

Reads with 
expression

Follows
writing conventions

More advanced

Beginning

Figure 4 - GENERAL PROGRESSION OF ACQUISITION OF FLUENCY (Ralaingita, 2013)
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4.2 COMPONENTS OF FLUENCY
Reading fluency is one of the basic characteristics of good readers, and a lack of fluency is a common 
characteristic of poor readers. Fluent readers are able to read orally with speed, accuracy, and proper 
expression (Honig, Diamond, & Gutlohn, 2006). Fluent readers independently read both aloud and 
silently, comprehending what they read. When fluent readers read out loud, it sounds as if they are 
speaking. Fluency is the bridge between word recognition and comprehension. Readers that are not 
fluent read slowly and word by word; their reading is choppy. Fluency is one of several critical factors 
necessary for reading comprehension.

Despite its importance as a component of skilled reading, fluency instruction is often neglected in 
the classroom. Reading that is slow and word-by-word, with a focus on decoding words, makes 
comprehension of the passage difficult (National Reading Panel, 2000). It will also be difficult for the 
student to relate the information in the passage to his or her background knowledge (Honig, et al., 
2006). Differences in reading fluency not only identify good readers from poor, but also predict reading 
comprehension problems (Stanovich, 1991). There may be underlying reasons why a student lacks 
fluency. It is important to determine if a student’s lack of fluency is due to weak decoding and reading 
skills. To address this, the student might need to practice reading and other skills and strategies. 

In contrast, fluent readers do not need to concentrate on decoding words; they are able to focus their 
attention on what the passage means and can comprehend the information. As students enter the 
upper grades, the volume of reading increases and the ability to read fluently is critical. 

Fluency develops over time through practice reading both orally and silently. Fluency begins with 
students orally telling personal experiences, and community stories. Story retells and summarizing are 
beginning fluency practices. Once students begin reading sentences, they can begin to build fluency 
through some of the strategies discussed in this chapter. Fluency consists of three key components: 
accuracy, speed or rate, and prosody or expression (Torgesen & Hudson, 2006).

4.2.1 ACCURACY

Accuracy is the ability to recognize and say words correctly. The skills required for accurate word reading 
are: the alphabetic principle (for Latin languages), the ability to blend sounds/syllables/morphemes, the 
ability to use context cues to identify words, and a large sight-word vocabulary (Torgesen & Hudson, 
2006). Accurate word reading is necessary to read fluently.

In the Grades 1-8 primary MT syllabi (MoE 2013), fluency activities include (Note: The activities are 
listed by the grade they are first introduced):

Grades 1-4 Grades 5-8

Grade 1: Begin to tell personal experiences and 
community tales

Grade 1: Identify 90% of decodable words and 
sight words, reads short sentences with 
decodable words with 80% accuracy

Grade 2: Read grade level short paragraphs or 
stories with 90% accuracy

Grade 2 Semester 2: Reading Accuracy 
increases to 95%

Grade 3: Retell stories accurately

Grade 5: Read grade level expository passage of 
one page with 95% accuracy

Grade 6: Use repeated readings to monitor 
improvements in accuracy

Grade 6: Read grade level fiction passages

Grade 7: Read oral speech or passage and poetry 
to practice accuracy
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Accuracy: is measured by the number of words or percentage of words in a passage that a student 
reads correctly.

Strategies for Improving Accuracy

Repeated reading: Students can improve their accuracy by repeatedly reading a passage until the 
words can be easily read. However, no more than 5 times. If there are still errors, the passage is too 
hard.

Feedback: Students benefit from opportunities for feedback from skilled peers, teachers and parents

Segmenting a difficult word: The teacher can coach the student in how to break down the challenging 
word into sounds, syllables, or morphemes and then blend together to read the word.

Re-teaching decoding skills: The teacher should note common errors made by students and re-teach 
decoding skills as necessary.

Modeling accuracy: The teacher can also model using self-correcting strategies when reading (the 
teacher reads a word wrong and then shows the students how to correct it)

Building vocabulary: Students may struggle with reading accuracy because of limited vocabulary 
knowledge. Knowing many words and what they mean is important.

Pre-teaching key vocabulary: If a student does not have a word in their oral vocabulary, it is difficult for 
him to read it. So, the teacher can help by teaching unfamiliar vocabulary in the passage before the 
students read the passage.

4.2.2 SPEED OR RATE

Speed or rate is the time it takes the student to read the passage. Rate can be measured by the number 
of words read correctly per minute (WCPM). When measuring rate, it is important to also measure 
accurate word reading and comprehension. Comprehension can be as simple as the student retelling 
the key points in what was read. It is important to emphasize that fast reading, without accuracy and 
comprehension, is not fluent reading. Teachers should assess, and provide instruction in accuracy and 
speed at the same time. If speed is the focus of the lesson, the student may read quickly and miss or 
skip many words. If accuracy is the focus of the lesson, the student may read very slowly to make sure 
all words are read correctly. The two components work together and should be taught at the same time

In the Grades 1-8 primary MT syllabi, fluency activities include rate (Note: the activities are listed by the 
grade they are first introduced):

Grades 1-4 Grades 5-8

Grade 2: Begin to maintain an oral rate that 
is grade level appropriate

Grade 3: Begin to transition from phrasal to 
fluent reading

Grade 4: Begin to maintain a pace with 
connected passage that is grade and 
language appropriate

Grade 6: Begin to read most grade level passage 
silently

Grade 7: Read speeches to persuade; read poetry 
with expression

Grade 7: Oral reading rate approaches advanced 
level
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Keep in mind that:

Reading rates vary by language based on:

The length of the words in the language, in some languages even basic words are very long.

The degree of word frequency. Languages have different degrees of word frequency. Some languages 
have many basic words that are used a lot while some languages do not

Regardless of language, students’ reading rate should increase over the semester and the year

Accurate word reading and passage comprehension should also be part of building reading fluency.

Strategies for Improving Rate

Students can improve their reading rate by re-reading a passage until it becomes familiar (imagine 
practicing an instrument or improving an athletic skill)

Choral and Echo Reading

Partner reading

Identify skills that are weak and re-teach (i.e. decoding skills).

Model how to use decoding skills when reading aloud to the students.

Teach and practice words that are frequently used in passages

Teach how to use the context to read words. Fluency is supported by being able to anticipate or predict 
the next word or words. Fill in the blank or “cloze” activities may be helpful in some languages: (e.g., 
The boy was late, so he to school)

4.2.3 PROSODY OR EXPRESSION

Prosody, or expression is the ability to read with phrasing and expression, including volume, stress, 
pitch, and intonation. Prosody is a linguistic term used to describe the rhythm and tonemic aspects of 
speech: the “music” of oral language. Prosodic features are: pitch (intonation), stress patterns (syllable 
prominence), and duration (length of time). These features of a language are part of expressive reading 
(Allington, 2000; Dowhower, 1991; Schreiber, 1980, 1991). Expression also includes phrasing/chunking. 
Strong readers are able to read long, smooth phrases and use appropriate pauses between ideas 
and sentences. Expression can be used to signal a question, show surprise, exclamation, and other 
meanings beyond the semantics (meaning) of the words. When these features are used correctly in 
oral reading, the reader is reading prosodically, or “with expression.” When a passage is read with 
expression, it is an indicator that the reader comprehends what is being read (Torgesen & Hudson, 
2006).

In the Grades 1-8 primary MT syllabi (MoE, 2013), Expression/Prosody fluency activities include (Note: 
the activities are listed by the grade they are first introduced):



60

TMT 222 SABA

Grades 1-4 Grades 5-8

Grade 1: Tell a story, introduce self with 
appropriate intonation.

Grade 1: Begin to use descriptive words and 
phrases.

Grade 2: Demonstrate expression that 
demonstrates meaning, use appropriate 
tone, use ending punctuation

Grade 3: Demonstrate expression that 
represents the meaning of grade level 
phrases and sentences

Grade 3: Use end punctuation to demonstrate 
differences in meaning

Grade 4: Demonstrates expression that 
represents the meaning of grade 
level phrases and sentences; uses 
appropriate tone and stress.

Grade 5: Uses stress at punctuation

Grade 5: semester 2: Read dialogue with 
phrasing and expression that shows 
understanding of character and events

Grade 5: Identify in passage verifiable and facts 
and use arguments for or against an 
opinion.

Strategies for Improving Expressive Reading
To help students struggling with expression, teachers can:

• Explicitly teach the purpose of different types of punctuation. Read a passage to show how 
different symbols influence expression and intonation.

• Model inserting slash marks and underlining phrases in the passage, to mark which words the 
reader will say in a phrase; called phrase cueing. (E.g., This morning, /it rained so much/ that 
the road was flooded.)

• Model fluent reading for students and then have them read the same passage back (“echo 
reading”)

• Discuss how important it is to pay attention to the meaning of the passage. Also, explain that this 
will help them in knowing how to show emotion and intonation

Comprehension
In the primary text and syllabus, comprehension is not a component of fluency. It is expected that fluent 
readers are able to comprehend. However, when reading rate and accuracy are emphasized, some 
students skip words, and/or read so quickly that there is little understanding of what has been read. 
A student who reads words accurately, with correct rate and expression is not fluent if s/he doesn’t 
comprehend. A student must be fluent in speed/rate, accuracy, and expression. A student who is fluent 
will also be able to comprehend the passage.

However, current research (Center on Teaching and Learning [CTL], n.d.) indicates that some students 
may be able to read fluently but have little to minimal comprehension of what has been read. It has 
been proposed that comprehension should be a component of fluency (Gunning, 2013). In addition, 
the new EGRA assessment includes a comprehension component as a part of oral reading fluency 
assessments. The student may be asked to retell what has been read or asked questions about what 
has been read. Reading comprehension is defined as the process of both identifying main ideas and 
supporting details while constructing meaning. The student is using information from the passage and 
what is already known about the topic to understand what is read (Snow, 2003). To be successful, 
many readers will need explicit instruction and opportunities for reading passages (repeated practice).
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  ACTIVITY 1: THINK-PAIR- SHARE

1. Using your own words, briefly define the three components of reading fluency.
2. Who do you think can comprehend a passage easily, a slow or a fast reader? Do you think read-

ing with speed and expression increases reading comprehension?
3. Explain at least four strategies or instructional techniques for improving each of the components 

of fluency (students’ reading accuracy, speed and expression)
4. State briefly the role of reading fluency in reading comprehension.

Teachers can use many strategies to support development of reading fluency. Allington (2000) 
recommends that fluency should be part of a good reading instruction; including explicit instruction. 
Fluency instruction also supports the student’s overall reading ability.  

4.3 STRATEGIES FOR DEVELOPING READING FLUENCY

To become fluent readers, students must be provided many opportunities to read. However, 
weak readers spend less time reading, read fewer words, and often give up. As a result, the gap 
between the strong readers and the weak readers continues to widen throughout the school 

years (Honig et al., 2006). Students need opportunities that support success, which means reading 
passages that are within their instructional range. The student should be able to read the passage with 
90%-95% accuracy to meet the criteria in the primary MT syllabus (MoE, 2013).

4.3.1 APPROACHES TO TEACHING FLUENCY

Recent research on the effectiveness of certain approaches to teaching fluency has increased 
understanding of its importance in reading and the need to use instructional practices (Honig et al., 
2006).

Remember, reading practice is important when building fluency. Two instructional approaches have 
been used to teach reading fluency. One, guided repeated oral reading, encourages students to read 
passages orally with explicit teacher guidance and feedback. The other practice, independent silent 
reading, provides time for students to read silently on their own, inside and outside the classroom. 
Students have usually had minimal guidance or feedback. However, silent reading has not been an 
effective strategy for weak readers (National Reading Panel, 2000).

GUIDED REPEATED ORAL READING

According to the National Reading Panel (2000), guided repeated oral reading procedures have proven 
to be one of the most useful practices. This procedure includes guidance and feedback from teachers 
and peers. Parents who provide literacy materials in the home and promote simple practices (e.g. telling 
oral stories), can also have a significant and positive impact on students’ word recognition, fluency, 
and comprehension across grade levels. The classroom procedures include guided oral reading, and 
repeated reading procedures. These procedures support all students, good readers as well as those 
experiencing reading difficulties.

INDEPENDENT SILENT READING

Many agree that encouraging students to read a lot increases reading achievement. Studies suggest 
that the more that students read, the better their fluency, vocabulary, and comprehension (Honig, et 
al, 2006).  However, when students read silently without guidance or feedback, the research has not 
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found an increase in reading level nor reading fluency (Honig, et al., 2006). Even though encouraging 
students to read more seems like a good strategy, there is still not enough evidence to support the idea 
that silent reading increases reading quantity or improves reading skills. If students read silently, the 
teacher should monitor, ask questions and give feedback.

   ACTIVITY 2: Whole Class Reflection and Discussion 

1. Discuss and reflect on the following two questions.
2. How do you assess the tradition/practice of asking students to read silently their MT textbooks in 

terms of helping them to improve their reading fluency?
3. Argue for or against the following statement: As there is no conclusive evidence that silent read-

ing improves reading fluency, it should NOT be practiced in primary schools. Support your posi-
tions through reading reference materials and based on what you learned in your MT modules.

4.3.2 INSTRUCTIONAL STRATEGIES TO DEVELOP READING FLUENCY 

Instructional strategies that are found in the grades 1-8 Primary MT Syllabi include:

Teacher models fluent reading through reading aloud of books that are higher than student’s reading 
level (improves students reading, e.g. knowledge of vocabulary and words.

Across the Grades

Repeated oral reading with feedback

Practice different types of reading:

Echo reading

Choral reading, teacher and student reading the passage together

Partner reading with another reader

Sentence Tunes: One sentence is read multiple times.

Beginning in Grade 2

Grade 2: Look for signals; the teacher explicitly discusses the purpose of punctuation and how 
it influences expression and intonation.

Timed repeated readings.

Grade 2, Semester 2: Reader’s Theater

Beginning in Grade 3

Grade 3: Sight word activities to develop immediate word recognition

Radio reading: Small groups of students practice a section of the passage. They may also 
perform for an audience supporting expressive and fluent reading.

Chunking: The teacher models chunking a portion of a familiar passage emphasizing the 
phrases, clauses, and punctuation/encouraging phrasal reading.

Beginning in Grade 7

Grade 7: Repeated oral readings. (MoE, 2013).
Additional Strategies:

There are several research-based general recommendations for how to provide reading instruction 
to build fluency with struggling readers. Research with average and struggling students indicates that 
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teachers should use the following strategies:

• Model fluent oral reading (Blevins, 2001; Rasinski, 2003) using teacher read-aloud; and as a 
reading intervention (Chard et al., 2002).

• Provide explicit instruction and feedback to teach decoding of unknown words, correct expression 
and phrasing, and strategies that fluent readers use (National Reading Panel 2000; Snow et 
al., 1998).

• Provide oral support and modeling for readers (Rasinski, 2003) using assisted reading, choral 
reading, paired reading, audiotapes, and (if available) computer programs.

• Provide students with many materials that is at a level that they can read on their own (Allington, 
2000).

• Offer many opportunities for practice using repeated readings of passages that become more 
difficult (Chard et al., 2002; Meyer & Felton, 1999; Rasinski, 2003; Samuels, 1979).

• Encourage prosody development, expression, through phrase cueing activities (Rasinski, 2003; 
Schreiber, 1980.

Tompkins (2003) also suggests similar strategies that can be used to support the building of fluent 
readers:

• Modeling good oral reading: Reading to students in a natural manner models fluent reading. 
Students should not confuse word-perfect decoding with good reading.

• Encouraging fluency through phrasing: Help students understand that often the meaning of a 
passage is found in the phrases.

• Providing oral support – When a student hears a fluent reading of a passage while following 
along, his or her fluency and comprehension improve.

• Offering many practice opportunities – With practice, students can move from decoding words 
to reading words accurately and to comprehension.

Other strategies included in Primary MT syllabi are:

Helping students understand the structure of the MT language

Developing an understanding of the meaning of words that are read

Determining the student’s reading level and providing appropriate support

Specific Instructional Methods and Strategies
A primary strategy for building fluency includes students engaging in independent practice and rereading 
passages within the reader’s instructional range. Another strategy is to model fluent reading. Students 
who are weak readers may have never heard someone model how to read fluently. Auditory modeling, 
either live or taped, is a powerful strategy. Students, who can hear how a voice changes when talking, 
can also make sense of what is being read and what reading with expression means (Honig, et al 2000). 
In MT 201, you also read about some teaching methods including Partner Reading, Reader’s Theater, 
Repeated Timed Reading, Choral, and Echo Reading. These strategies are used in the primary MT 
passages and will be reviewed and practiced in this chapter.

Choral Reading
Using choral reading, the teacher and the student read loudly the text and the passage at the same time. 
Choral reading helps build students’ fluency and accuracy, self-confidence, and motivation (Tompkins, 
2003). The teacher provides a model of reading with expression, and support for less skilled readers. 
This strategy can also build sight word knowledge.
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How to use choral reading
Choose a book or passage that works well for reading aloud as a group.
Identify the parts that you will read (e.g. a sentence, several sentences). Note: If you use choral reading

the first time students read a passage, you will not be able to assess if they have learned the skills as 
they will be reading with you and hearing you accurately read the words. Wait until after the students 
have read the passage to practice choral reading.

Provide each student a copy of the passage, or write the passage on the board.

The teacher and the students read the passage or story together and the teacher models reading with 
expression. Students should be told to use a marker or finger to follow along with the passage as they  
read.

Echo Reading

Echo reading helps students develop expressive, fluent reading. The teacher or a student reads a short 
part of passage (sentence or phrase), and the students “echo” reading the same sentence or phrase 
(Tompkins, 2003). It helps if the students can see the passage or have a textbook and can follow as the 
teacher reads. This strategy provides practice in phrasing and expression, and develops sight word 
vocabulary. It also provides guided support for less skilled readers.

How to use Echo Reading

The teacher divides the passage or passage into sections that will be read. Each part or section of the 
passage is read aloud and the teacher tracks the print for students to see.

After each part has been read aloud, students imitate, or echo what the teacher read. If the students 
have a copy, they also track. If not, the passage has to be written on the board.

Echo Reading and Struggling Readers

When you are echo reading with a student or group of students, your support helps build students that 
are successful in reading. Students are provided a model of fluent, expressive reading. Over time, you 
will need to vary the amount of support that you provide so that the students gradually take on more 
responsibility and become independent readers. Echo reading, as a part of using several strategies, 
improves the reading growth of less fluent readers (Mathes, Torgesen & Allor, 2001).

     ACTIVITY 3: GROUP WORK

Assign student teacher to groups to practice the above activities. Identify a passage from the primary 
MT text. Have half the groups practice Choral Reading and half practice Echo reading. Assign a teacher 
for each group that will identify the passage segment and teach the lesson. Then work across groups to 
practice both strategies.

Adaptors should insert a passage from the MT primary textbook to practice echo reading 
and choral reading.

Partner Reading: Partner reading is a cooperative learning strategy in which two students work together 
to read the passage. Using this strategy, students take turns reading the same part of the passage and 
provide each other feedback. Partner reading builds fluency, and supports development of decoding 
skills and comprehension. It provides opportunities for a teacher to circulate, observe students, and offer 
individual feedback and correction (Thompkins, 2004).
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How to Use Partner Reading

A less structured strategy for teaching partner reading can be used with older students:

Choose the assigned reading and introduce the passage to the students. Or, use a reading passage 
that the students have already read, but need additional practice.

Create pairs within the classroom. Identify which students require help on specific skills and which 
are the most appropriate students to help other students learn these skills. Pair a strong reader with a 
struggling, or less fluent reader.

Model the procedure to ensure that students understand how to use the strategy.

Have both members of the teacher-assigned pair take turns being Coach and Player. As students 
become more fluent readers, or as they repeat the passage, these pairs can change regularly as the 
students read. This gives students opportunities to read with a different partner.

Note: It is important for teachers to monitor and support students as they work together.

The stronger reader begins this activity as the Player and reads orally for 3-5 minutes, or a certain 
number of sentences/paragraphs depending on the length of the passage. Have the Coach follow 
along and correct any mistakes.

The pair then switches roles and asks the weaker reader to become the Player. The Player rereads 
the same passage, or sentences, and the Coach provides corrective feedback. One point is earned for 
each correct sentence read (optional).

The students can also be taught questioning strategies that support comprehension. When the second 
reader has re-read the part of the passage, the stronger reader asks questions, such as:

• Who or what is the story about?

• What is the most important thing about the story?

Repeated Reading

Repeated reading consists of passages that are short (50-200 words) and meaningful. This can be a 
partner reading activity, or something the student practices with the teacher.

The students re-read the passage until they can read with 90-100% accuracy.

Have the students set a goal for number of words correct, with the goal achieving at least 90% of the 
words being read correctly. If a student is not able to reach this goal in 3-5 rereading, the passage is 
too hard. An easier passage should be used.

Use short, frequent rereading sessions (Reutzel & Cooter, 2013).

 ACTIVITY: Partner Reading Practice with a Partner (using a script)

Count off by 2s. Each pair will decide who is the coach and the player. Using a passage from grade 
4 or 5 MT textbooks, the coach will read for 3 minutes. The player will then reread the same part for 
3 minutes. The coach will then ask the player to answer the two questions. Read through the passage 
three times. For younger students, explicit instruction should be used to teach partner reading and 
repeated reading.

Use a passage from the Grade 4 or 5 primary MT text, practice partner reading.

The following script provides a structured (explicit) way to teach partner reading. Using the script is 
helpful when teaching younger students partner reading:
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Model Fluency Script 1: Partner Reading

Script Key:

Italicized type: what the teacher does

Bold Type is what the teacher says

Bold and italicized type is what the teacher and student(s) say (T/S)

Regular type is what the student(s) say (S)

Table 17: Fluency Partner Reading

Teacher Explains Task

Today, you will read in pairs. You will practice reading (text, story, passage, etc.). Practice reading the 
same passage will help you become a better reader and help you understand what you are reading. 
(you can pair students so that one is a strong reader and one is a weak reader, or you can pair 
readers that are at the same level of skill in reading) NOTE: It is important to model and explain to 
students what the role of the partner should be. If the student is listening, he/she can help the student 
with difficult words and ask questions. The partner who is reading is working on improving fluency 
(reading smoothly like talking).

I DO 

T: Today, you will first listen to me read a passage, then practice reading to each other. You will read 
in pairs. The first partner will read, and then the next partner will read the same part. The partner 
reading will practice reading the story fluently (like talking). The partner listening can help with 
words and supports the reader.

(Optional but adds to comprehension): When both partners have read a part of the text, the first 
person who reads will ask questions: Who or what was the story about? I can say the story is about 
What was the most important thing what you have read? I know the most important thing is   .

(divide the passage into two parts to practice) ___ will be my partner so we can 
show how to partner read. First, I will read fluently and then my partner will read the 
same part of the passage aloud (teacher models and provides help and feedback).   
T: Now I will ask my partner questions: 

Who or what was the story about? 2. What is the most important you have read? 

(model providing feedback and clarifying if the student has trouble answering the questions).

WE DO
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T: Now partner 1 will read the next part of the passage (depending on how long the text is, tell them 
to read 1-2 sentences, a paragraph, etc.)

S1: Partner 1 reads the section of the text.

T: Now partner 2 reads the same part of the text.

S2: reads the same part.

S1: now partner 1 will ask the two questions. First, who or what is the passage about?

S2: answers

S1: What is the most important thing about what you have read?

S2: answers

YOU DO

T: Now you are going to read the next part with your partner. Partner one will read the next part. Ready.

S: Student 1 reads the next part of the passage.

T: Stop, now partner two reads the SAME part of the passage.

S: Student 2 reads the same part of the passage

T: Stop, now partner one asks the two questions: Who or what is the passage about? What is the most 
important thing about what you have read? 

Independent Practice

Continue reading the passage. After reading the passage, the teacher asks questions.

Scaffolding Suggestions

When the students are able to accurately complete the activity, they can practice with the passage 
beginning with the independent part of the script. If the students have difficulty reading the passage, 
it may be too difficult. If there are certain words that the students are missing, stop and help the 
students decode and say the words. If there are words that the students do not understand talk about 
the word(s) and their meanings.

You can also show the students how to combine the answers to the questions to complete a story 
retell.

Reader’s Theater

Honig et al. (2003) describe Reader’s Theater as: “a rehearsed group presentation of a script that is 
read aloud rather than memorized” (p. 398). During this activity, emphasis is placed on prosodic reading, 
reading with meaning and emphasis. Reader’s theater is another strategy that combines a chance to 
perform with oral reading practice.  A script is provided for students to read. Students are assigned 
the roles of the characters in the script. If students are on different reading levels, it helps to have the 
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students practice their parts before presenting to the class. Scripts should be used that have at least 5 
roles (e.g. narrator, characters, a group of people representing a crowd, etc.). Reader’s Theater is an 
activity that might be used once a month, at the end of a unit, etc. Over the semester, students can take 
turns reading so that all students have a chance to be a part of a reader’s theater. Each student who 
has a role will need a copy of the script.

Reader’s Theater is a fun way for improving fluency and comprehension (Tompkins, 2003). Reading 
scripts can be created using grade-level texts or using stories. Students perform by reading the script; 
usually without costumes or props. Reader’s theater motivates less fluent readers. Fluent readers can 
explore genre and characterization. The research on using reader’s theater indicates that students do 
not significantly improve word recognition; however, they do improve reading with expression (Honig, 
et al, 2000). Appendix A is a sample of a Reader’s Theater Script that requires 12 or more students. 

Note: Explicit teaching scripts are available for teaching fluency that include repeated reading, 
prosody/expression and reader’s theater.

   ACTIVITY 5: A Script for Practicing Reader’s Theater

1. Divide the class into small groups and practice reader’s theater using the following script. 
2. Have 1-2 groups demonstrate for the class. 
3. Then ask questions a, b, and c following the passage.

Note: Readers Theater is like reading a movie script with characters and a narrator. 

During adaptation:

Select a passage from the primary MT passage and rewrite it so that there are different roles. Label 
the roles and assign students the roles. OR

Use a reader’s theater passage to practice (Scripts can be found on the internet).

To give a good example, you need a script with at least 5 characters. Check the script you used and 
change if needed. A sample script is in Appendix A at the end of this chapter.

a. Were the actors successful in reading the passage orally to your class?
b. How many reading errors were made?
c. What types of errors were made the most when the passage was read?

Fluency Script 2: Teaching Students to Read with Expression
It is important that teachers model reading fluently. The following script provides structure to modeling 
how to read fluently with expression:

Note: Select a passage from the MT student passage to use when practicing this strategy. 

Table 18:  Fluency Read with Expression

Teacher Explains Task

We are going to practice reading fluently. That means you read the words accurately, at a good pace 
(not slowly) and with expression. One way you read with expression is to raise and lower your voice 
based on what is happening in the text.
I DO
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WE DO

T: Now we are going to read this poem together. I will read a line and when I point to the class, you 
will repeat what I said together as a group. (echo reading)

Try reading the poem the same way I do, to show expression. Are you ready?

(read each line and point to the class to repeat; echo reading)

YOU DO

T: Now you are going to read with a partner and try reading with expression. First, one of you will 
read the poem. Try to read it like we did together – try to read with expression to help show the 
meaning. Read it twice. Then switch and the other student will read twice. When you are both 
done, talk about what you did well.

(Walk around the room while the partners are reading. Give feedback. Encourage partners to give 
positive feedback.)

Independent Practice

When the students are able to accurately complete the activity, they can practice with the passage 
reading for the day.

Scaffolding Suggestions

If the students have difficulty reading the passage, it may be too difficult. If there are certain words 
that the students are missing, stop and help the students decode and say the words. If there are 
words that the students do not understand talk about these word(s) and their meanings.

Note:   For the 4-6 times the script is taught, complete the “We Do/You Do” After the eight time, use 
only the “You Do” part.

Build in practice across weeks. It is useful for the students to hear what it sounds to read with expression, 
especially in the early grades. At times, you may need to review using all three: I/WE/YOU DO.

Phrased Cueing and How to Teach:

Phrased Cueing is another strategy that can help students learn to read fluently and with expression. It 
is a good strategy to use with older students.

Select a sort passage or a poem.

Read the passage without expression and in a flat voice. Ask the students to tell you what you sounded 
like when you read. Tell the students that you did not read the passage with meaning and expression. 
Tell the students that when we read aloud, we read the words that go together by pausing, raising/
lowering our voice and emphasizing certain parts.

