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Wonders is grounded in the research of its authors and the insights of McGraw-Hill  
Education’s Learning Science Research Council. Wonders has been rated 100% aligned 
to Common Core by Learning List, received all-green ratings for Gateway 1 from  
EdReports, and is proud to support Achieve the Core on the 2017 Wonders Materials 
Adaptation Project.

In reviewing the program, look for:

• Print: Author input throughout the Teacher Edition, including the close reading  
routine developed by Doug Fisher (current president, International Literacy  
Association); the Access Complex Text guidelines developed by Timothy  
Shanahan; and the academic vocabulary instruction guided by Donald Bear 

• Digital: Author white papers (Resources dropdown/Professional Development)

• Digital: Research Base Alignment (Resources dropdown/Professional Development)

Research
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Evidence for K–12 Literacy Solutions

Johns Hopkins University Center  
for Research & Reform in Education
Wonders Executive Summary
2014–2015 Quasi-Experimental Efficacy Study

Project Brief
An efficacy study of Reading Wonders was conducted in 17 elementary schools in California, Kansas,  
and Illinois during the 2014-2015 school year by researchers from the Center for Research & Reform in 
Education (CRRE) at Johns Hopkins University. The study included more than 1000 students in grade 4. 
Overall findings showed basically equivalent gains for Reading Wonders classrooms in their first year of 
implementation to comparison classrooms using established reading programs. The teacher survey and 
principal interviews showed strongly favorable attitudes towards the use of Reading Wonders overall.

Study Structure 
In summer of 2014, McGraw-Hill Education contracted with the Center for Research & Reform in Education 
(CRRE) at Johns Hopkins University to conduct an efficacy study of Reading Wonders, a Common Core 
State Standards-aligned elementary reading program designed to develop students’ literacy skills.

The study design was a quasi-experimental controlled comparison design in California, Illinois,  
and Kansas that looked at the reading achievement of 1037 students in grade 4 in order to evaluate the 
efficacy of Reading Wonders to develop students’ reading skills. Specific research questions included:

1. What is the impact of the RW program on fourth grade students’ reading achievement
after one year of exposure compared to students in non-RW business-as-usual schools?

2. Are there measurable differences in instructional practices, professional development,
and beliefs between RW teachers and comparison teachers?

3. How do principals and teachers perceive the effectiveness of RW and the professional development?

The Reading Wonders treatment group was primarily composed of users in their first year  
of implementation. The control groups were using programs that had been in their schools  
for multiple years and included a Houghton-Mifflin Harcourt reading program as well as  
teacher-created reading materials.

Participants
• 17 schools (13 RW, 4 Comparison)
• 1,037 4th-grade students (739 RW, 298 Comparison)
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Detailed Results
ACADEMIC ACHIEVEMENT FINDINGS 
Overall, in the first year of implementation, the Reading Wonders program students performed similarly  
to the non-participating students on three types of reading achievement outcomes in Fall 2014 and Spring 
2015. In addition, the changes on vocabulary, comprehension, and overall reading achievement between 
Fall 2014 and Spring 2015 fall were small for both the RW program participants and nonparticipants.  
There was no statistically significant difference in 2015 GRADE outcomes between the RW program  
students and non-RW program students after controlling for 2014 GRADE and free lunch status,  
t(13.22) = -.34, p > .05, pseudo-R2 = -.077.

PRINCIPAL INTERVIEW FINDINGS 
In all, analysis of the principal interviews suggests a number of observations regarding  
the Reading Wonders program. 

• Ten out of 10 RW principals interviewed agree that RW is a beneficial program,
especially in its alignment with the Common Core and the way it meets the needs
of most of its students.

• RW principals overwhelmingly find that students enjoy the program and are
challenged cognitively by the activities and content.

• Six out of 10 principals adopted RW as part of a district mandate, but most principals
agreed that they would recommend the program to another educator regardless
of their initial reason for adopting the program.

• Suggestions for improving the program include bolstering writing components,
clarifying the pacing and timing of instruction, differentiating the curriculum for a wider
range of student abilities, and providing more comprehensive and on-going professional
development for teachers.



Conclusion
Although the overall achievement for the Reading Wonders users is similar to those students using  
a different program, it is possible to note that the Reading Wonders groups achieved this even in the 
first year of the implementation, and even though some users started using the materials several weeks 
into the school year. The comments from teachers and principals about their overall satisfaction with the 
program are strongly positive. In a first-year implementation, when there will inevitably be problems with 
startup, the teachers and principals showed a strong commitment to Reading Wonders overall.

TEACHER SURVEY FINDINGS 
Results from the Teacher Reaction Survey indicated that the majority of Reading Wonders teachers agreed 
that they enjoyed using the program, that the program enhanced their knowledge of reading content,  
and that they supported the goals of the program. Positive response rates were particularly high for  
statements regarding student engagement with over 94% of participants reporting that their students  
used thinking/ reasoning skills and strategies with the program. All participants reported that RW was 
aligned with the CCSS in the areas of reading fluency and understanding key ideas and details of texts. 
Elements of the program that were rated most frequently as being successful included: technology,  
lesson plans, grammar lessons, and stories. Participants indicated that a lack of time to make full use  
of the program as well as a lack of training were the program’s greatest challenges. The majority of  
respondents (over 85%) would choose to implement Reading Wonders again.

CLASSROOM OBSERVATIONS 
The researchers did note that the small sample size of control classrooms could skew some of  
the observed effects so all of these classroom observation findings should be taken with caution.  
Significant differences were found in instructional orientation, instructional strategies, behavior  
management, and student engagement. Reading Wonders classrooms were significantly more likely  
to use lecture while comparison classrooms used individual tutoring. Reading Wonders classes also  
used clear communication of program goals and high-level questioning significantly more than control 
classes. There were also significant differences seen in the use of preventative behavior management, 
with the control classes using more of these strategies. Additionally, during the observations, control  
classrooms showed significantly more student enjoyment of class work than the students in the  
Reading Wonders classrooms.



Miami-Dade County Public Schools:  
Strengthening Instruction for All Levels 
Across a Large District 

Challenge
As the fourth largest district in the United States, Miami-Dade County Public Schools 
experience many challenges that face large, diverse districts. Since the ELA curriculum is 
selected by a committee consisting of reading coaches, teachers, and district staff, addressing 
their varied concerns was top of mind for Vanessa De La Peña, Elementary Executive Director 
at Miami-Dade. 

Ms. De La Peña and her team needed an ELA solution that would meet the needs of a district 
that serves more than 150,000 students in grades K–5. Getting consensus from the committee 
was one goal, but there were several other factors to consider. With their diverse student 
population and varied instructional needs, ensuring that every student was getting equitable 
instruction was a priority. As Ms. De Le Peña noted, “increasing the rigor of instruction in all 
classrooms is really a difficult task.”

Solution
As In 2013, the selection committee in Miami-Dade County Public 
Schools chose to adopt Wonders in a rare unanimous vote. 

While reflecting on what influenced that decision, Ms. De Le Peña 
shared that “there were a few things that were unique about the 
program, like the tight connections between the core Wonders ELA 
program, WonderWorks intervention, and Maravillas Spanish Language 
Arts, and the match of skills taught and text used.” 

This aspect of Wonders has helped Miami-Dade to “understand how 
we can have the seamless connection across disciplines. For students 
who are struggling, the connection between WonderWorks and Wonders 
is seamless: the same skill, genre, and vocabulary. With EFL students, 
Maravillas helps us develop students who are biliterate and bilingual;  
they build an academic vocabulary in the second language and it’s  
also seamless.”

“ For students 
who are 

struggling, the 
connection 

between 
WonderWorks 

and Wonders is 
seamless: the 

same skill, genre, 
and vocabulary.”



“We were looking for texts that addressed the complexity and rigor of the new standards,” 
said De Le Peña, “and Wonders was the only solution that presented three pieces of text to the 
students each week that met that benchmark.” The Reading/Writing Workshop serves as the 
foundation, “where we start teaching the weekly skills and strategies.” 
The Literature Anthology features authentic texts that increase in 
complexity and length, and the paired texts are the basis for thematic 
analysis. “Having those three pieces of text connected thematically, 
including half fiction and half nonfiction, helps our students understand 
how to apply the standards across multiple genres and in longer texts, 
which builds stamina.”

Ms. De La Peña called out the Access Complex Text (ACT) routine in 
the Teacher’s Edition as “a great scaffolding tool that helps make our 
teachers aware of what makes that text complex and what students 
might be tripping over. It gives them tools and strategies to support 
those elements and by extension provides teachers with a bridge to  
help their students.” 

Wonders’ digital resources, which are housed on the ConnectED platform, have also made an 
impact in Miami-Dade: All of the teacher resource books, the different skills and lessons, 
and even Vicki Gibson’s Managing Small Groups. Being able to easily navigate the plethora 
of resources on ConnectED ensures that our teachers are using them. The professional 
development on ConnectED is really a great resource.” All of these resources build a digital 
professional library for our teachers.

Results
Miami-Dade has seen both qualitative and quantitative results since their implementation of 
Wonders. In April 2013, when the annual Florida Comprehensive Assessment Test (FCAT 2.0) 
was administered, the percentage of Miami-Dade students in third, fourth, and fifth grade 
scoring “Proficient” in reading was well below the state average.

After just eight months of Wonders instruction, Miami-Dade students took the FCAT 2.0 
again in April 2014. Not only did Miami-Dade close its achievement gap, its students’ reading 
proficiency levels exceeded the state average. 

Miami-Dade has continued its ELA success through the transition to the new Florida State 
Assessments (FSA) in 2015. The percent of Miami-Dade students in grades 3-5 who scored 
at level 3 (satisfactory) or above has met — or exceeded — the state average all three years 
the FSA has been administered.  They’ve experienced increases in the percentage of students 
achieving the highest level (5) as well as decreases in the percentage of students scoring at 
the lowest level (1). The results in grade 3 have been particularly impressive; the percentage 
of students scoring at level 3 or above rose by 4% from 2016 to 2017, outpacing all of the 
other large districts in Florida. 

“ Being able to 
easily navigate 

the plethora 
of resources 

on ConnectED 
ensures that 

our teachers are 
using them.”



According to the M-DCPS Department of English Language Arts, 
“After four years of implementation and three years of our new 
state assessment, it is clear that the reading instruction and 
selections within Wonders prepare students for Florida State 
Assessments by giving the students the reading confidence and 
stamina they need. It helps our teachers scaffold instruction to build 
comprehension.” 

Wonders digital resources continue to help Miami-Dade effectively 
address student and teacher mobility. Ms. De La Peña recommends 
the Wonders implementation course on ConnectED to principals, new 
teachers, and teachers who are new to a grade. “We simply do not 
have the staff to provide that training repetitively; we are a very 
large district and a very mobile district, so there are new teachers 
coming 
in and out of our schools continuously,” she noted, “as years go by, 
principals will move teachers from grade level to grade level, and that 
can be a pretty big paradigm shift. Therefore, having digital 
resources readily available is very helpful to school-site 
administrators and teachers.

“ ...it is clear that 
the reading 
instruction 

and selections 
within Wonders 

prepare students 
for Florida State 
Assessments by 

giving the 
students the 

reading 
confidence and 
stamina they 

need.”
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We understand that class performance can improve due to a number of factors, including the innate ability and prior 
education of the students participating, as well as differences among professors and their pedagogies. We believe that, 
even taking these factors into account, Wonders can contribute to improvements in student outcomes.
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CASE STUDY

Name 

Lincoln Public Schools

Location

Lincoln, Nebraska 

Grades

K–3

District Enrollment

36,902

ABOUT THE DISTRICT
Overview

Lincoln Public Schools is the second-largest public school district in 
Nebraska. Its 57 schools serve a total of more than 35,000 students from 
a wide variety of socio-economic backgrounds.

Nebraska had closely examined state standards and set out to make sure 
it selected a core reading program that would put it ahead of the curve in 
terms of implementing a standards-based curriculum.

Wonders Engages Readers, Builds 
Mastery in Lincoln Schools 

Lincoln

Campbell Elementary 700 Kooser Elementary 591
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Implementation

Because Lincoln Public Schools had not updated 
its K–6 reading program in several years, the 
district was careful when researching its next 
move. Ultimately, it decided to pilot Wonders from 
McGraw-Hill Education among some of its more 
experienced teachers during the 2012–2013 
school year.

“It’s a good match for us,” said Becky Boyle, a 
fifth–grade teacher in the Lincoln Public School 
district. “We wanted text complexity, and we 
wanted a variety of genres. We saw all of this and 
more in Wonders.”

The district chose to implement the program in 
hybrid form, using both print and digital elements.

“In my classroom, I try to use as many of the 
online features as I can, but I sometimes find it 
helps to balance that with some print materials, so 
it’s been great to have that option,” said Elizabeth 
Bowen, a first-grade teacher. “Some elements of 
grammar we like to split up, half on charts and 
half online, so I think it’s great that you can really 
tailor Wonders to your own comfort level.”

Boyle added, “Wonders works regardless of 
whether or not you have a lot of technology. 

Some classrooms have smart boards or enough 
laptops or tablets for every student, and those 
are all wonderful tools that we hope our district 
can work toward providing, but Wonders has 
proven to really meet teachers and schools 
where they are in terms of tech.”

To complement the program’s relative ease 
of use, McGraw-Hill Education provided 
comprehensive Professional Development for 
all teachers participating in the pilot. After an 
introduction to Wonders, teachers participated 
in monthly sessions with McGraw-Hill Education 
trainers to further hone their skills over the 
course of the school year.

Reaction and Results

One year into implementation, the overwhelming 
majority of faculty responses have been positive.

“The students are just so engaged, and we saw 
that right away,” said Boyle. “In the fifth grade, 
we’ve seen dramatic changes—students are so 
excited about the reading, about having a pencil 
in hand and finding the text evidence. It’s even 
gotten to the point where if the teacher forgets 
to ask students to provide text evidence, the 
students remind us.”

“It’s really ended up being a shift in our entire 
teaching mindset,” added Bowen. “Before, we 
would just ask questions, and we asked good 
questions and we got good answers, but the use 
of text evidence has been a really exciting change 
that has made our students better readers and 
better thinkers, even at the first-grade level.”

Aside from the ease of implementation and the 
immediate approval from students, the teachers 
have been most impressed with the quality of 
content.

“Wonders has proven to really meet 
teachers and school where they are in 

terms of tech.”

- Becky Boyle, fifth-grade teacher, 
Campbell Elementary Reaction
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“The texts are just great,” said Boyle. “It used to feel 
like every week we were reading the same book, and 
everything felt very repetitive and predictable. 
For nonfiction selections, it was all narrative 
nonfiction. With this program, we have fantastic 
informational texts with the guided reading built 
in, and this great variety of genres, along with this 
really excellent vocabulary. It’s unlike anything we’ve 
ever used.”

Because of this feedback, Lincoln decided to 
implement Wonders throughout its elementary 
schools.

“The teachers who weren’t involved in the initial 
pilot all actively want access to Wonders,” said 
Bowen. “They’re really excited that Lincoln 
decided to make the program standard for all 
teachers. The administrators are pleased with the 
growth we’re seeing in our students’ reading and 
comprehension. Honestly, we’re all excited for 
what is in store.”

“The use of text evidence has been a really 
exciting change that has made our students 
better readers and better thinkers, even at 

the first-grade level.”

Elizabeth Bowen, first-grade teacher, 
Kooser Elementary School 

ABOUT WONDERS

RD16M 08819

• PreK–6 comprehensive reading program

• Connected programs, no matter the level
of learner:

• Intervention

• English Learners

• Spanish Language Arts

• Pre–K

• All-digital, all print or hybrid print/digital

• Student and teacher digital platforms

• Built-in lesson plans, assessment

• Promotes advanced skills

• Emphasis on close readings and
text evidence

• Mixture of fiction and nonfiction
text selections

See how Wonders can support your students’ success. 
Visit mheonline.com/WondersSuccess
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Progress through Partnership:  
Champaign Community Schools and Wonders

Challenge
In 2011, Champaign Community School District, in Illinois, was dealing with a significant achievement  
gap among its more than 9,600 students� The district found its existing resources and programs were  
disconnected� The district decided it needed a new, unified K-5 ELA curriculum to help its struggling  
readers, while continuing to support and challenge its at-level learners� During their next reading  
adoption, Champaign created a thorough process to identify the best possible curriculum for the district�

Solution
Champaign’s superintendent, Dr� Susan Zola, looks for three critical elements  
when considering a new curriculum adoption:

• High quality resources that support our work
• Professional Learning that helps build staff capacity
• Assessments and data that indicate student growth 

After a thorough, multi-year pilot of Wonders and several other programs, Champaign adopted  
Wonders in grades K-5 to serve its more than 4,000 elementary students� When surveyed,  
100% of the teachers piloting Wonders determined that Wonders materials met students’  
academic needs� 

According to Dr� Zola, “we landed on Wonders for several reasons� We have various levels of teacher  
experience; finding a resource that fit for both veteran teachers as well as our new teachers is one  
of many reasons that we chose Wonders� The team at McGraw-Hill Education was very willing to  
work collaboratively with us building staff capacity� They were responsive to our existing literacy  
and assessment structure and respected that Wonders was a piece of a bigger picture�”

Results
Champaign Community Schools has continued their use of Wonders from their initial pilot through to  
a full district implementation, including the addition of WonderWorks literacy intervention and Maravillas 
Spanish Language Arts� Dr� Zola shared, “we’ve seen our early literacy efforts pay off after our investment 
in staff capacity� We’re seeing stronger outcomes in early reading both from our PARCC data and MAP 
data� That’s a trend that we want to see grow over the next several years�”

To support that growth, Champaign has continued to adapt, and so has Wonders� Since their initial  
adoption, Champaign has implemented the newest version of Wonders digital resources—which their 
voices influenced� “We shared our feedback with the team at McGraw-Hill, and they passed it along to the 
folks who develop the program� We saw the new version actually change based on our suggestions and 
the feedback of other districts,” said Dr� Zola�
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Dr� Zola appreciates the continued partnership and collaboration with McGraw-Hill  
and Wonders� It feels like McGraw-Hill Education has been a very different partner  
than my experiences with other curriculum providers� They have continued to  
collaborate with us through the adoption process and beyond� Their willingness  
to listen to ongoing feedback and stay connected with our work is refreshing�   
McGraw-Hill wants to ensure we find success with their resource and has been  
a part of our shared work since implementation�”

“I have been surprised, liberated, excited by what  
Wonders has offered my students and me.” 

Wonders Teacher 
Champaign, Illinois
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Delta Elementary Charter School:  
Finding Balance with Wonders

Vanessa Belair has been an educator for 13 years: she spent ten years as a classroom teacher 
and just finished her third year as principal of Delta Elementary Charter School� Principal Belair 
describes her school as a “rural charter school outside of Sacramento, California” where about  
a third of the student population receives free and reduced lunch, and slightly more than  
a quarter are English Language Learners� In 2013, Delta Charter began the search for  
a new literacy curriculum for their school�

Challenge
In the past, the curricula that Principal Belair used as a classroom teacher were not hitting the mark�  
“I was at a district-level school and the curriculum was very rigid,” she shared, “As a teacher, you had  
to read verbatim what was printed in the book� Then I taught at a private school where I had no program 
to support me at all�” Her list of requirements for Delta Charter’s new ELA program included a proven 
research base, a strong close reading strategy, a flexible instructional model,  
and support for the shifts in ELA standards� 

Solution
As Delta Charter began their search, Wonders came highly recommended by an administrator in a 
neighboring district that had adopted it the previous school year� From her research, Mrs� Belair felt that 
“Wonders knew what it was doing with close reading strategy and was on the forefront of the shifts”  
to the new standards� She was impressed by the research behind the program and the flexibility of 
Wonders, and appreciated the candid discussions she was able to have with her sales representative� 
After determining that their requirements would be met, Delta Charter implemented Wonders  
in grades K-6 for the 2014-2015 school year�

Results
Delta Charter has been using Wonders since their original implementation in 2014� Mrs� Belair reports that 
the teachers at Delta Charter “all enjoy using the Reading/Writing Workshop” and “love the differentiation 
in Wonders�” Whether a student is Approaching Level, On Level, Beyond Level, or an English Language 
Learner, the differentiation supports provide equity of access for all learners� The teachers refer to the 
differentiated instruction as WINN—“What I Need Now time”—and have indicated that it’s really helpful  
to students at all levels�

“Wonders knew what it was doing with close reading  
strategy and was on the forefront of the shifts.”
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It’s been the right fit for the school, according to Principal Belair� “With charter schools comes freedom,” 
she commented, and Wonders has provided her teachers with the flexible instructional model she 
was looking for, and the freedom to implement the program based on their students’ needs and their 
professional judgment� 

When asked how Wonders differs from other reading programs, Mrs� Belair replied, “I like the balance�  
I like that Wonders is a curriculum you can jump right into� Our new teachers appreciate the structure  
the Wonders curriculum gives them because, without that, it can be really overwhelming for new teachers�” 
Some of her more experienced teachers choose to use Wonders in a less structured and more flexible 
fashion—several treat the curriculum as a guide to ensure consistency of instruction, while others have 
adopted it as a set of resources so they “don’t have to find ways to create their own�” Principal Belair is 
supportive of these various models— “Teachers have different avenues of being successful; as long  
as they are successful, it doesn’t matter what avenue they take.”