MODEL: Write the passage on the board. Read the passage with expression, marking where you pause 
(in phrases and at the end of the sentence): put a slash (/) after the words to indicate each phrase and 
two slashes (//) between sentences. Do this for the first part of the passage.

We Do: Read the next few sentences with expression. Go back and have the students help you mark 
the phrases (/) and the end of the sentences (//). Reread this part with the students.

Independent Practice: Have the students work in groups to mark the rest of the passage. Have several 
groups read this part. At the end, mark the rest of the passage written on the blackboard using the 
students phrasing and give feedback for errors (e.g. not marking and/or pausing between sentences).
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Provide practice with new passages.

 ACTIVITY 6: Individual and Group Work

Divide into groups that equally represent gender.

Practice reading using the cues to show expression.

Using the following sentence, mark the phrases (/) and the end of sentences (//) and discuss the 
process of marking.

You can then use the rest of the passage and mark the phrases. Or, use a passage from the student 
textbook to have the student teachers practice marking the passage.

As a group, practice reading the passage using the pauses that are marked.

I am so glad / we don’t have school / in the summer// I would rather / spend my time / swimming, / 
playing, / and reading.//
A great deal of my time is also spent in home-related chores such as washing and cooking which I 
can help doing since they do not need much expertise and energy. In fact, my Mom is usually helping 
me with some of the routine chores.

Strategies for Teaching Diverse Learners

Researchers have found that echo reading is one strategy that contributes to the reading growth of 
low-achieving readers (Mathes, Torgesen & Allor, 2001). In addition, repeated reading and partner 
reading are also strong strategies that support struggling readers (Reutzel& Cooter, 2013; Vaughn, 
Bos, & Schumm, 2011). Another strategy is reading the same passage for 5 times. This is very effective 
in improving accurate and fluent word reading (Reutzel & Cooter, 2013). In the beginning, passage 
should be short. When students can read the passage accurately and with expression, increase the 
length and complexity of the passage. Using repeated reading, younger students have consistently 
demonstrated gains in fluency and comprehension (Mastropieri, Leinhart, & Scruggs, 1999).

Class wide peer tutoring has also been effective across many school settings. When used three times 
per week, reading fluency and comprehension improves for all students (Vaughn, Bos, & Schumm, 
2011). Partner reading is an example of this strategy.

However, remember that there may be underlying deficits in the components of reading that make it 
hard for the student to become fluent. Make sure that the student is able to decode words (by sounds, 
syllables, and/or morphemes) and has strong sight word knowledge. If the student is unable to decode 
words, make sure that the student is able to identify the letter-sound, or Fidel/syllable, correspondences. 
Practice sight words and build fluency in their recognition. If the student is reading too fast, encourage 
the student to slow down, read accurately and use expression. Finally, provide many opportunities for 
the student to read.

   Project 1: Group Work

1. Your instructor will assign groups of students to a grade level. Observe the teacher: Take a note 
of techniques he/she uses to teach that can build reading fluency.

2. Then prepare to discuss your findings with your Instructor and your fellow classmates. Include 
the following points:
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A. The technique(s) he/she used
B. The appropriateness of the techniques for the grade level and for the lesson.
C. The reading fluency components he/she used when teaching
D. What you liked most about the lesson.
E. The support given to the struggling students.
F.  Suggestions to make the lesson more effective and appropriate.

   ACTIVITY 7: THINK-PAIR-SHARE

Answer the following questions:

1. How do you identify low-achieving readers from those who achieve well?
2. What support can you provide to students who perform low in their reading?
3. How often should you have struggling readers reread a passage?
4. What is the advantage of applying different strategies for diverse learners in mother tongue class-

es?

4.4. STRATEGIES TO ASSESS FLUENCY
The teacher should also measure a student’s fluency with a timed oral reading test in which the student 
reads a passage for one to three minutes. The number of words correctly read per minute should 
steadily increase. In the primary MT Curriculum, assessment of fluency begins in Grade 2 (MoE, 2013). 
Measuring the number of words read correctly per minute is one way to measure reading fluency 
progress.

Teachers should begin by assessing students who are struggling readers. Listening to 2 students per 
day would equal 10 students per week if you have a class every day. Also, reading progress can be 
monitored by listening to students practice partner reading and repeated reading. Using this method, will 
target those students most in need of monitoring and allow you to conduct regular assessments of their 
progress. Fluency assessment was introduced in MT 201, and you will have practice in this chapter. You 
will practice using this assessment again in TMT 322. This type of assessment takes time to learn. This 
is an assessment not only used in the primary MT text, but is also a part of EGRA.

Oral Fluency Assessment

Remember that fluent readers decode passages and recognize sight words automatically. This ability 
is critical to comprehension because it allows the reader to focus on meaning, rather than on decoding 
each word. An Oral Fluency Assessment is an accurate and easy way to predict comprehension 
ability, determine reading fluency, and establish whether students need to be further assessed for weak 
decoding skills (Honig et al, 2000).

Oral Fluency Assessment Procedure

Select two or three grade level passages from the grade level text. Remember that assessment of oral 
reading begins in grade 2. However, fluency can be practiced in grade 1 by having the students say the 
sounds for the Fidels/syllables. Students may also practice fluency by reading the words that have been 
taught. For strong readers, you may want to select passages from the next grade level text. For each 
student that you test, you will need a copy of the passage for the student and one copy for yourself (to 
mark words read incorrectly). You will also need some way to time for one minute.

Have the student read the passage for one minute. Underline the last word the student read. On your 
copy, mark the words read incorrectly. Count the total number of words and the number of words read 
incorrectly.
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Subtract the number of words read incorrectly from the total words the student read to find the number 
of words read correctly in one minute (WCPM).

You can also divide the number of words read correctly by the total number of words read to find a 
percentage. Total Words Read Correctly/Total Number of Words. For example, Mara read a total of 
40 words correctly, out of 50 words: 40 words read correctly/50 total words = 80%. This is below the 
expected level (90%) for her grade (MoE, 2013).

In the grade 2, semester 1, of the MT primary passage, the goal is 90% of words read correctly in 
a minute. In grade 2, semester 2, the goal increases to 95% of the words read correctly in a minute 
(WCPM).

How to Conduct the Assessment of Rate/Speed
T: I am going to listen to you read so I know how you are doing. When I say start, you will begin. If you 

come to a word you do not know, I will tell you the word. When I say stop, you stop reading.

(Hand a copy of the passage to the student; you will also need a copy. As the student reads, follow 
along draw a line through words that are incorrectly read on your copy of the passage. Tell the 
student when to start and time him/her reading for 1 minute and then tell the student to stop).

T: Ready Start.

T: At one minute say Stop

Also, it will help for you to note the words read wrong, and see if many students are making the same 
errors. If so, the word and its meaning should be re-taught. If you do not have copies for marking, you 
can use a piece of paper, write the students name, total words read and make a mark for each word 
read wrong.

Remember, an Oral Fluency Assessment, or OFA, measures the numbers of words correct per minute 
(WCPM) that students read. You can compare your students’ WCPM score with an overall average of 
students’ WCPM scores at their grade level to see if their fluency levels are above, below, or on grade 
level. These passages should include fiction and nonfiction.

If your student read in less than one minute, you can calculate the WCPM by using the following:

Write the number of words read correctly and X (multiply) by 60 seconds/ 
Divide the number of minutes by the number of words read correctly = Number of WCPM

During adaptation insert the WCPM for your region (see handout)

 ACTIVITY 8A: Pair Work

In pairs, practice assessing oral reading fluency. If you only have one copy of the passage for the 
student to read, you can use a piece of paper and write a mark for each word read wrong and total 
number of words read. If you are the student, say some of the words wrong.

Use the steps above to figure out the percentage of words read correctly.

  ACTIVITY 8B: Group Work

Have each student teacher count off by numbers for grades 1-5. Based on the number, the student 
teacher is assigned to a specific grade level, 1-5.
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1. Go to a school and watch a master teacher, in the grade level you are assigned, perform an oral 
fluency assessment.

2. Then, work with a teacher in your assigned grade to prepare an assessment

a. Ask the teacher to give you the passage/text the students will read next.

b. Ask the teacher to select 6 students (2 less fluent readings, 2 average readers, and 2 strong 
readers).

c. Use the next passage, the students will be reading (so that you are not listening to a passage 
they have practiced), time each student for a minute and record the number of words read 
correctly. If the student finishes the passage before the minute is up, have the student go back 
to the beginning and read until the minute is up.

d. Calculate the words correct per minute and the percentage of words read correctly.

e. Write a brief summary of your findings. Discuss the differences between the three levels of 
readers. 

If you cannot go to a school, assess a brother/sister/relative that is in school. Make sure to use a 
passage from the grade the family member is in, using a passage that has not been taught.

Assessment of Fluency: Expression
It is also important to assess the ability to read with expression. The Primary MT Activity Banks include 
a rubric for assessment of expression (MoE, 2013). Select a passage for the student to read and ask 
him/her to read aloud. Use the assessment sheet to measure the student’s ability to read fluently with 
expression.

Table 19: Assessing Expression

No               Proficiency rubric Yes No

1 Reads mostly word-by-word. Sometimes reads two-or-three word phrases, but 
not very often, or does not follow meaningful phrasing.

2

Reads mostly in two-word phrases with some three-or-four word groupings. 
Some word-by-word reading may be present. Word groupings may seem 
awkward and the student doesn’t connect the meaning or the context of what 
is being read.

3
Reads mostly in three-or four-word phrase groups. Some smaller groupings 
may be present. Most of the phrasing seems appropriate and preserves the 
syntax of the author. Little or no expressive interpretation is present.

4
Reads mostly in large, meaningful phrase groups. Although some small mistakes 
or repetitions may be present; however, they do not impact the meaning. Some 
of most of the story is read with expression.

     PROJECT 2: Group Work

You are going to work in a group of four. Use a grade 1 MT textbook and teacher’s guide. Select a 
lesson that includes activities that develop: phonological awareness, graphophonemic awareness and 
reading fluency. Before presenting to your class, prepare a lesson plan for what you plan to teach. 
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Finally, invite one presenter from your group that can present to the whole class. Use the lesson plan 
found at the end of this module. This is the lesson plan that is also used in TMT 224.

1. Make sure that the strategies used to teach are properly selected based on the primary MT 
teacher’s book.

2. Identify the activity to support your lesson.
3. State the specific objectives for what you plan to teach.

4. Make sure that your lesson uses strategies to meet the needs of all learners.

5. After the presentation, evaluate your lesson.

a. What were your strengths?

b. What were challenges you faced?

c. What and how will you improve the lesson?

6. Write a report on items a-e listed above.

CHAPTER 4: SUMMARY

Fluent readers are able to accurately read words, use expression when reading and read at an appropriate 
rate. Reading fluency is an important part of learning to read and in comprehending complex subject-
area text; reading to learn. Even young readers can begin to build their reading fluency. However, some 
students focus on reading quickly and do not comprehend what has been read.  They are not able to 
retell nor summarize what has been read. As a teacher, it is important to build all components of fluency 
so that students are able to also build reading comprehension.

In this chapter, you learned about reading fluency and the components: rate, accuracy and prosody. The 
chapter discussed strategies for helping students become fluent readers and how to assess students’ 
progress.  A variety of reading techniques should be used since reading practice is the most effective 
way to build fluency. The teacher should provide many opportunities for their students to read daily.

The most effective methods are: choral (class) reading together, partner reading (paired by ability, or 
one strong and one weaker reader), repeated reading, echo reading (teacher reads, students repeat), 
reader’s theater, and phrased cueing. These techniques allow the teacher to observe students in 
several settings to determine possible reading difficulties. In order to effectively model fluent reading, 
teachers need to know and practice each of these strategies in the classroom. Teachers also need to 
assess students’ fluency progress.

Measuring the correct number of words per minute is one way to measure reading fluency progress.

Listening as students are practicing partner reading and repeated reading is another assessment 
technique. After assessing students’ fluency, it will be possible to target those students in need of 
monitoring and to conduct regular assessments of their progress. It is expected that the student will 
increase in the number of words read correctly in one minute.

Some readers are able to read with speed/rate, accuracy, expression but do not comprehend what 
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has been read. As a result, when assessing fluency, it is important to also assess comprehension (i.e. 
have the student retell what has been read). Fluency instruction can support all learners in becoming 
competent readers.

CHAPTER 4: REVIEW QUESTIONS
Write a brief response to the items below:

1. Discuss briefly the three components of fluency.

2. Summarize the five specific instructional strategies for building fluency and select one technique 
you think will work better in Ethiopian schools and justify why you think so.

3. Explain the link between fluency and comprehension

4. The primary class sessions are short. What are some strategies you can use for students to 
practice reading and fluency while you are assessing several students’ fluency?

     CHAPTER 4: SELF-ASSESSMENT

For each statement, place a check indicating your understanding. If you check no, write why. Also, list 
any questions you still have:

Table 20:  Chapter 4 Self-Assessment

Statement Yes No

I can explain the components of reading fluency

I can differentiate characteristics between fluent readers and non-fluent 
readers

I can explain the role of fluency in learning to read and in reading comprehension

I can use teaching  strategies for the three components of reading fluency

I can assess the components of reading fluency
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APPENDIX A: READERS THEATER SCRIPT 

Master Man

A Tall Tale of Nigeria

Told by Aaron Shepard

Reader’s Theater Edition #27

Adapted for reader’s theater (or readers theatre) by the author, from his picture book published by 
Harper Collins, New York, 2001

For more reader’s theater, visit Aaron Shepard’s RT Page at  
www.aaronshep.com/rt

Story copyright © 2001 Aaron Shepard. Script copyright © 2001, 2002 Aaron Shepard. Scripts in this 
series are free and may be copied, shared, and performed for any noncommercial purpose, except 
they may not be posted online without permission.

PREVIEW: Shadusa thinks he’s the strongest man in the world—till he meets the real Master Man.
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NARRATOR 1:  Once there was a man who was strong.

NARRATOR 4:  When he gathered firewood, he hauled twice as much as anyone else in the village. 
When he hunted, he carried home two antelopes at once.

NARRATOR 2:  This man’s name was Shadusa, and his wife was named Shettu. One day he said to 
her,

SHADUSA: (boastfully, flexing muscles) Just look at these muscles. I must be the strongest man in 
the world. From now on, just call me Master Man.

NARRATOR 3:  But Shettu said,

SHETTU:  (scolding) Quit your foolish boasting. No matter how strong you are, there will always be 
someone stronger. And watch out, or someday you may meet him.

NARRATOR 1:  The next day, Shettu paid a visit to a neighboring village. On the walk home she grew 
thirsty, so she stopped by a well.

NARRATOR 4:  She threw in the bucket—

NARRATOR 1:  SPLASH!

NARRATOR 4:  —then she pulled on the rope. But though she tugged and she heaved, she could not 
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lift the bucket.

NARRATOR 2:  Just then a woman walked up with a baby strapped to her back.

BABY:  (makes baby noises)

NARRATOR 3:  Balanced on the woman’s head was a calabash, a hollow gourd for carrying water. 
Shettu told her,

SHETTU:  (helpfully) You’ll get no water here today. The bucket won’t come up.

NARRATOR 1:  The two women pulled together, but still the bucket would not budge.

WOMAN:  Wait a moment.

NARRATOR 4:  . . . said the woman. She untied her baby and set him on the ground.

WOMAN:  (to BABY) Pull up the bucket for Mama.

BABY:  (makes baby noises)

NARRATOR 2:  The baby quickly pulled up the bucket and filled his mother’s calabash. Then he 
threw in the bucket and pulled it up once more for Shettu.

SHETTU:  (gasps) I don’t believe it!

WOMAN:  Oh, it’s not so strange. After all, my husband is Master Man.

BABY:  (makes baby noises)

NARRATOR 3:  When Shettu got home, she told Shadusa what had happened.

SHADUSA:  (furiously) Master Man?! He can’t call himself that! I’m Master Man. I’ll have to teach that 
fellow a lesson.

SHETTU:  (pleading) Oh, husband, don’t! If the baby is so strong, think what the father must be like. 
You’ll get yourself killed!

SHADUSA:  We’ll see about that!

NARRATOR 1:  The next morning, Shadusa set out early and walked till he came to the well.

NARRATOR 4:  He threw in the bucket—

NARRATOR 1:  SPLASH!

NARRATOR 4:  —then he pulled on the rope. But though he tugged and he heaved, he could not lift 
the bucket.

NARRATOR 2:  Just then the woman with the baby walked up.

BABY:  (makes baby noises)

SHADUSA:  (to WOMAN, belligerently) Wait a minute. What do you think you’re doing?

WOMAN:  I’m getting water, of course.

SHADUSA:  Well, you can’t. The bucket won’t come up.

NARRATOR 3:  The woman set down the baby, who quickly pulled up the bucket and filled his 
mother’s calabash.

BABY:  (makes baby noises)

SHADUSA:  Wah! How did he do that?

WOMAN:  It’s easy—when your father is Master Man.

NARRATOR 1:  Shadusa gulped and thought about going home. But instead he thrust out his chest 
and said,

SHADUSA:  I want to meet this fellow, so I can show him who’s the real Master Man.
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WOMAN:  Oh, I wouldn’t do that. He devours men like you! But suit yourself.

BABY:  (makes baby noises)

NARRATOR 4:  So Shadusa followed the woman back to her compound. Inside the fenced yard was 
a gigantic fireplace, and beside it was a pile of huge bones.

SHADUSA:  (still belligerent) What’s all this?

WOMAN:  Well, you see, our hut is so small that my husband must come out here to eat his 
elephants.

NARRATOR 2:  Just then they heard a great

MASTER MAN:  ROAR!

NARRATOR 2:  . . . so loud that Shadusa had to cover his ears. Then the ground began to shake, till 
Shadusa could hardly stand.

SHADUSA:  (alarmed, shaking with the ground) What’s that?!

WOMAN:  (shaking but calm) That’s Master Man.

SHADUSA:  (still shaking) Oh, no! You weren’t fooling! I’ve got to get out of here!

WOMAN:  (still shaking) It’s too late now. But let me hide you.

NARRATOR 3:  By the fence were some large clay pots, each as tall as a man, for storing grain. She 
helped him climb into one, then set the lid in place.

NARRATOR 1:  Shadusa raised the lid a crack to peek out.

SHADUSA:  (gasps)

NARRATOR 1:  And there coming into the compound was Master Man, carrying a dead elephant 
across his shoulders.

BABY:  (in delight) Papa!

WOMAN:  (to MASTER MAN) Did you have a good day, dear?

MASTER MAN:  (bellowing) Yes! But I forgot my bow and arrows. I had to kill this elephant with my 
bare hands.

NARRATOR 4:  As Shadusa watched in terror, Master Man built a huge fire in the fireplace, roasted 
the elephant, and devoured every bit of it but the bones.

NARRATOR 2:  Suddenly he stopped and sniffed.

MASTER MAN:  (sniffs loudly) Wife! I smell a man!

WOMAN:  Oh, there’s no man here now. One passed by while you were gone. That must be what 
you smell.

MASTER MAN:  Too bad! He would have been tasty.

NARRATOR 3:  Then he rolled over on the ground, and before long the leaves trembled from his 
snores.

NARRATOR 1:  The woman hurried over to the pot and slid off the lid.

WOMAN:  (to SHADUSA, in a hushed voice) Quick! Get away while you can.

NARRATOR 4:  Shadusa leaped out and bolted down the path.

NARRATOR 2:  But he hadn’t gone too far when he heard a distant

MASTER MAN:  (from a distance) ROAR!

NARRATOR 2:  . . . and felt the ground tremble beneath him.

NARRATOR 3:  Master Man was coming!
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NARRATOR 1:  Shadusa ran till he came upon five farmers hoeing a field. One of them called,

FARMER:  What’s your hurry?

SHADUSA:  Master Man is after me!

FARMER:  Take it easy. We won’t let anyone hurt you.

NARRATOR 4:  Just then they heard a terrible

MASTER MAN:  ROAR!

NARRATOR 2:  The farmers all dropped their hoes and covered their ears.

FARMER:  What was that?!

SHADUSA:  That was Master Man!

FARMER:  Well, then, you’d better keep running!

NARRATOR 3:  And the five farmers fled across the field.

NARRATOR 1:  Shadusa ran on till he met ten porters carrying bundles.

PORTER:  (calling) What’s your hurry?

SHADUSA:  Master Man is after me!

PORTER:  Relax. No one can fight us all.

NARRATOR 4:  Just then the ground quaked, and they all bounced into the air.

NARRATOR 2:  The porters fell in a heap, all mixed up with their bundles.

PORTER:  What was that?!

SHADUSA:  That was Master Man!

PORTER:  Then run for your life!

NARRATOR 3:  And the ten porters bolted from the path.

NARRATOR 1:  Shadusa ran on till he rounded a bend—

NARRATOR 4:  then he stopped short.

NARRATOR 2:  There beside the path sat a stranger,

NARRATOR 3:  and there beside the stranger lay a huge pile of elephant bones.

STRANGER:  (in a growl) What’s your hurry?

SHADUSA:  (in a moan) Master Man is after me.

STRANGER:  You better not say so—’cause I’m Master Man!

NARRATOR 1:  From behind Shadusa came another

MASTER MAN:  ROAR!

NARRATOR 1:  . . . and once again he bounced into the air.

NARRATOR 4:  The stranger caught him in one hand as Master Man ran up.

MASTER MAN:  (to STRANGER, bellowing) Let me have him!

STRANGER:  (in a growl) Come and get him!

NARRATOR 2:  Master Man lunged, but the stranger tossed Shadusa into a tree. Then the two strong 
men wrapped themselves around each other and wrestled across the ground.

MASTER MAN:  ROAR!

STRANGER:  GRRRRR!
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NARRATOR 3:  The noise of the battle nearly deafened Shadusa. The dust choked him. The 
trembling of the tree nearly shook him down.

NARRATOR 1:  As Shadusa watched, the two men struggled to their feet, still clutching one another. 
Then each gave a mighty leap, and together they rose into the air.

NARRATOR 4:  Higher and higher they went, till they passed through a cloud and out of sight.

SHADUSA:  (looking up, grows more and more puzzled)

NARRATOR 2:  Shadusa waited and waited, but the men never came back down. At last, he climbed 
carefully from the tree, then ran and ran and never stopped till he got home safe and sound.

NARRATOR 3:  And he never called himself Master Man again.

SHADUSA:  (gives loud sigh of relief)

NARRATOR 1:  As for those other two, they’re still in the clouds, where they battle on to this day.

NARRATOR 4:  Of course, they rest whenever they’re both worn out.

NARRATOR 2:  But sooner or later they start up again,

NARRATOR 3:  and what a noise they make!

MASTER MAN:  ROAR!

STRANGER:  GRRRRR!

NARRATOR 1:  Some people call that noise thunder.

NARRATOR 4:  But now you know what it really is—

NARRATOR 2:  two fools fighting forever

NARRATOR 3:  to see which one is

NARRATORS 1–4:  MASTER MAN!
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  INTRODUCTION

In this chapter, the topics of discussion include: (1) principles of teaching oral language and vocabulary, 
(2) how to use explicit vocabulary instruction, and (3) strategies and techniques for teaching oral language 
and vocabulary lessons. To help student teachers understand the strategies and techniques, a variety 
of examples and activities are designed to be completed individually, in groups, as a whole class, and/
or in the field. Some of the practices can be used to teach students new vocabulary. Other practices 
teach strategies that students can use on their own to learn words (e.g. personal dictionary, morpheme 
analysis). Students learn many words on their own. However, teachers will need to explicitly teach some 
words.

Instructional practices include the “I do/We do/You do” explicit instruction method. In this chapter, you 
will find scripts to practice strategies when explicit instruction should be used. However, as soon as the 
students are able to use the skill on their own, you do not need to use explicit instruction for that skill. 
Also, some skills are taught without using explicit instruction. It is important to understand that the I/
We/You do method of teaching skills, strategies and concepts is not always the teaching method that 
should be used.

    LEARNING OUTCOMES

After completing the chapter, student teachers will be able to:

• Discuss the principles of teaching oral language and vocabulary and the role of language in 
reading comprehension.

• Use strategies for building vocabulary through oral language activities.

• Demonstrate techniques for teaching new vocabulary to primary level students

• Use strategies that provide different ways for learners to use new words in different contexts 
and sentences.

• Apply (demonstrate) knowledge of how to systematically teach words and their multiple meanings.

• Demonstrate teaching procedures for teaching academic vocabulary selected from the MT or 
other content area primary curriculum

• Use graphic organizers, different physical movements and gestures to show the meaning of 
words and the relationships between words.

• Demonstrate strategies for developing students’ ability to immediately recognize words by sight.

• Practice creating text passages which are appropriate for using new vocabularies.

INSTRUCTIONAL MATERIALS

• Primary MT Curriculum

• Charts

• Realia (objects that represent words/concepts)

TEACHING AND LEARNING TECHNIQUES

• Explicit Instruction 

• Cooperative Learning and Peer Learning
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• Role-play

• Microteaching

• Task-based Approach

• Field Trips
ASSESSMENT TECHNIQUES

• Individual, Pair and Group Work

• Class Discussion

• Content Quiz

• Informal Measurements

• Microteaching

• Assessing Using Graphic Organizers

5.1. TEACHING ORAL LANGUAGE

 Oral language is the foundation for learning to read and write. A student’s knowledge of the 
structure of the MT language is first learned through hearing and speaking the language. 
Teachers must provide oral language instruction throughout the school years (Genishi, n.d.). In 
addition, vocabulary teaching is one of the most important components of any language class. 

Both oral language and vocabulary are the parts of speech or text that carry meaning. Knowing 
vocabulary words and their meanings helps us understand and communicate.

5.1.1 ROLE OF ORAL LANGUAGE IN READING AND WRITING

   ACTIVITY 1: Think/Pair/Share

Based on your previous knowledge (e.g. what you learned in MT 201), answer the following questions 
first individually then in pairs /THINK – PAIR – SHARE/.

1. What factors determine the development of students’ oral language?

2. What is the importance of oral language for learning to read?

3. What are the strategies used to teach oral language?
Young students first hear and then speak the mother tongue language. Hart and Risley (1995) found 
that students enter school with significant differences in language development. The environmental 
factors that impact oral language development are evident as early as 15 months of age. By grade 1, 
students from higher income families and families that support literacy have been found to know about 
two times as many words as students from low-income families. The knowledgeable teacher can make 
a difference. Without support in oral language development, students who are weak in oral language 
will struggle in learning to read and write. Deficits in oral language will make it hard to comprehend 
what is heard and read (Sofier, 1999). In contrast, strong readers and writers are able to translate the 
printed word into language to understand (Shanahan & Lonigan, 2013).

Researchers have found that the best way for a student to build a large vocabulary is by interacting in 
conversation with adults (Armbuster, Lehr, & Osborn, 2001). Through oral language, a student begins 
to build maps in their minds of the relationships between words. Using spoken language activities, the 
teacher can help students widen their vocabulary knowledge. Oral language plays an important role in 
developing both reading and listening comprehension skills of students throughout the grades (Jihyun, 
2010).
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5.1.2. STRATEGIES TO TEACH ORAL LANGUAGE

Many of the strategies that you will learn in this chapter support development of oral language. General 
strategies for building oral language include:

• Providing students opportunities to talk both in the large group and with other students

• Encouraging higher level thinking through questioning

• Explaining the meaning of words, including content area words

• Using shared book reading and read aloud beyond grade 1

• Asking students their views and opinions, have them give supporting evidence

• Scaffolding students’ responses through asking questions, restating and elaborating (adding 
more information to the response), and providing feedback

• Building prior knowledge

Examples of oral language activities from the primary mother tongue passage (MoE, 2013) are:

Grades 1-4 Grades 5-8
Tell personal experiences, community stories

Use descriptive words

Use grade level academic words

Discuss elements of a story

Make predictions, answer questions, summarize 
what has been read

Compare passages

Use background knowledge and passage 
information to answer questions

Use verifiable facts to support opinions

Describe pictures, map, charts

Summarize, evaluate, make opinions

Transitional words, phrases

Use new vocabulary from expository and narrative 
passage read aloud

Make oral reports

Use oral poetry

Make class presentations

Use figurative speech

Use dictionary or word list to check words in 
speech, etc.

5.2 PRINCIPLES FOR TEACHING VOCABULARY
Vocabulary development requires the ability to use language components: phonology, 
morphology, semantics, syntax, and pragmatics. The definition for each term is given as a quick 
review:

• Phonology: the sounds of the language

• Morphology: how word parts are combined to make words

• Syntax: how words are used to construct sentences

• Semantics: the meaning of words

• Pragmatics/Discourse: how the words are used to communicate

When students are learning to read individual words, vocabulary plays an important role. Knowledge 
of vocabulary helps students make connections between words of similar meaning and/or spelling. 
However, development of vocabulary is gradual: it develops over time.
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Vocabulary development requires more than giving students a list of ten to twenty words and writing the 
definitions (Gunning, 2013). As they enter school and have additional experiences, students’ vocabulary 
continues to develop. Students, ages 6-8 need to learn 800+ words per year, or about 2 per day (Beck, 
McKeown, & Kucan, 2002; Biemiller, 2005, 1999).

Students will learn most, but not all, vocabulary through incidental learning (Armbruster et al., 2006). 
Students learn vocabulary indirectly when they hear and see words used in many different contexts, 
for example, through conversations with adults, daily routines, being read to by adults, and reading 
extensively on their own (National Institute for Literacy, 2001).

Other words will need to be taught explicitly. Explicit instruction helps students learn difficult content 
area words such as words that represent complex concepts and that are not part of the students’ day 
to day experience. Explicit instruction of vocabulary before reading a given passage leads to better 
comprehension. Vocabulary instruction should be guided by principles (Armbruster & Osborn, 2001).

 According to Gunning (2013), there are seven principles in teaching 
vocabulary:

Principle 1: Develop Experiential Background

Providing students with a variety of rich experiences is the first and most effective step that can be 
used by classroom teachers. This might involve both classroom and out of classroom activities. Out 
of classroom activities can include taking students to nearby farms, markets, playground etc.). Also, 
during classroom activities (i.e. concrete experiences in the form of projects, experiments, materials 
etc.), teachers can use vocabulary to discuss to the experience and to develop deeper understanding 
of vocabulary.
 

   ACTIVITY 2: Group Work 

Divide into groups with equal gender representation. Then complete the following activities.

• Plan for a field trip for a class of students.

• Identify where you will go (e.g. river, playground, field, market place, farm area etc.)

• List new vocabulary words you plan to teach that are related to what the students will 
see.

• Before going, discuss words with the class and why you chose these words.

Principle 2: Relate Vocabulary to Prior Knowledge

The second principle is to relate new words to prior experiences that students may have had. 
For example, to teach the word compliment, the teacher might say some nice things that are 
complimentary. The teacher should use strategies in which students respond to questions about 
the new word that require some sort of personal judgment or observation. For example, before 

reading a passage the teacher may discuss the meaning of the words wild and tame. She can also ask 
students to name animals they have seen that are tame and animals that are wild.
Principle 3: Build Relationships

The third principle of developing vocabulary is demonstrating how new words are related to 
each other. For example, students might be ready to read a passage on obesity that includes 
the unfamiliar words such as: diabetics, hypertension, heart attack, cholesterol and fat. 

Instead of simply presenting these words separately, the teacher shows how the words are related to 
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each other. Various techniques (e.g. synonyms, antonyms, classifying words, and completing graphic 
organizers) can be used to show relationships. Graphic organizers are discussed later in this chapter. 
The following is an example of a graphic organizer related to the topic.   

Fat

Heart 
attack

Cholesterol Obesity hypertension

  

Figure 5 - Graphic Organizer

   ACTIVITY 3: Group Work

Select a story from student’s textbook or teacher’s guide, grades 5-8. After selecting a story, work in 
your small group and complete the following activities.

Select 3 words that are important to understand to read the passage

List other words that have some kind of connection with the selected words.

Select a passage from the MT grades 5-8 textbook to complete this activity.

Principle 4: Develop Depth of Meaning

 The most frequent method of teaching vocabulary has been to use dictionaries to define the 
word. Definitions, however, may provide only a basic level of knowledge (Nagy, as cited in 
Gunning 2013). Dictionary definitions may be useful when new labels are being learned for 
known words and concepts, but definitions do not always help when learning new concepts. 

They also do not give enough information to help the student know which meaning for the word should 
be used. Finally, it may be hard for the student to know what the word means in the context of the 
passage.

A complete knowledge of a word involves an understanding of the basic meaning of a word and how its 
meaning can change in different passages. To know a word, we need to have more than a dictionary 
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definition. In addition, we also need to understand that a word can have different meanings. The context 
in which the word is used helps us know which meaning to use. Also, when a word’s meaning is not 
known, other words in the passage can help a student know the meaning. This knowledge is called 
contextual knowledge, since it comes from being able to select the right meaning for a word based 
on the topic of the passage. It helps for students to read the same word in different contexts, subject 
areas, and different passages. In fact, students exposed to words in multiple passages, even without 
instruction, can learn more about those words than students who see a word in a single passage 
(Nitsch, 1978; Stahl, 1991). Therefore, students need to learn words in several contexts to get deeper 
and broader understanding of the word. For example, if we are to teach the word present, we may say, 
present a gift, present in class, present a paper etc. (Note that during adaptation you have to look for 
a word whose meaning vary in accordance with the context indicated in sentences or phrases). We 
have to also provide opportunities for students to complete sentences so that they demonstrate an 
understanding of the word.

Students know the knowledge of a word and it’s meaning at different levels. Some new words that are 
being taught may be words the students have never heard. Or, they may have heard or seen the word, 
but do not know its meaning. At the next level, the students may know something about it and relate 
it to a passage or an experience. At the top level, the students are able to explain the word’s meaning 
and use the word. When introducing a new lesson and/or concept, the teacher can list important words 
and have students discuss, or mark, how well they know a word. This can be helpful when deciding 
what vocabulary words to teach

    ACTIVITY 4: THINK, PAIR, SHARE

Below is a checklist for identifying students’ depth of knowledge of a word, or words Practice with the 
words listed.

First put a (√) mark under the appropriate category to show your knowledge of each word individually 
and share your answers with your partner and discuss your answers.

Word Know it well, can 
explain it, use it

Know something 
about it, can relate it 
to a situation

Have seen or 
heard the word

Do not know the 
word

circle
globe
ruler
cone

Principle 5: Present Several Exposures

 Frequency of exposure is the fifth principle for building vocabulary. Frequent exposure to, or 
repetition of, vocabulary is essential to comprehension because of limitations of attention and 
memory. Multiple exposures to a word create multiple connections, and so the meaning of the 

word is more readily retrieved. Remember, you learned in MT 201 Course, it takes at least 12 exposures 
to a word for students to learn the word.

Principle 6:  Create an Interest in Words

Motivating students to develop an interest in words can have a large impact on vocabulary 
development. Gunning (2013) suggests awarding the title of “Word Wizard” to any student who 
gives an example of new vocabulary words that have been taught, have been heard and/or 



88

TMT 222 SABA

seen outside the classroom, and report the findings to the class. Another way is to have students listen 
for when you say the word and/or use positive feedback when they say or use the word when speaking 
or writing.
Principle 7: Teach Students How to Learn New Words

The seventh and last principle of vocabulary development is promoting independent word- learning 
skills. Teaching takes time. However, students have to learn thousands of words, so teachers also have 
to show them how to use strategies such as using contextual clues, morphemic analysis, and using 
dictionary definitions to understand a word.

   ACTIVITY 5: Individual and Pair Work

Try to answer the following questions individually. Then share the answer with your friend. Finally, report 
it to the whole class.

What is the implication of exposing students to several encounters of a new word?

Which strategy would you practice to help students enhance their vocabulary knowledge? Why?

5.3  EXPLICIT VOCABULARY INSTRUCTION
There are many aspects involved in developing the vocabulary knowledge students need to read well. 
Students may recognize or use a great number of words (breadth), but even more important for their 
reading success is how well they know those words (depth). Deep knowledge of a word allows a student 
to use the word in a variety of contexts and helps students learn more academic content in school.

  Recommendations for Teaching Vocabulary (National Institute for Literacy, 2001)

Explicit vocabulary learning: Students learn vocabulary explicitly when they are taught individual words 
and strategies for learning words.

Explicit instruction in vocabulary helps students learn difficult words that may not be part of their oral 
vocabulary or everyday experiences.

Students need to learn different kinds of words. Beck, McKeown, and Kucan (2002) describe three 
levels, or tiers, of words students must learn to develop literate vocabulary. Teachers should consider 
these levels of academic vocabulary in selecting words for explicit vocabulary instruction.

 Before teaching new vocabulary, a teacher must do three things:

 
Select appropriate vocabulary that will be the most useful to students both for the current lesson and in 
the future;

Determine how each word’s meaning will be explained to students; and

Write examples to illustrate each word. It is also helpful to write non-examples to explain what the 
concept is not.

Having this in mind, a language teacher should have the knowledge and skills to teach vocabulary 
using different strategies. 

5.3.1 SELECTING VOCABULARY FOR EXPLICIT VOCABULARY INSTRUCTION

There are many vocabulary words that can be used for instruction in all subjects. In fact, the challenge is 
not the number of vocabulary words, but that there are too many words. Teachers must carefully identify 
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which words only need a brief introduction, to support comprehension of the passage. These are words 
that may help understand the current passage but may not be critical to know in future passages. Also, 
the words that need explicit instruction must also be selected.

The teacher must decide which words need instructional time for discussion (or elaborated), explicit 
instruction, and that will need to be reviewed. Four guidelines help in choosing these words. Use these 
guidelines when you are selecting vocabulary that needs explicit instruction and which words just need 
a brief explanation (Beck, McKeown, & Kucan, 2002). The Teacher’s Manuals for the primary text have 
selected words for instruction in grades 1-4. However, you as a teacher may also identify other words 
that need explicit instruction using the criteria below.

Guideline 1: Select Words that are Unknown

Selecting words that students do not yet know may seem easy. However, curriculum materials may 
identify words that learners already know. These known words may need no explanation or only a quick 
review. For example, a fourth-grade reading passage listed the word secret for vocabulary instruction. 
However, by fourth grade many students will have had a secret, heard a secret, betrayed a secret, and 
know the word secret. Thus, secret should receive no instruction all time. The instructional time can be 
spent teaching new words.

OR: Guideline 1: Select Words that are Unknown (MT developers had the choice)

It can be hard to identify new words that students do not know. The teacher may select a word thinking it 
is new. However, the students have already heard the word. Guidelines 2 and 3 give information to help 
teachers select words to teach.

  Guideline 2: Select Words that are Important to Understanding a Passage or Unit 

Vocabulary instruction is used to improve students’ understanding of (1) a narrative or expository 
passage, or (2) knowledge of words used in content area subjects. If comprehension of a third-grade 
story depends on understanding the meaning of the word contagious, that word and its meaning should 
be taught.

 Guideline 3: Select Words that Students Will Hear, Read, Write and Say in the Future

Select words that will be most useful to students both now and later. Beck et al. (2002) suggest 
that different words have different levels of importance and use. They call the levels of words 

tiers. The following is a review of the words found at each tier:

Tier 1: Basic words that rarely require explicit instruction in school. This includes some basic nouns, 
verbs, and adjectives. Words we hear and use a lot.

Tier 2: High frequency words that are found across subjects. These are words that will help build 
a student’s vocabulary knowledge. Tier 2 words are the words that should be selected for explicit 
instruction (e.g. committee, examine, interpret)

Tier 3: Vocabulary words that are mainly used in a specific subject area. These words are usually only 
found in specific types of passage, they may be very technical words. Examples include “phoneme”, 
“igneous (rock)”, “and isotope”. Teachers in these subject areas and in the higher grades will need to 
teach these words (such as high school science).
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Tier 1: Basic words

Tier 2: High frequency 
words across subject 
areas: new words new 
meaning for a known 
word

Tier 3: Specialized 
content - area words; 
low frequency of usae

Figure 6 – Levels of Word Meaning

 ACTIVITY 6a: GROUP WORK

Complete the following activities in small groups and share your answers with the whole class.

•	 Imagine, you are about to teach G 4-5 students. The students are reading about 
____________  (select an expository text that is about science, e.g. deforestation)

•	 From grade 4-5 MT book, select a passage (list the grade level of the student book); 
and list as many tier 1, tier 2 and tier 3 words that are important for primary level 
students.

o Use the guidelines above (numbers 1-3) to complete the first four steps. Put the 
words in groups and label the groups: Tier 1, Tier 2, and Tier 3.

o When you have identified the words, write them by groups (Tier 1, etc.) on a piece 
of paper. 

  Guideline 4: Select Words that are Difficult to Learn and Need Explanation

Based on the guidelines 1-3 and the 4th guideline, teachers use explicit instruction to review words that 
students will probably find hard to learn. Many possible factors could increase the difficulty of a word; 
some examples are:

New words for known concepts (e.g. crockery: plates, cups, dishes; ravenous: very hungry; numerous: 
many).

Words whose meaning can’t be learned through using a context

Words related to abstract concepts (e.g., the term compulsion may be more difficult than need, want)

Words that explain complex concepts that students need to understand (For example, when learning 
about the branches of government, students need to understand the following words: legislative, 
executive, judicial, president, prime minister, etc.)

Words that are hard to decode and to pronounce

Words requiring additional information, the word may have different meanings across subjects. For 
example, the word division may be seen in different ways by social science, mathematics or engineering 
students
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    ACTIVITY 6b: GROUP WORK

Complete the following activities in small groups and share your answers with the whole class.

Look at your list of words from activity 6-A, and determine which ones meet some of the guidelines 
above (#4) for instruction. Select 6-10 words and write these words on the paper on the wall. List the 
topic of the text and then the words chosen.  When all the groups have posted, look at the topics and 
the word chosen. Discuss these words (do they meet the criteria?). 

5.3.2 EXPLAINING A WORD’S MEANING

To explain the meaning of a word, we can apply different strategies. Archer & Hughes (2011) suggest 
several strategies for explaining a word’s meaning. The first strategy is to present a “Student-Friendly” 
explanation for the word. A student friendly explanation means that you use words that students know 
to tell the students the meaning of the word. Student friendly explanation of a word should be based on 
two basic principles (Beck, McKeown, & Kucan, 2002):

The first principle is explaining the meaning of the word and how it is typically used. The teacher should 
identify a word’s meaning by explaining how it is typically used. When writing the definition, the teacher 
may ask:

When do I use this particular word?

Why do we have such a word?

The second principle is explaining the meaning in everyday language. Using daily language helps 
students to listen and understand the meaning. If new words are used in the explanation, students may 
focus on the new words and not listen to the explanation of the target word.

Support students in understanding the critical information that will help them understand the meaning 
of the word.

If the word has affixes (i.e. prefixes, suffixes), talk about the base word first and then explain how the 
affix changes the meaning.

Example: The base word is ‘migrate.’ By adding word parts, the following words can be 
read and written: immigration, migrant, immigrant, migrating, migratory.

   ACTIVITY 7: PAIR WORK

Complete the following activity with a partner:

Select two or three words from activity 6b Use these words to:

Write a student friendly definition (one that students would understand, NOT the dictionary definition).

Decide if you can act out the word, show a picture or an object, or if you need to use something else to 
explain those words. Prepare an activity using one of these strategies.

You have now learned how to select words for teaching. It is important to teach these words before 
students read the passage. The script below provides an example of how to use what you have learned 
to pre-teach vocabulary.
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 ACTIVITY 8a: GROUP WORK

Below you will find a script for pre-teaching vocabulary to introduce new words. It is important to pre-
teach vocabulary that will help the students understand what they are reading. This script can be used 
to teach young students new words and can be shortened to pre-teach vocabulary to older students.

You will practice the script below with your instructor.

You will then practice in groups.

Model Teaching Script: Pre-teaching Vocabulary
Table 21: Pre-teaching Vocabulary

Teacher Explains Task

Today we will discuss some new words that are in the (passage, story, or thematic words)

I DO

T:  Today we will be reading a passage and we will read about different kinds of animals. We will read 
about wild and domestic animals. Now, we’re going to learn some new words about animals. One 
word we use when we talk about animals is tame.

(give a student friendly definition) Tame means that an animal is used to being around people and 
won’t hurt you if you get close.

(try to provide two different contexts, or examples, that help explain the word)

I was afraid of my neighbor’s dog at first, but my neighbor told me it was tame, so I pet it. However, 
I am very careful not to get close to wild dogs in the street, because I know many of them may not 
be tame.

(Notice that one is an example and the other is a non-example. If you can give both an example and 
non-example, it helps students understand the differences).

WE DO
T: The word is tame. Let’s say it.

T/S: tame

T: Who can think of an animal that could be tame?

S: (answers will vary)

T: What is a word that we can use when an animal is used to people and won’t hurt you if you get 
close?

S: tame
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YOU DO

T: Our new vocabulary word is tame. What does tame mean?

S: It won’t hurt you.

T: (Prompt students to talk about a situation related to the word with each other)

Try to think of what you would do if you met a tame animal, or what you would do if you met an animal 
that wasn’t tame. Talk about it with your partner. Try to use the word when you tell it. You can start by 
saying, “If I met an animal that was tame…” or “If I met an animal that wasn’t tame….”

(Optional, after students have discussed, invite 2-3 to share their responses.)
Independent Practice

Encourage students to consistently use the new vocabulary throughout the school day and at home. 
Provide individual opportunities to write and illustrate a situation where the word tame may be used.

Scaffolding Suggestions
Verify that students understand the word tame. If an error is made, repeat the steps by modeling, and 
providing another practice opportunity. If difficulties persist, provide other synonyms and additional 
situations where the word would be appropriate. For each additional word, follow the same sequence 
as above.

   ACTIVITY 8b: Group Work

• Work in groups. You will be assigned a grade level.

• Identify one or two of your group members that will contact a teacher that teaches the grade you 
are assigned to get a list of words s/he is teaching. Try to get at least 5 words.

• Use the above script to prepare a microteaching lesson to teach each of the three words (three 
lesson).

• With your small group, practice taking turns being the teacher. Teach one of the three words.

• Write a reflection to be turned into your instructor. Attach the completed scripts for these words 
for your instructor.

5.3.3 DEVELOPING EXAMPLES AND NON-EXAMPLES

 According to Archer & Hughes (2011), explaining the meaning of words is not enough to help 
students understand the meaning of new vocabulary. Hence, it is very important to use other 
ways of teaching a new word. These include giving examples and non-examples of the target 
word. A graphic organizer can be used to show examples and non-examples. Word map (Frayer 

model) is one type of graphic organizer. You will learn how to use the word map later in this chapter. In 
the script above, the teacher gave one example and one non-example for the word tame.

Additional Activities:
Use yes/no answer activities; however, ask the students why, when they respond. For example, do you 
think a hyena is tame? Why or why not?

Ask students to give you a synonym for the word. For example, what is a synonym for the word tame? 
(friendly)

Provide opportunities for students to interact with the vocabulary words by making up new sentences 
and listening to the words being used in other passages.
When reading the passage, call attention to the word and the page(s) where it is used.
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Provide opportunities for the students to use the word in writing.

For a shorter writing activity, provide a beginning for the sentence and have the students complete: If I 
saw a tame bird, I would  

For a longer writing activity, provide a prompt and have students respond. Tell me about an animal that 
you have (or would like to have) that is tame.

Additional activities

Raise your hand if (a tiger is tame, a dog is tame, a …)

Applaud (clap) if you agree (a tiger is tame, a dog is tame, and a cat is not tame…)

5.4 TEACHING ACADEMIC VOCABULARY

The words that are used to represent the concepts and ideas in specific subject areas are called 
academic vocabulary. Each subject has its own set of vocabulary words; however, there are 
some that are used across subjects (e.g. table). Marzano (2005) identified 6 steps for teaching 

academic vocabulary. 

Many of these steps are like the ones given above:

• The teacher gives a description, explanation, or example of the word.

• The teacher asks the students to give a description, explanation, or example of the term.

• The teacher then asks the students to draw a picture, symbol, or locate a graphic to represent 
a new term.

• The students participate in activities that build understanding of the word’s meaning and record 
the information in a vocabulary notebook (e.g. copy the word and write the meaning in their own 
words).

• The students will discuss the new word with other students using Pair-Share:

• Think: review your own descriptions and images of the word

• Pair: two students work together to discuss their descriptions, images, of the word

• Share: Provide time for groups to share aloud and discuss their meanings

• Monitor each group to clear up confusions about the word and its meaning.

• Students should discuss the terms they are learning through cooperative learning experiences.

  ACTIVITY 9: GROUP WORK

Complete the following activities.

1.  From a science or math or one of the grades 5-8 MT primary passages, identify 4 academic 
vocabulary words.

2.   Complete the above six steps in teaching these words.

3.   In groups of 6 students teach one of your words.

4.   Share your reflections within your group and then with the class.

Learning the vocabulary, and the meaning, of words in content-area classes can be difficult. Academic 
reading material (e.g. books, reading passages) often contains syntax, the way the sentence is written, 
that may be different from what the student usually hears, speaks, or reads. Subject area reading 
material can also have a specific text structure, based on the subject. For example, stories have 
narrative structure while informative passages have a range of expository structures (e.g., compare/
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contrast, cause/effect, descriptive, sequential). It is important for teachers to think about the language 
used for these different types of text structures. Everyday conversations have the most basic language 
structure. Narrative text structure is also familiar to students as they have heard many stories. The 
hardest text structure is found in expository texts and the language used in these passages. In school, 
students must comprehend both narrative and expository reading material.  

       Conversation           Narrative         Expository

Figure 7 - Continuum of Language Structure

As students progress in school, the vocabulary and syntax, the way the sentences are written in academic 
content, becomes more complex. The way these passages are written and the language used is more 
formal than what is used in everyday language. Exposure to language features through books and 
writing activities in the classroom will help students understand the advanced language features.

Note: see the Appendix at the end of this chapter for a Rubric for Assessing Academic Vocabulary 
Development. Using this rubric to assess students’ word knowledge can help the teacher in designing 
appropriate instruction and help the students in monitoring their own learning. The purpose of the 
rubric is to guide teachers in their evaluation of students’ development in word knowledge, word-
learning strategies, and word consciousness, as well as their use of academic vocabulary. Teachers may 
use this rubric throughout the school year to record each student’s progress for the purpose of targeting 
students’ special needs for additional help.

5.5. STRATEGIES AND TECHNIQUES IN VOCABULARY INSTRUCTION
There are a growing number of studies researching how language teachers teach vocabulary in 
language classrooms (Allen, 1983). Some of these strategies are discussed in the following sections.

5.5.1 DEVELOPING BASIC VOCABULARY SKILLS
Basic ways to demonstrate the meaning of a word are to:

• Bring objects to class (umbrellas, scissors, tools, buttons of many colors and sizes, etc.). Allen 
(1983) recommends teachers use the real object whenever possible.

• Use teacher made, or student made, drawings. For example: draw a triangle, draw a soccer ball.

• Use pictures from magazines, newspapers, etc.

• Act out a word’s meaning (e.g. excited, miserable, etc.)

• Use of body language (Total Physical Response [TPR] is another useful way to teach vocabulary. 
It is easy to show the meaning of new word using body language or through simple dramatic 
presentations (Allen, 1983).
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 ACTIVITY 10:  GROUP WORK

Select a lesson, from one of the primary MT grade 1 – 4 textbooks. Or, a 3 week set of lessons from the 
primary MT Grade 5-8 textbooks, and:

• At the end of this section, your group will design a lesson plan to teach a vocabulary word using 
one of the techniques you have learned ( use the lesson plan attached at the end of the module, 
Appendix 2), and include one of the aids listed above

• Select one of the words from activity 7 to use. Practice teaching the selected activity in the class. 
A group may use one vocabulary teaching strategy at time

• After group presentation, reflections and feedback should be given.

5.5.2 MORPHEMIC ANALYSIS

One of the most powerful strategies students can learn is how to use morphemic analysis (Honig et 
al., 2006). Semantic maps, like the one below, are one way to help students learn to segment words in 
order to study the structure of the words and to create meaning.

    

                           

Report 
Reporting 
Portfolio

Port To Carry

Portable
Import               
Export

Figure 8– Graphic Organizer
5.5.3 CONTEXTUALIZATION

As previously stated, every word has meaning within the context of what is being said or read. 
Teachers need to provide interactive activities when teaching how to use the context. It is 
easier for students to understand some of the words when used in the context of what is 
being said or read. Words taught in isolation are generally not remembered. It also helps 

when students have background knowledge of the word’s meaning.

As students encounter new reading vocabulary, how the word is used in the passage might help the 
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student understand the word. The context may also help the students understand the word’s meaning 
in the sentence or passage. However, sometimes the context does not provide enough information 
about the word’s meaning for students to understand the word. In fact, it has been estimated that only 
between 5 and 15 of every 100 unknown words that are read can be learned by context (Beck, Mc 
Keown, & Kucan, 2002). Therefore, teachers will need to identify which words can be used to teach 
students how to use the context.

Teaching strategies to figure out a word’s meaning using the context include using:

1. Cause and effect: Label the sentence C & E then make a guess. e.g.

The door was ajar, so the dog got out of the house.

2. Opposite /contrast: Underline the two words or phrases that are opposite one another, and then 
make a guess. For example,

Even though I studied for hours I flunked the test.

My last apartment was really small, but my new place is quite spacious.

3. An example: If you know the example, you can often figure out the category. If you know the 
category, you can get a general idea of what the word is.

Example: The baboon like other apes is a very social animal

An example of classroom instruction for using content clues to figure out the meaning of a word:

In a third grade class, the teacher models how to use context clues to determine word meanings as 
follows:
Students: (reading the passage);
When the cat pounced on the dog, the dog jumped up yelping, and knocked over a lamp, which crashed, 
to the floor. The animals ran past Tonia, tripping her. She fell to the floor and began sobbing. Tonia’s 
brother Flex yelled, “What’s all that commotion?”

Teacher: “The context of the paragraph helps us to determine what commotion means. There is yelping 
and crashing, sobbing, and yelling. Then, the last sentence says, “As the noise and confusion mounted.” 
The author’s use of the words noise and confusion gives us a very strong clue as to what commotion 
means. In fact, the author is really giving us a definition, because commotion means something that is 
noisy and confusing, a disturbance. Mother was right; there was definitely a commotion!”

(Arumburster, 2010, p. 35) Note: this is an example of a “think aloud,” the teacher is explaining (talking out 
loud) how she figured out the meaning of the word.

Developers: Find a passage in the MT primary textbook, or teacher’s manual that you can use. 
Identify a word that can be taught using context clues. Write a short lesson, like the one above to 
explain how to use context clues.

List the grade level, the page number and write either teacher’s manual or student textbook.

   ACTIVITY 11:  USING THE CONTEXt

Try this activity with two different people and compare the results.
Model Example
 Step 1   

Here is a passage that has been adapted (Nam, 2010, pp12-13), ten key words are omitted from the 
passage, one key word from each sentence, give this passage to the student teachers and ask them 
to write the words they think should be in the blanks.
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What can you do to help save water?

You can help preserve and water. Use these helpful tips at home and school. Don’t leave the water 
running while you’re ____________your teeth or washing the dishes. Take showers. Keep an egg 
timer in the bathroom and see who in your family can shorten their  to 3 minutes. Help your 
mom or dad fix a dripping. Did you know that it can 20 gallons of water a day? Fill a _________with 
tap water and put it in the  _____, rather than running the tap every time you want a cold drink. 
Clean sidewalks and driveways with  . You can help save                 by not using the garden 
hose.

Step 2  

Collect the students’ papers and give them the following exercise: Let them select the appropriate 
word from the box below to complete the whole passage.

Words:

Save Showers Fridge

Shorter Brushing Pitcher

Broom Waste

Water Faucet

What can you do to help save water?

You can help preserve and water. Use these helpful tips at home and school. Don’t leave the water 
running while you’re your teeth or washing the dishes. Take _ showers. Keep an egg timer in the 
bathroom and see who in your family can shorten their  to 3 minutes. Help your mom or dad 
fix a dripping. Did you know that it can 20 gallons of water a day? Fill a  with tap 
water and put it in the , rather than running the tap every time you want a cold drink. Clean sidewalks 
and driveways with  You can help save  by not using the garden hose.

Step 3

Read the whole paragraph with the correct words in the blanks, and answer the following questions.

1. What can you do to help save water?

2. How easily can the 10 omitted words be identified by the context?

3. Ask your friend and discuss:

a. What was the easiest part of this exercise and why?

b. What was the most difficult part of this exercise and why?
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5.5.4 ROLE-PLAY
According to De Neve and Heppner (1997), the main steps of designing role-play are summarized as 
follows:

1. Choose a word to be used for role-play and the context in which they will use the word.

2. Next, come up with ideas on how this context may develop. Students’ level of language 
proficiency should be taken into consideration.