Percent of Students Who Met or Exceeded ELA Standards on the 
California Smarter Balanced Assessment, by Cohort:

Delta Elementary Charter School
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We understand that class performance can improve due to a number of factors, including the innate ability and prior education of the students participating,  
as well as differences among professors and their pedagogies.  We believe that, even taking these factors into account, [MHE product] can contribute t 
o improvements in student outcomes.
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The McGraw-Hill Education Learning Science
Research Council

ADVISORY BOARD MEMBERS

About the Council

At McGraw-Hill Education, our learning science research fuels all that we do to improve the learning experience. To that end, we
have formed the McGraw-Hill Education Learning Science Research Council to guide our own use of learning science, as well as
further the research and discussion of learning science across the education and technology communities at large.

The McGraw-Hill Education Learning Science Research Council consists of our own senior researchers and an external advisory
board of education experts, drawing upon the collective expertise of leading researchers, scientists and academics committed to
examining the use of technology in improving learning outcomes.

Learning Science Areas of Focus
We are focused on five key areas of research:

Algorithms — Creating personalized algorithms based on learning science to help students learn better

Analytics — Applying data science to generate predictive models and actionable insights for learners and instructors

Community — Building a community of learning scientists and practitioners to advance learning science

Efficacy — Incorporating new statistical methodologies such as causal inferencing to establish learning gains and learning efficacy

Quality — Applying statistical rigor and data science techniques to improve quality of learning content and assessments

https://www.mheducation.com/learning-science.html


Advisory Board Members 

Dr. Ryan Baker 

Associate Professor, Graduate School of Education, University of Pennsylvania 

Dr. Baker is an Associate Professor in the Graduate School of Education at the 
University of Pennsylvania. 

He researches how students use and learn from educational games, intelligent tutors 

and other kinds of educational software. Drawing on the fields of educational data 

mining, learning analytics and human-computer interaction, he develops methods for 

mining the data that come out of the interactions between students and educational 

software. He then uses this information to improve our understanding of how students 

respond to educational software, and how these responses influence their learning. 

Prior to joining Penn GSE, Dr. Baker was an associate professor in the Department of 

Human Development at Teachers College, Columbia University. While at Teachers 

College, he taught the “Big Data and Education” MOOC twice, with total enrollment 

of more than 50,000 students. 

He has served as founding president of the International Educational Data Mining 

Society, where he currently serves on the board of directors. He has been co-author on 

nine award-winning papers. He serves as co-lead of the Big Data in Education spoke 

of the NSF Northeast Big Data Hub. 



Published Articles & Research 

 The State of Educational Data Mining in 2009: A Review and Future Visions
Journal of Educational Data Mining

 Replicating 21 Findings on Student Success in Online Learning
Technology, Instruction, Cognition, and Learning

 Operationalizing and Detecting Disengagement Within Online Science

Microworlds
Educational Psychologist

 Assessment of Robust Learning with Educational Data Mining
Research & Practice in Assessment

 Using Learning Analytics in Personalized Learning
Handbook on personalized learning for states, districts, and schools

Dr. Robert S. Feldman 

Deputy Chancellor and Professor of Psychological and Brain Sciences, University of 
Massachusetts, Amherst 

Dr. Robert S. Feldman is Deputy Chancellor of the University of Massachusetts 

Amherst, where he is also Professor of Psychological and Brain Sciences and Interim 

Dean of the College of Education. He is winner of the College Distinguished Teacher 

award and is a Fellow of the American Psychological Association, the Association for 

Psychological Science and the American Association for the Advancement of 

http://www.research.ed.ac.uk/portal/en/publications/replicating-21-findings-on-student-success-in-online-learning(e4c47a3a-53a1-48f7-9c99-92de5b25433b).html
http://www.tandfonline.com/doi/abs/10.1080/00461520.2014.999919?journalCode=hedp20
http://www.tandfonline.com/doi/abs/10.1080/00461520.2014.999919?journalCode=hedp20
http://www.rpajournal.com/assessment-of-robust-learning-with-educational-data-mining/
http://www.centeril.org/2016handbook/resources/Cover_Baker_web.pdf


Science. He also is past president of the Federation of Associations in Behavioral and 
Brain Sciences Foundation, which advocates for the social sciences. 

Dr. Feldman has published extensively on how social psychological factors impact 

educational practice, including the book The Social Psychology of Education: Current 

Research and Theory. He also edited The First Year of College, which examines best 

practices that lead to student success, and he is currently working on a successor 

volume, The First Year of College: Research, Theory, and Practice on Improving the 

Student Experience and Increasing Retention, which will be published by Cambridge 

University Press. In addition, he is the author of a best-selling series of books for 

college first-year students, as well as author of several introductory psychology texts. 

Alongside his interest in improving educational practice, he has written extensively on 

deception and self-presentation. His research has been supported by grants from the 

National Institute of Mental Health and the National Institute on Disabilities and 
Rehabilitation Research. 

Published Articles & Research 

 Cognitive Demand and Self-Presentation Efforts: The Influence of Situational

Importance and Interaction Goal
Self and Identity

 Deflecting Threat to One’s Image: Dissembling Personal Information as a Self-

Presentation Strategy

Basic and Applied Social Psychology

 The roles of personality and class size in student attitudes toward individual response

technology
Computers in Human Behavior

 Self-Presentation and Verbal Deception: Do Self-Presenters Lie More?
Basic and Applied Social Psychology

http://www.tandfonline.com/doi/abs/10.1080/13576500444000137
http://www.tandfonline.com/doi/abs/10.1080/13576500444000137
http://www.tandfonline.com/doi/abs/10.1207/s15324834basp2704_10
http://www.tandfonline.com/doi/abs/10.1207/s15324834basp2704_10
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.329.7737&rep=rep1&type=pdf


Dr. Susan Fuhrman 

President of Teachers College, Columbia University and Founding Director and 
Chair of the Management Committee of the CPRE 

Dr. Susan Fuhrman is the President of Teachers College, Columbia University, 

founding Director and Chair of the Management Committee of the Consortium for 

Policy Research in Education (CPRE), and immediate Past-President of the National 

Academy of Education. Dr. Fuhrman’s substantial leadership track record includes her 

term as Dean of the University of Pennsylvania’s Graduate School of Education from 

1995-2006, where she was also the school’s George and Diane Weiss Professor of 

Education. Dr. Fuhrman was influential in creating a new university-assisted public 

school as part of Penn’s West Philadelphia improvement initiative. Similarly, the 

Teachers College Community School and an education and social services partnership 

with a number of other public schools are intended to bring university leadership for 
neighborhood school improvement to West Harlem. 

Dr. Fuhrman serves on the Board of Directors of the Hawn Foundation and is a 

Trustee of the Committee on Economic Development. She also is a member of the 

Board of Governors of the Pardee RAND Graduate School. Dr. Fuhrman is a former 

Vice President of the American Educational Research Association, as well as a former 

Trustee Board member of the Carnegie Foundation for the Advancement of Teaching. 

She served as a non-executive Director of Pearson plc, the international education and 
publishing company from 2004-2013. 

Her work focuses on enhancing the quality of education research, accountability in 

education, intergovernmental relationships and standards-based reform, and she has 

written widely on education policy and finance. Among recent books are The State of 

Education Policy Research (with David K. Cohen and Fritz Mosher, 2007) and The 

Public Schools (The Institutions of American Democracy Series, with Marvin 

http://www.cpre.org/


Lazerson, 2005). Dr. Fuhrman’s work has been recognized by a wide variety of 
international, national, state and local organizations. 

Published Articles & Research 

 The State of Education Policy Research

Routledge, 2007

 The Public Schools

Found in The Institutions of American Democracy series, Oxford University Press,

2005 

 Less than meets the eye: Standards, testing and fear of federal control

Found in Who's in charge of the schools? The tangled web of education power and

policy, Brookings Institution Press, 2004

 Redesigning accountability

Teachers College Press, 2004

Dr. Xiangen Hu 

Professor in Department of Psychology, University of Memphis and Dean of 
Psychology, Central China Normal University 

Dr. Xiangen Hu is a professor in the Department of Psychology and Department of 

Electrical and Computer Engineering at the University of Memphis (UofM) and 

senior researcher at the Institute for Intelligent Systems (IIS) at the UofM, and he is a 

visiting professor at Central China Normal University (CCNU). Dr. Hu received his 



M.S. in applied mathematics from Huazhong University of Science and Technology, 

M.A. in social sciences and Ph.D. in Cognitive Sciences from the University of 

California, Irvine. Dr. Hu is the Director of the University of Memphis Partnership 

Lab of Advanced Distributed Learning (ADL), and senior researcher in the Chinese 

Ministry of Education’s Key Laboratory of Adolescent Cyberpsychology and 

Behavior at CCNU. 

Dr. Hu's primary research areas include Mathematical Psychology, Research Design 

and Statistics and Cognitive Psychology. More specific research interests include 

General Processing Tree (GPT) models, categorical data analysis, knowledge 

representation, computerized tutoring and advanced distributed learning. Dr. Hu 

received funding for the above research from the U.S. National Science Foundation 

(NSF), U.S. Institute for Education Sciences (IES), ADL of the US Department of 

Defense (DoD), U.S. Army Medical Research Acquisition Activity (USAMRAA), 

U.S. Army Research Laboratories (ARL), U.S. Office of Naval Research (ONR), 

UofM and CCNU. 

Published Articles & Research 

 Intelligent tutoring systems work as a math gap reducer in 6th grade after-

school program
Learning and Individual Differences

 Recent Advances in Conversational Intelligent Tutoring Systems

AI Magazine

 The impact of a Technology-based Mathematics After-school Program using

ALEKS on Student's Knowledge and Behaviors
Computers & Education

 The Effects of a Traditional and Technology-based After-school Setting on 6th

Grade Student's Mathematics Skills
Journal of Computers in Mathematics and Science Teaching

 Improving Internal Consistency in Conditional Probability Estimation With an

Intelligent Tutoring System and Web-Based Tutorials
International Journal of Internet Science

 The statistical analysis of general processing tree models
Psychometrika

https://www.adlnet.gov/adl-collaboration/the-adl-partnership-network/university-of-memphis/
https://www.adlnet.gov/adl-collaboration/the-adl-partnership-network/university-of-memphis/
https://www.researchgate.net/publication/294289790_Intelligent_tutoring_systems_work_as_a_math_gap_reducer_in_6th_grade_after-school_program
https://www.researchgate.net/publication/294289790_Intelligent_tutoring_systems_work_as_a_math_gap_reducer_in_6th_grade_after-school_program
http://www.aaai.org/ojs/index.php/aimagazine/article/view/2485/2378
https://www.researchgate.net/publication/247112557_The_impact_of_a_Technology-based_Mathematics_After-school_Program_using_ALEKS_on_Student%2527s_Knowledge_and_Behaviors
https://www.researchgate.net/publication/247112557_The_impact_of_a_Technology-based_Mathematics_After-school_Program_using_ALEKS_on_Student%2527s_Knowledge_and_Behaviors
https://www.researchgate.net/publication/255567612_The_Effects_of_a_Traditional_and_Technology-based_After-school_Setting_on_6th_Grade_Student's_Mathematics_Skills
https://www.researchgate.net/publication/255567612_The_Effects_of_a_Traditional_and_Technology-based_After-school_Setting_on_6th_Grade_Student's_Mathematics_Skills
http://www.ijis.net/ijis7_1/ijis7_1_wolfe_et_al.pdf
http://www.ijis.net/ijis7_1/ijis7_1_wolfe_et_al.pdf
http://link.springer.com/article/10.1007/BF02294263


Dr. Tanya Joosten 

Director of Digital Learning Research and Development and co-PI and co-Director 

of the National Research Center for Distance Education and Technological 
Advancements (DETA) at the University of Wisconsin-Milwaukee 

Dr. Joosten is nationally recognized in her work in blended and online learning as an 

Online Learning Consortium (OLC) Fellow and works to guide strategic digital 

learning efforts on campus, across the University of Wisconsin System, and nationally 

as an advisor to the Provost, a member of the University of Wisconsin System 

Learning Technology Executive Council and a member of several national boards and 
committees. 

Currently, Dr. Joosten leads a national research initiative supported by the U.S. 

Department of Education working to provide access to research models and methods, 

facilitating innovative processes of data collection, and encouraging the replication of 

research across institutions through the DETA Research Toolkit to identify key 

instructional and institutional factors that influence student success with particular 

attention to underrepresented students. 

Dr. Joosten’s notable keynotes include eLearning Asia, ITC eLearning Conference, 

and SACS COC President’s event. Her ideas have been highlighted on plenary panels 

at the University of Wisconsin-Madison Annual Distance Teaching and Learning 

conference and the OLC International Conference for Online Learning. Her ideas and 

work are also cited in the Chronicle of Higher Education, Forbes, U.S. News & World 
Report and more. 



Published Articles & Research 

 Social media: Transforming the digital future
SACS COC President’s event

 Ensuring Quality and Determining Effectiveness
EDUCAUSE Learning Initiative Spring Focus Session

 What Happens Next? Post-MOOC Hype

MOOC Research Conference

 Impact of blended instructional development in Research perspectives in blended

learning

Blended Learning, Taylor and Francis, 2013

 Guiding Social Media at Our Institutions

Planning for Higher Education

Dr. Richard Larson 

MITSUI Professor of Engineering Systems, MIT Institute for Data, Systems, and 
Society, Massachusetts Institute of Technology (MIT) 

Dr. Richard Larson is a Mitsui Professor of Engineering Systems and Director of the 

Center for Engineering Systems Fundamentals at MIT and a Principal Investigator of 

the MIT BLOSSOMS Initiative. He is also the Founder and Director of MIT LINC 

(Learning International Networks Consortium), an MIT-based international project 

that has held four international symposia and sponsored a number of initiatives in 
Africa, China, and the Middle East. 

https://www.slideshare.net/tjoosten/social-media-transforming-our-digital-future
https://www.slideshare.net/tjoosten/joosten-eli-focusspring2014
https://www.slideshare.net/bonstewart/mooc-research-conference
https://www.slideshare.net/LauraPasquini/guiding-social-media-at-our-institutions?ref=https://techknowtools.wordpress.com/tag/joosten/
http://blossoms.mit.edu/


Professor Larson first became interested in technology-enabled education when in the 

early 1990s he saw what a valuable addition it was to the education of his own 

children. From 1995 to 2002, he served as director of MIT’s Center for Advanced 

Educational Services (CAES), where he focused on bringing technology-enabled 

learning to students living on the traditional campus and to those living and working 

far from the university, often on different continents. 

The majority of Dr. Larson’s career has focused on operations research as applied to 

services industries. He is author, co-author or editor of six books and author of over 

75 scientific articles, primarily in the fields of technology-enabled education, urban 

service systems (with a focus on emergency response systems), queueing, logistics, 
and workforce planning. 

Published Articles & Research 

 STEM crisis or STEM surplus? Yes and yes
Bureau of Labor Statistics Monthly Labor Review

 An Asynchronous, Personalized Learning Platform ― Guided Learning

Pathways (GLP)
Creative Education

 Lesson Study and Lesson Sharing: An Appealing Marriage
Creative Education

 Too Many Ph.D. Graduates or Too Few Academic Job Openings: The Basic

Reproductive Number R0 in Academia
Systems Research

https://www.bls.gov/opub/mlr/2015/article/stem-crisis-or-stem-surplus-yes-and-yes.htm
https://linc.mit.edu/linc2013/proceedings/Session2/Session2Shaw.pdf
https://linc.mit.edu/linc2013/proceedings/Session2/Session2Shaw.pdf
http://file.scirp.org/pdf/CE_2014061915055774.pdf
https://www.ncbi.nlm.nih.gov/pubmed/25642132
https://www.ncbi.nlm.nih.gov/pubmed/25642132


 

Dr. Rosemary Luckin 

Professor of Learner Centred Design, UCL Knowledge Lab 

Dr. Rose Luckin is Professor of Learner Centred Design at UCL Knowledge Lab in 

London and Director of EDUCATE: a London hub for edtech start-ups, researchers, 

educators, learners and parents to work together on the development of 

evidence0based edtech 

Her research involves the design and evaluation of educational technology using 

theories from the learning sciences and techniques from artificial intelligence (AI). 

She has a particular interest in how AI can be used to enable more effective, 

continuous, formative assessment processes and tools that capture cognitive, social, 

emotional and metacognitive progression. 

Dr. Luckin has advised research councils in various countries and has written widely 

about educational technologies. She is lead author of Nesta’s influential “Decoding 

Learning” report published in 2012, as well as the book “Unleashing Intelligence,” 

published in 2016. Rose is a ufi charity Trustee and a Governor and Trustee at St. 

Paul’s school in London and the Self-Managed Learning College in Brighton. Dr. 

Luckin has taught in secondary schools, Further Education and Higher Education and 

was appointed by the Minister for Schools as a non-executive director of Becta (the 

UK government agency leading the national drive to ensure the effective and 

innovative use of technology throughout learning), where she founded and chaired 
their Research Advisory Group. 

Published Articles & Research 

 Towards Artificial Intelligence-Based Assessment Systems 
Nature Human Behaviour 

http://www.nature.com/articles/s41562-016-0028


 Reflections on the Ecolab and the Zone of Proximal Development
International Journal of Artificial Intelligence and Education

 Limitless or pointless?: An Evaluation of Augmented Reality Technology in the

School and Home
International Journal of Artificial Intelligence in Education

 Technology to support parental engagement in elementary education: Lessons

learned from the UK
Computers & Education

 Do Web 2.0 tools really open the door to learning: practices, perceptions and

profiles of 11-16 year old learners?
Learning Media and Technology

Robert Ubell 

Vice Dean Emeritus, Online Learning at NYU School of Engineering, NYU 

Robert Ubell is Vice Dean Emeritus, Online Learning at NYU School of Engineering, 

where until recently he headed the school’s e-learning unit, NYU Tandon Online, 

ranked No. 8 by US News & World Report’s online graduate engineering programs. 

He is a recipient of the highest honor given for individual achievement in digital 

education, the A. Frank Mayadas Leadership Award. Earlier, as Dean of Online 

Learning at Stevens Institute of Technology, he launched WebCampus, which has 

won numerous awards for quality online education. 

In his publishing career, Ubell was editor of the national, award-winning New York 

Academy of Sciences monthly, The Sciences; American publisher of the premier 

http://discovery.ucl.ac.uk/1474759/
https://knowledgeillusion.files.wordpress.com/2012/02/limitlessorpointlessarpaper2011ijtel.pdf
https://knowledgeillusion.files.wordpress.com/2012/02/limitlessorpointlessarpaper2011ijtel.pdf
https://knowledgeillusion.files.wordpress.com/2012/03/technologytosupportparentalengagementinelementaryeducation.pdf
https://knowledgeillusion.files.wordpress.com/2012/03/technologytosupportparentalengagementinelementaryeducation.pdf
https://knowledgeillusion.files.wordpress.com/2012/03/doweb2toolsreallyopenthedoortolearning.pdf
https://knowledgeillusion.files.wordpress.com/2012/03/doweb2toolsreallyopenthedoortolearning.pdf


British science weekly, Nature; and founding publisher of Nature Biotechnology. He 

is the author or editor of 27 books and nearly 70 scholarly articles, as well as 

executive editor of the Cambridge Survey of Linguistics, Oxford Encyclopedia of 

Weather and Climate, and editor of the multi-volume American Institute of Physics 

series, Masters of Modern Physics. He is the editor of Virtual Teamwork (Wiley, 

2010), and his most recent book is Going Online (Routledge, 2017). He writes 
regularly for IEEE Spectrum and Inside Higher Ed. 

He has participated in numerous corporate and nonprofit boards, including the 

National Academy of Sciences, National Research Council and National Academy of 

Engineering, and he is currently president of the Board of the Parkinson's Unity Walk. 

Ubell has been the principal investigator of nearly $3 million in grants from the 

National Science Foundation, Sloan Foundation, IEEE Foundation and McGraw-Hill 
Education, among other sources. 