3. After selecting a suitable role-play, teachers should predict the language needed for it. It is 
recommended to introduce any new vocabulary before the role-play.

4. Teachers should describe each role so that the students identify with their assigned character.

5. Teachers ask for some volunteers to act out role-play in front of the class. In this step, it is 
recommended that teachers avoid intervening in a role-play.

6. Once the role-play is finished, teachers should give feedback to students. This means pointing 
out students’ advantages and disadvantages.

   ACTIVITY 12: Role Play

Complete the role-play activities using the explanations given below:

In your mother tongue, identify roles that students could play in the classroom (i.e. teacher, lawyer, 
physician, nurse, or merchant).

Then, select appropriate words that are used in the specified profession.

Finally, assign students to play the roles using the target words.

Example:

Role: Lawyer

Selected Vocabulary: Court, Crime, Client, Judge, Verdict, Accuse, Charge, Defendant

Assign individual student roles (e.g. judge, lawyer, client, security guard, police woman/man, 
defendant, etc.) and discuss the vocabulary words.

Provide feedback while students practice the roles and guide them to use the appropriate vocabulary 
for each assigned role. 

Have students act out their roles for the class.

5.5.5 DRAMATIZATION

A story for dramatization can be adapted from a book or created by a teachers or students. They need 
not be elaborate; a simple skit will do in most instances. Here is one dramatizing the word irate.

Student 1.  Hey, Brain, what’s wrong? You seem mad.

Student 2. Some one’s eaten my lunch. They must have known my dad packed my favorite sandwich, 
peanut butter and banana with raisins. I’m boiling inside. I’m really irate.

Student 1. I’d be irate, too, if someone took my lunch. Before you blow your lid, calm down. 
Maybe you misplaced it. Say, isn’t that your dad coming down the hall? And, what’s that 
in his hand? It looks like a lunch bag (Gunning, 2013, p 306).
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    ACTIVITY 13: PAIR WORK

Complete the following activities according to the given instruction.
Select a word from one of the passages in your MT student passage book. Choose a word that will 
increase students’ vocabulary (e.g. new word for happy is elated.)
Write dialogue using the word you have selected.
Practice the dialogue in your group or front of the class.

5.5.6 CATEGORIZATION /WORD SORT
A word sort is a word study activity where students compare, contrast and sort words according to 
specific features. It allows students to explore concepts and the properties of the written words. Word 
sort activities help students’ link new words to ones they already know. Students are able to practice 
and reinforce learning new words in a very fun and different way. Advantages of word sorting are

• Students learn the structure of the word
• Helps the student understand the connections between words and how to classify words
• Provides a multi-sensory experience
• Allows students to use their knowledge of the words to construct meaning

There are two types of word sorts (Pettigrew, 1995).
Open sort: This is a different type of thinking activity. There is no “right way” to do an open word sort. 
Students decide which words should be at the top to list characteristics (the header words). And, then 
put the words under the header words by the category the word represents.

Closed sort: The teacher tells the students which words should go on top, for the categories. The 
students then put the other words under the category the word represents. For example: Tree = bark, 
leaves, roots; Ground = soil, river, etc.

Word sorting tips:
1. Work with the whole class, modeling the process
2. Choose sorts that are meaningful to students
3. Use words they are learning, especially content area words

4. Have students explain how they sorted the words

Below is an example of a closed sort. The teacher tells the students what the categories are and explains 
the task. The students then complete the task.

  ACTIVITY 14: Individual Work

Example 1: Sort the following words by the rimes –an, -at, -ap, and – mp

man that than lap can hat

damp trap sat cat rat ra

cap plan stamp lamp camp

an                            at                                    ap                                    ap

man                        that                                  lap                                   mp
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Note: Word sorts may work better with expository passages where the categories are concrete (i.e. 
rivers, mountains, valleys, etc. as these have categories of words to sort that are related.).

5.5.7 SPECTRUM/CONTINUUM

Spectrum is one of the strategies listed for vocabulary teaching in MT syllabus (5 - 8)

Words that represent similar concepts but to different degrees can be arranged along a line to show 
how they relate to the concept.

Example:

hot warm

despise

lukewarm

hate

cool

dislike

cold

Use examples from the MT textbooks. List the grade level and page number. Also, write either 
student textbook or teacher’s manual.

5.5.8 PERSONAL WORD BANK/PERSONAL DICTIONARY

Students can create their own dictionary using words that have been taught and interesting words they 
hear or read. The teacher should encourage the students to have their own word learning dictionary. 
It can be easily be prepared using the student’s exercise book. The student lists the word, writes the 
meaning in his or her own words, and draws a picture or something to help remember the meaning of 
the word.

Personal Dictionary
NAME 
SCHOOL 
GRADE 

Example 1:  Vocabulary Self-Collection Strategy Chart

Name:  Date:      Topic:  Pages:    

WORD My own definition Dictionary Definition

Source: IRA/NCTE Standards for the English Language Arts

Now that you have learned many ways to teach vocabulary, go back to Activity 10 and complete the 
activity. You will find Activity 10 at the beginning of this section.
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5.6 GRAPHIC ORGANIZERS
One strategy for increasing a student’s understanding of vocabulary is to have them create or complete 
graphic organizers that represent the concept being taught. Graphic organizers help students understand 
how ideas and words relate to each other and support comprehension. There are many types of graphic 
organizers that can be used to teach vocabulary. The teacher should select the appropriate graphic 
organizer based on the purpose of the lesson and the text structure.

5.6.1 SEMANTIC MAPS

A Semantic Map is one type of graphic organizer. It helps students visually organize and 
graphically show the relationship between words. As a pre-reading activity, semantic mapping 
can be used to activate prior knowledge and to introduce key vocabulary words. After reading 
words, the categories and new concepts can be added to the original maps to increase 

understanding. If the strategy is used during both pre-reading and post-reading instruction, it is 
suggested that different colored pens be used as ideas are recorded.

Example: Associations

Slippers

Clothes

Wardrobe

Dressing table

Hairbrush 
comb

Carpet

Rug

 Mirror

Dressing 
gown

Pillows Sheets 
Blankets

Bedside table

Lamp Alarm clock

Bed

Pajamas

Mattress

Bedroom

Figure 9- Semantic Map 

5.6.2 SYNONYMS AND ANTONYMS

To teach the concepts of synonyms and antonyms, you can use a variety of strategies such as: Venn 
diagram, charts, etc. to develop students’ vocabulary knowledge. Example 1 is an organizer that can be 
used to teach synonyms and antonyms for a word. The target word is placed in the middle. In the top 
sector, the teacher writes one synonym/word that means the same as the target word. The teacher also 
writes one antonym word that means opposite of the target word in the bottom, and then the teacher and 
students work to add other synonyms and antonyms.
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Antonyms
                     sad

happy
              Synonyms

glad

Figure 10 - Example1: Synonyms and Antonyms

Figure 11 - Example 2: Venn Diagram

A commonly used organizer is the Venn diagram. It consists of overlapping circles for listing the 
characteristics of each word and shared similarities. A variation is overlapping rectangles. Include 
lines inside the circles or rectangles for students to record the information. Write the two words being 
compared at the top of the diagram. You can also list a word, or concept, at the top of each circle and 
complete the diagram.

Another technique is crossing out a word that doesn’t belong with others in the group. Example:

Words: uncle, father, aunt, brother; aunt is the word that doesn’t belong with others Words: meadow, 
river, yard, field; river is the word that doesn’t belong with others

5.6.3 WORD MAP/CONCEPT DEFINITION MAP

Word maps are a graphic organizer that helps students understand words. They provide a visual picture 
of the definition of a word. Concept maps can help students visually organize what they know, and 
learn, about a word (Honig et al., 2004). The teacher chooses a word, that is being learned and that the 
students need to learn the meaning of the word. The word is written in the middle, and then the other 
parts are completed through classroom discussion. (What is this? What is it like? What are examples? 
What are non-examples? etc.). Example 1:
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           What is it?
Something that carries people 

from one place to another

Example
Van, SUV, sedan, compact

           What is it like?
4 wheels, windshield, seats, 

windows, etc.

           Non-examples:
Plane, boat

Figure 12 - Example: Word Map

Word maps can also be used to teach synonyms and antonyms. For example, the target word could 
be happy; SYNONYMS: glad, smiling; ANTONYMS: sad, crying. EXAMPLES: When it is my birthday, 
I am happy; NON-EXAMPLES: When I break a toy, I am not happy, I am sad.

5.6.4 WORD BINGO

Word bingo an interactive activity that helps students learn vocabulary: Have Students draw a 3 X 3 grid 
on a piece of paper. Next, they write 9 key words from words listed on the board (list more than 9 words, 
about 15 or more makes the game more exciting)

The teacher gives the meaning for each word and the students mark a line through the word

When a student has drawn a line through all the words, he/she says “bingo” and is the winner. There 
may be more than one winner.

ACTIVITY 15: Group Work

Find a three-week unit from grades 5-8, select 15 words important to the unit for creating bingo charts. 
This way different students have different words.

List the grade level and the pages where you found the words.

In a group, select words to be written on the charts and write clues on a separate piece of paper.

Work with another group to see if they can identify words using clues and then switch roles. Each 
person from the group that selected the words will take turns saying a clue while each member of the 
other group marks through the related word on their bingo paper.

5.7 STRATEGIES FOR DIVERSE LEARNERS
If students need support in increasing their vocabulary, the following strategies can be used:

• Build oral language skills

• Engage student in conversations

• Choral reading

• Ask questions that require an answer (instead of yes/no answer)
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• Build background knowledge

• Use graphic organizers (e.g. concept mapping & semantic mapping)

• Multiple exposures to the word

• If possible, provide a picture

• Pre -teach vocabulary (the script does this)

• Support students in seeing relationships between words

• Teach antonyms, synonyms

• Use example/ non-example

• Teach prefixes, suffixes

• Teach morphemes

• Use Concept definition mapping for content area words

  CHAPTER 5: SUMMARY

Oral language development is critical to a student having a strong vocabulary. Through hearing adults, 
young children learn about the specific components of oral language that support reading development 
(e.g. phonology, morphology, syntax, etc.). Both oral language and vocabulary are needed to be able 
to learn to read and to read to learn. Students learn many words indirectly through both oral language 
and reading a lot.

However, some words must be taught explicitly. Beck, McKeown, & Kucan (2002) suggest that teachers 
identify Tier 2 words for explicit teaching. Across the grades, students will need instruction in academic 
vocabulary. Also, in content area classes, it will be important for teachers to provide instruction in 
technical vocabulary. Additional activities that teachers can use to teach vocabulary are word and 
semantic maps, morpheme analysis, acting out words, role-play, etc.

Students will also need to be taught strategies that they can use on their own to learn new words and 
their meanings. Many vocabulary teaching strategies can be used in the classroom. Teaching students 
how to complete graphic organizers and encouraging students to write their own personal dictionaries. 
Teachers, throughout the grades, need to schedule time for oral language activities and for reading a 
lot for students to build their vocabulary.

CHAPTER 5: REVIEW  QUESTIONS

Provide answer to the following items
Explain how environmental factors (such as home environment, parents’ interactions with children, 
etc.) affect students’ language development.

When they enter school, what challenges do students face when in learning academic vocabulary?

What is the role of oral language in reading and writing?

Discuss the procedure you would use to select Tier 2 words to teach.

Which methods of vocabulary instruction do you think are the best way to teach vocabulary in the 
classroom? Does it depend on the words being used (i.e. academic vocabulary, antonyms/synonyms, 
new words needed for reading comprehension, etc.)?
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     CHAPTER 5: SELF-ASSESSMENT

For each statement, place a checkmark indicating your understanding. If you check no, write why. Also, 
list any questions you still have.

Table 22 Chapter 5 Self-Assessment

Statement  Yes  No

I can discuss the principles of teaching oral language and vocabulary and the 
role of language in reading comprehension.      

I can use strategies for building vocabulary through oral language activities.

I can demonstrate strategies for teaching new vocabulary to primary level 
students

I can use strategies that provide different ways for learners to use new words 
in different contexts and sentences.

I can apply knowledge of how to systematically teach words and their multiple 
meanings.

I can demonstrate teaching procedures for teaching academic vocabulary 
using academic vocabulary selected from the MT or other content area 
primary curriculum

I can use graphic organizers, different physical movements and gestures to 
show the meaning of words and the relationships between words

I can demonstrate strategies for developing students’ ability to immediately 
recognize words by sight.

I can practice creating text passages that are appropriate for using new 
vocabularies.
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APPENDIX A: ASSESSING THE DEVELOPMENT OF ACADEMIC VOCABULARY

Rubric for Assessing Academic Vocabulary Development 

Criteria Beginning (0–1 Point) Developing 

(2 Points)

Proficient 

(3 Points)

Exemplary (4 Points)

Word 
knowledge of 
content words

Demonstrates limited 
or no knowledge of 
content words and is 
unable to offer simple 
definitions

Provides simple 
definitions of 
content words; 
does not provide 
examples or 
non-examples of 
the word

Provides complete 
definitions of 
content words and 
offers examples 
and non-examples; 
is able to make 
some association to 
related words

Provides extensive 
definitions of content 
words with numerous 
examples and non-
examples; offers 
many associations to 
other related words; 
is able to compare 
and contrast content 
words through specific 
features of the words

Word learning 
strategies

Does not use context 
clues to determine 
unknown words

Attempts to use 
context clues 
to determine 
unknown words

Uses context clues 
with success to 
determine unknown 
words

Content words 
through the features 
of words. Uses 
context clues with 
a high degree of 
success along 
with references to 
determine unknown 
words

Use of 
academic 
vocabulary to 
comprehend 
passage

Demonstrates 
difficulty in 
comprehending 
passage due to a 
lack of knowledge of 
content words

Comprehends 
most of the 
passage as a 
result of some 
knowledge of 
content words

Comprehends the 
passage as a result 
of knowledge of 
content words

Comprehends the 
passage and makes 
reference to many 
of the content words 
in responding to the 
readings

Use of 
academic 
vocabulary in 
discussions

Rarely uses content 
words in class 
discussions

Uses some 
content words, 
often with a 
low to average 
degree of 
accuracy during 
class

Uses a large 
number of content 
words with a 
moderate degree 
of accuracy during 
class

Uses an extensive 
number of content 
words with a high 
degree of accuracy 
during class 
discussions

Use of 
academic 
vocabulary 
in writing 
assignments

Rarely uses content 
words in writing 
assignments

Uses some 
content words, 
often with a low to 
average degree 
of accuracy 
in writing 
assignments

Uses a large 
number of content 
words with a 
moderate degree of 
accuracy in writing 
assignments

Uses an extensive 
number of content 
words with a high 
degree of accuracy in 
writing assignments
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Word 
consciousness

Does not demonstrate 
an interest in 
important or unusual 
words

Demonstrates 
some interest 
in important and 
unusual words

Demonstrates an 
interest in important 
and unusual words by 
recording them in a 
personal dictionary

Demonstrates a high 
interest in important 
and unusual words; 
looks up their 
meaning, and records 
them in a personal 
dictionary

APPENDIX B: Answers for” What can you do to help save water?”

You can help preserve and save water. Use these helpful tips at home and school. Don’t leave the water 
running while you’re brushing your teeth or washing the dishes. Take shorter showers. Keep an egg 
timer in the bathroom and see who in your family can shorten their showers to 3 minutes. Help your 
mom or dad fix a dripping faucet. Did you know that it can waste 20 gallons of water a day? Fill a pitcher 
with tap water and put it in the fridge, rather than running the tap every time you want a cold drink. Clean 
sidewalks and driveways with brooms. You can help save water by not using the garden hose.
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CHAPTER 6: TEACHING LISTENING AND READING 
                       COMPREHENSION

OUTLINE

6.1. Listening Comprehension

6.1.1. Types and Roles of Listening Comprehension in Reading Comprehension

6.1.2. Listening Comprehension Instruction

6.2. Models of Reading Comprehension

6.3. Instructional Techniques and Teaching Students Reading Comprehension Strategies

6.3.1. Monitoring

6.3.2. Using Mental imagery

6.3.3. Graphic Organizer

6.3.4. Asking and Answering Questions

6.3.5. Generating Questions

6.3.6. Summarizing

6.4. Guidelines for Teaching Comprehension Strategies

6.5. Text Structures

6.5.1. Narrative Text

6.5.2. Expository Text

6.6. Components of a Reading Comprehension Lesson

6.6.1. Before Reading

6.6.2. During Reading

6.6.3.  After Reading

6.7. Instruction for Diverse Learners

Summary

Chapter Review

Self-Assessment

   INTRODUCTION

In this chapter, you will review the role of listening comprehension and strategies to improve listening 
skills. The ability to hear and comprehend is important when learning to read and reading to learn. 
You will review models of reading comprehension: the Simple View of Reading and the RAND model. 
The models can help understand the skills and strategies needed to learn. Instructional strategies 
(approaches) and strategies that support comprehension will be discussed and practiced. Different text 
structures, genres, and levels of questioning needed for comprehension are discussed and practiced. It 
is important that all students have opportunities to answer questions that require critical thinking. 
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  Learning Outcomes

At the end of this chapter, student teachers will be able to:

• Discuss the importance of building students’ listening skills to improve reading comprehension.

• Summarize reading comprehension models and how teachers can use these models when 
planning instruction.

• Summarize the comprehension strategies 

• Demonstrate instructional techniques to help students develop listening and reading 
comprehension strategies 

• Apply (before, during, after) strategies that students can use to support reading comprehension.

• Demonstrate methods for teaching comprehension of different genres (e.g. narrative and 
expository).

• Compare the characteristics of different text structures.

• Identify the type of text structure of a text that will be taught.

• Use strategies that can address the needs of diverse students.

INSTRUCTIONAL MATERIALS
• Primary MT Curriculum

• Journals/newspapers

• Supplemental Reading Materials

• Audio-visuals

TEACHING AND LEARNING TECHNIQUES
• Asking and Answering Questions

• Use of Graphic Organizers Before, While, and After Reading

• Summarizing and Paraphrasing

• Reading Texts with Different Types of Text Structure

• Cooperative Learning and Peer Learning

• Modeling

• Microteaching

ASSESSMENT TECHNIQUES
• Guided Review

• Visual Representations

• Group Work Presentation

• Summaries and Reflections

• Individual, Pair, and Group Work

• Class Participation in Discussion of Key Concepts

• Microteaching, Class Presentation
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6.1. LISTENING AND READING COMPREHENSION
Listening and reading comprehension requires that the student actively listens and reads to construct 
meaning from text; and to understand. 

       Activity 1: Individual/Share

Individually complete the following activity. Then, share your ideas with the class.

When you were in primary classrooms, you have been completing many activities that require listening 
comprehension. List some of these activities.

• Oral language development includes speaking and listening (oral language was discussed in 
Chapter 5). Students not only need to be able to express themselves in MT, but also be able 
to understand what others are saying to them. List your thoughts about the way students use 
listening comprehension to understand the message (e.g. following directions, etc.).

6.1.1 TYPES AND ROLES OF LISTENING COMPREHENSION IN READING 
         COMPREHENSION

We live in a world of sound. In our daily lives, we spend far more time listening than speaking, reading, 
or writing (Morley, 1991). Listening comprehension begins early; young students become actively engaged 
with books while listening to someone read aloud and by responding through talking about the stories 
(Tompkins, 2003). Through talking and listening activities, students learn about the language of books 
and the types of texts (i.e. narrative and expository). Understanding what is heard, listening/language 
comprehension is a basic literacy skill that will be used throughout life (Juel, 1988). Young students process 
information by simply listening to words, sentences, paragraphs, and texts. Listening comprehension uses 
the “scripts” that have been stored in the brain to understand what is being said.

When listening, it is important that students have adequate knowledge of the topic, understand the 
vocabulary that is used. If the student has these skills, he/she will and have enough short-term memory 
to be able to remember what is being heard (Andriga, Olsthoorn, Beuningen, Schoonen, & Hulstijn 
2012). All of these skills must work quickly and fluently. Students must be able to focus their attention 
on the relationships between words/sentences, and the parts that are important for the topic. Finally, 
students must recognize if they have correctly heard and understood the information.

As students progress in school, the content of what is being read becomes more complex. Vauras, 
Kinnunen, and Kuusela (1994) found that students’ listening skills are an important factor in how well 
students learn the strategies needed to comprehend. The importance of listening comprehension in 
reading comprehension has been recognized across countries (Hoover & Gough, 1990). However, in 
many language classrooms, listening comprehension is seen as a lesser skill. Listening comprehension 
is a complex activity and teachers will need to provide instruction that builds listening comprehension 
(Kim & Phillips, 2014).

In MT 201, you learned about bottom up and top down listening processes. Top-down listening process 
involves using prior knowledge and what is already known to understand what is being communicated. 
In contrast, bottom up listening begins with making meaning from the sounds of the MT, using these 
sounds to make words, and to organize words to make sentences. Both top-down and bottom-up work 
together to make meaning of what is heard and read (Peterson, 1991). We must remember that, 
“Speaking does not of itself constitute communication unless what is said is comprehended by another 
person” (Rivers as cited in Morley, 1991, p.82).
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There are two types of listening activities: one-way and two-way (Lynch, 2011). Two-way activities 
involve an interaction between two or more people. In contrast, one-way activities involve listening 
to teachers talk. As students enter the higher grades, one-way listening activities increase. Students 
need to be effective listeners to understand the message (Harmer, 1991). Students can be supported 
in improving listening skills when the activities are part of a task (following explanations, responding to 
a story read aloud, making predictions, completing problem solving tasks, etc.) and in interactions with 
peers and the teacher.

6.1.2 LISTENING COMPREHENSION INSTRUCTION

The Grades 1-8 textbooks and Syllabus for the primary MT program (MoE 2013) identify many reading 
activities related to listening comprehension. Notice that listening activities are also found in grades 5-8. 
For example:

Grades 1-4

• Use names of common concepts, colors, size and shapes that have been explicitly taught

• Use prior knowledge to relate to text read aloud, predict what will happen next

• Identify story elements and retell a story that has been read aloud;

• Use sounds, syllables, and/or morphemes that have been taught

• Use vocabulary that has been learned through oral stories and explicit instruction

• Repeat and use grade level academic words

• Answer factual questions from expository text read aloud 

Grades 5-8

• Acquire vocabulary

• Make connections and evaluate text read aloud

• Have an awareness of different tones in the language, where applicable

• Identify the components of narrative text read aloud

• Listen and respond to traditional stories

• Respond to questions in an interview

• Answer inferential questions from text read aloud

6.2 MODELS OF READING COMPREHENSION
Models of reading comprehension can help us understand what we need to teach and the factors that 
are necessary for comprehension. One model used to explain reading is the Simple View of Reading 
(Hoover & Gough, 1990). In this model, the skills necessary for reading comprehension include word 
decoding and listening (language) comprehension, and the subparts of each:
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Figure 13 - SIMPLE VIEW OF READING

(Adapted from SEDL.org)

SIMPLE VIEW OF READING

The Simple View of Reading identifies the components that are needed for reading comprehension. 
Decoding is the first skill and includes concepts you read about in Chapter 2 (phonological and phonemic 
awareness, and concepts of print), Chapter 3 (knowledge of the graphemes, Graphophonemic/Cipher 
Knowledge) and Chapter 5 (lexical/word knowledge).

The second skill, listening/language comprehension is the ability to understand spoken language. A 
person must use background knowledge and the components of language (phonology, syntax, and 
semantics) to support reading comprehension.

To comprehend, Decoding and Listening/Language Comprehension need to work together. In the early 
grades, students are learning decoding skills. As students begin to read to learn, listening/language 
comprehension skills become more important. Starting when students begin to read, a student must 
learn to use decoding skills. If a student is struggling to read and comprehend, there are deficits in 
one or both of these areas (Decoding or Listening Comprehension). Teachers need to identify the 
weaknesses and teach the necessary skills. With explicit instruction, all students can learn these skills. 
To continue to build listening/language comprehension, language skills will need to be taught across 
content and subject areas.
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A second theory is the RAND Model (Snow, 2002). This theory helps to explain the big picture of all 
the factors that are involved in reading comprehension. Reading is viewed as an interactive process 
between the reader, the text, and the activity. These factors determine how successful the student will 
be in completing the task. (See Figure 16).

When reading occurs, the reader, the text, and the activity interact to support reading comprehension 
(Snow, 2002). The following is a quick review from MT 201; remember that comprehension requires 
many skills and is dependent on many factors.

• The reader comprehends what is being read based on (a) his/her abilities, (b) knowledge and 
experiences related to the topic and the world, and (c) literacy skills and strategies. In addition, 
motivation is also a factor in comprehending the text that is read.

• The text is what the student must understand. Factors include the complexity of the text (e.g. 
basic or advanced language), and the characteristics (e.g. fonts, graphics, layout). The genre of 
the text is also a factor; is it narrative or expository text? And recognizing the text structure and 
strategies to understand are factors.

• The activity includes the purpose (goals) for reading. Is the purpose for pleasure or is the student 
reading to learn? What strategies he/she uses to understand what is being read is also part of 
this interactive process.

Text structure, vocabulary, genre 
discourse, motivating features, 
print style and font

Word recognition, vocabulary 
background knowledge, 
strategy use, inference-
making abilities, motivation

Purpose, social relations, 
school/Classroom/Peers/
families

Environment 
cultural norms

ACTIVITY

TEXT READER

Socio Cultural

Context

A heuristic for thinking about reading comprehension (Sweet & Snow, 2003)

Figure 14 - RAND MODEL

The activity takes place within the socio-cultural context of the community. This includes the school, 
community and other factors that support literacy. Economic resources, class membership, ethnicity, 
neighborhood, and school culture, can be seen in oral language (e.g. dialect), in students’ self-concepts, 
in the types of literacy activities in which individuals engage, and if the student has been successful in 
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reading (Snow, 2002; p.17).

Students need to know that comprehension is the reason for reading. Learning Strategies are not the 
goal of a lesson. Students need to understand that learning strategies can support comprehension, but 
the goal is to understand what is read. Through reading, we learn about people, their stories, and the 
world we live in. Active readers combine literal and inferential information with their prior knowledge 
and experiences to construct meaning and to understand.

   ACTIVITY 2: Small Groups

Answer the following question in groups of five then share your ideas with the whole class.

Using the following examples, what is the implication of these reading models in teaching reading 
comprehension?

1. The student enters grade 1 without any prior experiences with books. (Hint: use the Simple 
View of Reading, identify the components the child may/may not know)

2. The student in grade 5 must read complex subject area texts. (Hint: use the RAND MODEL)

6.3 INSTRUCTIONAL TECHNIQUES AND TEACHING STUDENTS READING     
  COMPREHENSION STRATEGIES

Good readers use skills and strategies to make meaning of what has been read (Gunning, 2013). 
Strategies are deliberate, planned procedures designed to help the reader reach a goal. These 
strategies can be used when hearing a text read aloud, when reading the text with the teacher, or 
when silently reading the material. There are different strategies to help students carry out different 
tasks when reading. In contrast, skills are something we use automatically (versus the deliberate use of 
strategies) as we speak, listen, read and write. Strategies can help support using the skills (i.e. asking 
questions as we read is a strategy; the skill is being able to answer the question). Strategies can also 
be used when skills are not used efficiently to comprehend (i.e. re-read the text).

6.3.1 MONITORING
Monitoring is being aware of one’s comprehension/understanding and using strategies needed to 
comprehend. Monitoring strategies include setting goals for reading, adjusting reading speed to match 
the difficulty of the material, checking comprehension and taking corrective steps when comprehension 
fails.

Teachers can provide instruction in how students can monitor their comprehension by helping students:

• Be aware of what they do understand.
• Identify what they don’t understand, and

• Use appropriate “fix up” strategies to resolve problems in comprehension. 

Instructional techniques for teaching monitoring strategies are:

• Identifying where the difficulty happens (e.g. when reading an expository text)
• Identifying what the difficulty is (e.g. the text is hard to comprehend)
• Restating the difficult sentence or text in ones’ own words
• Looking back through the text (e.g. asking what has already been learned)
• Looking forward through the text for information that might help resolve the difficulty
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6.3.2 USING MENTAL IMAGERY

Our brain stores information by concepts that are related, called schema. We can think of schema as 
storing information in file boxes containing information in different folders (e.g. concepts, events); these 
folders connect to each other to represent what we know about the world (Reutezel & Cooter, 2013). 
Creating images serves three functions: supporting understanding, improving retention of information, 
and monitoring for information as we read, write, speak and listen. 

Imaging is relatively easy to teach. Start with single sentences and then move on to short paragraphs 
before using longer texts. Have students read the sentences or paragraph first, or read to them. Ask 
students to form a picture in their mind of what was read/heard. If students are unable to form an image, 
or if it is incomplete or inaccurate, encourage them to reread the section and then add to the picture 
in their minds or create a new one. They can also draw the image on paper. As a comprehension 
strategy, imaging can help students who are having difficulty in understanding a text whose content is 
easy to visualize (Gunning, 2013). Ask students to relate what they read with the information and prior 
knowledge they have and make meaningful connection and reflection.

6.3.3. GRAPHIC ORGANIZERS

Graphic organizers, combined with explicit instruction on how to use them, can help build our schema. 
Graphic organizers can help students see concepts and how they are related.

Examples of graphic organizers are maps, webs, graphs, charts, and semantic organizers. Graphic 
organizers can help students understand both narrative and expository texts (Osborne, Lehr, & 
Armbruster, 2001). Graphic organizers can also help students write well-organized summaries and 
paragraphs. Graphic organizers (a) help students focus on text structure as they read, (b) identify the 
elements of a story, and (c) provide tools that can be used to visually see relationships.

6.3.4 ASKING AND ANSWERING QUESTIONS
Asking questions before/during/after reading supports understanding and retention of what is being 
learned. Asking and answering questions can also promote a deeper understanding of the content 
(Gunning, 2004). One way of understanding the levels of thinking is to use the levels of questions, 
called taxonomy. Bloom’s Taxonomy is a method that you have discussed in other classes. Using 
Bloom’s Taxonomy, you can ask questions at different levels of difficulty. It is important that you develop 
questions at all the levels of difficulty. The primary education MT texts include tasks that require 
students to be able to answer questions; however, it appears that most of these questions are lower 
level). Students are also expected to answer questions that require evaluation, analysis, and synthesis 
of information.

Developing questions at the more complex levels, helps prepare students to complete more difficult 
subject area tasks. The following table presents the levels of difficulty (from knowledge, the least 
difficult to evaluation, and the most difficult):
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Table 23 - Bloom’s Taxonomy

Definitions Knowledge Comprehension Application Analysis Synthesis Evaluation

Bloom’s 

Definition

Remember 

previously 

learned 

information.

Demonstrate an 

understanding 

of the facts.

Apply 

knowledge 

to actual 

situations.

Break down 

objects or ideas 

into simpler 

parts and 

find evidence 

to support 

generalizations.

Compile 

component 

ideas into a 

new whole 

or propose 

alternative 

solutions.

Make and 

defend 

judgments 

based on 

internal 

evidence 

or external 

criteria

Verbs Arrange 

Define 

Describe 
Duplicate 
Identify

 Label 

List Match

Memorize 

Name 

Order 

Outline 

Recognize 

Relate 

Recall 

Repeat 

Reproduce

 Select 

State

Classify 

Convert 

Defend 

Describe 

Discuss 

Distinguish 

Estimate 

Explain 

Express 

Extend 

Generalized

Give example(s) 
Identify

Indicate

 Infer 

Locate 

Paraphrase 

Predict 

Recognize 

Rewrite 

Review 

Select 

Summarize 

Translate

Apply 

Change 

Choose 

Compute 
Demonstrate 
Discover 

Dramatize 

Employ 

Illustrate

 Interpret 
Manipulate 

Modify 

Operate 

Practice 

Predict 

Prepare 

Produce 

Relate 

Schedule 

Show 

Sketch 

Solve

Use Write

Analyze 
Appraise 
Breakdown 
Calculate 
Categorize 
Compare 
Contrast 
Criticize 
Diagram 
Differentiate 
Discriminate 
Distinguish 
Examine 
Experiment 
Identify

 Illustrate 

Infer

Model 

Outline 

Point out 
Question 

Relate 

Select 

Separate 
Subdivide Test

Arrange 
Assemble 
Categorize 
Collect 

Combine 
Comply 
Compose 
Construct 
Create 

Design 

Develop 

Devise 

Explain 
Formulate 
Generate 

Plan Prepare 
Rearrange 
Reconstruct 
Relate 
Reorganize 
Revise 

Rewrite

Set up 
Summarize 
Synthesize 

Tell

Write

Appraise 
Argue 

Assess Attach 
Choose 
Compare 
Conclude 
Contrast 
Defend 
Describe 
Discriminate 
Estimate 
Evaluate 
Explain Judge 

Justify 
Interpret 
Relate 

Predict

Rate 

Select 
Summarize 
Support 

Value
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   ACTIVITY 3: Group Work

In small groups, complete the following:

1. Find a narrative text in the primary MT textbook, grade 5-8.
2. Write two questions for each of the three highest levels of questions: analysis, synthesis, and 

evaluation.
3. Read the text to another group and share your questions.
4. Have the students who answered the questions provide feedback:

a. Do the questions require analysis, synthesis, and evaluation?
b. Are the questions easy or difficult to answer?
c. What are the recommendations your group has? Other groups?

Asking specific questions and scaffolding conversations can:

• Set the purpose for listening and reading
• Help focus attention on the topic and what is to be learned
• Help students think about what they hear or what they read
• Support students in identifying what they do and do not understand
• Help them relate the topic and content to what they already know
• Help students relate the information to what they already know

• Help students make predictions about what will happen next, or what they will learn

When students answer questions, it is important to provide support, or scaffolding. Effective types of 
scaffolding include:

• Ask open ended questions that require more than a yes/no response
• Model different ways to answer questions, there may not be one correct answer
• Provide feedback, use different types/levels of questions; and provide prompts
• Paraphrase and expand on student responses
• When needed, request clarification or a more complete answer
• Make sure students have sufficient wait time for students to think and respond; wait for 2-3 

minutes before calling on a student to answer the question
• Encourage students to ask questions as they read

• Teach strategies that support higher level thinking (e.g. QAR)

Question-Answer Relationship (QAR)

The QAR strategy is a used in the primary MT materials. This strategy supports students interacting 
with the text. It also helps students understand that there are different ways that they can find the 
answers to questions. There are four types of question-answer relationships: Right There, Think and 
Search, On My Own, and Author and Me. Students can be taught to identify the type of question that is 
being asked. This can help them know where to look for answer.

At the basic level, there are questions called “right there.” These questions are simple and ask: Who? 
What? When? Where? The responses require recall of facts, events, and names. The focus is on the 
information found in the text and students rephrase what has just been read (Just Read, Florida, 2003). 
Questions that are more complex are implicit, not all of the answer can be found in the text. These 
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questions are: How? What? Why? The responses require the student to move from what is found in the 
text to prior knowledge and other strategies. The student must analyze and expand on the information, 
think about the topic, and what is already known about the topic.

The following chart explains the four types of Question-Answer Relationships Questions (Honig, 
Diamond, & Gluthlon, 2000, p. 17.10).

Source of Information Type of Question-Answer Relationship

IN THE TEXT: information comes mainly 
from the text

RIGHT THERE (literal)

The answer to the question can be found in a 
specific place in the passage; the question and 
answer have the same wording.

THINK AND SEARCH (literal)

The answer to the question requires looking 
across the passage; the question and answer 
have different wording

IN MY HEAD: Information comes from 
students’ own prior knowledge

OWN MY OWN (inferential and evaluative)

The answer to the question comes entirely from 
students’ prior knowledge, without even reading 
the passage

IN MY HEAD & IN THE TEXT

AUTHOR AND ME (inferential)

The answer to the question comes from 
students’ prior knowledge and text clues 
provided by the author.

  ACTIVITY 4: Group Work

Using the MT narrative text that you used in Activity 3, work in a group to write one question for each type 
of QAR. Share with the class.

There are questions provided in the primary MT Teacher’s guide for the read aloud and read yourself 
stories. Using the right kinds of questions can help students increase their understanding. Teachers 
need to ask explicit questions that can be found in the text, implicit questions where the answer is not 
directly stated in the text, questions that are part of the reader’s knowledge, and questions that require 
the students to make predictions.

6.3.5 GENERATING QUESTIONS

Teachers can also help students learn how to ask their own questions as they read. By creating 
questions, students can see if they can identify the main idea and other important information from 
the text. Teaching students to identify whether or not they can answer the questions and understand 
what they are reading provides important feedback to the students. Students can also learn to ask 
themselves questions about parts of the text. For example, students can be taught to ask main idea and 
“Think and Search” 
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6.3.6 SUMMARIZING

A summary provides a synthesis of the important ideas in the text. Using the information from the text, 
students must decide what is important and in their own words provide a short answer. Summarizing 
builds on the strategy of organizing the information that includes the main ideas and supporting details. 
Summarizing improves comprehension and increases retention. It also helps students to check their 
understanding of a text that they have just read. If a student has not comprehended a section, she/he is 
almost certain to have difficulty summarizing it.

“Summaries need not be written. All of us make oral summaries of movies and book plots, an event, 
conversation, and so on. Because writing summaries can be difficult, teachers should first develop 
students’ ability to summarize orally (Brown & Day, 1983; Hare & Borchardt, as cited in Gunning, 2013, 
p.327).

Instruction in summarizing helps students:

• Identify/discuss main idea(s);

• Connect the main/central idea with supporting details;

• Eliminate repetitive and unnecessary information; and

• Remember what has been read.

Therefore, a teacher should encourage students to use titles, illustrations, topic sentences, headings, 
and other text clues in order to improve students’ summarizing skills.

• Select shorter, easier, texts. (Texts that are shorter and easier to comprehend are easier to 
summarize.)

• Start with a narrative text, which is easier than an expository text to summarize.

• First, focus on the content of the summaries, versus how the summary is written.

• Help students create graphic organizers before they compose their summaries.

6.4 GUIDELINES FOR TEACHING COMPREHENSION STRATEGIES
Researchers have found effective ways to teach comprehension strategies and provide guidelines 
for how to teach. When introducing new strategies, explicit instruction is the most effective method 
(Gunning, 2013). There are six steps in teaching a new strategy:

1. Introduce the strategy: tell the students what it is, why it is being taught, and how it will help when 
reading to comprehend.

2. Demonstrate and model the strategy. Show how to use it, model and think (talk)-aloud while you 
are showing how to do the strategy; talk about what you are doing.

3. Provide guided practice. Practice the strategy with the students. Gradually let them take more of 
the responsibility of completing the strategy.

4. Independent practice and application. Strategies (e.g. use of graphic organizers) can vary ac-
cording to the topic and context. Students need opportunities to practice and use strategies 
across different subject areas and with both types of text structure.

5. Assessment and re-teaching. It is important to observe students to see if they are using the strat-
egy and if they are using it effectively. Conduct assessments (including written tasks).

6. Ongoing Reinforcement and Implementation. It is important to remind students when to use strat-
egies and which strategies are most helpful. After reading, you may ask the students:

• “What strategies did you use?” If there is no response, use more specific questions:
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• “Did you ask questions as you read?”
• “Did pictures come to your mind as you were reading?”
• “What part of the text caused that picture to come to your mind?”
• “Read the text for us.”
• “What part of the text led you to ask questions?”
• “How did using that strategy help you to understand what you were reading?”

• Remember to praise students you see using the strategy.

  ACTIVITY 5: Group Work

1. Students will be grouped into seven groups.
2. Each group will use a text from the primary text and design a lesson to teach   one of the strate-

gies that helps students comprehend what is being read. Your group will be assigned a strategy 
to teach.

3. Present your lesson to the class.
4. As a class, reflect on the activity.

6.5 TEXT STRUCTURE
Students need to understand that there are different types of structures for narrative and expository 
texts. Teachers also need to understand and know how to teach these different text structures. Through 
explicit instruction, teachers can help students understand and recognize the differences and know 
how to use specific strategies to comprehend. Instruction in text structure begins early in school when 
teachers read aloud stories and books. As students move from learning to read into reading to learn, it 
is critical that they understand both narrative and expository text structures (Honig, Diamond & Gutlohn, 
2006).

6.5.1 NARRATIVE TEXT STRUCTURE
Narrative text tells a story; it may be factual, or tell a tale from oral tradition. Some examples are: 
nonfiction (a story about a person’s life), fiction (e.g. fables, tales, stories about things that happen), and 
poetry. Most students have heard stories before coming to school and have an awareness of the text 
structure. They have heard stories about their family, oral history, community stories, have had stories 
read aloud to them, and they may have watched TV. Narrative stories tell about everyday lives, which 
are familiar to students. Narrative text has an organization or text structure. Knowing this structure can 
help students understand what is being read (Dickson et al., 1988). Stories have a beginning, middle 
and end and are organized around a set of elements called story grammar (e.g. character, setting, and 
plot). Teaching students this structure helps build the schema or how they store the information in their 
brains. The key elements of story grammar are:

• Setting: Where and when the story takes place.

• Characters: People or animals in the story, and their traits (what they think, what they look like, 
their actions, how they feel, etc.)

• Plot:
o What problem or goal does the character have to achieve?
o What does the character do to solve the problem, achieve the goal?
o What happens? How does the story end?

• Theme: the main message, what the author is trying to tell you



122

TMT 222 SABA

A graphic organizer called a story map can represent this information visually. There are different 
types of story maps that range from simple (for the beginning reader) to complex (for the older reader). 
Students can fill in the story map to help them organize and better understand the text. Story maps 
provide an overview of a story: setting, characters, problem, plot, and ending.

Basic Story Map (Gunning, 2013):

Table 24: Story Map

Setting Where does the story take place? When does the story take place?
________________________________________________

Characters Who are the main characters in the story?
_________________________________________________

Problem What is the main problem the character has to solve?
_________________________________________________

Plot
What are the main things that happen in the story?
_____________________________________________________
_____________________________________________________

Ending How was the story problem solved?
_____________________________________________________

The following script will help you teach young readers the story elements of narrative text.

Teaching Narrative Text Structure

Below is a script that can be used when first introducing narrative text structure. Use this for the first 
3-5 days you teach. When the students understand, use the WE/YOU DO. When students are fluent, 
use only the “YOU DO” section. You will need to remind them to use the map and sometimes use the 
YOU DO to review.

Table 25 - Narrative Text Structure

Teacher Explains Task

Some of the texts we read are called narrative, they tell a story. A story has parts and knowing 
these parts can help you understand the story, answer questions, and tell the story in your own 
words.

I DO

T: (read a narrative text or passage)
The story we just read was narrative, it told a story. We are going to talk about the parts of the 
text so we can remember a lot about the story.
The story has characters, the people or animals in the story. One main character is the most 
important person or animal in the story.
The story has a setting, this is where the story happens (place) and when the story happens (or 
time of day). The story also has events; the things that happen in the story.
In this story, I know the main character is . Other characters in the story 
are:   
The place where the story happened is (e.g. in town, at the market, in the village)
and the time of day was (e.g. morning, night)
The events for this story are: First , Next , Next
  , Last   
We can write this information in a graphic organizer called a story map. This will help us remember 
and be able to tell about the story. I am going to write the story map on the board and you copy it in 
your exercise book. (write the graphic organizer found below this script on the board)
I can use this information to tell the story. (summarize the story with what you have written)
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We DO

T: Let’s complete the story map together. First, what does main character mean?
T/S: The main character is the most important person or animal in the story.
T: The main character is
T/S: (the teacher writes the name of the main character on the 
story map as they are said)
T: Write the name of the main character on the story map in your exercise book.
T: The other characters are   
T/S: (the teacher writes the names of the other characters on the 
story map as they are said)
T: Write the name of the other characters on the story map in your exercise book. The 
setting is
T/S: (say the place and time of day; the teacher writes this information on the story map)
T; I wrote the place by the word where, and time of day by the word when. Copy this in your 
exercise book.
What are the events?

T/S: The things that happen in the story. 
T:What are the events?
T/S: First , Next , Next , Last   
(write the events on the story map)
T: copy this information in your exercise book.
Now we can tell the story. (summarize the story)  I told the story in my words.
  would you tell the story in your words?
(Call on several students)

You Do

After students understand the story map and the parts of narrative text structure, read a text and let 
them work with a partner to complete a map. After the map is completed, have students give you 
the answers and complete the map on the board. Provide feedback and clarify any confusion.

Independent Practice

When the students are able to accurately complete the activity, they can use the organizer on 
their own, you may need to remind them to use it and/or provide additional instruction.

Scaffolding Suggestions

If the students have difficulty reading the text, it may be too difficult. If there are certain words 
that the students are missing, stop and help the students decode and say the words. If there are 
words that the students do not understand, talk about the word(s) and their meanings.

Easier: Primary MT STORY MAP 

Character

Main Character

Other Characters

Setting
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Where?

When?
 

Events

First

Next

Next

Last

    ACTIVITY 6: GROUP WORK

The following activities are designed to be completed in groups.

• Practice the above script with your instructor and then work in groups.

• Work in your group to find a story in the primary MT text. Prepare a lesson/script to teach the 
elements of this story. Have one student (teacher) teach the lesson to the rest of the group.

• Reflect and report: what worked, what didn’t work, what questions does the group have?

Select a narrative text from the Primary MT Text for this activity.

6.5.2. EXPOSITORY TEXT STRUCTURE

Expository texts explain facts and concepts that describe the natural or social world. The main purpose 
is to inform, persuade, or explain something. As students move from learning to read to reading to learn, 
most of the texts are expository. There are different text structures used in expository texts. Students 
need to be taught what these text structures are and, based on the text structure, what strategies can 
be used to understand what is read. This type of reading can be hard as the concepts are abstract; 
students may need to compare and contrast concepts; recognize what may cause things to happen 
(e.g. not washing your hands before you eat can cause you to become sick); synthesize information; 
and discuss solutions for problems. In addition, researchers have found that there are not a lot of 
expository books found in grades 1-3 (Duke, 2000). Of concern, Duke found that less than 7 minutes 
per day was spent reading and understanding expository text; which can make it hard for students 
to know and understand the texts that will be read in the higher grades. Even grade 1 students can 
become familiar with expository texts through reading aloud factual texts (e.g. about animals). Based 
on the text structure, teachers can model the related graphic organizer. Teachers can model, or work 
with the students to complete the graphic organizer. It is also important to discuss how the use of the 
graphic organizer can help students remember what has been read.

Expository texts have formats for the way they are organized, presented and how the information is 
divided (e.g. headings, signal words, etc.). Expository text formats are: cause/effect, compare/contrast, 
description, problem/solution, and sequence. When reading, there are also key words in the text that 
can give clues to which structure is being used; these are called signal words. The following table lists 
and describes the types of text structure and the words that are used to help readers decide which type 
of text structure is being used.
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Table 26: Expository Text Structure

Text Structure Description of 
the Structure Signal Words

Message to the 
Reader: Signals to 
identify text type

Cause-Effect

Explains the 
reasons why 
something 
happens Because, due to, since, 

therefore, so, as a result, 
consequently

the causes(s) leading 
to the effect(s), or 
problem(s) and the 
possible solution(s)Problem/ 

Solution

Poses a problem 
and then provides 
possible solutions 
to the problem

Compare/ 
Contrast

Discusses how 
two things 
are alike and 
different

Like, same/similar, both, 
also, too, unlike, but, in 
contrast, on the other hand

How things are 
the same and 
different

Description

Explains a 
concept, etc. 
by creating a 
picture in the 
reader’s mind

Looks like, made up of, 
specifically, such as, most 
important, also, in fact, for 
instance, for example, in front, 
beside near, after

Recognize a list or 
set of characteristics

Sequence

Presents 
information in a 
chronological, or 
sequential order

Before, first, during , while, 
as, at the same time, after, 
then, next, at last, finally, now, 
when

Identify a sequence 
of events, actions, or 
steps

Table adapted from Honig, Diamond, & Glutlohn, (2000)

Teaching Expository Text Structure: Cause & Effect

Below is a script that can be used when first introducing the different types of expository text structure. 
This script teaches cause and effect, it is one of the most difficult for students to understand. Use this 
for the first 3-5 days you teach. When the students understand, use the WE/YOU DO. When students 
are fluent, use the YOU DO. You will need to remind them and sometimes use the WE DO part.

Note: select a reading text that is expository from grade 5-8 MT textbooks; find one that 
is cause and effect.

Table 27: Cause and Effect Expository Text Structure

Teacher Explains Task

Some of the texts we read are called expository texts. These texts tell us information about the world 
around us. Today we will talk about texts that use cause and effect structure. These texts tell us the 
relationship between events; one event causes the other to happen. For example, if you drink dirty 
water, you can get sick.
There are graphic organizers that can help us understand the information.
(Read "Cause and Effect" text to students)
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I DO

T: Cause and effect relationships happen every day; at play, at home, and at school. One event 
causes another. You feel cold, so you put on a gabby.
The text we just read is called cause and effect. It was telling about something that cause, or make 
other things to happen, the effects. Now we are going to think about the parts of the text that can help 
us understand.
(draw the cause and effect chart found at the bottom of this script and have the students write it in their 
exercise book)

T: We are going to fill in the chart to help us understand about the text. But, first we are going to list 
the different things that happen in the text. Let’s list the causes of the water becoming dirty. I can 
tell one thing that happened.
The water was dirty. The water was dirty because people washed their clothes in the river.
(change cause and effect based on the information in the story)

I can write this on the top line. The cause was the people washed their clothes in the water (write 
this on the top line in the cause box). The effect was that the water became dirty. (write this in the 
effect section)
Write this information on the first line of your graphic organizer.

WE DO

T: Let’s find the next cause and effect. What is another reason that the water became dirty?

T/S:   

Let’s write this information on the graphic organizer.

You Do

T: Work with a partner and list the other things that happen to make the water to become dirty. 
Use this information to complete the chart.
When you have completed the chart, we will discuss it.

Independent Practice

When the students are able to accurately complete the activity, they can use the organizer on their 
own, you may need to remind them to use it and/or provide additional instruction.

Scaffolding Suggestions

If the students have difficulty reading the text, it may be too difficult. If there are certain words that 
the students are missing, stop and help the students decode and say the words. If there are words 
that the students do not understand talk about the word(s) and their meanings.

CAUSE AND EFFECT CHART:

  CAUSE   EFFECT

Note: (select a reading text that is expository; find one that is cause and effect)
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  ACTIVITY 7: GROUP WORK 

After practicing the above script with your teacher, complete the following activities in groups.
1. Work in your group to find a cause and effect expository text in the primary MT text.
2. Prepare a lesson/script to teach the elements of this text.
3. Have one student teacher teach the lesson to the rest of the group.
4. Reflect and report: what worked, what didn’t work, what questions does the group have?

Note: insert a cause and effect passage that can be used if the students do not have access to 
the primary materials.

A. Your teacher will assign each group one of the types of expository text structures, complete 
the following activities. (See Appendix A for different types of graphic organizers, signal words, 
and sample questions.)

1) Each group will use the primary MT text and find an expository text that represents the assigned 
text structure.

a) The group will underline the signal words and identify the text structure.

b) The group will then complete the graphic organizer for that text structure. 

2) Groups will pair up and share each of the texts and graphic organizers.

Note to adaptors: Find an example of each type of expository text from grades 4-8. Write the 
lesson, the page number, and identify the source: Teacher’s or student’s text.

6.6 COMPONENTS OF A READING COMPREHENSION LESSON
You and the students can use many strategies as they read to improve their reading comprehension. 
These strategies can be used before, during, and after reading. Strategies used under each stage are 
listed below.

6.6.1 BEFORE READING

• Set a purpose for reading, tell them why they are reading or what they will learn

• Remind them of what they already know about the topic, help them learn about the topic if they 
do not have enough information

• Teach important vocabulary that will help them understand what they are reading

• Have students make predictions: What do they think the story will be about? What do they think 
they will learn?

• Use strategies that will help (e.g. brainstorming, webs, KWL using the KW [What I know, What I 
want to learn?]  charts, etc.)

• Tell them if it is a narrative or expository text and, when they are first learning, tell them the text 
structure to help them understand the features of the structure they are reading (i.e. signal 
words).

6.6.2 DURING READING

• Help students monitor or check to see if they understand what they are reading: stop and ask 
questions.

• Model by telling them what good readers do.
o Picture in your mind what is happening.
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o If you do not understand a part, stop and reread.
o Summarize what you have learned from this part of the text.
o Predict what you think will happen next.

6.6.3 AFTER READING
• Discuss the important or main ideas/details and summarize.

• Use/Complete graphic organizers (e.g. Venn diagram to compare and contrast characters, and 
the L [what I learned] of the KWL chart).

• Help students make conclusions and make inferences (What would you do in this situation? 
What else do you think should happen? etc.)

• Help students focus on the types of text structure (e.g. expository and narrative)

   ACTIVITY 8: Group Work

Use the text your group was assigned for expository text structure.

1. Identify what activities you would use before/during/after reading. Be ready to report to the class.
2. Use the Bloom’s chart to develop one question for each level.

  PROJECT WORK

1. Visit a primary school MT teacher in your locality, observe, and try to see how he/she conducts 
his /her reading comprehension lesson. Focus on what he/she does:

a. In the pre-reading phase (introducing the lesson)
b. In the during reading phase and
c. In the post reading phase
d. Be prepared to share your observations with your classmates

6.7. INSTRUCTION FOR DIVERSE LEARNERS

Many of the strategies and teaching techniques discussed in this chapter can provide for an inclusive 
classroom and meet the needs of diverse students (Armbruster, Lehr, & Osborn, 1991; Florida 
Department of Education, 2003; Honig, Diamond, & Gluthlon, 2000; Vaughn, Bos, & Schumm, 2011; 
Volusia County Schools, 2005). Some examples are:

• Use of graphic organizers
• Activating prior knowledge
• Pre-teach new vocabulary
• Use explicit teaching of new strategies and concepts
• Summarize frequently
• Plan structured oral language activities (e.g. ask open ended questions)
• Ask a variety of levels of questions, provide scaffolding for higher-level questions
• Frequently monitor comprehension
• Teach the QAR strategy
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    CHAPTER 6: SUMMARY

 
This chapter has focused on listening and reading comprehension. Comprehension is an active process 
of constructing meaning from a text and it is the goal of reading. Listening comprehension plays an 
important role in constructing meaning and in reading comprehension.

Two models of reading comprehension are: the Simple View of Reading and the RAND model. 
The Simple View of Reading model identifies the skills needed for reading comprehension by two 
categories: decoding and listening/language comprehension and lists the subcomponents for each. 
The RAND model discusses information on all the factors that contribute to a students’ success in 
reading comprehension.

Students need to learn both strategies and skills to be able to understand what is heard, said, read, 
and written. Strategies for teaching reading comprehension include monitoring, using mental imagery, 
graphic organizer, asking and answering questions, generating questions, recognizing narrative and 
expository text structure, summarizing, etc. It is recommended that explicit instruction be used to 
teach strategies needed to comprehend. Instructional strategies can be used in pre-, during- and 
post-reading. It is also important to develop questions at both low levels (e.g. recall) and at more 
complex levels (e.g. analysis). All students need to practice answering lower level and questions that 
are more complex. Students also need to learn to develop their own questions when reading (e.g. did 
I understand this part? What can I do to help me understand what I just read?).

CHAPTER 6: REVIEW QUESTIONS

Write answers to the following items:

1. Your instructor will assign you to teach one of the following genre and text structure (e.g. 
Narrative: story map; Expository: problem/solution, cause/effect, etc.). Work with a primary 
classroom teacher to obtain a text that reflects the assigned text structure

a. Using the teacher’s manual and the assigned text structure (see Appendix A at the end of this 
chapter) ,

b. Practice the lesson found in the teacher’s text to teach the assigned text structure
2. Write a reflection (what worked, what didn’t work, what you would do differently). Attach 

the lesson plan to the reflection and submit to your instructor. Discuss the importance 
of understanding the types of text structures, the related graphic organizers and signal 
words.

3. Discuss the role of listening comprehension in reading.
4. Discuss the levels of questions and why all students should be expected to answer 

questions at all levels.
5. What is the role of using strategies in reading comprehension?
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    CHAPTER 6: SELF-ASSESSMENT

   
Below are self-assessment statements. Copy them into your exercise book and put a “√” checkmark on 
the spaces provided in the table if you agree or if you disagree with the statements on the left. Write a 
short explanation when you disagree. List any remaining questions you may have

Table 28- Chapter 6 Self-Assessment

Statements Yes No

I can discuss the importance of building students’ listening skills to improve 
reading.

I can summarize reading comprehension models and how teachers can use 
these models when planning instruction.

I can summarize comprehension strategies.

I can demonstrate instructional techniques to help students develop listening 
and reading comprehension.

I can apply (before, during , after strategies that students can use to support 
reading comprehension.

I can demonstrate methods for teaching comprehension of different genres 
(e.g. narrative & expository).