He has been a guest lecturer at MIT, Columbia's College of Physicians & Surgeons 

and University of Rochester, among other colleges and universities. He is a Fellow of 

the Online Learning Consortium and a Member of the Council of the Chongqing 

(China) International Exchange Association. As a member of the Online Learning 

Task Force of the Board of Regents, New York State Department of Education, he 

serves on the Advisory Board of Online Learning, the journal of the Online Learning 
Consortium. 

Published Articles & Research 

 There's No Successd Like Failure 
Inside Higher Ed 

 Is Online Running Out of Steam? 
Inside Higher Ed 

 MOOCs Find a Sweet Spot 
Inside Higher Ed 

 Let’s End the War Between Online and On-Campus Instruction 
Inside Higher Ed 

 

https://www.insidehighered.com/digital-learning/views/2017/07/19/moocs-test-personalized-online-learning
https://www.insidehighered.com/digital-learning/views/2017/05/10/online-running-out-steam
https://www.insidehighered.com/digital-learning/views/2017/04/12/three-steps-making-moocs-money-makers
https://www.insidehighered.com/digital-learning/views/2017/03/22/end-war-between-online-and-campus-instruction


Dr. Melina Uncapher 

Assistant Professor, Department of Neurology, UC San Francisco 

Dr. Melina Uncapher is an Assistant Professor in the Department of Neurology at 

University of California San Francisco, leading the department’s educational 

neuroscience efforts as Director of Education for Neuroscape, a new center that aims 

to bridge neuroscience and technology (neuroscape.ucsf.edu/education/). Dr. 

Uncapher has spent 16 yrs at the forefront of learning neuroscience and now applies 
research to solve real-world problems in education and technology. 

Dr. Uncapher leads a multi-university National Science Foundation-funded network 

studying how executive function contributes to academic achievement. She co-

founded and is CEO of Institute for Applied Neuroscience (scienceforgood.org), a 

nonprofit that arms educators and students with practical tools based on learning 

science. 

She also runs a National Institutes of Health (NIH)-funded research program that 

investigates whether technology use is associated with neurocognitive changes. She 

co-chaired a 2015 National Academy of Sciences conference on children and 

technology and sits on the board of the Institute of Digital Media and Child 

Development. She also holds an affiliation with Stanford’s Psychology Department 

and is a MacArthur Scholar. Her work has been highlighted in media outlets such as 

the New York Times, PBS and Frontline. Her science outreach work includes serving 

as Script Supervisor on the Emmy-nominated PBS TV series The Brain with David 
Eagleman, and as scientific advisor on an award-winning short film about the brain. 

http://neuroscape.ucsf.edu/education/
http://www.appliedneuro.org/


Published Articles & Research 

 Media multitasking and memory: Differences in working memory and long-term

memory

Psychonomic Bulletin and Review

 Electrocorticography reveals the temporal dynamics of posterior parietal

cortical activity during recognition memory decisions
Proceedings of the National Academy of Sciences, USA

 Goal-Directed Modulation of Neural Memory Patterns: Implications for fMRI-

Based Memory Detection

Journal of Neuroscience

 Increased functional connectivity between dorsal posterior parietal and ventral

occipitotemporal cortex during uncertain memory decisions
Neurobiology of Learning and Memory

https://memorylab.stanford.edu/Publications/papers/Uncapher_PBR16.pdf
https://memorylab.stanford.edu/Publications/papers/Uncapher_PBR16.pdf
https://memorylab.stanford.edu/Publications/papers/Gonzalez_PNAS15.pdf
https://memorylab.stanford.edu/Publications/papers/Gonzalez_PNAS15.pdf
http://www.jneurosci.org/content/jneuro/35/22/8531.full.pdf
http://www.jneurosci.org/content/jneuro/35/22/8531.full.pdf
http://www.sciencedirect.com/science/article/pii/S1074742714000835?via%3Dihub
http://www.sciencedirect.com/science/article/pii/S1074742714000835?via%3Dihub


Wonders has been created intentionally to address student needs in an educational  
setting with rapidly increasing demands and shifting demographics. McGraw-Hill  
Education has made a deep commitment to providing solutions that offer equity  
and access to each student, including those who have been historically underserved. 

In reviewing the program, look for:

• Print: Frequent opportunities to Level Up, building on student strengths to grow 
from Approaching Level to On Level, On Level to Beyond Level 

• Print: Access Complex Text supports designed to supplement background  
knowledge needed to comprehend core selections, providing equity  
of access to crucial content 

• Digital: Standard English Learners Handbook  
(Resources dropdown/Teacher Resources)

• Digital: Ready-to-send School to Home letters in English, Spanish, Chinese,  
Hmong, and five other languages, plus audio supports in these languages  
(Resources dropdown/School to Home) 

• PreK: World of Wonders PreK is specifically designed with differentiated  
pathways to build the background knowledge and routines that set even  
the youngest students up for academic success

Equity
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Equity and Access in Wonders 
By Maria Campanario, Educator & Consultant 

 “In the diverse classrooms of our schools, the number of diverse cultures 
represented may be daunting to an educator. But social emotional learning 
may be the scaffolding needed to support an equitable culturally responsive 

classroom.” — Maria Campanario 

Providing access to high quality instruction and creating the optimal conditions for learning are integral 
to student success and resolving achievement gaps. To support the work of educators in advancing 
equity and meeting the needs of all learners, Wonders was designed to teach the whole child and to 
promote a culturally responsive learning environment.  Our resources embed habits of learning and 
social emotional learning throughout the units and are intended to help teachers build a culture of 
collaboration in the classroom. 

McGraw-Hill Education understands the importance of rigor and high expectations for each student. We 
utilize contemporary thought and research in the field of literacy such as A Framework for Raising 
Expectations and Instructional Rigor for English Language Learners (2014) published by The Council of 
Great City Schools. In this document, the importance of rigor and equity is made clear: 

We conceive of a complete language learning experience for ELLs that is 
grounded in a theory of action that affirms that English Language Learners are 
capable of engaging in complex thinking, reading and comprehension of 
complex texts, and writing about complex material….effective lessons based 
on the standards and using grade-level appropriate, complex texts, ELLs will 
acquire the reasoning, language skills, and academic registers they need to be 
successful across the curriculum and throughout the school day (2014, p.3).  

Wonders provides access to complex, grade level content and skills—not only for English Learners, but 
for each student—by employing research-based instructional strategies developed by many of our 
authors, including Jana Echevarria, Doug Fisher, Timothy Shanahan and Diane August. 

Our theory of action is grounded in the belief that a high quality equitable solution provides all students 
with opportunities to access and fully engage with rigorous, grade-level standards.  The resources in 
Wonders allow students to participate meaningfully in every classroom activity by providing teachers 
with research-based scaffolding strategies that do not compromise rigor or instructional content.  Each 
student receives access in a comprehensible way to both grade level content and concepts in each unit 
of instruction.  

Wonders provides access for all in a culturally responsive learning environment. Among the features 
that support equity in these resources are:  

• Instruction that is rigorous, interdisciplinary and challenges students to develop higher-order
knowledge and skills.



• Instruction designed to accelerate learning, close achievement gaps and allow all students to 
master grade-level standards. 

• Instruction designed for learner variability and that incorporates multiple access points and 
diverse ways of acquiring and demonstrating knowledge. 

• Support for creating a learning environment that is relevant to—and reflective of—students' 
social, cultural, and linguistic experiences.  

• Instruction that provides ELLs with access to grade-level content and standards, while 
developing academic language proficiency; contextual support and language development is 
embedded and connected to grade-level content instruction.  

• Assessment tools that facilitate the use of actionable data to inform instruction and to help 
teachers respond more efficiently to individual student needs.  

• Access to culturally relevant, complex texts selected through both quantitative and qualitative 
measures.  

• Purposeful use of technology options for teachers to scaffold for diverse learners. 
• A student-centered approach to instruction that promotes student agency and ownership of 

their own learning. 
• A holistic approach designed to build a collaborative community of learners where all students 

feel empowered to take risks and share feedback.  
• Tools to promote family engagement with student learning.  

Wonders was created intentionally to address student needs in an educational setting with rapidly 
increasing demands and shifting demographics. As such, McGraw-Hill Education has made a deep 
commitment to providing solutions that offer equity and access to each student, including those who 
have been historically underserved.   

We join with educators every day to deliver high-quality, powerful classroom learning to help meet 
instructional goals and close achievement gaps. As partners, we are committed to providing access for 
all children and share in your commitment to ensuring equitable growth outcomes. 
 

For more information on the connection between equity in education and social emotional learning, 
please visit: https://medium.com/inspired-ideas-prek-12/the-link-between-equity-in-education-social-
emotional-learning-62f1279f172a 
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Introduction

F rom the day we are born, our brains are primed 
and ready to learn. We enter the world equipped 

to gather, interpret, synthesize, apply, and modify the 
enormous amount of information that is available to us 
through our senses. Together, these processes allow 
us to learn a remarkable variety of skills and content – 
everything from complex mathematics to driving a car to 
reading Shakespeare.

Interestingly, our brains are equally equipped to learn 
skills and content related to social behaviors and 
emotions, or what is now termed social and emotional 
learning (SEL). Moreover, research studies have 
demonstrated that all forms of learning, whether 
academic, social, or emotional, are inextricably linked 
(Zins, 2004). Stated another way: how we feel influences 
how we think, and conversely, how we think influences 
how we feel. 

Further, researchers have found that instruction in SEL is 
as critical to development and school success as academic 
instruction. For example, in a pivotal study of SEL 
programs across K–12 settings, Taylor and colleagues 
(2017) found that students who received social and 
emotional instruction and support programs gained 13 
percentile points in academic performance, social skills, 
behavioral skills, and attitudes over students who did not 
receive these programs.

Building Social and Emotional Learning into 
the School Day: Five Guiding Principles

About This Paper

Prepared by the Applied 
Learning Sciences division 
of McGraw-Hill Education. 

The Applied Learning 
Sciences team within 
McGraw-Hill Education 
School reviews existing 
scholarship and literature 
from multiple sources 
across a variety of 
domains that influence, 
inform, and strengthen 
content, pedagogy, and 
implementation. This 
white paper is a synthesis 
of existing research, 
intended to enlighten and 
inform the field about 
applied learning sciences in 
general. The various ways 
in which learning sciences 
research manifests 
itself within each of our 
programs specifically is 
managed by a research 
lifecycle, efficacy studies, 
and additional internal and 
external factors embedded 
in product development 
processes for each 
program (including 
ongoing iterative research 
with teachers and in the 
field).
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This study, along with others, provides a compelling argument for the integration of social and 
emotional learning into K–12 instruction. However, in order for students to reap the full benefits of 
SEL, it is important to ensure that SEL instruction takes place every day, in every school setting. 
With all that must be accomplished in a school day, how can teachers, administrators, and school 
staff also make time for social and emotional skills?

We have created this guide to help answer this question, drawing upon the extensive research that 
has informed the development of the SEL field. This guide is intended to support all stakeholders 
in the important work of building SEL into the academic day, at every grade level and in every 
setting.

Within this guide, readers will find five general principles for SEL integration, along with 
corresponding strategies for applying each principle. Each section also includes an example of a 
typical situation in which these strategies may be applied. Because every student and every school 
is different, we invite readers to incorporate their own strategies into this framework. 

Core Competencies

A fter decades of studying how children behave and interact both within and outside of 
school, experts have identified several specific sets of social and emotional skills, or SEL 

competencies, that are key to building positive relationships, managing emotions, and making 
decisions.  

The principles presented in this guide are designed to help teachers, school specialists, and 
administrators promote students’ development of these SEL competencies throughout the school 
day. Each principle supports one or more of the SEL core competencies listed below, as defined by 
researchers (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011; Greenberg, Domitrovich, 
Weissberg, & Durlak, 2017; Taylor, Oberle, Durlak, & Weissberg, 2017) and the Collaborative for 
Academic, Social, and Emotional Learning (CASEL, 2017):

5 Core SEL Competencies

1. Self-awareness: The capacity to reflect on one’s own feelings, values, and behaviors.

2. Social awareness: The ability to view situations from another perspective, respect the social 
and cultural norms of others, and celebrate diversity.

3. Relationship skills: The ability to initiate and sustain positive connections with peers, teachers, 
families, and other groups.

4. Self-management: The set of skills that includes self-motivation, goal-setting, personal 
organization, self-discipline, impulse control, and use of strategies for coping with stress.

5. Responsible decision-making: The ability to make choices that consider the well-being of oneself 
and others. 
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McGraw-Hill Education SEL Principles 

H elping students master the five SEL core competencies during a busy school day is not always 
easy or straightforward. The following guiding principles can be used to guide SEL planning 

and instruction at the classroom, school, and district levels. 

 ■ Create: Consciously create a nurturing, caring, and safe environment for students.

 ■ Integrate: Whenever possible, incorporate SEL skill-building into academic instruction.

 ■ Communicate: Communicate early and often about SEL with all stakeholders.

 ■ Instruct: Provide explicit guidance and instruction in SEL skills.

 ■ Empower: Empower students to take charge of their own social and emotional learning.

Guiding Principle: CREATE

Consciously create a nurturing, caring, and safe environment for students.

T he creation of a safe, positive environment is at the foundation of all SEL efforts, both within 
and outside a classroom’s walls. Though every school and every classroom will implement this 

principle differently, many choose to implement one or more of the same strategies, such as: 

CREATE strategies:

1. Greet each student by name, every day.

2. Collaboratively develop classroom rules and expectations with students.

3. Encourage students to hold each other accountable for meeting behavioral and social 
interactions.

4. Provide multiple ways for students to report, discuss, and work through conflicts.

5. Reward positive behaviors such as demonstrating respect.

6. Establish a school-wide anti-bullying policy, and monitor all school settings, including 
playgrounds, bathrooms, and cafeterias.

Example: Mr. Wheeler teaches fourth grade. In his school, students switch classes for math and 
ELA instruction, so he works with over 45 different students in any given day. Despite this volume, 
Mr. Wheeler makes it a point of saying hello to each student every day, and asking one personalized 
question (e.g. “Jana, is your baby brother feeling any better yet?”). 

Even though it took a little while, Mr. Wheeler worked with each section of students at the 
beginning of the year to come up with a set of shared classroom guidelines. Students agreed to 
follow these guidelines and worked together to build their own poster, which is proudly displayed in 
the classroom along with their signatures. 
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When Mr. Wheeler notices exemplary student behaviors that demonstrate mastery of the shared 
classroom guidelines, he asks those students to choose “power badges” corresponding to those 
behaviors. For example, a student who helps another student who was injured on the playground 
earns a “Hero” badge, which is placed on the desk for the week. Mr. Wheeler also encourages 
students to award each other badges, which reinforces a sense of community.   

Guiding Principle: INTEGRATE

Whenever possible, incorporate SEL skill-building into academic instruction.

I t can be challenging to fit everything into the school day. Instead of viewing SEL as one more 
requirement to fit into an already-busy school day, consider how you might integrate SEL and 

academic content into your existing instruction.

In fact, learning science supports this type of integration, because so many of the cognitive 
processes involved in learning academic content are tied to those involved in emotion, behavior, 
and decision-making. You may notice a natural alignment between SEL skills such as working 
toward goals, attentional control, or perseverance, and the academic work that your students 
encounter each day. Approaches to SEL integration vary depending on instructional needs and 
available resources, but should include content and problem-solving opportunities that are relevant 
to students’ lives.

INTEGRATE Strategies:

1. Choose a text with an SEL-related topic for use in a literacy lesson.

2. Offer a problem-based project based on students’ topics of interest.

3. Design a full classroom unit based on a real-life theme (e.g. helping a local organization 
increase environmental sustainability)

4. Point out how academic skills, such as persuasive writing, can also promote positive and 
constructive social interactions. 

5. Build creative writing and/or activities into the day that allow students to express emotions in 
a safe space.

6. Metacognition (thinking about one’s own thinking) is an important part of SEL. All content 
area instruction can be enhanced by offering opportunities for self-reflection on students’ own 
problem-solving, tool selection, organizational strategies, and other thought processes.

Example: Ms. Navarro teaches in a fully-inclusive setting, with six English language learners and 
several students who require instructional accommodations. Because she must address such a 
wide variety of learning needs, Ms. Navarro is hesitant at first when the district announces its 
commitment to SEL programming.
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However, with the help of other teachers on her team, the school counselor, and the reading 
coach, Ms. Navarro discovers that many of the instructional activities in her classroom are already 
perfect candidates for including SEL components. In November, Ms. Navarro introduces a student-
led problem-based unit on games. During the unit, students work collaboratively to research 
games throughout history, write stories around game narratives, explore the mathematics 
involved in games such as dominoes, and design games to be played with the younger first- and 
second-grade students in the school.

Reflecting on student outcomes, Ms. Navarro finds that this SEL-enhanced instructional unit 
allowed students to develop and practice academic skills and SEL-related skills simultaneously. For 
example, when testing out their game ideas, Ms. Navarro coached students to view the game from 
another child’s perspective: “this makes sense to a third grader, but how would a kindergarten 
student play if she doesn’t know how to multiply yet?” The collaborative nature of the project 
also ensured students had plenty of rich opportunities throughout the day to practice conflict 
resolution, problem-solving, and metacognition.

Guiding Principle: COMMUNICATE

Communicate early and often about SEL with all stakeholders.

E ffective implementation of SEL instruction is not a lone venture. To provide a rich social and 
emotional learning environment, all stakeholders must exercise their own SEL competencies, 

beginning with strong communication and the establishment of a solid SEL vision.

How to begin? It can be helpful to first identify any and all stakeholders who will be involved in SEL 
efforts. These may include:

 ■ Students

 ■ Families

 ■ Teachers

 ■ School staff

 ■ Administrators

 ■ Community members

These stakeholders are all part of the important work of social and emotional learning, and strong 
communication will help ensure that students reap the full benefits of SEL programming. 

Studies in school, family, and community partnerships have helped establish a number of 
strategies for effective communication across various groups.
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COMMUNICATE Strategies

Communicating with Families

1. Provide families with the same general SEL concepts you are presenting to students. For 
example, if you are encouraging students to follow a specific process for responding to 
another’s feelings, explain that same process to family members so that it can also be modeled 
at home.

2. Learn about your students’ families, ideally through face-to-face interaction. This will help 
ensure your SEL instruction is culturally responsive and builds on the strengths and knowledge 
of families. 

3. Demonstrate and model the same empathy skills you are helping your students develop. Offer 
respect and understanding for the unique circumstances of each family.

4. Send home short notes to families when a student has successfully demonstrated an SEL skill 
(e.g. “When another student fell on the playground, Jess came right over to make sure she was 
okay!”).

Communicating with School Staff (colleagues)

1. Teacher preparation is key to successful SEL implementation. However, many school staff 
do not receive instruction in SEL as part of their pre-service training.  Ongoing professional 
development training is a critical way to communicate internally about SEL.

2. Researchers recommend that schools form a core team of school staff and administrators to 
lead in the communication and integration of SEL into school-wide practice.

3. School staff may wish to hold regular observation and coaching sessions for each other, in 
order to practice, refine, and discuss SEL strategies.

Communicating with Community Partners:

1. Invite members of the community (e.g. business owners, librarians, fire fighters) to present 
to your class about how a specific SEL topic, such as teamwork, impacts their work in the 
community.

2. Together with students, write newsletters describing some of the SEL-related work that takes 
place in the classroom. Note: be careful to take precautions around student privacy (e.g. 
names, photographs). 

3. Feature any SEL-related activities or events on the school website, and send links to key 
members of the community.

Example: Hillview Elementary School has recently incorporated SEL into its school mission. At the 
beginning of the school year, the principal sent home a special bulletin to help students and families 
understand the definition and core competencies of SEL and why it is so important for students’ 
success.



Learn more about our solutions.  Visit mheducation.com/prek-12/explore/learning-science  7

A new SEL page on the website was created to feature related topics and activities. The page 
includes a “family corner” with resources for connecting SEL skills learned at school to practice at 
home. SEL-related events, such as the town’s upcoming multicultural feast, are highlighted in the 
news section of the website. The page also includes games and role-playing activities for students 
to try at home and at school.

Students themselves have an important role in Hillview’s SEL communications. This year, 
the fifth-grade students have taken on the role of “reporters,” looking for and writing about 
examples of specific student actions and behaviors that demonstrate SEL competencies. Each 
week the students focus on a new SEL skill. For example, this week, fifth graders are reporting 
on demonstrations of respect for others. These stories are then published (with pseudonyms 
substituted for student names) in the school’s print and digital newsletters. 

Guiding Principle: INSTRUCT

Provide explicit guidance and instruction in SEL skills.