I can compare the characteristics of different text structures.

I can identify the type of text structure of a text that will be taught.

I can use strategies that can address the needs of diverse students.
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Appendix A: Informational Text Structure Templates

Chronology/ sequence

Purpose: to provide information in time order or the order in which events, 
actions or steps

in a process occur.
Signal Words and Phrases

after, 

as soon as,

at the same time, 
before directions 
during

finally, 

first /second/ third 
immediately, initially, 
last

later, meanwhile, 
next now, prior to, 
simultaneously

soon, step, then, 
today, until, when

Comprehension Question Frames

•  What subjects are being compared?

• How are the subjects being compared?

• What are the characteristics of each subject?

• What characteristics are the same?

 Graphic Organizers

1. ____________________________________

2. ____________________________________

3. ____________________________________

4. ____________________________________

   Step  1

   Step  2

   Step  3

   Step  4
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Cause and Effect

Purpose: to explain why or how something happened/ happens

Effect = what happened Cause = why it happened

Signal Words and Phrases

as a result, 
because 
consequently, due 
to, effects of,

for this reason,

how

if ... then impact

in order to, influenced by, is 
caused by, leads to, on account 
of

outcome, reasons for, since

so that, therefore, thus,

when ... then

1. What were the specific events that happened?
2. Why did the events happen? what were the causes?
3. What were the results or outcomes of these events happening? What was the effect?
4. Did prior events cause or influence the main events? If so, in what ways?
5.  What is the significance of the event and/ or the results (outcomes)?

Graphic Organizers

Cause Effect Effect

Cause Event CauseEffect Effect

Cause Effect Effect
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Cause and Effect

Purpose: to explain why or how something happened/ happens

Effect = what happened Cause = why it happened

Signal Words and Phrases

as a result, 
because 
consequently, due 
to, effects of,

for this reason,

how

if ... then impact

in order to, influenced by, is 
caused by, leads to, on account 
of

outcome, reasons for, since

so that, therefore, thus,

when ... then

1. What were the specific events that happened?
2. Why did the events happen? what were the causes?
3. What were the results or outcomes of these events happening? What was the effect?
4. Did prior events cause or influence the main events? If so, in what ways?
5.  What is the significance of the event and/ or the results (outcomes)?

Graphic Organizers

Cause Effect Effect

Cause Event CauseEffect Effect

Cause Effect Effect

 

      
   Compare and Contrast

Purpose: to describe what is similar and/or different about two or more subjects.

Signal Words and Phrases

alike also although

as opposed to as well as 
both

but compared to 
despite

different from either or 
however

in common

in composition

in contrast 

instead of

just

on the contrary 

on the other hand 
opposite

same as similar to 
similarily too unlike yet

Comprehension Question Frames

What sequence of events is being described?

What are the major events or incidents that occur?

What happens first, next, last?

How is the sequence or cycle revealed in the text?

What are the steps, directions, procedures to follow to make to do something

Graphic Organizers
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APPENDIX A: INFORMATIONAL TEXT STRUCTURE TEMPLATES

Problem and Solution Purpose: to state one or more problems and 
provide one or more solutions to the problem.

Purpose: to state one or more problems and provide one or more solutions to the problem.

Signal Words and Phrases

advantage answer as 
a result of because 
cause dilemma

disadvantage in order to                 
issue led to problem puzzle

question since                     so that 
solution solved

Comprehension Question Frames

• What is the problem?

• Who has the problem?

•  Why is it a problem?

•  What is causing the problem?

•  Who has the problem?

• What solutions have been suggested or tried?

• What are the pros and cons of various solutions?

Graphic Organizers

Problem Solution

Problem Solution Problem Solution

Problem Solution
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CHAPTER 7: TEACHING WRITING

OUTLINE

7.1. Instructional Approaches for Teaching Writing

7.1.1. Modeled Writing

7.1.2. Shared Writing

7.1.3. Interactive Writing

7.1.4. Guided Writing

7.1.5. Independent Writing

7.2. Writing Process  

7.3. Writer’s Workshop                         

7.4. Writing Skills and Strategies

7.5. Conventions for Writing

7.5.1. Spelling Instruction

7.5.2. Handwriting Instruction

7.5.3. Sentence Instruction

7.5.4. Punctuation and Capitalization

7.6. Paragraph Writing

7.7. Assessing Writing Products

Summary

Review

Self-Assessment

 INTRODUCTION

This chapter focuses on teaching writing and spelling. Both writing instruction using different methods 
and the process of writing are discussed and practiced. In addition, principles and strategies for teaching 
how to write words, sentences and different types of paragraphs are addressed. In addition, the basic 
parts and qualities of a paragraph are also identified. There are also opportunities for student teachers 
to practice the basic teaching techniques outlined in the primary school syllabus.

  LEARNING OUTCOMES

After completing this chapter, student teachers will be able to:

• Understand the different levels of support students require while writing

• Apply strategies for teaching writing

• Demonstrate the writing processes

• Apply principles of teaching writing in peer teaching and actual classrooms
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• Use instructional techniques for teaching spelling

• Explain how to construct different types of sentences

• Explain the types of paragraphs

• Identify the characteristics of a quality paragraph and use them in teaching the different types of 
paragraphs

• Provide effective and constructive feedback

TEACHING AND LEARNING TECHNIQUES
• Explicit instruction

• Demonstrating and modeling how to teach writing and spelling

• Modeling of successful instructional principles

• Practicing writing skills

• Practicing how to develop a paragraph

ASSESSMENT TECHNIQUES
• Questioning and Answering

• Guided Review

• Summarizing and Reflecting

• Informal Monitoring

• Peer Review

• Writing Rubric

• Individual and Group Work

• Microteach

• Quizzes and In-class Exams

• Lesson Demonstration

• Classroom Participation

INSTRUCTIONAL MATERIALS

• Using Spider Diagram

• Flip Chart

• Primary MT Curriculum

• Modeling

7.1 INSTRUCTIONAL APPROACHES FOR TEACHING WRITING
The ability to correctly spell words is important when communicating ideas and thoughts. The reader 
will have a better understanding of what is written if the words are correctly spelled and the words 
relate to the sentences/paragraphs being written. This will help the reader process information and 
communicate with others (e.g. friends, teachers, family, etc.). Take time to review the writing skills that 
are taught in the primary MT curriculum in Appendix 1, at the end of this chapter. Knowing the skills that 
are taught can support understanding the concepts taught in this chapter.

Teachers must draw on many instructional practices and methods to help students learn. Several methods 
of instruction (modeled writing, shared writing, interactive writing, guided writing, and independent 
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writing) can be used in the classroom (Piazza, 2003). Teachers will need to provide support and scaffold 
instruction as students learn to write. The chart below shows the 5 levels of support that can be provided 
to students. These strategies can be used across grades 1-8. For example, if students are learning to 
write more than one paragraph, teaches will need to model how to write multiple paragraphs.

Table 29: Summary of Writing Strategies

Modeled 
Writing

Shared 
Writing

Interactive 
Writing

Guided 
Writing

Independent 
Writing

What is it? 

Teacher 
writes in front 
of students, 
creating text

Teacher & 
students 
create a text 
together; 
teacher does 
the actual 
writing

Teacher and 
students 
create a text 
and share the 
actual writing; 
and talk 
together

Teacher 
presents a 
structured 
lesson 
and writing 
procedure, 
and 
supervises 
as students 
write.

Students use 
the writing 
process to write 
a text. Teacher 
monitors the 
progress.

Who writes? Teacher Teacher Teacher & 
Students Students Students

How much 
support?

The most: the 
teacher both 
“thinks” (talk 
aloud) and 
writes

Teacher and 
students 
plan/think 
together. 
The teacher 
writes.

Teacher and 
students do 
the thinking 
and planning 
together 
and writing 
together

The teacher 
provides the 
structure; 
but the 
students do 
the thinking/ 
planning and 
writing

The students 
do the thinking/ 
planning and 
the writing.

7.1.1 MODELED WRITING

Schweitzer (as cited in Piazza, 2003) states that the use of modeling during instruction is one of the most 
effective ways to teach writing. Teachers model writing to demonstrate effective strategies and behaviors 
that students can imitate. Modeling is especially appropriate when a teacher introduces something 
new. For example, the teacher models a new skill (e.g. handwriting, writing words or sentences, etc.) or 
new strategy (e.g. visualizing, using prior knowledge, etc.). Teachers model how to complete the task 
while explaining what he/she is doing. The students are able to see examples of the final product.

   ACTIVITY 1: Individual & Whole Group

1. When you were in primary school, did any of your teachers use modeled writing? If so, share your 
experiences.

2. Discuss how you would model how to write in a primary classroom. Share your ideas with the 
whole class.

3. In groups of 5, prepare a demonstration on how to use modeling for teaching grade 2 students 
how to write a sentence. Then as time allows, have 2 or more groups present these lessons to the 
whole class. Then the whole class can reflect whether the modeling was done well and what can 
be improved in their own lessons.
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7.1.2 SHARED WRITING

During shared writing, the teacher and students work together to write (McKenzie as cited in Piazza, 
2003). The teacher asks questions and the children tell the teacher what is to be written. The teacher 
may scaffold the responses for clarification and elaboration. The teacher writes the information. As the 
information is written, the class observes how thoughts and ideas can be written. The students are also 
able to see how to organize thoughts, how to write complete thoughts, etc. The following is an example 
of how the teacher asks questions and records answers to write. The teacher reads the text.

Shared written text:

The dog huffed and puffed but he couldn’t blow down the brick house. So he knocked at the 
door. To the dog’s surprise, a sheep opened the door. She had purple and pink spots. The dog 
said, “Blessed sheep!” Then he went inside to eat. He walked into the kitchen where there was 
a table. The sheep asked if he wanted meat. So the dog ate the meat and not the sheep (Piazza, 
2003).

The teacher then asks questions and writes what the students say.

T: The dog huffed and puffed but he couldn’t blow down the brick house 

T: So what do you think the dog did?

S: He knocked at the door 

T: Who answered the door? 

S: A sheep

T: What did the sheep look like? 

S: She had purple and pink spots (red color)

T: What did the dog say? 

S: blessed sheep!

The purposes of shared writing:

	To show students how language can be written and used to communicate

	To help students write products they are not able to do independently

	To show students how their ideas can be recorded (Tompkins, 2008)

   ACTIVITY 2: Individual and Whole Group 

Practice Shared Writing on “Reading Skill of College Students”

1. In groups of five, assign one student to be the teacher and have the “students” give responses.
2. Using the shared writing model, write the responses of the four students.
3. Next, the five students (who were assigned to be the teacher) present to the whole group what 

was written. 
4. Finally, students comment on the process involved in shared writing and the challenges they ex-

perienced during implementation.

7.1.3 INTERACTIVE WRITING
In this strategy, both the teacher and the students share in writing the information. Young students write 
new Fidels/syllables and familiar words turn by turn, adding punctuations, and making spaces between 
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words. The teacher helps the writer spell words accurately and to use writing conventions (Tompkins, 
2008). When students are able to fluently write words and simple sentences, students can work in small 
groups to write a sentence, paragraph, or story together.

The purposes of interactive writing are:

	To demonstrate how to write Fidels/syllables, words, and sentences
	To demonstrate how to spell words and use punctuation marks (Thompkins, 2004).

7.1.4 GUIDED WRITING
Guided writing focuses more on the students’ effort; the teacher supports learners as they work 
independently. The teacher slowly reduces support, as students are able to independently complete 
the assignment. At this level, a teacher has to carefully plan writing activities and provide support and 
feedback as the students do the writing. She/he must answer questions and provide feedback as the 
students write (Piazza, 2003).

The purposes of guided writing are:

• To provide practice in different types of writing activities with support and guidance

• To teach procedures, skills, strategies and concepts needed for writing (Tompkins, 2004).

ACTIVITY 3: Individual and Group Work

Complete the following:

1. How would you teach writing lessons through guided writing?

2. In small groups, go to a class in one of grades 1 -3 (guided writing is a strategy used in the lower 
grades) and observe how a teacher uses guided writing to teach writing skills. Compare her/
his teaching writing strategy with the way you were taught when you were in primary school. 
Provide a short report to your instructor.

7.1.5 INDEPENDENT WRITING
Independent writing means students writing by themselves with varying levels of support from the 
teacher (i.e. helping identify a topic, providing feedback on what is being written, etc.). In most 
independent writing situations, the students will write for a specific purpose and will understand what 
the structure of their writing will be. For young students, the independent writing can be used after a 
shared writing lesson. After students have shared during the writing session, many students are ready 
to write independently using the writing skills and strategies they have learned.

Teachers have children write independently for the following the purposes:

• To provide a real context for writing practice

• To give children opportunities to choose their own topics.

• For students to gain writing fluency

• To help students improve comprehension; writing summaries, and writing in journals and in 
reading logs (Tompkins, 2003).
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  ACTIVITY 4 Pair Share

1. Under what circumstances will you use independent writing in grades 1 and 2?
2. Which one of the above strategies is the most effective to teach writing to students in grades 5-8? 

Why? Justify.
3. When would you use modeling of writing in grades 5-8? What might be a new skill or strategy you 

would be teaching? (look in the primary education MT syllabus)
4. When you were in school, did your teachers teach writing using any of these (5) levels of sup-

port? If not, what problems have you faced when you write? To what extent is it important to teach 
children using these five levels of support? 

7.2. WRITING PROCESS

When teaching students how to write, it is important to focus on the process that good writers 
use. It is possible to identify the stages that writers go through when they are writing. This can 
be done by examining writing products and discussing what students do. However, the writer 
may go back and forth through several stages (e.g. draft, edit, revise, edit, etc.). It is important 

that teachers know the stages and the processes that good writers use. This knowledge will help teachers 
become better writers and to be able to teach primary students how to write. In MT 201, you read about 
the stages used to write. If students are at the beginning stage of writing, it helps to model the stages. 
Teachers will also have to provide support, guidance, and feedback. Below is a quick review of the 
stages:

THE STAGES OF THE WRITING PROCESS

A.  Pre-writing

• Selecting topic

• Set purpose for writing

• Decide the text type that will be written

• Gather and organize ideas

Students will need to select a topic, write on an assigned topic, or select from a choice of topics (e.g. 
write a summary of what has been read). Students will also need to gather information and narrow 
the information, identifying what will be used for the writing task. Organizing the information can be a 
challenge. It helps many students if they use a graphic organizer. The type of graphic organizer used 
will depend on the text structure (e.g. narrative, descriptive, expository, etc.). Many young writers also 
do not understand that they are writing for an audience. What is being written will be read by someone 
else, and needs to make sense to the reader. Pre-writing may the most difficult part of the process. It is 
suggested that this may take more time than other stages for the students to learn.

B. Writing a Draft

When students have the information organized, they are ready to write a draft. In fact, a student may 
write more than one draft. Often, the writer realizes that the first draft does not make sense. Also, some 
ideas have not been used and need to be added. It helps to have students skip a line as they are writing. 
This makes it possible for them to note corrections on the rough draft (John, 2002). Students will also 
need to learn how to write a beginning sentence that catches the reader’s interest.
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C. Revising

When the student has completed a rough draft, the next stage is revising. During this stage, it helps 
if students work in small groups reading their draft to other students. The writer and/or other students 
may realize that there are parts that are not clear to the reader/listener. Students need to reread the 
rough draft and revise, based on feedback from other students and/or the teacher. During this process, 
writers add, change, and delete information. The information may also be reorganized. The final draft 
should be a well-organized paper with a message for the reader (John, 2002).

D. Editing

During the editing stage, students check their papers for mistakes in grammar, punctuation, word 
usage, and spelling. As teachers, it is important to first focus on making sure that the students have 
their thoughts on paper. If grammar, spelling, etc. are marked early in the process, students will usually 
write less. Encourage students to first write and then edit their draft. Teachers can model editing by 
writing a short passage on the board that has errors. The teacher and the students can then work 
together to correct the errors. The paper can again be revised

E. Publishing

After making edits, the student writes a final copy. It is ready to be given to the teacher, to be presented 
in class, and/or published. Some teachers provide time for students to write their own short texts and 
“publish” them. These texts can be available for other students to read (e.g. in the classroom or school 
library). Another strategy is to have students become an “ author” and read what they have written to 
their classmates.

 
   ACTIVITY 5: Pair/Share

Answer the following questions individually; then share your answer with your partner.

1. What are the stages/processes we use to teach writing in primary schools? Why do you think it 
is important to use the writing process?

2. Which part(s) of process writing do you think teachers usually overlook? What do you think are 
the reasons?

Additional Strategies for Struggling Writers

Additional support in learning the writing process can help struggling writers:

• Prepare a monitoring checklist and identify the difficult stages in students’ writing.

• If a student is struggling to pass to the next stage, give him/her additional activities that can help 
him/her to master the level where he/she is.

• Provide extra small group activity to practice writing.
The following is a sample checklist that students can use when revising a paper:
Student Self-Checklist No Yes

• Did I organize the information before writing?
• Did I have a beginning sentence that makes someone want to read my paper?
• Do I have a main idea that is clearly stated at the beginning of my writing?
• Do all my supporting details support the main idea?
• Do I have specific evidence for each supporting point?
• Do I use transitional and other connecting words?
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  ACTIVITY 6: Individual & Group Work

1. Individually write a paragraph about why you want to be a teacher. Use all the steps in the writing 
process and keep the written documents:

a. Brainstorm and list ideas, organize ideas (e.g. numbered list, graphic  organizer, outline, 
etc.)

b. Write a rough draft, skipping lines and any comments made on these lines.
c. Revise with comments
d. Edit with comments
e. Write the final product

2. Share your paper with your small group. Each person should share his or her paper. Other stu-
dents will provide feedback.

3. Revise the paper one more time based on the feedback, then reflect on the process.
4. Answer these questions:

a. Which stage was difficult? Easy? Why?
b. Which stages helped your paper become strong?
c. Which stages do you already use when writing papers? Which stages will you add when 

writing papers for coursework assignments?

   ACTIVITY 7: Pair/Share

Identify what level of support is being given and which stage of the writing process is being given:

Activity Level of 
Support

Stage in the 
Writing Process

1. The teacher wants to teach a lesson to students in grade 6 on 
how to write two paragraphs describing the characteristics of 
famous runners. She shows her graphic organizer and writes 
the two paragraphs on the board, discussing the process as she 
writes.

2. The teacher is teaching third-grade students how to check 
their paragraph for errors. He writes some sentences on the 
board and asks different students to come up, find an error 
and make the correction.

3. First-grade students are practicing how to write the new 
Fidels/Syllables for the week. The teacher walks around the 
room and provides support when a student has questions.

4. The teacher gave an assignment for students in grade eight. 
They are to write a summary of the passage. The students 
are working in groups to discuss the paragraph each student 
wrote. They are giving feedback. The teacher joins each group 
for a short period of time giving guidance, suggestions, and 
feedback.
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 ACTIVITY 8: Group Work

1) Find a writing lesson in the MT primary teacher’s textbook. Using the instruction presented in the 
textbook, develop a minilesson based on the writing topic for the primary lesson:

a) Identify the topic and the assignment (e.g. writing a summary)

b) For example, students need to work on organizing their information.

c) Develop a minilesson to address how to organize information. Identify the level of support 
needed and use that level of support in the lesson.

2) Teach the lesson to another group.

3) Work together to discuss the lesson and reflect on the process.

4) Be ready to share with your classmates.

7.3 WRITER’S WORKSHOP
There are many concepts, skills, and strategies that students must learn to become good writers. One 
strategy, not found in the primary MT materials is called the writer’s workshop. This teaching method 
can provide time to focus on important writing skills. However, there is limited time during the school day 
to complete the total writer’s workshop. It is possible to use parts of the workshop approach to support 
students as they become writers. As students begin to learn all the skills and strategies needed to write, 
finding time to teach a lesson on specific skills and strategies can improve students’ writing products. 
For grades 1-4, the last day of a sequence of lessons is a review day. This may be a good time to focus 
on writing. In grades 5-8, during the three-week set of lessons, there is time to focus on writing. There 
are 4 parts to a writing workshop (Thompkins, 2004):

• Writing: students spend a set amount of time on writing assignments. The students practice 
using the writing process to complete writing assignments. Students also have time to share 
what they are writing with classmates and the teacher.

• Sharing: Students take turns reading their writing to the whole class (i.e. summarizing a text, 
etc.).

• Minilesson: The teacher has a lesson on a skill (e.g. spelling) or a strategy student need to learn, 
or are weak in using (e.g. brainstorming, organizing, etc.). This is similar to the microteaching 
lessons used in the CTE coursework.

• Reading Aloud: This activity can be part of the total lesson or part of a writing lesson. Reading 
aloud to students helps them hear examples of good writing.

To write well, students will need many opportunities to write. In the primary MT syllabus, units/topics are 
identified for instruction. These topics can be used as the subject for writing. Minilessons provide time 
for quick discussions and for providing strong writing samples. Minilessons are time for teachers to 
focus on a specific skill or strategy and share examples of strong writing. The teacher can also scaffold 
instruction and provide guided practice. Finally, this time can be used to assess students’ progress in 
learning to write.

7.4 WRITING SKILLS AND STRATEGIES
When we speak, read, write and listen, we use skills and strategies. Skills we use automatically, we have 
learned to use these skills without thinking and are not aware that we are using them. We learn many 
literacy skills in school. However, students enter primary schools with skills in listening and speaking. 
We also learn skills that help us write (Thompkins, 2004). Writing skills include both the word level and 
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working with word parts. Writing skills also focus on writing sentences and paragraphs. Examples of 
skills are:

• Structuring skills (e.g. types of sentences, use types of genre)
• Spelling, punctuation, and for Latin scripts capitalization (e.g. decoding words, proofreading, 

using punctuation to end sentences)
• Language (e.g. use of synonyms and antonyms)
• Reference skills (e.g. thesaurus, dictionary)
• Handwriting and, if available, word-processing skills (e.g. writing Fidels, spacing, spell checking 

on the computer).

In contrast, we use strategies to solve problems and to complete tasks. For example, we read word 
parts to decode words, and we use prior knowledge to support comprehension. As we complete literacy 
tasks, we select the strategies that will help us become strong readers and writers. The strategies a 
student has not only improves writing but also the ability to complete subject area writing assignments. 
Examples of strategies are (Thompkins, 2004):

• Using prior knowledge, what is already known about the topic

• Organizing thoughts and ideas using outlines, charts, or graphic organizers

• Visualizing by using mental images and/or drawing pictures related to the main ideas

• Summarizing by writing journal entries, taking notes while listening to a read aloud or reading 
independently

• Making personal connections to experiences; thinking of the audience and what they might want 
to know

• Revising to improve meaning by adding words and sentences, moving text, and deleting words 
and sentences

• Monitoring progress, reflecting on what has been writing and/or sharing the writing piece with 
others to determine if others can understand what has been written

• Writing the topic sentence, supporting ideas, and concluding sentence

• Evaluating what has been written

In summary, strategies are used to solve problems, how to write an effective sentence so that others 
can read and understand the message. Skills are automatic behaviors that we use when we write. It is 
important that students are provided opportunities to learn the skills and strategies that proficient writers 
use.

 ACTIVITY 9: Individual and Pair Work

Reflect on the paragraph you wrote for Activity 6. Answer questions 1 and 2 individually and share your 
answers with your partner. Then, answer questions 3 and 4 in pairs.

1. What skills and strategies did you use to complete the paragraph about why you want to be a 
teacher?

2. Why is it important to teach skills and strategies? How would you teach skills to primary students? 
Strategies?

3. Choose and analyze a writing lesson from one of the primary MT curriculum teacher’s guides, 
grades 3-5. What skills and strategies will students need to be able to use to complete the writing 
assignment?
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a. List the topic and the assignment (e.g. write a summary of what has been read)
b. Identify the skills needed to complete the task. 
c. Compare the strategies the students could use and explain which ones will be most 

effective.
4. Share your thoughts with your classmates.

7.5 CONVENTIONS FOR WRITING
To be effective writers, students need to spell words correctly and to have legible handwriting. If the 
reader is unable to read what is written because the handwriting is illegible and/or the words are spelled 
incorrectly, the message of what was written is lost. At the beginning of grade 1, the lessons include 
letter/Fidels. In addition, students learn the sounds of Fidels/syllables, punctuation and, for the Latin 
scripts, capitalization.  They also begin to write words and sentences. At the end of this module, there 
is a brief summary of the writing skills and strategies and the grade level where they are taught.

7.5.1 SPELLING INSTRUCTION

For each language, there are predictable patterns in the way words are written. There are letter 
or Fidel/syllable sequences that are used and these sequences represent meaning. For 
example, endings in the Fidel languages can signal if the word is used for a male, female or a 
group of people. Good spellers understand and use the patterns of the MT language to spell 

words. Both looking at word patterns and providing opportunities to write can help students recognize 
and use these patterns. As students learn more about their language students are able to spell 
meaningful word parts correctly (e.g. morphemes).

Beginning writers will write the word parts they hear and may omit Fidels. It is usually possible for 
a teacher to identify what the student is trying to say using the Fidels written. This is called invented 
spelling and is part of the process students go through in learning to spell correctly. In MT 201, you 
learned about the 5 phases of spelling development (Bear, Inverenizzi, Templeton, & Johnston, 1996). 
As a quick review, these phases are:

• Phase I, Preliterate: The child scribbles and may write random Fidels.
• Phase II, Fidel/Syllable Sounds: Students write Fidels/Syllables they hear and can spell single 

syllable words.
• Phase III, Within Word: Students begin to recognize Fidel sequences and begin to see the 

patterns in words, some affixes are used.
• Phase IV and V, Syllable Juncture and Derivational Constancy: Students understand the 

relationships between spelling patterns, and word meanings are used to spell words. Students 
can write many words.

Spelling Instruction

Students will need instruction in how to spell words correctly combined with practice and feedback. 
Students are expected to spell grade level words with 90% accuracy (MoE, 2013).

Students need to learn to spell words correctly to communicate both in school and in life. Spelling 
instruction improves both reading and spelling (John, 2002).

Based in the phases of spelling development, teachers can use a combination of methods and 
strategies that help students learn to become competent spellers. Students will need to learn strategies 
to be able to spell new and unknown words (Thompkins, 2004). Teachers can use explicit instruction, 
word sorts, decoding and encoding strategies, and other reading and writing activities. Examining 
students’ samples of writing allows a teacher to identify what type of spelling instruction is needed. 
When designing spelling instruction, the following guidelines are recommended:
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• Spelling words should match the student’s developmental stage

• Spelling list should be presented systematically, choose words from the reading lessons; Group 
spelling words by patterns (e.g. sound/syllable, morphemes, prefix or suffix)

• Provide frequent practice writing words.

• Use word lists that are grouped by sound syllable patterns (e.g. money, many, mainly) 

Activities that can be used during spelling instruction include:

• Provide many opportunities for students to read and write

• Post word walls of new words, or words that are often misspelled. Have students keep a personal 
list of words that the student often misspells.

• Use the different levels of support based on student needs and level of support indicated (i.e. 
modeled, guided)

• Teach students to proofread

• Teach strategies needed for spelling (i.e. encoding/segmenting words into syllables, morphemes, 
and sounds for languages using the Latin scripts, etc.)

• Teach students to use a dictionary; use word study notebooks and personal dictionaries (refer 
to chapter 5)

• Use word sorts and making words

• For beginning writers, explicitly teach how to spell.

• Use letter/Fidel cards to make words. Making words is an activity found in the primary MT text. 
The teacher orally says a word and the students sequence cards, each with a letter or Fidel, to 
spell the word. Next, the teacher says a new word that requires the students to change one letter/
sound or Fidel/syllable to make the new word. Students can work in groups, or the teacher can 
have a set of large cards that the students sequence at the front of the class. The other student 
writes the word in their exercise book.

• Encourage students to find the new words in their environment (e.g. find the word that begins 
with)

   ACTIVITY 10: Group Work

1. Find a set of lessons that teach Fidels/syllables (grade 1, second semester) and develop a les-
son for making words. Make a set of letters/Fidels for each of the Fidels/syllables taught in the 
sequence of lessons (i.e. Saba is 10-day set) and see how many words the members in your 
group can make. NOTE: You may need to also write Fidels that have already been taught since 
they will be used to spell the words.

2. Practice the script for explicitly teaching spelling skills to beginning writers found below:
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The following script provides a structure for teaching young students how to spell. 

Segmenting Syllables/Spelling.

Table 30: Spelling

Teacher Explains Task
You are going to segment words into syllables. This will help you to read and write words.
 I Do

T: Now we will practice segmenting syllables to spell words. First I will say the word and then\
    say and count the syllables.

(counting the syllables supports struggling readers and students who do not speak the MT of 
instruction)

Listen, I am going to say the word, then say the syllables and write the word. The first word is 
banana

The syllables are /ba/ /na/ /na/

There are three syllables in the word banana: /ba/ /na/ /na/. (hold up a finger for each syllable). 

I will say the sounds of the syllables and write the word. (write the word as you say the sounds 
of the syllables) REPEAT
 

T: Let’s do together, to segment the word potato into its syllables
T: Say the word.
S: Potato
T: The syllables are:
T/S: /po/ /ta/ /to/  (hold up a finger for each syllable)
T: How many syllables are in the word potato?
S: Three
T: Yes, there are three syllables in the word potato, /po/ /ta/ /to/ (hold up a finger for each 
   syllable as you say the sounds)
T: Let’s say the syllables, write each Fidel in your notebook to spell the word potato.
T/S: /po/ /ta/ /to/ (write each Fidel on the board as you say the sounds)
T: Check to see you spelled the word correctly
If the students do not understand, repeat the We Do teaching technique and then have them 
say the word and the sounds used in the "I DO" section.

You Do

T: Now you will say and segment the word into syllables to spell it
T: The word is tomato. Say the word
S: tomato
T: The syllables are? 
S: /to/ /ma/ /to/
T: how many syllables are in the word /to/ /ma/ /to/?
S: Three
T: Yes, there are three syllables in the word tomato. /to//ma/ /to/ (hold up a finger for 
    each syllable)
T: Let’s say the syllables, write each Fidel in your notebook to spell the word tomato.
T/S: /to/ /ma/ /to/ (write each Fidel on the board as you say the sounds)
T: Check to see that you spelled the word correctly (check to see that they wrote the
   word correctly)
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Independent Practice

Another way the teacher can help each student is to practice and to segment words having 4-6 sounds 
by choosing words from the phonics lessons for MT (e.g. Fidel/syllable, letter/sound, or morpheme). 
The teacher calls on students around the classroom including students who are making errors.

WORD SEGMENT NUMBER OF SOUNDS

1

2

3

4

Instruction for Diverse Learners

Spelling is more complex than just memorizing words. Students need to discover the spelling patterns 
and practice reading/writing words with the target pattern in order to become fluent in spelling (Honig et 
al., 2006). To support weak spellers, teachers can:

• Separate Fidels that are visually or auditory similar
• Support children to write each Fidel by holding their hands as they write.
• Show that some Fidels have similar patterns
• Have the students use the manipulatives and change one Fidel to make a new word (e.g. have 

f, r, e, h, s and have them put at together, then make them write the Fidels)
• Provide extra small group practice
• Provide immediate feedback on errors
• Review words previously taught
• Use explicit instruction

Phonics, vocabulary, and spelling instruction are all needed to learn to spell and write words. Word 
study teaches students how to look closely at words to discover the regularity and conventions of 
spelling (John, 2002)

Phonics +Spelling + Vocabulary Instruction =Word

Writing instruction includes the following:

• Introduce the spelling pattern by choosing words for students

• Encourage students discover the patterns of words in their writing

• Use reinforcement activities to help students relate new word patterns to previously learned 
words

  ACTIVITY 11: Individual & Small Group

1. How would you plan for teaching spelling in primary school children?
2. What things make teaching spelling different at the lower and upper grades?
3. What would you do if you find a student is able to hear the sounds or syllables but spells the word 

wrong?
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7.5.2 HANDWRITING INSTRUCTION

Students will need support in learning to write legibly. The first step is to be able to correctly form Fidels. 
There are 6 characteristics of fluent handwriting: letter formation, size and proportion, spacing, slant, 
alignment, and line quality. Students will need practice to learn fluent handwriting skills. Some students 
will need practice tracing the Fidels, tracing the shape of the letter/Fidel. In addition, young children 
may have weak motor skills and/or use too much pressure when writing and tire easily. It can help to 
have fat pencils (if possible) or rubber hand grippers that can be put on the pencil to help students grip 
the pencil. Practicing writing Fidels in sand can also help. Correct letter formation should be the main 
focus of lessons.

  ACTIVITY 12: Pair/Share

1. Based on the lessons you had in the handwriting course and the descriptions above; write three 
short sentences in your best handwriting. Try to use as many Fidels are possible in constructing 
the sentences.

2. Share your sentences with a classmate.
3. Can your classmate read what you have written? What Fidels need to be practiced?
4. What can you do to make your handwriting easy for someone to read? What Fidels are hardest 

to write?

7.5.3 SENTENCE INSTRUCTION

In chapter 2, you have learned to teach students how to spell words using graphophonemic awareness. 
Students first learn the letter/sound, or Fidel/syllable, correspondence and use this knowledge to write 
words. As they become proficient in this knowledge, they begin to write longer words using morphemes, 
prefixes/suffixes, and syllable patterns. At the same time, they begin to write simple sentences and 
move to writing complex sentences and paragraphs. 

Sentences are groups of word that are arranged according to the structure of the MT language (syntax). 
A sentence must have meaning and clearly communicate thoughts and ideas. The ability to write and 
communicate is a strong predictor of academic success (Graham & Perin, 2007). Writing and reading 
are interactive skills, support each other, and improve both reading and writing skills (Gunning, 2013). 

As students move into the higher grades, writing about the topic improves understanding of complex 
subject information (Tompkins, 2003).

The teachers first model writing sentences, and show examples of correctly written sentences. Teachers 
can also discuss how the sentences need to make sense and relate to the topic. For young students, 
teachers can also use shared writing and interactive writing as students are first learning to write. In 
MT 201, you learned about types of sentences. Remember, sentences can be written and categorized 
based on function and on structure:

Based on their function:
a. Declarative sentences: statement to relay information or ideas.
b. Interrogative sentences: always ask questions and end in question mark.
c. Imperative sentences: includes commands or requests or they can express a desire or wish.
d. Exclamatory sentences; exclamatory sentences express strong emotion.
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Based on their structure: 

Simple Sentence: is an independent clause that contains a subject and a verb. It expresses a complete 
thought.

Compound: contains two independent clauses joined by a coordinator like but, and, or, etc. 

Complex: composes one dependent clause joining to an independent clause

Compound-Complex: is made up of two independent clauses

   Suggested Principles to teach the Types of Sentences

• Teach students how to identify the type of the sentences showing similarities and differences

• Teach the unique characteristics of each type of sentence

• Teach how to punctuate

• Teach appropriate connectors (and, but, so, etc.)

• Teach how words differ from sentences; words are used to write sentences

• Show how a sentence is segmented into words and how words are blended appropriately to 
make sentences.

As students’ progress in school, writing assignments become more complex and require ability to use 
higher level thinking skills and in-depth written responses to content area information. Graham and 
Perin (2007) recommend the following strategies to support writers in grade 5-8.

• Teach writing strategies and processes
• Teach how to summarize
• State goals/purposes for the writing assignment
• Teach how to combine sentences
• Encourage the use of pre-writing activities
• Provide models of writing product
• Use writing to support content-area learning

• Have students work in groups to complete writing assignments

7.5.4 PUNCTUATION AND, FOR LATIN SCRIPTS, CAPITALIZATION

Writing conventions also include punctuation and capitalization for languages using Latin script. 
We use punctuation marks to separate sentences and parts of sentences. We also use punctuation 
to indicate the type of sentence (e.g. period/full stop, question mark, exclamation mark, etc.) 

Punctuation helps to make the meaning of sentences clear. In MT 201, you learned about the types of 
punctuation:

•	 Full Stop or Period   ::
•	 Question Mark ?
•	 Exclamation Mark !
•	 Comma ፣
•	 Semi-Colon  ፣ or ፤
•	 Colon    ፦
•	 Apostrophe ‘
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  Activity 13:  Individual/Small Group

Carefully complete the following activity.

1. Punctuate the following sentences correctly and categorize them based on their structure 
and function.

a. A teacher often helps his students
b. Do you want bananas
c. Respond immediately
d. Oh, my goodness, I won
e. Aster and Tamrat play football every afternoon
f. She studied math hard and she scored a good result
g. You should work hard or you will miss praise
h. He is happy though he is poor

2. Share your work with the group. How did you punctuate each sentence? Were your answers 
the same or different as your group members?

3. Look in the primary MT curriculum teacher’s guide to identify when punctuation is introduced 
in Grade 1. What types of punctuation are taught in grade 1?

7.6. PARAGRAPH WRITING INSTRUCTION

A paragraph is a set of related sentences that focus on a central idea. There is a single topic, or one 
idea within a topic that is discussed in a paragraph (John, 2002).

As students read to learn, they will be required to read complex subject content and to write about 
what has been learned. They will also need to be able to compare concepts, evaluate the information, 
and express opinions in the written paragraphs. Students first learn to write a simple paragraph and 
then 2-3 paragraphs in response to what is read, to support class presentations, etc. Teachers will 
need to provide explicit instruction in understanding the writing process, the types of writing, and in 
writing coherent paragraphs. The paragraphs must be written in a logical way so that the reader can 
understand what has been written.

Basic Parts and Quality of Paragraphs:

An academic paragraph has three basic parts: topic sentence, supporting sentences and closing or 
concluding sentence. When teaching paragraph writing, the teacher should first discuss and model how 
to write a paragraph with these basic parts. Paragraphs usually begin with an introductory sentence 
that introduces the topic and creates an interest in reading. There are also supporting sentences 
that give reasons, examples, facts, quotations, etc. This information should be connected so that the 
reader is able to easily follow the points being made. The paragraph has supporting information and a 
concluding sentence that summarizes the topic.

A quality paragraph has unity; the three parts all discuss the main idea. The paragraph should also be 
coherent; the sentences are logically arranged. The sentences move the reader through what is written. 
One way to do this is to use transition words (e.g. for example, also, but, etc.). The paragraph also needs 
to give enough information about the topic so the reader understands what is being communicated, 
called completeness.
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  ACTIVITY 14: Reflection

• Think about the paragraph you wrote for Activity 6, which stated why you want to be a teacher. 
Reflect on the three parts of a paragraph (topic sentence, supporting sentences, and concluding 
sentence). 

o Does your paragraph have all three parts? 

o Does it have quality (coherence, unity, completeness, transition words, and clarity)?

• Write a short statement justifying your position (your statements).

• Be prepared to share with your classmates.

Types of Paragraphs

There are four major types of paragraphs: descriptive, narrative, argumentative, and expository 
paragraphs. Teachers will need to model and provide levels of support as students learn to write the 
different types of paragraphs.

Descriptive Paragraph

Descriptive paragraphs use words to “paint a picture” to describe people, places, things, events and 
location. There is enough detail so that the reader creates a mental picture of what is being written. 
The best way for a writer to help the reader get a clear impression is to use language that appeals to 
the senses: sight, touch, sound, smell, and taste (John, 2005). There are 5 strategies writers use when 
writing a descriptive paragraph (Thompkins, 2004):

• Adding specific information about the people, places, etc. For example, instead of saying, 
“They walked through the woods,” a writer can say, “The children walked through the woods to 
go to see the bear.”

• Using words that are vivid and create a picture. For example: They trudged through the woods 
where the bear lurked.

• Using sensory images: They went to see the old, big, brown bear that smelled like honey.

• Making comparisons: Compare what is being described to something else. The bear looked as 
old as their grandfather.

• Using dialogue to communicate what the characters talked about. The children told the bear 
they were looking for honey. The bear replied, “I do not know what you are talking about, what 
is honey?”

  ACTIVITY 15: Group Work

Work in a large group of 10 and identify a topic. Then form pairs, and each pair is assigned one of the 
5 strategies (above) for writing a descriptive paragraph. Then each group will complete the following. 

1. Write a paragraph on the topic including the strategy your group was assigned. Underline the 
parts of the paragraph that demonstrate the strategy.

2. Copy the paragraph and title of the strategy on a piece of paper. Put the paper on the wall.
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1. Use a gallery walk to see the different ways the paragraph can be written using the 5 descriptive 
writing strategies.

2. Compare and contrast the different descriptive paragraphs and decide how the strategies used 
impacted the final product. Discuss these findings with your classmates.

An easy way to help young students learn how to write descriptive paragraphs is to teach how to create 
a 5 senses concept map. The center circle can list the item to be described. In the outer circles, list the 
5 senses. Or, a chart can be used. Students then give information about each of the senses related to 
the item. Students can then use the information on the chart to write sentences/paragraphs and to check 
for correct spelling of harder words.

Five Senses Chart: Using the word “Orange”

How it sounds Boom when it falls off the tree, thump, squishy when eaten

How it smells Like perfume, like flowers, delicious

How it tastes Sour, nice, good, juicy

How it feels Bumpy, outside is hard, soft, slippery

How it looks Green, bumpy, white sections, seeds

    ACTIVITY 16: Group Work

Work in your group to identify a noun/object to be described. Create a 5 senses organizer or chart.

• Share your chart with your classmates.

Narrative Paragraph

Narrative paragraphs tell stories, from the writer’s point of view. Writers use colorful details and interesting 
events, identify the setting, and provide a problem to solve or a goal to achieve. The paragraph builds 
up to a point where the main character identifies a way to solve the problem or achieve a goal. There 
is also a conclusion that discusses how the challenge was resolved, or goal achieved. Stories can 
be true or fiction. Using story maps can help students develop a narrative paragraph that includes 
all the elements: characters, setting, plot, and problem or goal. When students have developed an 
understanding of these elements, theme and other elements can be added. The theme is an underlying 
meaning; the message the author is trying to communicate. Point of view can also be added as a writing 
strategy. For example, the story can be told through the eyes of one of the characters. Another way 
is for the author to use an objective point of view, describing what is happening as if filming the story 
and watching what is happening. Use of read-aloud, listening stories can help students develop an 
understanding of story structure and support writing.

Expository Paragraph

An expository paragraph explains facts/information and includes 5 basic types. Description, Sequence, 
Comparison, Cause and Effect, and Problem Solution. These are the same text structures found in 
Chapter 6, Comprehension. The graphic organizers used in chapter 6 and the transition words listed 
for each type can also be used to support writing expository paragraphs.
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Teachers can have young children write “All about me books” to help them write expository passages. 
In the beginning, each student may draw a picture of himself or herself. As the students learn some 
words, they can provide some information about themselves (e.g. smart, fun, and kind). Other examples 
for young writers include:

• ABC books: Students can work together to create a book, the students list each letter or Fidel. 
The students write a word for each letter of Fidel. The word begins with the letter or Fidel. The 
word can represent an object or animal, etc. (A = alligator, B =ball, etc.), NOTE: This may not 
work with all Fidels, as some Fidels are not used at the beginning of words.

• Posters, Diagrams, Charts: Students can draw a diagram or picture to explain, or provide facts, 
etc. related to a topic. For example, drawing a picture of a tree and labeling the parts.

• Advertisement: Students can create an advertisement about a topic. For example, how to 
prevent getting a cold.

As students begin to read content area information, they will have some prior knowledge on how to 
collect information and write expository paragraphs. However, teachers will need to model how to write 
expository paragraphs.

  ACTIVITY 17: Group Work

Your group will be assigned one of the 5 types of expository passages.

1. Look in the primary materials, grades 4-8 and find a theme that represents facts and/or informa-
tion. The primary syllabus lists themes on the right side of the columns (e.g. types of diseases, 
road safety).

2. Work in your group to write an expository passage related to the type of expository text structure 
you were assigned.

3. Post your paragraph on the wall.
4. Use a gallery walk to look at all the paragraphs.
5. Compare and contrast the five paragraph types and discuss with your classmates how the infor-

mation is presented.

Argumentative Paragraph

This type of writing is also called persuasive writing. This type of paragraph is written to present logical 
reasons and viewpoints so that the reader may be persuaded to do something. Even young students 
understand how to persuade using an argument. For example, why the parent should buy candy at the 
store, why they child shouldn’t do chores, or why the child should be allowed to stay up late. There are 
three ways to persuade (Thompkins, 2004):

• Based on reason: the writer presents facts, and cause-effect arguments (if you smoke, you can 
get cancer)

• Based on character: based on someone we trust and/or a famous person (e.g. a soccer star)

• Based on an appeal to the reader’s emotions and/or need for peer acceptance: The writer 
can appeal to the reader’s concern for the well-being and/or rights of others; what is socially 
expected.
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An argumentative paragraph begins with the writer stating his/her opinion, position, and/or argument 
(Thompkins, 2004). The evidence to support the argument is written in a logical order and concrete 
examples are used where possible. The writer ends by giving a personal statement, making a prediction, 
or summarizing main points. The purpose of the conclusion is to help the reader draw conclusions from 
what has been read. Teachers can begin by having students create persuasive posters (e.g. “Keep 
Ethiopia beautiful,” “Take a trip to SNNPR”) and create advertisements and commercials. Students will 
need instruction and support in writing persuasive paragraphs.

     ACTIVITY 18: Group Work

Work in groups of four to complete the following:

1. Each group will use a topic from the MT primary textbook and write an argumentative paragraph.
2. Two groups will exchange paragraphs. Review the written paragraph for unity, clarity and cohe-

siveness. Also, review the paragraph to make sure that the three parts are there. The argument 
should be supported by concrete evidence.

3. Share your comments with the group that wrote the paragraph.
4. Be prepared to discuss your findings and reflections with the class.

7.7. ASSESSING WRITING PRODUCTS
Students often feel that the evaluation of their writing is completely subjective. Hence teachers should 
first develop a statement about what is valued in student writing.

Some questions teachers might ask are:

 D How important is creativity, or originality of ideas?

 D How important is following a particular written format?

 D How important is grammatical accuracy?

 D How important is accuracy in spelling and punctuation?

Answering these questions will help you develop criteria to evaluate students’ writing. These criteria 
should identify the weight of grammar and mechanics in relationship to content and ideas, as well as 
other features of writing that you find important. It has been suggested that grammar and mechanics 
be graded separately.

You will learn more about how to assess writing and practice assessing primary student’s writing 
products in TMT 322.

   Project Work

Working in a group of four, use a grade 3 or 4 MT student’s text and teacher’s guide. Select a lesson 
that incorporates activities that develop: vocabulary, comprehension, and writing. Finally, the groups 
will take turns presenting the lesson to the class.

1. Prepare the lesson plan using the format presented at the end of this module (this is the same 
format that is used in TMT 224).

2. Based on what you have learned in the module, make sure that the strategies used to teach are 
properly selected.
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3. Identify the activities that will support your lesson.
4. State the specific objectives you will use to teach these areas (vocabulary, comprehension and 

writing.
5. Make sure that your lesson is prepared for a diverse group of students.
6. After the presentation, meet with your group and evaluate/reflect on the lesson based on these 

questions:
a. What were the strengths of the lesson?
b. What challenges were faced when the lesson was taught?
c. What can be done to improve the lesson? How will you improve the lesson?

7. Write a report on the process, beginning with the development, delivery and reflections.

  CHAPTER 7: SUMMARY

Good writers do not create a final product by writing the piece one time. Good writers use a process 
of brainstorming, writing a rough draft, revising, editing and creating a final product. The writer may go 
through this process many times before finishing. It is important that the reader can read the writing 
and understand the message.

Teachers use different levels of support as students learn to write. The levels of support begin with the 
teacher directing the activity. As students become independent writers, the students direct the activity 
and the teacher provides guidance and feedback.

Students need to learn to write sentences and paragraphs. They also need to acquire writing skills 
or “tools” for writing. Tools include using correct spelling, handwriting, and conventions. There are 
guidelines for writing paragraphs that include the structure and writing a coherent, cohesive paragraph 
that has unity in thoughts. There are four main types of paragraphs: descriptive, narrative, expository, 
and argumentative/persuasive. There are text structures, graphic organizers, and key words that can 
help the writer construct each type of paragraph. 

Young writers can be introduced to the different types with fun activities (e.g. creating posters, charts, 
ABC books, etc.). It is important that teachers use checklists to assess student writing. Students 
should be told of what is on the checklist and how their writing will be assessed. The information should 
be used to determine what the students know and what they need to learn.

CHAPTER 7: REVIEW QUESTIONS

Write answers for the following items:

1. Identify the writing skills and strategies that students need to learn. State the difference between 
writing skills and writing strategies.

2. What are the levels/ways of providing writing instruction?
a. Summarize the role(s) of the teacher and students for each level/way.

3. Explain the purpose of each level/way of instructing writing. How can the teacher support strug-
gling students in learning the writing process?

4. What guidelines and activities, and instructional strategies, could you use to teach your students 
spelling? What is the importance of using these?

5. Take time at your home and write an expository text on _____ (NOTE: identify the topic during 
adaptation).
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a. Practice your writing using the writing process to have a complete writing product.
b. In class, take turns to read your writing to the whole class as time allows. Your instructor will 

give you feedback on your skill of writing.

   CHAPTER 7: SELF- ASSESSMENT

Below are self-assessment items. Indicate if you agree or disagree with the statement on the left column but 
putting a checkmark () under “yes” if you agree, or a checkmark under “no” if you disagree. If you check 
“no,” write a brief statement on a piece of paper explaining why you marked these items. Also, list any 
remaining questions you may have.

Table 31- Chapter 7 Self-Assessment

Statements Yes No

I can understand the different levels of support students will need while writing.

I can apply strategies for teaching writing.

I can demonstrate the writing process.

I can apply principles of teaching writing in peer teaching and actual classrooms.

I can use instructional techniques for teaching spelling.

I can explain how to construct different types of sentences.

I can explain the types of paragraphs. 

Identify the characteristics of a quality paragraph and use them in teaching the 
different types of paragraphs

I can provide effective and constructive feedback.
                       
MODULE SUMMARY

 
   Dear Student!

This module has focused on understanding the concepts and strategies needed to teach reading and 
writing skills. The module reviewed the five core areas of reading: (1)phonological awareness—the  
ability to hear, identify and manipulate the sounds of language; (2)graphophonemic awareness—the 
ability to link sounds with corresponding Fidels; (3)reading fluency—the ability to read with accuracy, 
speed and expression; (4) vocabulary—the knowledge of words and meanings and (5)comprehension. 
It also focused on understanding and using instructional methods used to teach spelling and writing 
skills.

The module begins with discussing early literacy skills. These are print concepts, letter/Fidel recognition, 
phonological awareness, and home literacy. Print concept instruction is knowledge about the forms 
and the functions of print; it is the child’s earliest introduction to literacy. The importance of a literacy 
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environment, a reading home for developing children’s reading skills, and for supporting reading and 
writing development is also discussed. Fidel recognition is also presented. The developmental stages 
of phonological/phonemic awareness are reviewed and instructional strategies practiced. Phonological 
awareness is the ability to orally hear words and blend/segment the syllables heard in spoken words. 
Both Saba and Latin languages include instruction in phonological awareness. The Latin languages 
include phonemic awareness, the ability to hear and blend/segment the individual sounds.  Phonemic 
awareness teaching techniques include identification, addition, deletion, manipulation, categorization, 
blending, and segmenting. However, many of the Latin (mother tongue) languages have germination 
and many words that contain multiple sounds; therefore, it is important that children know how to work 
with syllables.

Graphophonemic awareness is fundamental for reading. The strategy used to teach graphophonemic 
awareness is called phonics. Word reading can be taught explicitly (phonics) or implicitly (whole word). 
Research indicates that explicit teaching of graphophonemic awareness is the best approach; and this 
is the approach in the primary MT curriculum. Graphophonemic awareness includes understanding and 
using letter/sound and syllable; or Fidel: sound correspondences. As words become longer, students 
also need to be able to identify morphemes and other structures in words (e.g. prefixes/suffixes).

This module also reviewed reading fluency, an important component in learning to read and reading to 
learn. Fluent reading in the early grades leads to improved reading comprehension across the grades. 
The components of fluency are rate, accuracy, and expression/prosody.

There are many strategies that teachers can use to teach their students.

Various oral language and vocabulary development strategies and instructional techniques are 
presented (contextualization, role-play, dramatization, graphic organizers, semantic maps, synonyms 
and antonyms, concept definitions, morphemic analysis). This module summarizes oral language 
development and specific components of oral language. It also discusses the contribution of oral 
language to the development of vocabulary.

Listening and reading comprehension is the process of constructing meaning from text or discourse (i.e. 
discussions). Two models of reading comprehension, explaining the core elements of comprehension 
are reviewed. The focus is also on developing and applying various reading and listening comprehension 
instruction techniques and strategies. Some of the reading comprehension teaching strategies 
discussed in this module are monitoring, graphic organizers, answering questions and generating 
questions, recognizing story structure, and summarizing. Finally, the writing section emphasizes spelling 
instruction and writing words and sentences. Processes and principles in teaching writing, and teaching 
paragraph writing are discussed and practiced.
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    MODULE SELF- ASSESSMENT

Below are module self-assessment items. Put a checkmark (√) indicating if you agree, disagree or if you 
are not sure about the statements on the left. 

Table 32 - Module Self-Assessment

No. Statements Yes No Not sure

1  I can define reading and writing.

2
I can summarize the five components and sub-skills of reading 
instruction (phonological awareness, graphophonemic awareness, 
fluency, vocabulary and comprehension).

3 I can use cognitive and academic developmental stages in reading  
to design appropriate lessons for  reading and writing development.

4 I can apply different techniques of teaching reading and writing.

5

I can demonstrate instructional strategies for beginning reading 
instruction that teach: concepts of print, script recognition (Mother 
Tongue Writing System), phonological awareness, oral language, 
and listening comprehension.

6 I can demonstrate strategies that can be used for teaching 
graphophonemic awareness (e.g. decoding).

7 I can demonstrate strategies that can be used for teaching reading 
fluency.

8 I can demonstrate strategies to teach oral language and 
vocabulary.

9 I can demonstrate strategies for teaching listening and reading 
comprehension.

10 I can use instructional strategies to teach students to write words, 
sentences and paragraphs.

11
I can comprehend the expected primary level MT language 
competencies and instructional techniques designed to achieve 
the grade-level expectations.

12 I can use plans, from the primary MT materials, for teaching 
reading and writing.

13
I can demonstrate strategies that can be used for developing word 
recognition and comprehension (structural analysis, morphology, 
syntactic, semantic).

14 I can use instructional techniques that support students with 
reading and writing difficulties.

15 I can value students’ diversity in learning to read and write in a primary 
classroom.

16 I can provide effective and constructive feedback
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APPENDIX 1: PRIMARY MT LEARNING OUTCOMES GRADES 1 & 5 (MoE, 2013)

The table below shows the expected competencies/sub-skills of reading and writing for Grade 1.
First Semester expected learning outcomes for grade 1

Components of 
Reading and Writing Reading Writing

Print Awareness

Children are able to:
• Identify structural features of a 

book (author, title, cover, back)
• Begin to identify direction of print 

when begin to read.

Children are able to:

• Draw lines, figures and simple 
pictures in the air with their 
finger/on paper.

• Begin to write in the correct 
direction.

Phonological 
Awareness

• Begin to read illustrations and say 
what they show.

• Write individual symbols 
that have been taught when 
hearing or saying the sounds

Graphophonemic 
Awareness

• Blending of the most common 
sounds and their symbols to read 
words with most common word 
structures

• Begin to write the first few 
symbols of the writing system.

Fluency Children are able to:
• Identify decodable word with the 

most common word structures 
with 90% accuracy.

• Begin to read connected text with 
a pace that is word by word.

Children are able to:

• Begin to show Awareness of 
the start and end of a word, 
by leaving a space in between 
words.

Vocabulary

• Identify the pictures of the 
most common concepts that 
have been directly taught

• After oral instructions draw 
a picture representing the 
most common concepts 
that have been directly 
taught

Comprehension

• Begin to use the title, picture, 
and prior knowledge to make 
predictions about a text that is 
read

• Begin to respond to factual 
questions with a drawing.
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Second semester expected learning outcomes for Grade 1

Reading Components of 
Reading and Writing Writing

Children are able to:
• Demonstrate direction of 

print when being read to or 
when reading.

• Hold a book well and 
turning pages neatly

Print Awareness

Children are able to:

• Draw lines, figures and simple 
pictures on paper.

• Write in the correct direction (top to 
bottom and left to right

• Recognize the most useful 
and frequent symbols (both 
capital and lower cases) 
that have been taught 
connect them to their 
sounds.

• Match memorized words 
from songs, rhymes to text.

• Read 90% of introduced 
sight words automatically.

Graphophonemic 
Awareness

• Using the most efficient way for the 
script, write individual symbols that 
have been taught when hearing or 
saying the sounds.