J ust as with academic content, social and emotional learning is achieved through instruction 
and practice. Although many SEL skills may seem intuitive or easy for adults, these same skills 

may be new, confusing, and unfamiliar to students. By providing explicit guidance and instruction, 
educators can ensure that students have a clear understanding of SEL content and expectations.

Often, guidance in social interactions, behavior, and emotions is offered at a “crisis” point, only 
after a negative incident has taken place. Teachers and school staff can work together to build in 
teachable SEL moments before such incidents, using the same sorts of strategies they use to teach 
academic skills and content.

INSTRUCT Strategies:

You can enhance children’s SEL learning by following a general process for introducing and 
developing each new SEL skill:

STEP 1 -  Provide a rationale: To increase student motivation and attention, explain why the SEL 
skill will be important for everyone to learn. If possible, offer one or two real-world 
examples.

STEP 2 -  Define the skill: Provide a concise, concrete definition of the skill. Use straightforward, 
objective language and check to make sure students understand the definition.

STEP 3 -  Model how to use the skill. Offer students examples of how the skill may be used in 
different contexts. If possible, ask students to help role-play use of that skill in these 
different contexts. 

STEP 4 –  Present opportunities to apply the skill. Class activities, such as games or short hands-
on exercises, can be effective tools for allowing students to practice applying a new skill. 
Be sure to point out when that same skill can be used in other settings as well, such as 
during a math lesson or during recess. The more opportunities students have to practice, 
the better! As in any other learning process, feedback from both teachers and peers is an 
important part of the application stage.



Learn more about our solutions.  Visit mheducation.com/prek-12/explore/learning-science  8

STEP 5 –  Revisit the skill throughout the year. Research has shown that short-duration, single-
topic SEL programs are less effective than more comprehensive programs that allow 
students to review and practice skills over time (or even from grade to grade). Every 
week or two, review earlier skills and point out ways that those skills may connect to 
what you are currently working on together.

A number of additional strategies may also be used to in order to provide explicit guidance and 
instruction in SEL:

1. For SEL skills that require students to follow a recommended process (e.g. resolving a 
disagreement with a peer), you may wish to place visual reminders of the process throughout 
the classroom. Posters and small reminder stickers for desks are often used for this purpose.

2. The differentiated learning practices used in academic instruction should be extended to any 
SEL content that is taught. Based on the individual and group needs of students, be sure to 
include multiple methods and modalities for each SEL skill (e.g. include writing activities, 
dramatic play, media, and discussion).

3. Short, personalized illustrative texts, such as the Social Stories first introduced by Carol Gray 
in the 1990s (Gray & Garand, 1993), are effective tools for explicitly illustrating a focused SEL 
concept. These stories are typically written by teachers and are tailored for specific students or 
groups of students to illustrate SEL content via a customized, safe, and positive format.

4. Explicitly teach protocols and procedures for handling challenging social situations. Recognize 
that time spent on topics such as conflict resolution counts as “a teachable moment” just as 
time spent on academic content.

5. Set specific individual and class goals for specific time periods. For example, for students who 
are learning how to offer constructive feedback to peers, encourage students to provide at 
least three positive comments and three helpful comments during each work session.

6. Invite family and community members to contribute tips and tricks that they use to effectively 
manage emotions and social itneractions.

7. Whenever an example of a social and emotional skill presents itself, whether in real-time in the 
classroom or as part of classwork (e.g. watching a video clip), take a moment to describe and 
discuss that skill with students.

Example: Grady is a student teacher in his second semester of his pre-service training. He has been 
placed in a bilingual kindergarten under the guidance of a veteran teacher, Mrs. DeFusto. A strong 
advocate of integrating SEL into instruction, Mrs. DeFusto has worked throughout the year to 
help Grady develop his understanding of social and emotional development among young children 
from a wide variety of cultures. 
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At the beginning of the year, Mrs. DeFusto modeled how to develop classroom rules and 
expectations together with students. However, both teachers have begun to notice an increase 
in problematic behaviors, particularly right after lunch and recess. Mrs. DeFusto decides to hold 
a class meeting to review the classroom rules and expectations, but Grady notices that several 
students still have trouble transitioning from the playground to the classroom without losing 
belongings, having trouble lining up, or entering the classroom without disturbing the class next 
door.

Later that week, Grady invites a few of the classroom volunteer parents to brainstorm a solution 
together over lunch. The group creates an acronym, CALM, which they introduce to the class the 
next morning:

C – Check yourself. Check around you to make sure you have your lunchbox, your jacket, and 
anything else you brought with you. You should also check to make sure you understand any 
directions.

A – Ask questions. If you aren’t sure what to do, ask a friend or an adult.  

L – Line up. When it is time to move from one place to another, line up with your class buddy.

M –  Move carefully. Please walk quietly and carefully from one place to the next. Please don’t touch 
anyone around you, and keep your voice at whisper level.

The class makes laminated pocket cards with the CALM acronym, which they bring with them for 
the first few weeks as they learn how to follow each step. A few students still have some difficulty 
with the process. Grady spends time with engaging in role play to demonstrate the process in 
different contexts. With time and practice, the CALM strategy becomes a natural part of all their 
classroom transitions.

Guiding Principle: EMPOWER

Empower students to take charge of their own social and emotional learning.

T o reap the full benefits of social and emotional instruction, it is essential that students of all 
ages are offered continuous opportunities to apply what they have learned, both in and out of 

the classroom. 

Teachers, administrators, and other school staff can foster this by creating a culture of student 
empowerment. This does not mean that adults should give up full control of what happens in 
school. Rather, adults can spend some of the school day as facilitators, while helping students build 
positive, safe environments and providing guidance and support as needed.

EMPOWER Strategies

1. Examine your own beliefs as an educator. If you believe that students are talented, engaged, 
and intelligent individuals who are capable of incredible growth, it becomes more likely your 
students will believe this themselves – setting the stage for positive social and emotional 
development. 
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2. Provide data and feedback that students can use to modify and extend their own application of 
SEL strategies learned in the classroom.

3. Include student-led activities throughout the school day, in which adults serve as facilitators 
but students direct the interactions. 

4. Involve students in discussing and solving real-world problems. This not only helps connect 
skills to content, but provides rich and complex situations for practicing discrete skills 
independently. 

5. Hold regular class meetings to allow students extra practice with skills such as self-
management in a group, turn-taking, and communicating with others.

6. Offer choices throughout the school day in order to encourage a sense of autonomy and 
promote decision-making skills. Demonstrate aloud the thought process behind making a 
careful and thoughtful choice.

7. Provide opportunities to safely fail, and learn from that failure.

8. Offer students scheduled time to interact with students from other classes or grades. 
Encourage students to alternate playing the role of teacher, coach, and student.

9. Ask students about what they need. Establish multiple venues for expressing thoughts, 
feelings, and needs (e.g. a class mailbox, lunch with a teacher, and voice recorders for students 
who may prefer talking over writing).

Example: It is no secret that students in Christine Cook’s third grade class love coming to school, 
and when asked, Ms. Cook often says it begins with a handshake. Every morning as students 
enter the classroom, they are greeted with a handshake by Ms. Cook, who then distributes a 
morning “thought question.” As students settle in before the school announcements, students are 
encouraged to use their computers or devices to type their anonymous response to the question 
in a document that is then shared after the announcements. Whenever possible, the thought 
question is tied to one of the day’s lessons. For example, one recent thought question was, “would 
you rather use your knowledge of coordinate grids to help plan out a community garden to feed 
people in the neighborhood, or to help design a playground for kids on your block so they have a 
new place to play?” 

Students then lead the daily class meeting, starting by reading of a few of the responses to 
the thought question. Taking turns, students are encouraged to spend a few minutes offering 
constructive feedback or asking follow-up questions. During the meeting, students also are in 
charge of communicating the daily schedule and collecting any questions they may have for Ms. 
Cook.

At times, Ms. Cook uses the thought question to introduce academic content. In the coordinate 
grid example, Ms. Cook asked students to work in small groups later that day, in order to solve a 
series of math problems culminating in the design of a hypothetical playground. When students 
made mathematical errors, Ms. Cook encouraged groups to share and examine these errors as a 
group, as a concrete demonstration of how failure can lead to learning and later success. 
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Joining Hearts and Minds through SEL

E ducation is a remarkable, intricate, and constantly changing paradigm. No two students, or 
teachers, or classrooms are the same. However, at the core of every educational endeavor 

is one unchangeable fact: we are, all of us, human. As such, we must all recognize that our 
astonishing capacity to learn extends not only to the rich academic content encountered in 
schools, but also to our emotions and relationships with others.

The principles and strategies offered here are designed to offer a framework for addressing this 
fundamental human element, and help all educational partners support both the hearts and the 
minds of all students.  By pairing positive social and emotional learning with high quality academic 
instruction, students will not only capitalize on their powerful, innate learning abilities, but will 
build skills that will have a positive impact on lives throughout their school years and beyond.
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Social-Emotional Development
by Dr. Tracy L. Spinrad
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Overview

W ith increasing standards for literacy and math, educators have often overlooked the 
role of children’s social-emotional skills. Recently, however, researchers have argued 
that children’s emotional development (including how children display emotions 

and regulate themselves) and their social skills are equally important to academic success as 
their cognitive skills (Denham, 2006; Raver, 2002). Early academic achievement is critically 
important because children who have difficulty in the early school years tend to continue to 
perform poorly throughout the elementary school years. Given such, it is imperative that children’s 
programs to improve academic success also focus on children’s social and emotional competence.

There are a number of important social-emotional skills involved in children’s success in school. 
This paper will focus on three key social-emotional areas:  

• Effortful Control/Regulation

• Emotion Understanding

• Emotional Expressivity

Each of these key skills has been shown to be directly related to how well children transition 
into formal schooling. Further, there is evidence that these skills have indirect effects through 
other areas of social-emotional development (Eisenberg, Sadovsky & Spinrad, 2005).

Effortful Control/Regulation

Effortful control is a term used to refer to the regulatory aspect of temperament. In their 
chapter from the Handbook of Child Psychology, Rothbart and Bates (2006) define effortful 
control as “the ability to inhibit a dominant response and/or to activate a subdominant 
response, to plan, and to detect errors” (p. 129). Thus, effortful control is typically viewed 
as the ability to willfully deploy attention (attention focusing and shifting) and inhibit or 
activate behavior as required.

http://www.mheducation.com/prek-12/program/microsites/MKTSP-BGA04M0/products-wonders-prek.html?cid=prt%7cmhse%7cWorld_of_Wonders%7cMh%7cSocial_Emotional_White_Paper%7c
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Imagine a child who tends to work on a task for a long period and who keeps his mind on the 
activity until it’s done. He doesn’t seem to have trouble listening to instructions and is able to  
plan out the things needed for activities. This child would be demonstrating high effortful control. 
On the other hand, a child who has difficulty waiting her turn, cannot sit still when asked, and is 
easily distracted when listening to a story would be demonstrating low effortful control skills.

Effortful control also plays an important role in children’s control of emotions. Consider the 
following examples: First, a 3-year-old child is dropped off at preschool by her mother. As soon as 
the mother leaves the room, the child cries, runs to the door, and tries to get it open. She kicks the 
door and continues to fuss and cry in sadness and anger. The child cannot be distracted from the 
door, even when the teachers attempt to comfort her. Now consider a second example in which the 
mother leaves the room. A child with high levels of effortful control may become upset, but he has 
the ability to find activities to distract himself. He does not stare at the door, and he is able to wait 
for his mother to come back. He settles down quickly and inhibits his desire to kick and scream at 
the door. 

Early forms of effortful control are thought to emerge around the end of the first year of life, 
with rapid improvements with age. These improvements are thought to be the result of motor and 
cognitive maturation, although there is also evidence that children’s environments can promote 
the development of effortful control (Spinrad et al., 2007). There is considerable development in 
effortful control in the preschool years (Kochanska et al., 2000). These skills continue to develop 
through grade school and adolescence (Murphy, Eisenberg, Fabes, Shepard & Guthrie, 1999).

What are the implications of effortful control to school readiness? 

One would expect that effortful control would be related to how children perform in school for a 
variety of reasons. Children who can sit still, pay attention in class, ignore distractions, and follow 
directions are likely to perform well academically. Indeed, researchers have shown that children 
with high effortful control tend to have high general academic skills (Kopystynska, Spinrad, Seay 
& Eisenberg, 2016; NICHD Early Child Care Research Network, 2003; Valiente, Lemery-Chalfant 
& Castro, 2007; VanSchyndel, Eisenberg, Valiente & Spinrad, 2015). These findings have been 
replicated in preschool and school-aged samples (Blair & Razza, 2007; McClelland et al., 2007).

In addition to general academic skills, a number of studies to date have shown that measures  
of effortful control predict children’s literacy skills. Liew and colleagues (2008) showed that 
children who were able to slow down their motor activity, such as walking slowly immediately  
after walking quickly, scored higher on a reading achievement test when they were in third grade. 
There is an emerging pattern of results showing that effortful control is related to both literacy 
and mathematics skills (Blair & Razza, 2007; McClelland et al., 2007; Valiente et al., 2013). 

It has been argued that children’s effortful control is important to children’s academic skills not 
only because effortful control may help children excel in the classroom environment, but also 
because this ability likely influences other socio-emotional factors. That is, effortful control is 
believed to help children have:
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• good relationships with their teachers

• the ability to behave well and to get along with peers

• fewer behavioral issues, such as aggression and conduct disorders

• high motivation in school, high perceptions of school as enjoyable, and high levels
of participation in class

High effortful control is related to relatively high-quality relationships with teachers. As would be expected, 
students who have difficulty regulating their attention and behavior are also likely to develop poor 
student-teacher relationships. Children’s relationships with their teachers have been characterized 
by either conflict or closeness (warmth and support). Conflict between teachers and their students 
may result in less instruction, less one-on-one time, and less positive feedback. On the other 
hand, children who know how to control their emotions and behavior tend to develop a close and 
warm relationship with their teacher. In a sample of low-economic preschool-aged children, Silva 
and colleagues (2011) showed that effortful control predicted more supportive teacher-child 
relationships. These associations also have been found in school-aged children (Diaz et al., 2015; 
Rudasill & Rimm-Kaufman, 2009). 

Well-regulated children tended to develop more positive relationships with their teachers;  
in turn, they are thought to feel more comfortable in school, are more likely to participate in 
the classroom, and enjoy being in school—factors that have been shown to predict better 
academic achievement (Ladd, Birch & Buhs, 1999; Silva et al., 2011).

High effortful control is related to relatively high social competence and peer relationships. Children with 
higher effortful control are able to manage their emotions, get along with others, and engage in 
socially appropriate behaviors. In addition, children who are high in effortful control are also able 
to bounce back from stress (Taylor, Eisenberg, Spinrad, Eggum & Sulik, 2013). 

My colleagues and I have shown that effortful control helps children to follow rules and do what 
is asked of them. In one study, we measured children’s wholehearted compliance—the ability of  
a child to follow rules without having an adult continually monitoring the child or repeating the  
rules or request. This type of compliance is thought to reflect children’s internalization of the 
rules. We have shown that, even in toddlerhood, children’s effortful control predicted higher 
wholehearted compliance (Spinrad et al., 2012). 

Studies have consistently shown that effortful control is associated with children’s social skills and 
peer acceptance (Eisenberg et al., 2001; Hanish et al., 2004; Iyer, Kochenderfer-Ladd, Eisenberg 
& Thompson, 2010; Spinrad et al., 2006, 2007). For example, in a sample of school-aged children, 
Spinrad and colleagues (2006) showed that effortful control predicted teachers’ ratings of how 
well children are liked by their peers over time, even after controlling for levels of likability two 
years earlier. When children are accepted by their peers, they tend to enjoy school more, have 
better work habits, and tend to have higher academic achievement (Buhs & Ladd, 2001; Valiente, 
Lemery-Chalfant, Swanson & Reiser, 2008; Valiente, Lemery-Chalfant & Swanson, 2010; Valiente 
et al., 2011; Wentzel, 2003).
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High effortful control is related to relatively low behavioral issues in children. The evidence is quite consistent 
that children with poor regulation skills have more externalizing problem behaviors, such as 
aggression and conduct problems/delinquency, across various ages (Eisenberg et al., 2005; see 
Eisenberg, Spinrad & Eggum, 2010, for review). Children with such problems are thought to be 
disruptive in class, have difficulties with their teachers and peers, and may miss out on classroom 
opportunities while being disciplined for misbehavior. Thus, these children are at risk for academic 
problems (Graziano, Reavis, Keane & Calkins, 2007; Ladd, Birch & Buhs, 1999; Ladd & Burgess, 
2001; NICHD Early Child Care Research Network, 2003). 

High effortful control is related to relatively high academic motivation. Children who show academic 
motivation tend to enjoy and look forward to going to school, and they engage and participate in 
classroom activities. Children who are low in effortful control are believed to experience negative 
emotions and frustration in the classroom—feelings that likely undermine children’s enjoyment 
of school. On the other hand, children with relatively high regulatory skills are thought to develop 
feelings of inclusion and involvement in school (perhaps through their social relationships at school).

Indeed, research supports this notion. Children with high effortful control tend to report that 
they enjoy school, look forward to going to school, and seem happy at school. They do not tend to 
dread going to school or make up reasons to stay home from school (Swanson, Valiente & Lemery-
Chalfant, 2012). Effortful control has been shown to predict children’s school engagement, school 
enjoyment, and classroom participation, and in turn, these children demonstrate higher academic 
achievement (Valiente et al., 2007; Valiente, Swanson, Lemery-Chalfant & Berger, 2014). 

Emotion Understanding

Emotion understanding involves being able to identify one’s own and others’ experienced and 
expressed emotions, understanding the causes and consequences of emotions, and recognizing 
which emotions are appropriate given particular circumstances and contexts. Developmentally, 
children begin using emotion labels (e.g., feeling bad, feeling good) around 1.5 to 2 years of age 
(Widen & Russell, 2008), and as cognitive and language skills increase, are able to recognize and 
label basic emotions of happy, sad, afraid, and angry between 2 and 3 years of age. By preschool 
age, children are better able to understand the contexts surrounding particular emotions; for 
example, preschoolers develop the knowledge that going to get an ice-cream cone might make 
someone feel happy, whereas losing a favorite toy might make someone feel sad.

What are the implications of children’s emotion understanding to their academics?

Children’s understanding of emotions may be related to children’s academic success because this 
skill enables children to communicate effectively with teachers and peers. Further, children who 
are more advanced in their understanding of emotions may also be better able to work well with 
others, find the classroom setting as enjoyable, and not become overly stimulated.

Indeed, research, albeit limited, has demonstrated a link between emotion understanding and 
school success. Izard and colleagues (2001) showed that low-income children’s ability to recognize 
and label emotional expressions was predictive of third-grade academic achievement, even after 
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taking into account children’s initial verbal skills. There have been additional studies that also 
support the positive association between emotion understanding and academic achievement 
(Leerkes, Paradise, O’Brien, Calkins & Lange, 2008; Rhoades et al., 2011; Torres et al., 2013; 
Trentacosta & Izard, 2007).

Researchers have argued that emotion understanding impacts children’s academics because such 
skills predict other aspects of social-emotional behavior, such as high effortful control/emotion 
regulation, high social competence, and positive peer relationships.

Emotion knowledge is related to high effortful control/regulation skills. Emotion knowledge is likely  
related to children’s academic outcomes partly due to its impact on children’s effortful control. 
Children who are able to understand emotions and communicate about them are likely better  
able to regulate themselves by using their emotion understanding to choose effective regulatory 
tactics when upset and by communicating about their feelings. Further, it is likely that children 
who are high in effortful control are able to learn more about emotion-related issues because  
they do not become overly distressed in emotional situations. On the other hand, when children 
are dysregulated and over-aroused, they may be more likely to be focused on their own  
negative feelings. These reactions are hypothesized to reduce their focus on others’ feelings  
and experiences. 

Although research in this area is somewhat limited, there is evidence that emotion understanding 
is related to effortful control (Maggio et al., 2016; Schultz, Izard, Ackerman & Youngstrom, 2001; 
Trentacosta et al., 2006). In one noteworthy study, Rhoades and colleagues (2011) showed that 
preschoolers’ emotion knowledge predicted later academic achievement because of its impact on 
their regulation skills. This finding suggests that emotion knowledge provides skills for children  
to handle their own emotional arousal, and in turn, these skills provide important tools necessary 
for learning. 

Emotion understanding is positively related to children’s social competence and peer relationships. 
Understanding emotions and the experiences that are associated with emotions are expected  
to be critical for children’s social competence and peer relationships. Children who understand 
others’ emotions ought to be able to respond to others’ cues accordingly. In a recent study, 
Sette, Spinrad, and Baumgartner (2016) showed that Italian preschoolers’ ability to recognize 
emotions positively predicted their socially appropriate behavior a year later, even after controlling 
for stability in children’s socially appropriate behavior. Thus, children who can identify facial 
expressions of emotions are better able to respond to others in appropriate ways. For example,  
if a child understands the facial expression of sadness, she can respond to a peer with sympathy 
when she sees the expression. Other studies have confirmed the relation between children’s 
emotion knowledge and their social skills or peer acceptance (Arsenio, Cooperman & Lover, 
2000; Denham et al., 2012; Mostow, Izard, Fine & Trentacosta, 2002). Thus, children’s emotion 
knowledge may impact children’s academic competence indirectly through children’s social skills 
and positive peer relationships. 

Learn about World of Wonders Social-Emotional Development. Visit mheonline.com/SocialEmotional

http://www.mheducation.com/prek-12/program/microsites/MKTSP-BGA04M0/products-wonders-prek.html?cid=prt%7cmhse%7cWorld_of_Wonders%7cMh%7cSocial_Emotional_White_Paper%7c


6

Emotional Expressivity: What Are the Implications for School Success?

Children differ in their proneness to positive and negative emotions. That is, some  
children seem to be quite delighted when exposed to new experiences and people, whereas other 
children tend to be easily frustrated, upset, or fearful in a variety of situations. Children’s general 
tendencies to express positive and/or negative emotions reflect their emotional expressivity. 
Emotional expressivity is thought to impact children’s engagement in learning tasks. In particular, 
positive emotions, such as excitement and happiness, are thought to contribute to learning 
because such emotions are thought to contribute to children’s tendencies to engage with people 
and activities. Thus, children who express positive emotions may be more curious and have the 
desire to explore (Fredrickson, 2001). On the other hand, the expression of negative emotions 
may limit children’s engagement, may be disruptive, and may undermine children’s learning. That is, 
children who are easily upset or frustrated may avoid challenging activities in the classroom.

Researchers have shown that children’s positive affect is important to children’s school success.  
One recent study showed that children’s positive emotions in class positively predicted  
teacher-reported academic skills (Hernandez et al., 2016a). The researchers hypothesized that 
perhaps positive emotion in the classroom reflected enjoyment or positive interactions with  
others during classroom activities. On the other hand, positive emotion expressed during  
lunch/recess negatively predicted later academic success, which may reflect children’s over-
exuberance or intense excitement. Children who are overly positive during recess may undermine 
their self-control in class. Thus, the context for positive emotion seems to matter for children’s 
school adjustment. Negative emotionality in both the classroom and at lunch/recess was negatively 
related to academic achievement (Denham et al., 2012). 

Further, children’s tendency to express more positive and/or negative emotions is likely to impact 
their relationships with teachers and peers. Children who express more positive emotions tend 
to show more empathy toward others’ emotions and demonstrate fewer problem behaviors 
(Hernandez et al., 2015) and have better relationships with peers (Hernandez et al., 2016a, 2016b) 
and teachers (Diaz et al., 2015). On the other hand, young children’s negative emotions have been 
linked to higher levels of problem behaviors and difficulties with peers (Eisenberg et al., 2001, 
2005). In particular, both frequency and intensity of anger have been associated with problem 
behaviors in school-aged children, such as externalizing symptoms (Eisenberg et al., 2010).

Can Social-Emotional Skills Be Taught?

Researchers are beginning to seek evidence as to whether teaching children social and emotional 
skills may improve their academic readiness. There have been relatively few instructional programs 
designed to teach children social-emotional skills, and most programs have targeted a variety of 
social-emotional skills rather than specific or individual skills. 
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There is some evidence that a variety of school-based instructional programs that have been 
designed to teach social skills are effective in improving children’s effortful regulation, behavior 
problems, and later academic achievement (Bierman et al., 2008; Diamond, Barnett, Thomas & 
Munro, 2007; Li-Grining et al., 2011). However, complexities in the impact of these programs need 
to be considered. For example, children’s age, initial levels of regulatory skills, and proneness to 
negative emotions may be important considerations when determining whether the programs are 
effective. More than likely the programs are effective for some children, but not others. One could 
imagine that a child who is more “at risk” (i.e., who is prone to getting frustrated easily, who is 
unregulated, and who acts up) might benefit from these programs more than a child who doesn’t 
have as much “room for improvement.” Researchers must conduct more research to consider 
these complex issues. 

Conclusions

How well children do in school is not only due to their ability to recognize letters and have a  
sense of numbers. Social and emotional behaviors highly impact their readiness for school.  
A primary goal for preschool and early elementary education should be to promote children’s 
effortful control and emotion understanding, and to understand how individual differences 
in children’s proneness to positive and negative emotionality may be important for children’s 
academic success.
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Overview

T he start of kindergarten represents children’s transition into the formal setting of 
schooling. The ease with which children experience this transition is often seen as 
predictive of  their future achievement; for instance, children who enter kindergarten 

with limited academic skills (pre-reading and math competencies, for example) often lag 
behind their more skilled peers through the primary grades in the major content areas. Early 
education programs are seen as an important mechanism for helping children develop the 
competencies and skills they need to seamlessly transition to kindergarten.

Kindergarten Readiness:

Kindergarten Readiness: A Definition and Overview

 The term “kindergarten readiness” conveys the idea that there are certain skills 
and competencies children should have developed by the start of kindergarten. The 
idea that children should be “ready” for kindergarten highlights the distinctiveness 
of kindergarten from preschool and other early care settings. That is, although a 
majority of young children participate in center-based care in the years before they start 
kindergarten, even those that are school-like and emphasize academic preparation, the 
environment and expectations of the typical kindergarten classroom differ significantly 
from earlier learning settings. As compared to preschool, kindergarten has more teacher-
directed activities and fewer child-directed activities, more whole-class routines and less 
decentralized free play, and less frequent communication between the teacher and families 
(Rimm-Kaufman & Pianta, 2000). In addition, the kindergarten classroom typically 
has a higher teacher-child ratio than earlier center-based settings, thus children may 
have fewer one-on-one interactions with the teacher than occurred in early education 
settings. Finally, an important difference between the kindergarten experiences and early 
care-giving experiences has to do with the expectations of teachers and the standards 
required of the curriculum. Children are expected to be able to maintain their attention 
for sustained periods of time, to monitor and manage their own behaviors, to follow 
instructional routines, and to learn the skills targeted within the curriculum.

 An important issue for researchers, practitioners, and policy makers concerns 
establishing which kindergarten-readiness skills are most important for easing 
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children’s transition to the kindergarten setting. These are the skills that ought to be 
targeted most explicitly in preschool programs and monitored within kindergarten readiness 
screening programs. Typically, readiness skills are grouped into three general areas: (1) 
academic skills, (2) social-emotional skills, and (3) learning-related behaviors. The chart on 
pages 3–4 gives an overview of these three areas and skills within each. Academic readiness 
skills represent the most important forerunners to academic achievement in reading and 
math. For reading, important indicators of school readiness include vocabulary knowledge, 
letter-name knowledge, print awareness, and phonological awareness. Measured at or 
around the start of kindergarten, children who have well-developed skills across these four 
skill areas tend to be better future readers than children with less-developed skills (Lonigan 
& Shanahan, 2009). For math, important indicators of school readiness include early 
number competence, including basic counting, subitizing, and cardinality (Jordan, Kaplan, 
Ramineni & Locuniak, 2009). Subitizing refers to instantly knowing how many items are 
in a set without counting them (e.g., recognizing three blocks on sight). Cardinality refers 
to knowing the number of items in a set (e.g., that a basket contains three apples). When 
counting the items in a set, children must understand that the last item counted represents 
the number of items in the set. Additional important indicators include basic patterning, 
geometry, and measurement and data (Nguyen et al., 2016). Early number competence is by 
far the strongest, positive measure for predicting longer-term math outcomes (Nguyen et 
al., 2016). Thus, children who have strong number competence at the start of kindergarten 
are likely to have better math achievement in the later grades than children without these 
skills (Jordan et al., 2008). 

 Social-emotional skills are the second area of kindergarten readiness that represent 
a child’s ability to behave appropriately in social situations (behavioral competence), and 
to form and maintain peer relations and positive relations with adults (social competence). 
Regarding behavioral competence, researchers often focus on the child’s internalizing and 
externalizing behaviors and the extent to which these may achieve problematic levels. 
Internalizing behavior problems are problematic behaviors directed inwardly at one’s self. 
For young children, problematic internalizing behaviors include withdrawing from others 
and being overly anxious or sad. Problematic externalizing behaviors include talking back 
to others, being verbally or physically aggressive, and having temper tantrums (Wu, 
Willcutt, Escovar & Menon, 2014). Although children vary greatly in their internalizing and 
externalizing behaviors, in general, relatively few children show extremely severe problems 
in either aspect (Pentimonti, Justice & Kaderavek, 2014). Young children who show very 
serious internalizing or externalizing behaviors often have a developmental disability, such 
as autism or language disorder, or experience extreme social-environmental factors, such 
as homelessness or abuse (Bassuk, Richard & Tsertsvadze, 2015). Children who enter 
kindergarten with inappropriate levels of internalizing or externalizing behaviors are at high 
risk for being rejected by and/or bullied by their peers (Bierman, Kalvin & Heinrichs, 2015). 
In turn, ongoing peer rejection is associated with a host of longer-term negative outcomes, 
such as delinquency. With respect to social competence, children’s ability to engage with 
their peers and interact appropriately with adults within the kindergarten classroom is often 
highlighted as an important readiness skill. Important social readiness skills include being 
able to develop and maintain positive peer relations including friendships. Children with 
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poor peer competence often have few positive peer relations, may inappropriately dominate 
others, and engage in attention-seeking behaviors (LaFreniere & Sroufe, 1985). Indicators 
of social competence regarding adult interactions include being able to follow directions, 
paying attention to the teacher when he or she is talking, and being able to ask for assistance. 

 A number of scholars emphasize the importance of social-emotional development as 
an indicator of kindergarten readiness, although some research has concluded that there 
is virtually no relationship between children’s social competence and their future academic 
success (Duncan et al., 2007). Nonetheless, it is important to ensure that children arrive to 
kindergarten able to adapt to the kindergarten setting and display appropriate behaviors and 
social competencies (Domitrovich, Cortes & Greenberg, 2007). Further, some argue that 
being able to behave appropriately in the kindergarten setting is crucial for teachers to be able 
to instruct children effectively (Rimm-Kaufman et al., 2000).

 Learning-related skills are the third area of kindergarten readiness. Learning-related 
skills represent the child’s capacity to act independently within the classroom and to 
successfully engage in learning routines. These learning-related skills are sometimes referred 
to as social-emotional skills, and the terms are sometimes used interchangeably. However, 
experts increasingly use the term learning-related skills to refer to a set of specific behaviors 
that benefit children during instructional experiences (McClelland, Acock & Morrison, 2006), 
especially attention and effortful control. Attention is the learning-related skill that represents 
a child’s ability to maintain sustained attention for extended periods of time. Effortful 
control, also referred to as self-regulation and inhibitory control, describes children’s ability 
to manage their own behaviors, especially with respect to inhibiting dominant or automatic 
responses to exhibit an alternative behavior (Spinrad et al., 2007, 2012). Both attention and 
effortful control enable a child to engage in and benefit from extended periods of learning 
opportunities. Learning-related skills measured at or around the start of kindergarten 
are significant and positive predictors of future reading and math achievement (Duncan 
et al., 2007; McClelland, Morrison & Holmes, 2000). In addition, learning-related skills at 
kindergarten are highly predictive of children’s success in reading and math through second 
grade (McClelland et al., 2006). 

Table 1. Description of Three Areas of School Readiness and Component Skills in Each.

Academic (Cognitive) Skills

Early Reading

Vocabulary knowledge Having a large, growing repertoire of words  
and word meanings

Letter-name knowledge Knowing the names and forms of the 26 uppercase  
and lowercase letters
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Print awareness Understanding a variety of forms and functions related  
to print (directionality, differences between letters  
and words)

Phonological awareness Demonstrating awareness of the sound structures  
of spoken language

Early Math

Counting and cardinality Counting from one (basic verbal counting); counting with 
cardinality (advanced counting); subitizing (instantly 
knowing how many are in a set)

Patterning Duplicating and extending patterns

Geometry Identifying two-dimensional shapes; building shapes from 
component shapes

Measurement and data Using basic measurement instruments; understanding 
concepts of weight, length, and area

Social-Emotional Skills

Behavioral competence Exhibiting age-appropriate internalizing behaviors  
(not being overly anxious) and externalizing behaviors  
(not having tantrums)

Social competence Forming and maintaining positive peer relations and positive 
relations with adults

Learning-Related Skills

Attention Maintaining attention during sustained periods of time

Effortful control Inhibiting dominant or automatic responses to exhibit an 
alternative behavior (e.g., being able to not talk to a peer 
when the teacher tells the children to be quiet)

 Given that kindergarten readiness reflects at least three different areas (academic skills, 
social-emotional skills, learning-related skills), it is important to think about kindergarten 
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readiness as multidimensional. Children can have well-developed skills in one or two areas 
of readiness, and less-developed skills in others. Hair and colleagues conducted a study of 
kindergarten readiness involving more than 17,000 children in a nationally representative 
sample (Hair, Halle, Terry-Humen, Lavelle & Calkins, 2006). This study showed that many 
children exhibited strengths and limitations in the different areas of kindergarten readiness. 
About 30 percent of the children in this sample had overall well-developed readiness skills in 
all areas, suggesting that only about one-in-three children enters kindergarten fully prepared 
for the learning expectations of kindergarten. 

 This raises the issue as to whether parents ought to “redshirt” children who do not 
appear to be ready for kindergarten due to concerns about their academic, social-emotional, 
or learning-related skills. Redshirting is the term used to refer to the practice of delaying 
children’s start of kindergarten even though they are age-eligible (Bassok & Reardon, 2013). 
Although there are many reasons parents decide to redshirt children at the start of kindergarten 
entry, including the recommendations of their children’s preschool teachers and other school 
professionals, the evidence does not seem to support the potential value of redshirting for 
children, especially with respect to their future academic achievement (Fortner & Jenkins, in 
press). Specifically, an analysis of third-grade reading and math achievement showed very small 
benefits of redshirting for students in general, but negative effects for students with disabilities. 
Children with disabilities whose kindergarten entry was delayed had significantly poorer reading 
and math skills at third grade than children who were not held back (Fortner & Jenkins, in press). 
In general, while there is strong interest in ensuring that children arrive to kindergarten with the 
skills in place that will allow them to succeed, it is also the case that many children do not. When 
this occurs, it is not clear that delaying the start of kindergarten for an additional year provides 
any special benefit. Rather, what seems particularly important is that the kindergarten teacher 
conducts a formal readiness evaluation of each child to determine strengths and needs, and 
that the curriculum is subsequently tailored for individual children to ensure that they develop 
the foundational academic and social-emotional skills in kindergarten that will support their 
achievement over the forthcoming twelve years of schooling.

Why Are Some Children Ready When Others Are Not? 

 Nationally, research suggests that about one-third of children arrive to kindergarten 
fully ready (Hair et al., 2006). Investigations of kindergarten readiness have helped us learn 
more about factors that support kindergarten readiness. First, many developmental disabilities 
exert negative effects on the precise skills that are highlighted in the kindergarten readiness 
construct. For instance, a majority of children with disabilities exhibit problems with language 
and literacy (Pentimonti et al., 2014), which is a core component of the academic readiness 
dimension. Children with autism spectrum disorder typically have significant issues with behavioral 
competence, showing heightened levels of both internalizing and externalizing behaviors, as well 
as social competence; indeed, problems within the social realm are a hallmark of this disorder 
(Bellini, 2004). Studies such as that done by Justice et al., show that children with disabilities have 
significantly poorer kindergarten readiness than children without disabilities (Justice, Bowles, 
Pence Turnbull & Skibbe, 2009). Children with language disorders performed much poorer than 
their nondisabled peers on reading, math, and social competence, but were similar to their peers 
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on internalizing and externalizing behaviors. Given the established importance of reading and math 
skills at kindergarten entrance to achievement in these areas across the elementary years (Duncan 
et al., 2007), such work highlights the importance of carefully attending to the readiness skills of 
children with disabilities. 

 More recent research has strongly emphasized the importance of the kindergarten year 
to predicting overall achievement trajectories for children with disabilities in the public schools 
(Morgan, Farkas & Wu, 2011). Specifically, children with disabilities perform much more poorly 
on reading and math achievement in kindergarten than children without disabilities, and over time 
they fall even further behind in these areas. In addition, children’s readiness at kindergarten as 
based on measures of reading, math, and learning-related skills served as strong predictors of their 
achievement trajectories over time. Put simply, the skills that children with disabilities exhibit at 
kindergarten in reading, math, and learning-related skills are crucial contributors to their progress 
in reading and math over the next five years of elementary school (Morgan et al., 2011). 

 There is a growing body of research that is studying the effect of attending preschool 
in building children’s kindergarten readiness. Many experts have asked whether children who 
participate in preschool have better kindergarten readiness skills than those who do not. Others 
have asked whether certain types of preschool programs, such as center-based programs and/or 
high-quality programs, improve children’s kindergarten readiness. A few conclusions can be drawn 
from this body of work. First, several recent studies have compared kindergarten readiness skills 
for children attending various types of preschool programming in the year prior to kindergarten. 
Whereas a majority of preschool children attend some type of formal care arrangement in the 
year prior to kindergarten, there is great variability in the type of setting attended. For instance, 
children can attend formal prekindergarten programs within the school district (i.e., school-
based preschool), nonprofit center-based programs such as Head Start, for-profit childcare 
programs, and home-based, family-care programs. Some recent work has suggested that the 
kindergarten readiness of children who participate in school-based preschools is much better 
than that of children attending other types of settings (Ansari & Winsler, 2012; Hustedt, Jung, 
Barnett & Williams, 2015). Interpreting this result is challenging, however, as there are many 
differences across these settings that can account for these findings. For instance, economically 
disadvantaged families rely more on family-care programs for their children than non-poor families 
(Crosnoe, Purtell, Davis-Kean, Ansari & Benner, 2016). The elevated kindergarten readiness seen 
for children in school-based preschools may reflect their families being more advantaged than 
those in other types of settings. Nonetheless, there is reasonably strong evidence to suggest 
that school-based preschool programs can be quite successful in enhancing children’s skills in key 
readiness areas, including literacy (Huang, Invernizzi & Drake, 2012). 

 Second, a strong body of research also suggests that high-quality preschool programs 
are especially instrumental in helping children improve their kindergarten readiness (Hatfield, 
Burchinal, Pianta & Sideris, 2016; Mashburn et al., 2008). High-quality preschool programs are 
programs in which the interactions taking place within the classroom are especially rich: teachers 
and children frequently engage in extended conversations, children receive formative feedback 
from the teachers, and instructional interactions are cognitively challenging (Hamre, Hatfield, 
Pianta & Jamil, 2014). Irrespective of the type of program in which children are attending, such as 
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Head Start versus public preschools, evidence points to the importance of high-quality preschool 
for elevating children’s kindergarten readiness (Hatfield et al., 2016). A recent study examined 
the kindergarten-readiness profiles of 338 children residing in low-income, rural, Appalachian 
communities. All of the children attended center-based preschool programs in the year prior to 
kindergarten entry. This study showed that one-fourth of children had well-developed readiness 
skills across all three dimensions of academic, social-emotional, and learning-related skills; 
importantly, the preschool programs these children attended were significantly higher in quality 
than those attended by children who had less-developed readiness skills. Furthermore,  
16% of the children showed very poor readiness skills across all three dimensions, and these 
preschool programs they had attended were rated as the lowest in overall quality (Justice et 
al., 2016). Such work suggests that preschool attendance alone does not necessarily result in 
heightened kindergarten readiness, but that the quality of the preschool program is an  
especially important consideration.

Strategies for Improving Kindergarten Readiness

With a great deal of attention directed toward the importance of kindergarten readiness, coupled 
with evidence that a significant number of children arrive to school without adequate readiness, 
it is not surprising that there are a variety of strategies available by which to improve children’s 
kindergarten readiness. Those discussed most frequently in the research include (1) preschool 
participation and (2) preschool curricula. 

 Preschool participation. Historically, preschools existed largely to support children’s social 
development, with an emphasis on exploration and free play. In the past two decades, preschools 
have become increasingly school-like, with curricula organized to address national and/or local 
learning standards. A major impetus for the adoption of early learning standards in preschool 
programs is to ensure that children are developing the skills they need to arrive to kindergarten 
ready to learn.  