• Copy 60% of the introduced sight 
words.

• Identify the most common 
symbols taught with 90% 
accuracy.

• Maintain a pace with 
connected text that is word 
by word.

• Demonstrate expression 
that represents the 
meaning of grade level 
phrases and sentences.

Fluency

• Begins to use capital letter (if used 
in the script) and sentence ending 
punctuation marks in writing.

• Use spaces between words.

• Begin to write the name of their 
school, write full names.

• Associate pictures of the 
most common concepts 
that have been directly 
taught.

• Recognize (read) grade 
level vocabularies that are 
introduced as sight words 
or that are in decodable 
text.

Vocabulary

• After oral instructions draw a 
picture representing the most 
common concepts that have been 
directly taught.

• Draw pictures of grade level 
vocabulary.
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• Use the title picture and 
prior knowledge to make 
predictions about grade 
and level appropriate text.

• Answer factual questions 
that are stated directly in 
the grade level text.

Comprehension

• Draw a picture of predictions about 
a text for a story read aloud or read 
oneself.

• Respond to text-based factual 
questions with a drawing or writing 
one or two individual words.

The following table shows the expected sub-skills of reading and writing for grade 5.

Grade 5-First Semester expected learning outcomes

Components of 
Reading and Writing Reading Writing

Graphophonemic 
Awareness

Children are able to:

• Depending on the language, 
blend the more complex thought 
syllable structures to identify 
words.

• Depending on the language, 
read words with more complex 
word structures using an 
effective strategy for that type of 
words in that language

Children are able to:

• Depending on the language, 
spell words with the more 
complex taught syllable 
structures.

• Depending on the language, 
write words with the more 
complex word structures 
by segmenting them into 
morphemes and then spell 
them.

Fluency

Children are able to:
• Read grade level text with 95% 

accuracy.

• Read grade level expository text 
of one page with 95% accuracy.

Children are able to:
• Write grade level words with 

95% accuracy.

• Work with teacher, other 
students or individually to 
revise writing.

Grammar

Children are able to:
• Depending on the language, 

begin to identify personal and 
common nouns in written text 
(and become aware of most 
common agreements for person, 
cases, number and gender, if 
applicable in the language).

Children are able to:
• Depending on the language, 

begin to use personal and 
common nouns properly 
in writing (and begin to 
apply the most common 
agreements for person, 
cases, number and gender, if 
applicable in the language).
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Vocabulary

Children are able to:

• Use textual clues to acquire 
vocabulary through independent 
reading.

• Use references (example, 
dictionaries, people, and 
articles) to confirm and learn 
new words.

Children are able to:

• Use newly acquired 
vocabulary in writing in 
different contexts.

• Use newly acquired 
vocabulary in writing to gain 
and extend knowledge and 
for clarity of expression.

Comprehension

Children are able to:
• Summarize a grade level text 

that is read.

• Evaluate a grade level text that 
is read.

• Read and respond to traditional 
stories.

• Read and respond to historical 
fictions.

• Read and respond to legends.

Children are able to

Use graphic organizers to 
arrange ideas presented in the 
grade level text.

• Use a dictionary or word list 
to check spelling, meaning 
and derivation of words.

• Begin to write a brief 
comparison of two grade 
level texts using a provided 
framework.

• Begin to write texts that 
describe cause and effect 
using a provided framework.

Grade 5 - Second semester expected learning outcomes

Components of 
Reading and Writing Reading Writing

Grapho - phonemic 
awareness

Children are able to:

• Depending on the language, blend 
the more complex taught syllable 
structures to identify words.

• Use knowledge of morphological 
meaning (derivational and/or 
inflectional) to read more unfamiliar 
words.

Children are able to:

• Depending on the language, 
spell words with more 
complex taught syllable 
structures.

• Use knowledge of 
morphological meaning 
(derivational and/or 
inflectional) to write more 
unfamiliar words.
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Fluency

Children are able to:

• Read grade level text with 95% 
accuracy.

• Read grade level expository text 
with 95% accuracy

• Maintain an oral rate that is grade 
and language appropriate.

• Write grade level words with 
90% accuracy.

• Work with teacher, other 
students or individually to 
revise writing.

• Practice different goals of 
writing (describe events 
carefully, express feelings 
well, tell stories, give 
instructions).

Grammar

Children are able to:

• Depending on the language, 
identify personal and common 
nouns in written text (and be aware 
of most common agreements for 
person, case, number and gender, 
if applicable in the language).

• Depending on the language, 
identify simple verbs in written text 
(and be aware of most common 
agreements for person, case, 
number and gender, if applicable in 
the language).

• Depending on the language, 
begin to use personal and 
common nouns properly 
in writing (and begin to 
apply the most common 
agreements for person, 
case, number and gender, if 
applicable in the language).

• Depending on the language, 
begin to use simple verbs 
properly in writing (and begin 
to apply the most common 
agreements for person, 
case, number and gender, if 
applicable in the language).

Vocabulary

Children are able to:
• Infer meaning of words through 

context in grade level text.

• Use reference (example, 
dictionaries, people, and articles) to 
confirm and learn new words.

Children are able to:
• Use newly acquired 

vocabulary in writing in 
different contexts.

• Use the newly acquired 
vocabulary in writing to gain 
and extend knowledge and 
clarify expression.

Comprehension

Children are able to:
• Summarize a grade level text that 

is read.

• Evaluate a grade level text that is 
read.

• Make connections to grade 
level text to prior knowledge, 
experiences and other text.

Children are able to:
• Summarize the ideas of a 

grade level text based on a 
graphic organizer.

• Use a dictionary or word list 
to check spelling, meaning 
and derivation of words.
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APPENDIX 2: LESSON PLAN
PLANNING A LESSON
From The Essentials of Language Teaching www.nclrc.org/essentials
A project of the National Capital Language Resource Center

A key aspect of effective teaching is having a plan for what will happen in the classroom each 
day. Creating such a plan involves setting realistic goals, deciding how to incorporate required 
materials (course textbooks) and other materials, and developing activities that will promote 
learning.

An example lesson plan and lesson planning worksheet, attached at the end of this document, 
provide step-by-step guidance for lesson development. Before working through this section, 
beginning instructors may want to check Be Prepared: Survival Tips for New Teachers in the What 
Teaching Is section.

Set Lesson Goals

Lesson goals are most usefully stated in terms of what students will have done or accomplished 
at the end of the lesson. Stating goals in this way allows both teacher and learners to know when 
the goals have been reached.

To set lesson goals:

1. Identify a topic for the lesson. The topic is not a goal, but it will help you develop your goals. 
The topic may be determined largely by your curriculum and textbook, and may be part of a 
larger thematic unit such as Travel or Leisure Activities. If you have some flexibility in choice 
of topic, consider your students’ interests and the availability of authentic materials at the 
appropriate level.

2. Identify specific linguistic content, such as vocabulary and points of grammar or language 
use, to be introduced or reviewed. These are usually prescribed by the course textbook or 
course curriculum. If they are not, select points that are connected in some significant way 
with the topic of the lesson.

3. Identify specific communication tasks to be completed by students. To be authentic, the tasks 
should allow, but not require, students to use the vocabulary, grammar, and strategies pre-
sented in the lesson. The focus of the tasks should be topical, not grammatical. This means 
that it may be possible for some students to complete the task without using either the gram-
mar point or the strategy presented in the first part of the lesson.

4. Identify specific learning strategies to be introduced or reviewed in connection with the lesson. 
See Motivating Learners for more on learning strategies.

5. Create goal statements for the linguistic content, communication tasks, and learning strate-
gies that state what you will do and what students will do during the lesson.

Structure the Lesson

A language lesson should include a variety of activities that combine different types of language input 
and output. Learners at all proficiency levels benefit from such variety; research has shown that it is 
more motivating and is more likely to result in effective language learning.
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An effective lesson has five parts: 

1) Preparation

2) Presentation/Modeling  

3) Practice

4) Evaluation 

5) Expansion

The five parts of a lesson may all take place in one class session, or may extend over multiple sessions, 
depending on the nature of the topic and the activities. The lesson plan should outline who will do what 
in each part of the lesson. The time allotted for preparation, presentation, and evaluation activities 
should be no more than 8-10 minutes each. Communication practice activities may run a little longer.

1. Preparation

As the class begins, give students a broad outline of the day’s goals and activities so they know what 
to expect. Help them focus by eliciting their existing knowledge of the day’s topics.

• Use discussion or homework review to elicit knowledge related to the grammar and language 
use points to  be  covered

• Use comparison with the native language to elicit strategies that students may already be 
using

• Use discussion of what students do and/or like to do to elicit their knowledge of the topic they 
will address in communication activities

2. Presentation/Modeling
Move from preparation into presentation of the linguistic and topical content of the lesson and 
relevant learning strategies. Present the strategy first if it will help students absorb the lesson content.

Presentation provides the language input that gives students the foundation for their knowledge of the 
language. Input comes from the instructor and from course textbooks. Language textbooks designed 
for students in U.S. universities usually provide input only in the form of examples; explanations and 
instructions are written in English. To increase the amount of input that students receive in the target 
language, instructors should use it as much as possible for all classroom communication  purposes. 
(See Teaching Goals and Methods for more on input.)

An important part of the presentation is practice output, in which students practice the form that the 
instructor has presented. In practice output, accuracy of performance is important. Practice output is 
designed to make learners comfortable producing specific language items recently introduced.

Practice output is a type of communication that is found only in language classrooms. Because 
production is limited to preselected items, practice output is not truly communicative.

3. Practice

In this part of the lesson, the focus shifts from the instructor as presenter to the students as completers 
of a designated task. Students work in pairs or small groups on a topic- based task with a specific 
outcome. Completion of the task may require the bridging of an information gap (see Teaching 
Goals & Methods for more on information gap). The instructor  observes  the groups  and acts  as  a 
resource when students have questions  that they cannot resolve themselves.
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In their work together, students move from practice output to communicative output, in which the 
main purpose is to complete the communication task. Language becomes a tool, rather than an 
end in itself. Learners have to use any or all of the language that they know along with varied 
communication strategies. The criterion of success is whether the learner gets the message 
across.  Accuracy is not a consideration unless the lack of it interferes with the message.

4. Evaluation

When all  students have completed the  communication practice  task, reconvene the class as   
a group to recap the lesson. Ask students to give examples of how they used the linguistic content 
and learning or communication strategies to carry out the communication  task.

Evaluation is useful for four reasons:

• It reinforces the material that was presented earlier in the lesson

• It provides an opportunity for students to raise questions of usage and style

• It enables the instructor to monitor individual student comprehension and learning

• It provides closure to the lesson

See Assessing Learning for  more information on evaluation and assessment.

5. Expansion

Expansion activities allow students to apply the knowledge they have gained in the classroom to 
situations outside it. Expansion activities include out-of-class observation assignments, in which the 
instructor asks students to find examples of something or to use a strategy and then report back.

Identify Materials and Activities

The materials for a specific lesson will fall into two categories: those that are required, such as  course 
textbooks  and lab  materials, and authentic materials that  the  teacher incorporates into classroom 
activities. 

For required materials, determine what information must be presented in class and decide which 
exercise(s) to use in class and which for out-of-class work.

For teacher-provided materials, use materials that are genuinely related to realistic communication 
activities. Don’t be tempted to try to create a communication situation around something just because 
it’s a really cool video or beautiful brochure.

Truly authentic communication tasks have several features:

•  They involve solving a true problem or discussing a topic of interest. They require using 
language to accomplish a goal, not using language merely to use language

• They allow students to use all of the language skills they have, rather than specific forms or 
vocabulary, and to self-correct when they realize they need to

The criterion of success is clear: completion of a defined task

Example Lesson Plan

Lesson Topic
The topic of the lesson is Planning Weekend Activities 
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Lesson Goals
Linguistic content:
Using “going to / not going to” to describe future activities
The teacher will present the grammatical form and the pronunciation issues. Students will do structured 
practice with workbook exercises Students will use the forms in communication tasks

Communication Tasks:

• Reading event listings in newspapers and magazines

• Providing information about weekend events to others

• Completing individual weekend activity plan

• Students will work in groups to share information

• Students will develop individual plans

• The teacher will observe and act as resource

Learning Strategies:

• Cooperate

• Selective Attention

• The teacher will model Selective Attention

• Students will do structured practice with event listings

• Students will use the strategy in the communication task

Structure 
Preparation

• As students are arriving, talk with them about whether they like to go to movies, religious 
events, restaurants

• Ask how they find out what’s going on around town

• Review homework sheet on simple future; ask for examples of other ways to talk about the 
future

• Outline goals for today’s class

Grammar Presentation and Practice

• Move from preparation into presentation of “going to/not going to.”

• Discuss native speaker pronunciation (“gonna”). Stress that they don’t have to do it, but 
they need to be able to understand it.

• Use selected items from textbook exercises for student practice and to identify and clear 
up any confusion.

Strategy Presentation and Practice:

• Hand out photocopied page with sample event listings.
• Read first one aloud, describing strategy for identifying key information (Selective Attention). 

Connect to discussion during preparation stage if possible.

• Have class as a group read the others, modifying strategy to fit.
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Communication Practice, Part 1

• Students divide themselves into groups of four.

• In each group, give movie listings to one student, TV listings to another, theatre and concert 
listings to another, and restaurant guide to  another.

• Give each student an entertainment budget for the weekend.

• Students work together to develop weekend plans. Plans can include joint activities (2, 3, 
or all 4) as well as individual ones. Plans can include activities not listed on the distributed 
materials.

• Tell students that the product of the activity will be a written weekend activity plan.

Communication Practice, Part 2

Each student writes an outline of planned weekend activities. The outline should include costs for 
each activity to be sure the student is staying within budget.

Evaluation

Bring students back together as a class. Ask members of each group to give examples of ways they 
used “going to” in making their plans. Ask members of each group to describe how reading strategies 
helped them find the information they needed to make their plans.

Expansion (homework for next class)

Have students bring in 3 examples of oral or written use of “going to” that they find.

Materials

Required Materials:

• Homework exercise on the simple future

• Textbook section on “going to” Authentic Materials:

• Weekend TV listings

• Newspaper movie listings

• Newspaper theatre and concert listings

• City magazine restaurant guide

Authentic Materials:

• Weekend TV listings

• Newspaper theater and concert listings

• City magazine restaurant guide

Instructor Lesson Planning Worksheet

Use this worksheet to plan a lesson on a specific topic. Remember that a lesson may extend over 
more than one class session.

The topic of the lesson is   
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Lesson Goals

Linguistic content: 

Communication tasks: 

Learning strategies:

Structure

•	 Preparation:

o What  teacher  will do: 

o What students will do:

•	 Presentation:

o What  teacher  will do: 

o What students will do:

•	 Practice:

o What  teacher will do: 

o What students will do:

•	 Evaluation:

o What   teacher  will do: 

o What  students will do:

•	 Expansion:

o What  teacher  will do: 

o What students will do: 

•	 Materials:

o Required Materials:

o Authentic Materials:



171

TEACHING READING AND WRITING IN PRIMARY SCHOOL

REFERENCES 
Adams, M. (1990). Beginning to read: Thinking and learning about print. Cambridge, MA: MIT Press.
Allen, V. F. (1983). Techniques in teaching vocabulary: Teaching techniques in English as a second or 

foreign language. New York, NY: Oxford University Press.
Archer, A. L., & Hughes, C. A. (2011). Explicit instruction. New York, NY: The Guilford Press.
Allington, R.L. (2000). What really matters for struggling readers: Designing research-based 

programs. Boston, MA: Longman.
Anderson, R. C., Hiebert, E. F., Scott, J. A., & Wilkinson, I. A. G. (1985). Becoming a nation of 

readers: The report of the commission on reading. Washington, DC: The National Institute of 
Education.

Armbruster, B. B., Lehr, F., & Osborn, J. (2001). Put reading first: The research Building Blocks for 
teaching children to read. Washington, D.C.: National Institute for Literacy.

Bear, D. R., Invernizzi, M.I., and Templeton, S. (1996). Words their way: Word study for phonics, 
vocabulary, and spelling instruction. Upper Saddle River, NJ: Pearson.

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

Biemiller, A. (2005). Size and Sequence in Vocabulary Development: Implications for Choosing 
Words for Primary Grade Vocabulary Instruction.

Blachowicz, C., & Ogle, D. (2001). Reading comprehension: strategies for independent learners. New 
York, NY: Guilford Press.

Blevins, W. (2001). Building fluency: Lessons and strategies for reading success. Scranton, PA: 
Scholastic Inc.

Brown, A. L., & Day, J. D. (1983). Macro-rules for summarizing texts: The development of 
expertise. Journal of verbal learning and verbal behavior, 22(1), 1-14.

Carroll, J. M., Snowling, M. J., Hulma, C. (2003). The development of phonological awareness in 
preschool children. Developmental Psychology, 39 (5), 913-923. 

Chall, J. S. (1983). Stages of reading development. New York, NY: McGraw-Hill.
Chamot, A. U., Keatley, C., & Kennedy, D. (2007). Essentials of language teaching: Planning a 

lesson. Washington, D.C: National Capital Language Center.
Chard, D.J. & Dickson, S. V. (1999). Phonological awareness: Instructional assessment guidelines.

Intervention in School and Clinic, 34 (5), 261-270.
Chard, D.J., Vaughn, S., & Tyler, B.J. (2002). A synthesis of research on effective interventions 

for building reading fluency with elementary students with learning disabilities. Journal of 
Learning Disabilities, 35, 386–406.

DeNeve, K. M., & Heppner, M. J. (1997). Role-play simulations: The assessment of an active learning 
technique and comparisons with traditional lectures. Innovative Higher Education, 21(3), 231-
246.

Dickson, S. V., Simmons, D. C., & Kameenui, E. J. (1988). Text organization: Research bases. In 
Simmons and Kameenui (Eds.). What reading research tells us about children with diverse 
learning needs: Bases and basics. Malway, NJ: Erlbaum.

Dorn, L. J., & Soffos, C. (2001). Shaping literate minds: Developing self-regulated learners. Portland, 
ME: Stenhouse.

Dowhower, S.L. (1991). Speaking of prosody: Fluency’s unattended bed fellow. Theory Into Practice, 
30, 165–175.

Duke, N. K. (2000). 3.6 minutes per day: The scarcity of informational texts in first grade. Reading 
Research Quarterly, 35(2), 202-224.



172

TMT 222 SABA

Elkonin, D.B. (1973). U.S.S.R. In: J. Downing (ed). Comparative reading. NY: McMillan
Florida Department of Education (2003). K-3 reading academy. Just Read, Florida! Retrieved from: 

http://www.justreadflorida.com.
Fountas, I. C., & Pinnell, G. S. (1996). Guided reading: Good first teaching for all children. 

Portsmouth, NH: Heinemann.
Graham, S., & Perin, D. (2007). Writing Next-Effective strategies to improve writing of adolescents in 

middle and high schools.
Gunn, B. K., Simmons, D. C., & Kameenui, (1998). Emergent Literacy: Research bases. In  
           Simmons,
D.C. & Kameenui, E.J. (Eds). What reading research tells us about children with diverse learning    
             needs: Bases and basics. Malwah NJ: Erlbaum.
Gunning, T. G. (2010). Creating Literacy Instruction for All Students (7th Edition). Boston, MA: 

Pearson Education Inc.
Gunning, T. G. (2013). Creating Literary Instruction for all Children in grades pre-K to 4. New York, 

NY: Pearson.
Harmer, J. (1991). The practice of English Language Teaching. London, U.K.: Longman.
Hart, B., &Risley, T. (1995). Meaningful differences in the everyday lives of children. Baltimore:  
            Brookes Co.
Honig, B., Diamond, L., & Gutlohn, L. (2000). Teaching Reading Source Book for Blocks for Teaching 

Children to Read. Washington, D.C. The National Institute for Literacy.
Honig, B., Diamond, L., & Gutlohn, L. (2006). Teaching Reading Sourcebook. Novato, CA: Arena 

Press. Honig, B., Diamond, L., Gutlohn, L., & Mahler, J. (2000). Core Teaching Reading 
Sourcebook. Novato, CA: Arena Press.

Hoover, W.A., & Gough, P. B. (1990). The simple view of reading. Reading and Writing, 2 (2), 127-
160. Hoover, W. A., & Gough, P. B. (n.d.). The reading acquisition framework: An overview. 
Retrieved from: www.sedl.org

Hudson, R.F., Lane, H.B., Pullen, P.C. (2005). Reading fluency assessment and instruction: What, 
why, and how? Reading Teacher, 58 (8), 702-714. In R. Barr, M.L. Kamil, P. Rosenthal, & P.D. 
Pearson (Eds.), Handbook of Reading Research (Vol. 2, pp. 418–452). New York: Longman.

Juel, C. (1988). Learning to read and write: A longitudinal study of 54 children from first through fourth 
grades. Journal of Educational Psychology, 80, 437–447.

Jihyun, N. (2010). Linking research and practice: Effective strategies for teaching vocabulary in ESL 
classr o o m . TESL Canada Journal, 28 (1), 133-134.

John, L. (2002). English skills with readings (5th edition). New York: McGraw Hill.
John, L. (2005). College writing skills with readings (6th edition). New York: McGraw Hill.
Kaderavek, J. (2007). Early literacy development. In A.G. Kamhi, J. J. Masterson, K. Apel 

(Eds.).Clinical Decision Making in Developmental Language Disorders. pp. 223-248. 
Baltimore, MD: Brookes.

Kim, Y. S., & Phillips, B. (2014). Cognitive correlates of listening comprehension. Reading Research 
Quarterly, 49(3), 269-281.

Kroll, B. (1990) Second Language Writing: Research insights for the classroom. Cambridge, U.K.: 
Cambridge University Press.

Lundberg, L., Olofsson, A., & Wall, S. (1980). Reading and spelling skills in the first school years 
predicted from phonemic awareness skills in kindergarten. Scandinavian Journal of 
Psychology, 21, 159-173.

Lynch, T. (2011). Academic listening in the 21st century: Reviewing a decade of research. Journal of 
English for Academic Purposes, 10, 79–88.

Mastropieri, M.A., Leinart, A., & Scruggs, T.E. (1999). Strategies to increase reading fluency. 
Intervention in School and Clinic, 34, 278–283, 292.



173

TEACHING READING AND WRITING IN PRIMARY SCHOOL

Marzano, R. J., & Pickering, D. J. (2005). Building academic vocabulary: Teacher’s manual. 
Association for Supervision and Curriculum Development. 1703 North Beauregard Street, 
Alexandria, VA 22311-1714.

Mathes, P. G., Torgesen, J. K., & Allor, J. H. (2001). The effects of peer-assisted learning strategies 
for first grade readers with and without additional computer assisted instruction in 
phonological awareness. American Educational Research Journal, 38, 371-410.

McKenna, M. C., & Stahl, K. A. D. (2015). Assessment for reading instruction. Guilford Publications.
Meyer, M.A., & Felton, R.H. (1999). Repeated reading to enhance fluency: Old approaches and new 

directions. Annals of Dyslexia, 49, 283–306
Ministry of Education. (2013). Revised Mother Tongue Syllabus (Grade 1-8). Addis Ababa, Ethiopia: 

Ministry of Education.
Ministry of Education (2014). Module 201: Cognitive development and literacy skills. Addis Ababa, 

Ethiopia: Ministry of Education.
Morley, J. (1991). The pronunciation component in teaching English to speakers of other 

languages. Tesol Quarterly, 25(3), 481-520.
National Institute for Literacy. (2001). Put Reading First: The research Building Blocks for Teaching 

Children to Read. Washington, DC: Center for the Improvement of Early Literacy Reading.
National Center for Educational Statistics. (2012). Cited in Reutzel, D. R., & Cooter, R. B. (2015). 

Teaching children to read: The teacher makes the difference. Upper Saddle River, NJ: 
Pearson.

National Institute for Literacy (2001). Put reading first: The research building blocks for teaching 
children to read, kindergarten through grade 3. U.S. Department of Education. Retrieved 
from: http://www.nichd.nih.gov/publications/pubs/PFRbooklet.pdf

National Reading Panel. (2000). Teaching children to read: An evidence-based assessment of the 
scientific research literature and its implications for reading instruction. Washington, D.C.: 
National Institute of Child Health and Human Development.

Pettigrew, J. (1995) Teaching vocabulary: Two Dozen Tips and Techniques. Handout from 
presentation at TESOL. Chicago.

Peterson, C. (1991). A longitudinal analysis of young children’s cohesion and noun Specification 
narratives. Journal of Child Language, 10, 379-415.

Piazza C. L. (2003). The teaching of writing in elementary classrooms. Upper Saddle River, NJ:  
Pearson. 

Pufpaff, P. A. (2009). A developmental continuum of phonological sensitivity skills. Psychology in the 
schools. 46(7), 679-691.

Rasinski, T.V. (2003). The fluent reader: Oral reading strategies for building word recognition, fluency, 
and comprehension. New York, NY: Scholastic Inc.

Reutzel, D. R., & Cooter, R. B. (2015). Teaching children to read: The teacher makes the difference. 
Upper Saddle River, NJ: Pearson.

Reutzel, D. & Cooter B. (2013). Teaching Children to Read. English Language Arts: Kindergarten 
through Grade 12. (7th Edition). Upper Saddle River, NJ: Pearson.

Samuels, S. J. (1979). The method of repeated readings. The Reading Teacher, 32, 403 408
School Board of Alachua County. (1997). Curriculum-based assessment in Alachua County, Florida: 

Vital signs of student progress. Gainesville, FL: Author.
Schreiber, P.A. (1980). On the acquisition of reading fluency. Journal of Reading Behavior, 7, 177–

186.
Schreiber, P.A. (1991). Understanding prosody’s role in reading acquisition. Theory into Practice, 30, 

158– 164.
Shannahan, T., & Lonigan, C. (2013). The Role of Oral Language in Literacy Development. Retrieved 

from: http://www.language. magazine.com.



174

TMT 222 SABA

Snow, C. (2002). Reading for Understanding: Toward an R&D Program in Reading Comprehension. 
Santa Monica, CA: RAND Corporation. http://www.rand.org/pubs/monograph_reports/
MR1465.

Snow, C. E., Burns, M. S., & Griffin, P. (Eds.). (1998). Preventing reading difficulties in young 
children. Washington, DC: The National Academy Press.

Sofier, L. H. (1999) Development of language and Its Relationship to Literacy. In Birsch, J. R. (Ed). 
Multisensory teaching of basic language skills (2nd ed.). Baltimore, MD: Brooks Publishing 
Company.

Stahl, S.A. (1991). Beyond the instrumentalist hypothesis: Some relationships between word 
meanings and comprehension. In P. Schwanenflugel (ed.), The psychology of word meanings 
pp. 157-178.

Sweet, A. P., & Snow, C. E. (2003). Rethinking reading comprehension. New York, NY: Guilford 
Press. The National Reading Panel. (2000). Teaching Children to Read: An Evidence-based 
Assessment of the Scientific Research Literature & Its Implication for Reading Instruction. 
Washington D.C: National Institute of Child Health & Human Development. Retrieved from: 
http// www. nichd.nih.gov/ publications/nrp/report.cfm.

Tompkins, G.E. (2003). Literacy in the early grades. New York, NY: Pearson.
Tompkins G, E. (2004). Teaching Writing: Balancing Process and product. Upper Saddle River, N.J: 

Merrill Prentice Hall.
Torgesen, J.K. & Hudson, R. (2006). Reading fluency: critical issues for struggling readers. In: 

S.J. Samuels and A. Farstrup (Eds.). Reading fluency: The forgotten dimension of reading 
success. Newark, DE: International.

Torgesen, J.K., Rashotte, C., Alexander, A., Alexander, J., & MacPhee, K. (2003). Progress towards 
understanding the instructional conditions necessary for remediating reading difficulties in 
older children. In: B. Foorman (Ed.), Preventing and remediating reading difficulties: Bringing 
science to scale (pp. 275–298). Baltimore: York Press.

Vaughn, S.R., Bos, C.S. & Schumm , J.S. (2011). Teaching Students who are Exceptional, diverse, 
and at Risk in the General Education Classroom. Upper Saddle River, NJ: Pearson.

Volusia Country schools, (2005). Quick Reference to Intervention Guide. Deland, FL: Volusia Country 
Schools.

Whidden, L., & Ralaingita, W. (2014). In-service Teachers Training Workshop. Graphophnemic 
Awareness Instruction. Presented at the Master Trainer Workshop Designed by RTI-Save the 
Children, Addis Ababa. Ethiopia.