 As noted previously, there is considerable evidence suggesting that preschool participation 
can be fruitful for improving children’s kindergarten readiness, especially when programs are of 
high quality (Howes et al., 2008; Huang et al., 2012). For children who may experience delays in 
their development of readiness skills before entering kindergarten—such as children who are from 
economically disadvantaged homes, exhibit disabilities, and/or are acquiring English as a second 
language—participation in a quality preschool program may be especially beneficial (Ansari & 
Winsler, 2012, 2016; Pentimonti et al., 2014).

 Preschool curricula. Preschool participation can be particularly helpful for improving 
children’s kindergarten readiness across the cognitive, social-emotional, and learning-related 
areas when it provides children with explicit opportunities to develop these skills. Many preschool 
programs utilize a general pedagogical framework, rather than adhere to a curriculum with a 
robust scope and sequence of instruction for teachers to follow to ensure that their children 
develop critical skills in early reading, math, social competence, and learning-related skills. 
However, it is this scope and sequence of instruction, coupled with explicit learning routines,  
that seems particularly important for helping children develop these readiness skills (Bierman et 
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al., 2008; Justice, Logan, Kaderavek & Dynia, 2015; Landry, Swank, Anthony & Assel, 2011).  
Many researcher-developed curricula have been evaluated for their effects on children’s 
development of skills across the three readiness dimensions, and studies find that teacher 
implementation of preschool curricula focused on improving kindergarten readiness have 
important benefits to children. 

 Perhaps the greatest limitation in this accumulating body of work, however, is that very 
few comprehensive school-readiness preschool curricula have been developed and tested. That 
is, many of the curricula available target only a single area of readiness. Teachers seeking to 
develop children’s kindergarten transition across multiple areas, therefore, often piece together 
various curricula, which can be time-consuming and stressful. In fact, one study of preschool 
teachers’ implementation of a collection of a number of strategies and programs showed that 
teachers did not sustain many aspects of the programs over time (Bierman et al., 2013). Likely, 
when different programs and strategies are mended together, they are unlikely to feel a cohesive 
whole, leading teachers to abandon the curriculum entirely or specific components. There is a 
great need for comprehensive, cohesive preschool programs that provide a scope and sequence 
targeting the comprehensive range of kindergarten readiness. A comprehensive curriculum can be 
used effectively by teachers and sustained over time, supporting children to develop the range of 
readiness skills that are instrumental for a smooth transition to kindergarten.
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McGraw-Hill Education is committed to providing English Learners appropriate  
support as they simultaneously learn content and language. As an organization,  
we recognize that the United States is a culturally and linguistically diverse country. 
Drawing upon extensive research in the field, McGraw-Hill Education has developed  
and followed nine guiding principles for supporting English Learners at all grade  
levels and in all disciplines. 

In reviewing the program, look for:

• Print: Support throughout the Teacher Edition for scaffolding understanding  
of idioms, prior knowledge, academic and domain-specific vocabulary,  
and other factors which may accelerate progress towards both content  
and language objectives for English Learners 

• Print: Frequent references to key cognates which support  
understanding of core content 

• Digital: Numerous weekly lessons specifically targeting the small-group  
instructional needs of English Learners within the core classroom  
(Plan dropdown,  purple section)

English Learners
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McGraw-Hill Education’s 
Guiding Principles for Supporting 
English Learners

The vast majority of English Learners 
were born in the United States.

McGraw-Hill Education is committed to 

providing English Learners appropriate support 

as they simultaneously learn content and 

language. As an organization, we recognize that 

the United States is a culturally and 

linguistically diverse country. Moreover, this 

diversity continues to increase, with 

corresponding growth in the number of English 

Learners (ELs). In 2012-2013, an estimated 

4.85 million ELs in were enrolled U.S. schools; 

this subgroup now makes up nearly 10% of the 

total public school enrollment (Ruiz-Soto, 

Hooker, and Batalova, 2015). In fact, ELs are 

the fastest growing student population in the 

country, growing 60% in the last decade, 

compared with only 7% growth of the general 

student population (Grantmakers for 

Education, 2013). 

Perhaps most interesting of all, the vast 

majority of ELs – 85% of prekindergarten through 

fi fth grade ELs, and 62% of high school ELs – 

were born in the United States (Zong & Batalova, 

2015). These US-born ELs may be fi rst, second, 

or third generation students with strong ties to 

their cultural roots. 



9 Guiding Principles

A great many English Learners come to school 
with a variety of rich linguistic and cultural 
backgrounds from Spanish-speaking countries in 
South and Central America. In addition, schools 
experience native speakers from numerous other 
backgrounds and languages—the most common 
other languages being Cantonese, Hmong, 
Korean, Vietnamese, and Haitian Creole. While 
over 70% of English Learners come to school 
speaking Spanish as their native language, as a 
group, ELs speak nearly 150 languages (Baird, 
2015). The experiences and identities acquired in 
the context of ELs’ homes and communities can 
transform the simplest classroom into a unique 
cultural and linguistic microcosm.

English Learners’ success in learning a second 
language is infl uenced by a variety of factors 
besides the instructional method itself, including 
individual, family, and classroom characteristics; 
school and community contexts; the attributes 
of the assessment used to measure progress; and 
whether the language acquired is a national or 
foreign language (August & Shanahan, 2006; 
Genesee, Lindholm-Leary, Saundes, & Christian, 
2006). For instance, children’s initial levels of 
profi ciency in their home language(s), along with 
English, infl uence new language acquisition 
(August, Shanahan, Escamilla, K., 2009) as does 
the quality of school support (Niehaus & Adelson, 
2014) and the characteristics of the language 
learners’ fi rst and second languages (Dressler & 
Kamil, 2006).

• Provide Specialized Instruction

• Cultivate Meaning

• Teach Structure and Form

• Develop Language in Context

• Scaffold to Support Access

• Foster Interaction

• Create Affirming Cultural Spaces

• Engage Home to Enrich Instruction

• Promote Multilingualism

Given these factors, there is a pressing need for fundamental principles 

that guide the support of ELs as they acquire content and develop language. 

Drawing upon extensive research in the field, McGraw-Hill Education has 

developed and followed nine guiding principles for supporting English 

Learners at all grade levels and in all disciplines.
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Sheltered instruction 
models are more 
likely to lead to improved 
outcomes throughout 
the course of a student’s 
school career.

Provide Specialized Instruction
The provision of well-implemented, specialized instruction that is focused 
on the acquisition of English is more eff ective than simple exposure to 
English (Saunders & Goldenberg, 2010; Norris & Ortega, 2000). In an 
extensive review of research in second language acquisition, Dixon and 
colleagues (2012) examined the optimal conditions for learning, and found 
that specialized instructional models are more likely to lead to improved 
outcomes throughout the course of a student’s school career than 
programs that don’t provide additional support for ELs learning English as 
another language. 

It is important to note that these specialized instructional models 
acknowledge the need of EL students to learn grade-level academic 
content at the same time as they are learning the language (Echevarria, 
Short, & Powers, 2006). That is, such models provide targeted 
instruction in English that does not come at the expense of academic 
learning. Examples of specifi c instruction strategies include (a) providing 
students with background knowledge, (b) using graphic organizers (e.g. 
Venn diagrams), (c) integrating pictures and demonstrations that link to 
skills and concepts, and (d) ensuring that students have adequate time to 
practice oral and written tasks (Goldenberg, 2013).

Cultivate Meaning
Languages carry meaning at multiple levels: a single word carries 
meaning, as does a phrase or sentence. Phrases and sentences that are 
strung together carry meaning, as well as provide context and meaning for 
individual words, phrases, and sentences that are uttered or written. 
As such, instruction should attend to meaning at all levels: lexical, 
grammatical, and discourse (Ellis, 2012). A recent practice guide released 
by the US Department of Education (Baker et al., 2014) additionally 
recommends “identifying content rich informational materials as a 
platform for intensive academic vocabulary instruction; choosing a 
small set of academic vocabulary for in-depth instruction; teaching 
academic vocabulary in depth using multiple modalities (writing, 
speaking, and listening; and teaching word-learning strategies to help 
students independently understand word meanings” (p. 6). These 
activities, separately and when combined with building meaning in 
discourse with larger amounts of text and spoken language, cultivate a 
deeper understanding of all levels of meaning within a language.
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The cultivation of meaning must also include making meaning, by highlighting 
meaning within pragmatic, or practical, communication (Ellis, 2005). That is, 
learners should be given numerous opportunities to focus on meaning in 
situations in which it is needed in order to successfully communicate. Ellis 
suggests that this approach is what leads to the success of language immersion 
programs. Not only is pragmatic meaning key to language acquisition, it has also 
been found to be intrinsically motivating.

Instruction should focus 
on meaning at all levels: 
lexical, grammatical, 
pragmatic, and as part 
of larger discourse.

Teach Structure and Form
Acquiring another language also requires learners to focus on the structure and 
form of language, and how they inform meaning (Ellis, 2012). 
 
Most research indicates that learners must be explicitly taught the 
structural rules of a second language. Ellis (2005) and Rodriguez (2009) suggest 
that eff ective form-focused instruction should include a mixture of strategies 
such as : (a) teaching grammar through input/output activities (e.g. viewing a 
model of a grammatical form, working through an example with an instructor, 
and placing additional examples into the correct form; (b) providing activities 
that encourage learners to notice form (e.g. “fi nd examples of prepositions”); and 
(c) incorporating individualized, corrective feedback.
 
By incorporating a focus on form as well as on meaning, educators ensure that 
learners acquire the grammatical competence needed for eff ective written and 
oral communication across all domains.
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Developing oral language in the 
context of content area instruction is 

most eff ective for ELs and can 
improve comprehension.

In support of these strategies, Banks (2008) notes that teachers “can modify their instruction 
so that it draws upon students’ linguistic and cultural strengths” (p. 35) through what he terms 
content integration. Powell and colleagues (2016) elaborate further by defi ning content integration 
as “the extent to which teachers use information and knowledge from a variety of cultural groups 
to teach concepts in their particular subjects” (p. 2). In essence, content integration allows learning 
to take placed in meaningful ways that are contextualized with students’ lives (Kuhlthau, Maniotes, 
& Caspari, 2015). This practice unlocks new opportunities to engage students in collaborative, 
equitable, and culturally congruent discourse, while simultaneously integrating both language and 
content objectives (Meyer & Crawford, 2015).

Develop Language in Context
Numerous studies have highlighted the importance of developing oral language in the context of 
content area instruction (cf. de Oliveira, 2016; Baker et al., 2014). Research has validated this 
approach – studies indicate that high quality instruction for English profi cient students that 
focuses on literacy components (e.g. phonics, fl uency, comprehension) but not on the oral language 
was less eff ective for ELs than for English profi cient students and rarely led to improvements in 
ELs’ comprehension (August & Shanahan, 2006). 

Specifi c fi ndings from the practice guide referenced above (Baker, et al., p. 6) call for “teaching 
academic vocabulary, integrating oral and written English language instruction into content-area 
teaching, and providing regular structured opportunities to develop written language skills.”

Scaffold to Support Access
It is critical to provide ELs with comprehension support for academic content, as mastery of 
subject matter content is one of the most important criteria for success in school (August, 
Shanahan, & Escamilla, 2009; Ryoo, 2009; Silverman & Hines, 2009; Vaughn, et al., 2009). To 
achieve this, educators can implement scaff olding strategies that connect language to visual or 
written information in ways that clarify language (e.g. pictures, videos, and graphic organizers). 
Other strategies include modeling, defi ning language in context (Crevecoeur, Coyne, & McCoach, 
2014), asking guiding questions (August, Artzi & Barr, 2016); and capitalizing on home language 
culture, language, literacy, and content-area knowledge (Llosa, et al., 2016). Such supports are 
not only vitally important for ELs, but provide the added benefi t of helping all learners access 
grade-level core content.
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It’s important to  provide ELs with 
abundant opportunities for 
interaction using a second language, 
both with bilingual and English-
profi cient partners.

Foster Interaction
For both second language acquisition and content learning, it is 
important to provide ELs with abundant opportunities to 
interact (via speaking, listening, reading, and writing) using the 
second language with bilingual and English-profi cient partners 
(Gersten, et al., 2007). Speaking is particularly important because 
it generates feedback, forces syntactic processing, and challenges 
students to engage at higher profi ciency levels (Johnson & Swain, 
1998; Saunders & Goldenberg, 2010). Further, it generates more 
input, and substantial diff erences in the rate of second language 
acquisition are related to the amount and quality of input students 
receive (Ellis, 2012). Research also indicates that while opportuni-
ties to engage in discussion with peers in the classroom are positive 
for both ELs and English-profi cient students with regard to reading 
comprehension, the magnitude is small and insignifi cant for 
English-profi cient students but large and signifi cant for ELs (O’Day, 
2009; Gallagher, 2015).
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ELs’ home language and 
cultural experiences must 
be recognized, utilized, 
validated, and celebrated 
as essential elements of 
learning in more than 
superfi cial ways.

Create Affirming Cultural Spaces
To create social and cultural spaces that affi  rm students’ social and cultural 
identities, teachers must implement linguistically and culturally responsive 
teaching practices. Responsive practices refl ect students’ cultures and 
experiences, including their values, customs, backgrounds, and home languages 
(Banks, 2008; Gay 2010; Ladson-Billings, 2009; Taylor & Sobel, 2011). 

Culturally responsive teaching strives to validate a student’s cultural knowledge 
and prior experiences, while connecting those experiences to academic 
knowledge and skillsets (Gay, 2010). Ladson-Billings (1994, 2009) further 
elaborates, stating that “teachers must recognize students’ cultures and home 
languages as essential elements of learning” and that teaching must include 
cultural references in all aspects of learning. 

In sum, ELs’ home language and cultural experiences must be recognized, utilized, 
validated, and celebrated as essential elements of learning in more than 
superfi cial ways (Gay, 2010; Ladson-Billings, 1994). Teachers should nurture 
these experiences and connect them to new knowledge (Powell, 2016). In fact, 
there is evidence that the use of a home language to develop the academic skills 
of ELs is the best way of helping them avoid cognitive defi cits and achievement 
lags in school performance (August & Hakuta, 1997; August & Shanahan, 2006). 
If the purpose of literacy, for example, is meaning, and meaning is tied to what 
readers know, then it follows that a relevant curriculum for ELs will build on 
information from home, community, and school (Cummins, 2000; August & 
Hakuta, 1997; Goldenberg, 2013). Learning is most eff ective, then, when it 
naturally extends from the world knowledge that students bring with them from 
their home environment to school. Therefore, when instruction helps ELs “take 
meaning” from their own reservoir of sociolinguistic experiences, it not only 
establishes continuity between home and school, but also validates the 
linguistic and cultural identify of these students (Pardo & Tinajero, 2000).

Engage Home to Enrich Instruction
Research has demonstrated that one of the keys to successful EL 
teaching and learning is the creation of personal connections with 
students’ lives and prior experiences inside and outside of school 
(Ada, 1993; McLaren, 2015; Moll & Gonzalez, 2004). The most 
eff ective schools and educational programs recognize the vital 
roles of family and community. These institutions develop 
eff ective, creative approaches to bridging any cultural and 
language diff erences by integrating family and community into 
education (Tinajero & Munter, 2004).
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The most eff ective 
schools and educational 
programs recognize the 
vital roles of family and 
community.

Such initiatives refl ect advances in the educational community’s understanding 
that all families are important - and that the family plays a critical part in 
intellectual and social development. To enrich EL instruction, it is important to 
view families as assets to the school program and welcome them as partners in the 
education process. Families have talents and experiences that can inform 
classroom instruction. Indeed, linking school programs and curricula with the 
lived experiences of students’ families renews the classroom (NCCRES, Fall 2015). 
Knowledge acquired from families can enhance student achievement in all subject 
areas and contribute to the overall educational environment (Hill & Tyson, 2009).

Teachers are also encouraged to engage families in classroom activities 
and events to enrich classroom instruction in the content areas. In so 
doing, teachers 
enrich the curriculum with a wealth of information based on the values 
of students’ families (Norton, B., 2012). For example, parents can read 
books in Spanish and tell stories from their oral tradition. When chil-
dren see their parents providing valuable learning experiences for their 
peers, they not only feel a sense of pride but also share positive feelings 
about their language and culture.

Similarly, students whose parents read to them at home develop superior literacy 
skills and demonstrate higher academic achievement (National Education Goals 
Panel, 1997; Saracho, 1997; Snow, Burns, & Griffi  n, 1998; Sonnenschein, Brody, 
& Munsterman, 1996). The frequency and quality of these interactions are also 
critical to the positive eff ect on students’ emergent literacy (Bus, 2002). To 
promote these interactions at home, teachers can provide specifi c strategies and 
activities. For example, one activity may involve students and parents writing 
books together with themselves and their families as the main protagonists (Ada, 
1993). The knowledge and experiences that students gain in the home in their 
native languages promotes the development of intellectual capacity and literacy 
skills in both the native language and English (Cummins, 2007); thus, time spent at 
home developing knowledge and skills in the home language works to the 
advantage of both fi rst- and second-language literacy and content area 
achievement. Moreover, the skills needed to think, speak, read, and write in 
another language are also needed to think, speak, read, and write in English 
(Cummins, 2000). A high level of profi ciency in a home language leads to 
accelerated cognitive growth and hence to positive academic outcomes in English 
(August & Shanahan, 2006). All told, what ELs learn at home helps them to 
appreciate their linguistic heritage, develop positive literacy and content area 
experiences, and achieve competence in both academic home language and 
English. The family environment and home language, in important and sometimes 
intangible ways, are keys to unlocking pathways to enhanced student achievement.
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Bilingualism or 
multilingualism is an 
asset, an intellectual 
accomplishment, and a 
national treasure.

Promote Multilingualism
Bilingualism or multilingualism is an asset, an intellectual accomplishment, and 
a national treasure! Schools are in a position to capitalize on a student’s native 
language to create opportunities for all students, ELs and non-ELs, to acquire two 
or more languages. ELs come to school with a wealth of knowledge about their 
native languages that can be used to enrich two-way dual language 
programs. The goal of these programs is to “help students from two or more 
language background develop high levels of language profi ciency and literacy in 
both program languages, attain high levels of academic achievement, and develop 
an appreciation and understanding of multiple cultures” (Boyle, August, Tabaku, 
Cole, & Simpson-Baird, 2015). Valentino & Reardon (2015); Lindholm-Leary 
(2001, 2004); and Lindholm-Leary & Block (2010) hold that, compared to other 
program models, two-way dual language programs provide opportunities for 
English learners to reach high levels of academic achievement in both English and 
a partner language (most often Spanish but also Chinese, Vietnamese, and other 
partner languages) while providing students with access to 21st Century Skills—
bilingualism, biliteracy, and global awareness. Data from the Center for Applied 
Linguistics (CAL) show that two-way dual language programs have grown 
dramatically since the late 1980’s. Only 25 such programs existed in 1989 
compared to 425 in 2011 (CAL, 2016). This number continues to grow. Two-way 
programs are considered additive models of bilingual education because students 
retain their home languages while acquiring profi ciency in English (Collier & 
Thomas, 2009; Boyle, et. al, 2015) and benefi t all students.

As the educational landscape in our schools continues to develop and transform 
because of new standards, new technologies, new pedagogies, and an increasingly 
dynamic and diverse student body, the need to provide appropriate and intentional 
instructional supports for English learners must remain an urgent and important 
focus for all of us involved in education. A broad-based teaching and learning 
approach, based in rigorous foundational and ongoing research principles, is a 
critical part of the equation. Such an approach, coupled with a celebration of the 
rich cultural and language backgrounds of every learner, will pave the way to 
the creation of school experiences that allow all learners to fl ourish. 
McGraw-Hill Education incorporates these principles in all its learning 
solutions in order to unlock the full potential of each learner.
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N estor Rodriguez is eager to learn about today’s topic but is discouraged when the 
teacher begins the lesson. Once again he finds that although he has been in this school 
for five years and speaks English with friends, he can’t seem to make sense of what 

the text says. He looks at the pictures for clues but, as he has advanced through the grades, 
there are fewer pictures to assist him with understanding. He wants to please his teacher and 
complete assignments, but so many words are confusing and he often doesn’t know what he is 
expected to do in order to complete his work. Nestor is considered a long-term English learner 
(LTEL) because his literacy and academic language growth has stagnated, and he has not 
experienced the academic progress that was anticipated this year. 

Nestor is able to decode many words, but other words that are critical for understanding a 
passage don’t look as they sound and trip him up. He doesn’t know the meaning of some words 
that he can pronounce, which contributes to his overall low comprehension of text. He finds 
long passages particularly difficult to read, and he has weak English syntax, grammar, and 
academic vocabulary in writing. Unfortunately, Nestor has been passed from grade to grade 
without receiving the academic supports and focus on English language development that he 
needs to advance his language and literacy skills. His teacher is kind, but she accepts his poor 
academic performance as inevitable. Nestor often languishes during lessons while the teacher’s 
attention is focused on more capable students

Nestor is part of the large and growing English learner population in our schools and, like 
him, many are long-term English learners. A steady demographic change over the years has 
resulted in an estimated 25 percent of children coming from immigrant families; they live in 
households where a language other than English is spoken (Krogstad and Fry, 2014). As the 
fastest growing student population, English learners will soon be represented in every school 
in the United States, joining the thousands of schools nationwide that already educate English 
learners as part of their student body. This new reality has significant implications for schools 
and the instruction provided by teachers.
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Effective teachers understand that English learners are studying complex concepts and processing 
new content in a new language. These students are capable of meeting high academic standards but 
require adjustments to the way instruction is presented. If their language needs aren’t taken into 
consideration, they risk becoming long-term English learners.

There is substantial evidence that effective teaching is critical to the success of all students, but in 
the case of English learners, it begins with believing that these students can be successful. Studies 
have consistently concluded that teachers’ expectations and attitudes have a direct impact on 
students’ achievement and on their view of themselves as learners (Boser, Wilhelm, and Hanna, 
2014; Rosenthal and Jacobson, 1968). Too often teachers have a deficit view of English learners, 
failing to look for what they can do and then capitalizing on the assets they possess  
(Nora and Echevarria, 2016). For English learners—and all students—teachers make  
a significant difference in their lives. 

High Expectations for All Learners

English learners arrive at school with a wealth of experiences, knowledge, preferences, abilities, 
interests, and native language proficiencies. In other words, they are not blank slates; they are 
multidimensional individuals who happen to be in the process of acquiring the English language. 
The following examples illustrate how teachers can recognize the strengths of English learners and 
maintain high expectations for these students.

Asset orientation. Each student has skills on which to build, interests that can be tapped, and cultural 
knowledge that can be used to enhance learning. In order to have an asset orientation toward English 
learners, teachers need to get to know their students, their cultures, and their communities. What 
are their strengths, experiences, struggles, hopes, and dreams? When teachers realize that speaking 
more than one language is a gift that should be celebrated–and that experiencing multiple cultures is 
an asset–they are more likely to elevate their expectations for students who they previously viewed 
only as having “lacking” English skills. 

Understand the continuum of language development. Some teachers erroneously believe that English 
learners in upper elementary grades and beyond have missed the window of opportunity for learning 
English and, as a result, they lower their expectations for these students. However, individuals are 
capable of becoming proficient in a new language at any age (Baily and Pransky, 2014). Teachers with 
high expectations for English learners recognize that it takes four to seven years to attain academic 
language proficiency. Often, the focus is on communicating in a new language, which takes about 
one to two years to achieve, but social language differs from the language of school or academic 
English. Teachers with high expectations for English learners understand that students like Nestor, 
who have a working knowledge of English and are able to communicate with others in conversations 
and discussions of everyday topics, need specific support in order to develop the language used for 
academic purposes.

Academic Language

Many English learners struggle with academic tasks because the language demands are 
greater than what is required for conversational English. Academic English is more complex 
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in its sentence structure, level of vocabulary, forms, and functions. Use of academic language 
permeates even those standards that don’t explicitly use the term “academic language” 
(Walqui and van Lier, 2016). For example, take the required language skills that are  
reflected in some state standards. Students are asked to execute all of the following:

 ■ Use questions to connect ideas from several speakers.

 ■ Move from explaining one’s own ideas to explaining the ideas of others.

 ■ Summarize and synthesize points of disagreement.

 ■ Make logical inferences from the meaning of text.

These and other tasks require more than vocabulary, which is commonly associated with 
academic language. Having a robust vocabulary is necessary for improving reading, writing, 
speaking, and listening skills. However, academic language also includes oral language 
development, correct grammar usage, genre knowledge, classroom discourse, and other 
skills related to literacy (Short and Echevarria, 2016). Standards require a level of academic 
language use that is challenging for many students, English learners and English-speaking 
students alike (Filmore and Filmore, 2016). What we know about effective teaching in  
general serves as the foundation of effective, standards-based instruction for English  
learners but additional supports are needed (Goldenberg, 2013).

Integrating Academic Language With Core Content

Students benefit from having content presented in ways that make it more understandable. 
Students like Nestor, for example, understand the main concepts of the lesson more fully when 
information from text is presented in graphic form, or summarized in a graphic organizer or other 
graphic display. When Nestor works in small collaborative groups, he is able to more fully complete 
tasks because the students’ collective knowledge and understanding fill in gaps that he and other 
students may have. He likes when his teacher repeats the same information in different ways and 
uses visuals and multimedia to give him clues about its meaning. Nestor and other English learners 
need multiple exposures to words and ideas before they are able to understand at a deep level, so 
practice and repetition are effective supports.

As Goldenberg (2013) points out, not only is it an effective practice to provide supports or 
scaffolds for English learners during content teaching, there is a legal mandate that classroom 
instruction needs to be made meaningful to all English learners (Lau v. Nichols, 1974 Supreme 
Court decision). Teachers use a variety of techniques and strategies (typically referred to as 
“sheltered instruction”) to make content comprehensible for English learners (Echevarria, Vogt, 
and Short, 2017). Although much more research needs to be conducted on exactly how to support 
English learners as they learn rigorous content and develop English proficiency simultaneously, 
a number of recommendations have been made (August and Shanahan, 2006; Baker et al., 2014; 
Echevarria, Vogt, and Short, 2017; Walqui and vanLier, 2016; Zwiers and Crawford, 2011).  
These include, but are not limited to

 ■ Using visuals and multimedia.

 ■ Providing redundant key information (e.g., visuals, gestures, multimedia).
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 ■ Creating daily opportunities to interact with peers about the lesson’s content.

 ■ Using language frames to support development of writing and oral language.

 ■ Teaching a set of academic vocabulary words intensively over several days.

 ■ Using cognates across languages when possible (e.g., production and producción).

 ■ Providing multiple exposures to and experiences with key academic vocabulary.

Many of these recommendations are good for all students, however, they are critical for providing 
access to grade-level content for English learners. In addition to an emphasis on academic English 
during content teaching, English learners need to spend specific time each day focusing on English 
Language Development (ELD) or English as a Second Language (ESL).

Designated ELD/ESL

When Nestor is in his ELD group, he is able to talk about the text with a partner or a small group, 
which increases his comprehension. He also has more opportunity to practice using academic 
language. Nestor’s experience supports the perspective that second-language learning is a 
social process developed primarily through meaningful and motivating interactions with others 
(Saunders, Goldenberg & Marcelletti, 2013). The Common Core and other state standards 
emphasize development of oral language skills, and English learners need focused instruction on 
how to use English in various ways and for specific purposes. Research indicates that students who 
receive focused second-language teaching made significant gains (Saunders et al., 2013)

There are a variety of standards that can be used to guide instruction during this designated 
instructional time, including state ESL or ELD standards (e.g., California and Texas) and national 
standards such as TESOL, WIDA, and ELPA21 standards. Teachers utilize these standards for 
lesson planning and teaching. 

During ELD/ESL time, English language development is the primary focus of instruction with 
core literacy content used as the vehicle for learning. In this way, language is learned in context 
and important knowledge and concepts are reinforced through language practice.  Students are 
exposed to the same vocabulary and text studied during core literacy time and as a result they 
develop a deeper understanding of the text and its associated vocabulary. 

 Intentional, Purposful Redundancy. English learners benefit from having words and ideas 
presented multiple times in a variety of ways. The additional practice with the same or related 
vocabulary and concepts during designated language study provides the intentional purposeful 
multiple exposures that these students need to acquire academic language and literacy.  
When they return to whole-group instruction, they are better equipped to participate  
in grade-level literacy lessons with their English-speaking peers.
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The vast majority of academic struggles are attributed to low literacy levels. Researchers and 
others have suggested that a credible, plausible approach for helping English learners improve 
language and literacy skills is to capitalize on ELD/ESL time by reinforcing content used in literacy 
lessons. Introducing students to a new, unrelated vocabulary and text during ELD/ESL time is 
counterproductive; that protected time needs to be used to provide English learners with the 
vocabulary and skills they need to be successful during literacy instruction. 

Summary

Improved academic outcomes for English learners begin with teachers who believe that English 
learners are capable of learning grade-level content alongside their English-speaking peers.  
English learners benefit from both integrated content and language teaching, as well as from 
a specific time each day when the focus is on English language development. The reciprocal 
relationship between literacy lessons and ELD/ESL instruction provides optimal learning 
opportunities for English learners. When the necessary instructional supports are provided,  
these students’ academic performance and language proficiency improve (Short, Echevarria  
& Richards-Tutor, 2011), and will result in fewer students becoming long-term English  
learners (Olsen, 2014).
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Leveling Up for English Learners
By Dr. Diane August
Managing Researcher, English Language Learners at American Institutes for Research

Introduction

N ew College and Career Readiness Standards reflect the knowledge and skills that all 
students—including English learners (ELs)—need for success in college and the workplace. 
Although these standards present challenges, they also create opportunities to accelerate 

the advancement of ELs through the proficiency levels, because they reinforce the idea that all 
students, including ELs, should meet grade-level standards and be supported to do so. To help ELs 
“level up,” there are routines and scaffolds that can be used to give them access to core course 
content delivered in a second language.

In this white paper, we discuss the characteristics of text that make it challenging for ELs, as well 
as instructional routines and scaffolds that might be used during guided reading and writing in an 
English language arts class to support ELs. Using an excerpt of text from a Wonders® fifth-grade 
reading selection from McGraw-Hill Education entitled “Creating a Nation” (pp. 4–5, Unit 2), we 
provide examples of challenging text features and model some of the routines and scaffolds that 
might support ELs.

In 1765, King George III of Great Britain needed money to rule an empire. He decided to raise taxes. As a 
result, the British government passed a new tax called the Stamp Act. So when colonists bought any type of 
paper, the paper had a stamp. Then the colonists had to pay a tax on the stamp!

Most colonists thought the Stamp Act was unfair. They did not have representatives to vote or make 
decisions for them in the British government. The colonists did not want to pay the tax because they did not 
vote for it. 

The colonists held protests against the Stamp Act. As a result, the act was canceled but the government put 
taxes on other things.

Text Selection

T he central focus of English language arts lessons is the text. Various systems have been used 
to assign numerical difficulty levels to text. A popular system is the Lexile® Framework for 
Reading system that assigns difficulty levels to texts based on such factors as the number 

of different words in the text and the length of sentences. However, text with similar Lexile levels 
(or numerical ratings used in other systems) can vary in difficulty for ELs. In choosing text for 
ELs, teachers should consider the attributes of text that make it challenging. Understanding these 
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attributes also helps teachers provide support where it might be needed. Some of the features of 
text that create challenges for ELs include a high percent of unfamiliar words and phrases, complex 
syntax, and, at the discourse level, referential chains. Text is also challenging if students have not 
acquired the requisite background knowledge to understand the topic at hand.

Attributes of Text That Create Challenge

G reater percentage of unfamiliar words and phrases – ELs tend to have much smaller English 
vocabularies than do their English-proficient peers (Mancilla-Martinez and Lesaux, 2010), 
so they are more likely to encounter words and phrases in the text that they do not 

understand. They are also less likely to know all the meanings of English phrases, such as meanings 
associated with phrasal verbs (e.g., take on, take over, take in, take off). In the passage above, words 
important for understanding the text that might challenge ELs include colonist, act (as in a law), 
unfair, representatives, decisions, government, tax, vote, protests, against, canceled. Some of these words 
may be challenging because ELs have not been exposed to the same course content as their 
English-proficient peers (e.g., colonist, act, representatives); others may be because they have multiple 
meanings (e.g., act, against) or are conceptually complex (e.g., protest). However, ELs whose first 
language shares cognate status with English will have an advantage if they know word meanings in 
their first language (e.g., colonist, act, representative, decision, government, vote, canceled).

Connectives – Connectives link ideas, like coordinating conjunctions (e.g., for, and, nor, but, or, yet) 
or conjunctive adverbs (e.g., also, anyhow, besides, consequently, furthermore, however, instead, meanwhile). 
Connectives can be difficult for ELs because they tend not to be taught and are hard to define. 
Connectives in this passage include or, because, as a result, but.

Complex syntax – Sentences with complex syntax can be confusing, especially for ELs. Complex 
syntax includes compound sentences, which have two or more independent clauses, and complex 
sentences that have one independent clause and one or more dependent clauses. An example of a 
compound sentence is “They did not have representatives to vote or make decisions for them in 
the British government.” An example of a complex sentence is “The colonists did not want to pay 
the tax because they did not vote for it.”

Reference chains – English texts make frequent use of references to earlier people, topics, and 
ideas through the use of reference chains. Readers must pay careful attention to what each 
referent refers to, a task that can be especially difficult for ELs. A common type of reference  
chain is anaphora, which is the use of a pronoun to refer to other words in a sentence. In the 
passage above the pronoun they is used several times to refer to the colonists; the pronoun it is 
used to refer to the stamp tax. In other reference chains a person, place, or thing is referred to in 
diverse ways.

Instructional Routines and Scaffolds

E Ls benefit from methods that are effective for all students but provide additional support 
for ELs (August and Shanahan, 2006; Baker et al., 2014). They also benefit from methods 
that capitalize on their home language knowledge and skills. We model several of the 

methods using the text excerpt above.
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Building Foundational Skills

S caffolds and routines are used to support ELs in their development of code-related skills. 
These include decoding and word reading, (which include modeling of phonemic awareness 
and phonics routines), defining words and using gestures and visuals to make word 

meanings clear, and providing opportunities for additional practice in making sounds not present in 
their home language.

Guided Reading

Before reading

Post standards – By posting and reviewing standards, teachers make students aware of the 
knowledge and standards-based skills they are expected to master during a lesson. Standards for 
ELs include content standards as well as English proficiency standards. Scaffolds for ELs include 
glossaries for challenging vocabulary associated with the standards. 

Use the title to introduce the text – Students are asked to infer what the text is about from the book, 
chapter, or section title. Scaffolds include definitions for target words in the title that might be 
challenging for ELs and visuals associated with the title if there any handy.

Create means to make something. The title of this passage is “Creating a Nation.” What do you think the passage 
might be about?

Develop background knowledge – Before engaging with the text, students may need to acquire 
background information (e.g., US culture and history) to help them understand the text. The 
background information teachers provide should be applicable to the specific text being studied, 
rather than general information related to the text. The background information provided should 
neither be a summary of the text nor eliminate the need for a close reading of the text. For the 
text above, developing and making available to ELs a brief passage that described the relationship 
between England and the colonies at the time of King George III would be helpful. There are a 
variety of materials that can be used to develop background knowledge, including auxiliary texts; 
short video clips; and other types of visuals such as pictures, photos, maps, time lines, tables, and 
graphic organizers. Scaffolds for ELs that make background materials comprehensible include 
glossaries for challenging words and phrases, as well as sentence frames and starters to help ELs 
at lower levels of proficiency answer questions about the background materials. Methods for 
developing background knowledge that use visuals and graphic organizers support  
ELs’ comprehension.

Have students read and listen to the passage in their home language. For struggling English readers,  
have students listen to the passage in English as they read along. Note: Wonders provides summaries in  
14 languages.

Provide short selections and questions related to King George III, Parliament, the concept of representation 
(having representatives that are elected speak for the people), and taxes.

Provide a short selection and questions related to the problem-and-solution text structure, and provide  
a graphic organizer students can use to note problems and solutions as they read the text.
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During reading

Work with smaller chunks of text – To help ELs comprehend text, chunk it into smaller segments 
and engage students in multiple readings of each segment of the text, each for a different purpose. 
In this way, students will understand prior sections of text before they tackle new sections.

Engage in multiple readings of the same section of text – During the first reading, teachers might 
read the text aloud to model fluent reading while students listen and follow and/or read along. 
During this first reading, teachers can define challenging words and phrases. In a second reading, 
students might work in pairs to respond to questions inserted in the text, which are intended to 
help students uncover the meaning of the text. All students answer the same questions (e.g., King 
George III had a problem, what was it?). However, ELs with entering and emerging levels of English 
proficiency are given word banks, sentence starters, or sentence frames to help them respond 
to the questions. In a third optional reading, students can be given opportunities to annotate the 
text, identifying words that they still do not understand and/or parts of the text that they still find 
challenging. Following this annotation, the teacher can engage students in a discussion so they can 
help each other figure out word meanings and clarify challenging sections of the text.

King George III had a problem. What was the problem and how did he try to solve it? 

1. King George III had a problem. What was it? 
Advanced [no starters for frames]: King George III had a problem. What was it? 
Intermediate [starters]: King George III’s problem was ________________. 
Beginner/low intermediate [frames]: King George III _________ money to ______ his ___________.

Advanced: How did he solve the problem? 
Intermediate: The British government passed ____________________. 
Beginner: The British government passed a new _________ called the ___________.

Advanced: As a result of the Stamp Act, what did every piece of paper have on it? 
Intermediate: Every piece of paper ____________________. 
Beginner: Every piece of __________ had a ________ on it.

Advanced: The Stamp Act required that colonists do something. What was it? 
Intermediate: The colonists had to ________________________________________. 
Beginner: The colonists had to _____ a __________ on the ____________!
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Throughout reading

Support vocabulary development – Throughout the lessons, there are many opportunities for 
ELs to learn vocabulary. Words and phrases are selected for instruction based on three criteria: 
1) importance for understanding the text, 2) frequency in texts across content areas, and 3) 
importance for acquiring the skills indexed by the language standards (e.g., learning about 
figurative language). 

Scaffolds for ELs include comprehensible definitions for target words, examples familiar to 
students that illustrate word meanings, visuals to make word meanings clear, home language 
definitions for target words, opportunities for partner talk to give students practice using words, 
and additional opportunities for reinforcement through engaging activities like dramatization.  
A word-learning strategy particularly beneficial for ELs whose home language shares cognates  
with English is to draw on home language knowledge to understand words in English text that  
are cognates.

Provide a glossary that presents each target word, its translation, a comprehensible definition, and  
an example.

Strengthen written expression

Scaffolding techniques prior to writing include providing ELs with opportunities to generate ideas 
and organize their thoughts using graphic organizers aligned with the genre they are writing in. 
They can be given opportunities to discuss their ideas with a partner (in their home language 
or in English) before they begin writing. ELs with entering, emerging, and transitioning levels 
of proficiency can be given access to genre-aligned graphic organizers and sentence starters or 
sentence frames to help them write. Teachers help ELs edit their writing to improve both craft  
and structure.

Extend learning

Wide-reading – Provide incentives for students to read text closer to their zone of proximal 
development outside of class. Help students choose books at the right level that they are 
interested in reading.

Home connections – Send home activities that older siblings or parents can help students 
complete. Provide opportunities for students to work in their home language(s).
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4  The Power of Connection

Only Wonders connects ELA, integrated ELL, 
and designated ELL instruction seamlessly. 
In one planner you’ll find everything you 
need for a week of instruction. Progress is 
amplified, as students move smoothly 
between ELA and ELL.

ELL Adaptive Learning 
Adaptive learning provides targeted support for studying foundational skills to accelerate progress.

Wonders for English Learners Adaptive Learning Wonders for English Learners Adaptive Learning 

Unparalleled integration 
between ELA and ELL.

The Power of Connected ELL

Designated ELL - Structured opportunities for students 
to practice and apply academic language, focusing on 
interpretive, collaborative, and productive modes of 
communication.
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“Teaching techniques that make spoken language and written  

text more comprehensible include… using multiple media, 

providing additional practice and repetition, and building 

background knowledge.”

Integrated ELL – point-of-use instructional 
support throughout every lesson



Placement into Wonders for English Learners
The charts that follow are designed to help support the placement decisions of teachers and specialists 
using Wonders for English Learners. Students might have different levels of proficiency in the domains 
of listening, speaking, reading, and writing. Therefore, these charts alone cannot generate definitive 
placement recommendations. Use them along with other student results and observations to get a 
complete picture.

LAS LINKS® PLACEMENT TEST, 2ND EDITION 

LAS Links® Wonders for English Learners

Level 1 Beginning
Level 2 Intermediate
Level 3 Advanced

LAS Links® Wonders for English Learners

Beginning Beginning
Early Intermediate Beginning

Intermediate Intermediate
Proficient Advanced
Above Proficient Advanced

WIDA Wonders for English Learners

Entering Beginning
Beginning Beginning
Developing Intermediate
Expanding Intermediate
Bridging Advanced
Reaching Consider exit from  

Wonders for English Learners

WIDA ACCESS PLACEMENT TEST (W-APT) 

LAS LINKS® SUMMATIVE FORMS C AND D

ELPA21 Wonders for English Learners

Level 1 Beginning
Level 2 Beginning
Level 3 Intermediate
Level 4 Intermediate/Advanced
Level 5 Advanced

ELPA21 SCREENER

To learn more, visit: MHReadingWonders.com/WondersForEL RD16 M 07451  05/16



The Wonders for English Learners Newcomer components are designed to get students 
talking about school, home, and the world around them. Lessons build oral language 
skills and give students opportunities to communicate with teachers, peers, and  
their community.  

Lessons include:
  Explicit instruction in social and academic language
   Content and language students need to successfully  

communicate in school
   Focus on oral language development through  

collaborative conversations
  Opportunities for writing practice

Classroom Lesson Cards 

Newcomer Classroom Lesson Cards include four-color  
illustrations and photographs to stimulate conversations  
of topics not limited to:
  Saying hello and goodbye
  Identifying classroom objects
  Learning about their community

Newcomer Support for Grades K–1 and 2–6

Classroom Lesson Cards



Teacher Guides include unit planners, lessons and worksheets, and sentence frames 
to encourage student discussion. 

Lessons include:
   Language and content objectives, cognates/false cognates, language 

transfer support, and foundational skills
  Lesson routines and topics:

  Talk About It: Introduce topic
  Teach/Model Vocabulary: Teach new vocabulary
  Songs/Chants: Sing or chant a song about the topic
   Practice/Apply: Practice using vocabulary and complete a 

practice page
   Make Connections: Connect what students have learned 
to their lives

   Reproducible sentence frames, graphic organizers, speech balloons, 
and practice pages

Go Digital

Online student support provides additional practice with:
  Vocabulary games
  Audio support
  Annotation

A digital Teacher’s Guide is also included.

TOPIC 7: School LESSON 1: Places in School
Set Purpose

• Tell children that today they will be discussing places in
school. Display page x of the Newcomer Cards.

• If possible, take children on a quick tour of the school,
naming the different places.

Teach/Model Vocabulary 

• Lead children through the song on page x of this
Teacher’s Guide.

• Display page x of the Newcomer Cards again. Say This is
the inside of a school. What do you see? Children can 
name things they know. Then point to and name each 
place. Children repeat. Help with pronunciation.

• Say these sentence frames as you point to a place:
What is this? This is a library. Then say the sentences
again as you write them on the board, completing the
second sentence with the name of the each place. Have
children repeat after you. Then, point to the gym and
ask, What is this? Have children answer chorally This is
a gym, filling in the name of the place. Repeat for other
places on the Newcomer Card and in your school.

• Have partners talk about different places on the card
and at their school.

Practice/Apply COLLABORATIVE

• Talk About It Have partners use the Newcomer Card
and  sentence frames to discuss what they know about
places in school.

• Guide children to complete the Web on page x.

• Have children play “Sneak a Peek.” Cover each place on
the Newcomer Card with a sticky note. Then give
children a quick peek of a place and ask What is this?
Children then say the name of the place, based on the
quick peek. Provide extra peeks, if necessary.

Make Connections
Ask the following question: What else can you tell me 
about  ? Fill in with one of the places in school they 
learned about and have children tell a partner more about 
that place. Then have partners share with you.

VOCABULARY
library cafeteria

gym main office

restroom classroom

nurse’s office hall

Cognates: cafetería, gimnasio

Language Transfers Handbook
Refer to the Grammar Transfers 
chart on page 16 to identify 
grammatical structures that do 
not transfer. Some newcomers 
struggle with the a and an. 

Foundational Skills Practice
Use the Grade 1 High-Frequency 
Word Cards to practice saying the 
words this, is, and a. Use Sound-
Spelling Card 9 to teach children 
how to identify and pronounce the 
/i/ sound in this and is. 

eBook and Games 
For further practice with the topic 
and lesson.

Language Objective:
Use language to name places 
in school  

Content Objective:
Identify places in school

Language Function:
Naming places

Sentence Frames:
What is this?  
This is a  .  

>> Go Digital
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TOPIC 7: School LESSON 2: What We Do in School
Set Purpose

• Tell children that today they will be discussing things we
do in school.

Teach/Model Vocabulary 

• Review places in school from Lesson 1 by eliciting
vocabulary.

• Then lead children through the song on page xx.

• Display the Newcomer Card again. Say Let’s look at
what we do in school. What are people doing? Children
can name things they know. Point to, name, and
pantomime actions. Children repeat. Help with
pronunciation.

• Say these sentence frames as you point to an action:
Where do we write? We write in the classroom. Then
say the sentences again as you write them on the board,
completing the sentences with the action and the name
of the place. Have children repeat after you. Then point
to the gym and ask, Where do we play? Have children
answer chorally We play in the gym, filling in the name
of the action and the place. Repeat for other actions and
places.

• Have partners take turns pantomiming and naming
other things they do at school.

Practice/Apply PRODUCTIVE

• Talk About It Encourage partners to use the Newcomer
Card and sentence frames to discuss what we do in
school.

• Guide children to complete the activity on page x.

• Play charades. Whisper an action word to a child. That
child acts it out while the other children try to guess the
action. The first child to name the action uses the word
in a sentence, such as We eat in the cafeteria, then
acts out the next action, and so on.

Make Connections
Say sentences using vocabulary from this lesson, mixing in 
vocabulary from previous lessons. When children hear an 
action word from this lesson, they act it out. Have children 
draw and talk to a partner about their favorite game or book.

VOCABULARY
eat write

play learn

walk work

read

Language Objective:
Use language to name what we 
do in school 

Content Objective:
Identify what we do in school

Language Function:
Naming what we do in school

Sentence Frames:
Where do we  ? 
We  in the  . 

Language Transfers Handbook
Refer to the Language Transfers 
chart on page 18 to identify 
grammatical structures that do 
not transfer. Some newcomers 
struggle with the present tense.

Foundational Skills Practice
Use the Grade 1 High-Frequency 
Word Cards to practice saying the 
words we, and the. Use Sound-
Spelling Card 9 to teach how to 
identify and pronounce the /i/ 
sound in this and is.

eBook and Games 
For further practice with the topic 
and lesson.

>> Go Digital
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TOPIC 7: School LESSON 3: People in School
Set Purpose

• Tell children that today they will discuss people we see
in school.

Teach/Model Vocabulary 

• Review places and actions from Lessons 1 and 2 by
eliciting vocabulary. 

• Lead children through the song on page x.

• Display the Newcomer Card again. Say Look at the
people in school. Who do you see? Children can name
people they know. Then point to and name each person.
Help with pronunciation.

• Say these sentence frames as you point to a person:
Who is in the library? The librarian is in the library.
Then say the sentences again as you write them on the
board, completing them with the name of the person
and place. Have children repeat after you. Then, point to
the office and ask, Who is in the office? Have children
answer chorally The principal is in the office, filling in
the name of the person and place. Review the word
work from Lesson 2 by asking what the principal does in
the office. Repeat for other people, places, and actions.

• Have partners talk about people in their school.

Practice/Apply INTERPRETIVE

• Talk About It Encourage partners to use the Newcomer
Card and the sentence frames they learned to talk about
people in school.

• Guide children to complete the activity on page x.

• Make up silly questions about people at school. For
example, ask Is the librarian in the gym? Children say
yes or no. If the answer is no, ask where they see the
librarian. Continue until all children have responded.

Make Multicultural Connections
Ask children to think of the different games they played 
in their home country. Have them share with a partner by 
either pantomiming what or how they played, or have them 
draw a picture and describe it. 

VOCABULARY
nurse teacher

principal gym teacher

cafeteria 
worker

student

Language Objective:
Use language to name people we 
see in school 

Content Objective:
Identify people we see in school

Language Function:
Naming people we see in school

Sentence Frames:
Who is in the  ? 
The  is in the  . 

Language Transfers Handbook
Refer to the Language Transfers 
chart on page 18 to identify 
grammatical structures that do 
not transfer. Some newcomers 
may omit prepositions when they 
speak.

Foundational Skills Practice
Use the Grade 1 High-Frequency 
Word Cards to practice saying the 
words who, the, and is. Use Sound-
Spelling Card 9 to teach children 
how to identify and pronounce the 
/i/ sound in this and in.

eBook and Games 
For further practice with the topic 
and lesson.

>> Go Digital
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Topic Lessons

Student Practice

Name: 
Transportation  

Change

Use Newcomer Card, 
page xx

Grades K-1 • Teacher’s Guide • Unit x 17

Look at the fire truck. Use a word  
from the box to write each label.

ladder  light  hose

 2. 

 3. 

 1. light

hose

ladder
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Introduction  to  PRIME  
WIDA developed PRIME as a tool to assist publishers and educators in analyzing their materials for the 
presence of key components of the WIDA Standards Framework. PRIME stands for Protocol for Review 
of Instructional Materials for ELLs. 
  
The PRIME correlation process identifies how the components of the 2012 Amplification of the English 
Language Development Standards, Kindergarten through Grade 12, and the Spanish Language 
Development (SLD) Standards, Kindergarten through Grade 12 are represented in instructional materials. 
These materials may include core and supplemental texts, websites and software (e.g., apps, computer 
programs), and other ancillary materials. PRIME is not an evaluative tool that judges the effectiveness of 
published materials.  
 
Those who complete WIDA PRIME Correlator Trainings receive PRIME Correlator Certification. This 
may be renewed annually.  Contact WCEPS for pricing details at store@wceps.org or 877-272-5593. 
  
New  in  This  Edition  
PRIME has been expanded to include 

•   Correlation to the WIDA Standards Framework 
•   Connections to English and Spanish Language Development Standards 
•   Relevance for both U.S. domestic and international audiences 

  
Primary  Purposes  

•   To assist educators in making informed decisions about selecting instructional materials for 
language education programs 

•   To inform publishers and correlators on the various components of the WIDA Standards 
Framework and of their applicability to the development of instructional materials 

  
Primary  Audience  

•   Publishers and correlators responsible for ensuring their instructional materials address language 
development as defined by the WIDA English and Spanish Language Development Standards  

•   District administrators, instructional coaches, and teacher educators responsible for selecting 
instructional materials inclusive of or targeted to language learners 

  
At WIDA, we have a unique perspective on how to conceptualize and use language development 
standards. We welcome the opportunity to work with both publishers and educators. We hope that in 
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using this inventory, publishers and educators will gain a keener insight into the facets involved in the 
language development of language learners, both in the U.S. and internationally, as they pertain to 
products.   

Overview  of  the  PRIME  Process  
PRIME has two parts. In Part 1, you complete an inventory of the materials being reviewed, including 
information about the publisher, the materials’ intended purpose, and the intended audience. 
 
In Part 2, you answer a series of yes/no questions about the presence of the criteria in the materials. You 
also provide justification to support your “yes” responses. If additional explanations for “No” answers are 
relevant to readers’ understanding of the materials, you may also include that in your justification. Part 2 
is divided into four steps which correspond to each of the four elements being inventoried; see the 
following table. 
  
PRIME  at  a  Glance  

Standards	  Framework	  Elements	  Included	  in	  the	  PRIME	  Inventory	  

1.	  Asset-‐based	  Philosophy	  

A.	  Representation	  of	  Student	  Assets	  and	  Contributions	  

2.	  Academic	  Language	  

A.	  Discourse	  Dimension	  

B.	  Sentence	  Dimension	  

C.	  Word/Phrase	  Dimension	  

3.	  Performance	  Definitions	  

A.	  Representations	  of	  Levels	  of	  Language	  Proficiency	  

B.	  Representations	  of	  Language	  Domains	  

4.	  Strands	  of	  Model	  Performance	  Indicators	  and	  the	  Standards	  Matrices	  

A.	  Connection	  to	  State	  Content	  Standards	  and	  WIDA	  Language	  Development	  Standards	  

B.	  Cognitive	  Challenge	  for	  All	  Learners	  at	  All	  Levels	  of	  Language	  Proficiency	  

C.	  Supports	  for	  Various	  Levels	  of	  Language	  Proficiency	  

D.	  Accessibility	  to	  Grade	  Level	  Content	  

E.	  Strands	  of	  Model	  Performance	  Indicators	  
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PRIME  Part  1:  Provide  Information  about  Materials  
Provide	  information	  about	  each	  title	  being	  correlated.	  

  
Publication Title(s):  Wonders for English Learners 
 
Publisher:  McGraw-Hill Education 
 
Materials/Program to be reviewed: ELD Program for Grades K-1  
 
Tools of Instruction included in this review:  Teacher’s Edition and Student Book 
 
Intended Teacher Audiences:  Teachers of ELL students, Grades K-1  
 
Intended Student Audiences: ELL students in Grades K-1  
 
Language domains addressed in material: Reading, Writing, Listening, Speaking 
 
Check which set of standards will be used in this correlation: 
 
☐  WIDA Spanish Language Development Standards 
  
☒  WIDA English Language Proficiency Standards 
 
WIDA Language Development Standards addressed: (e.g. Language of Mathematics).  Language of 
Language Arts, Language of Science, Language of Social Studies, Social and Instructional Language 
 
WIDA Language Proficiency Levels included: Levels 1-5 
 
Most Recently Published Edition or Website:  2017 
 
In the space below explain the focus or intended use of the materials:  
 
Wonders for English Learners (K-6) works seamlessly with the core Wonders classroom to teach English 
to students of all proficiency levels. The program builds oral language proficiency, vocabulary, 
background knowledge and academic content knowledge while reinforcing foundational reading skills 
and ensuring access to grade-level contents for English learners.  
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PRIME  Part  2:    Correlate  Your  Materials    

1.  Asset-Based  Philosophy                                                                                                                

A.  Representation  of  Student  Assets  and  Contributions  
The  WIDA  Standards  Framework  is  grounded  in  an  asset-based  view  of  students  and  
the  resources  and  experiences  they  bring  to  the  classroom,  which  is  the  basis  for  
WIDA’s  Can  Do  Philosophy.    	  

1)  Are  the  student  assets  and  contributions  
considered  in  the  materials?      

Yes     No  

2)  Are  the  student  assets  and  contributions  
systematically  considered  throughout  the  
materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The materials call for students in Grades K-1 to share their prior knowledge about a 
topic that will be discussed as they read, listen to or discuss a reading selection. For 
example, in the Grade 1 Teacher’s Edition, students are asked to access their prior 
knowledge as they listen and respond to a story that is read aloud to them in the 
Listening Comprehension lesson for  Unit 4 Week 1 Day1 (page 386). This lesson asks 
students to name the other animals that they see on a visual that is being shown to 
them. In the Grades K-1 My Language Book Student Book, the Weekly Concept page 
features a picture that children can talk and answer questions about, as well as offer 
opinions (Grade K, p. 10 and Grade 1 p. 18.)   

2.   The materials systematically consider students’ assets and contributions.  Each unit of 
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the Grades K-1 Teacher’s Editions starts with discussion of ‘The Big Idea’, which is 
the central theme that will be explored weekly in that unit. Every week contains daily 
lessons that provide speaking opportunities for students to share information they may 
have in an effort to build background about the topic being discussed.  In Grades K-1, 
every week of the Teacher’s Editions has a sub-section on Day 1 titled ‘Talk About It’ 
(under Oral Language) that offers differentiated levels of questions, as well as sentence 
frames to help students share their reactions, thoughts and opinions. The rest of the 
daily lessons throughout the week also call for students to access prior knowledge, in 
places such as the Interactive Read-Aloud lesson (Grade K, Units 1-10, Day 4; Grade 
1, Units 1-3 on Days 2 and 4 and Units 4-6 on Day 1) where students are prompted to 
share information.  In the Grades K-1 My Language Book Student Book, two weekly 
pages in particular ask for children to share background experiences and opinions in 
the ‘Collaborate’ section at the bottom of the page. This includes the ‘Weekly Concept’ 
page, as well as the Words and Categories page. (Grade 1 pp 26-27; Grade K pp 18-19) 
 
Grade 1 Teacher’s Edition Listening Comprehension lesson for  Unit 4 Week 1 Day1 
(page 386): 

 

Grade 1 My Language Book Student Book, the Weekly Concept page p. 18:   
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Grade K My Language Book Student Book, the Weekly Concept page p. 10: 
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2.  Academic  Language    
WIDA  believes  that  developing  language  entails  much  more  than  learning  words.  WIDA  
organizes  academic  language  into  three  dimensions:    discourse,  sentence,  and  word/phrase  
dimensions  situated  in  sociocultural  contexts.  Instructional  material  developers  are  encouraged  
to  think  of  how  the  design  of  the  materials  can  reflect  academic  language  as  multi-dimensional.      

A.  Discourse  Dimension  (e.g.,  amount,  structure,  density,  organization,  
cohesion,  variety  of  speech/written  text)  

	  	  

1)  Do  the  materials  address  language  features  at  the  
discourse  dimension  in  a  consistent  manner  for  all  
identified  proficiency  levels?    

Yes     No  
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2)  Are  the  language  features  at  the  discourse  
dimension  addressed  systematically  throughout  
the  materials?  

Yes     No  

  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   Wonders for English Learners addresses language features at the discourse dimension 
for all proficiency levels in a consistent manner. In the Grades K-1 Teacher’s Editions, 
leveled questions and prompts are folded into almost every daily lesson of any given 
week in order to provide scaffolded support for students of all proficiencies, either for 
speaking or writing. Prompts are labeled ‘Beginning’, ‘Intermediate’, or ‘Advanced’.  
Longer sentence frames requiring one-word answers are provided for the Beginning 
level, while shorter ones that require more vocabulary are given to Advanced level 
students. [For example, Grade K Teacher’s Edition: pp 234-235; Day 3, p. 247; G1 
Teacher’s Edition, Use language section on p 79.) The same method is applied for the 
differentiated writing support on Day 3. Beginning level students receive a set of 
pronoun index cards to help them complete their sentence frames, while higher levels 
have to create their own sentences using the cards. (See Grade 1, p 193, Grade K, p 
252]. Additionally, students from varying levels of proficiency are often paired 
together to help each other read selections chorally. (Grade K TE, Unit 5 Week 3, Day 
3, page 370 – Collaborative Read; Grade 1 TE Unit 1 Week 4, page 90 – Collaborative 
Read.)     

2.   The language features at the discourse dimension are addressed systematically 
throughout all of the units in Grades K and 1. Each weekly lesson in the Grades K-1 
Teachers’ Edition addresses all of the four domains at each of the proficiency levels. 
Days 1-4 begin with an Oral Language segment that addresses and support the weekly 
theme (the ‘Essential Question’). Listening Comprehension lessons on Days 1, 2, and 4 
(only on Days 1 and 2 after Unit 4 of Grade 1) review selection vocabulary and provide 
differentiated sentence frames and questions to help students understand and discuss 
the selection. Vocabulary featured in the selection is pre-taught and reviewed on Days 
2 and 4 with leveled sentence frames that allow children to practice using the 
vocabulary in context. Word Work lessons on Days 2 and 3 review Foundational Skills 
including phonics, phonemic awareness, high-frequency words (& Structural Analysis 
at Grade 1) so that students can read a decodable selection afterwards. (This is the 
same selection that the Core program uses.) Writing is addressed on Days 2, 3 & 4 (the 
second Language support spread on these days), with support to address the writing 
prompt from the Core program. Day 5 is devoted to monitoring students’ progress in 
the oral and written production realm.         
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Examples from Unit 1 Week 1 of the Teacher’s Edition are indicative of the structure 
throughout the series and are indicated below:  
•   ‘Talk About It’ (GK p 1. G1, p 2): discuss Unit theme using visuals and leveled 

sentence frames 
•   ‘Language Warm-up’ pp. 6, 10, 16 (GK & G1): daily exercises addressing the 

weekly theme, including poems, songs, drawing pictures, discussing visuals   
•   ‘My Language Book’ support (G1 pp. 6, 9, 12, 14, 16, 18, 25, 26; GK pp. 6, 9, 12, 

16, 18, 19, 25, 26): daily differentiated instruction and support for the student 
book component 

•   ‘Link Language to Pictures’ pp 8, 32 (GK & G1): picture walk through a selection 
with opportunities to share their  background knowledge 

•   ‘Interactive Read’ pp 9, 33 (GK & G1): routines and prompts to help students 
interact with selection text 

•    ‘Close Reading’ p. 11 (GK & G1): provides differentiated instruction to allow 
students to discuss the selection 

•   ‘Grammar’ p. 14 (GK & G1): differentiated support for weekly skill 
•   ‘Interactive Writing’ pp 14, 19, 25 (G1 & GK) support for responding to the Core 

writing prompt; includes a reference to the Student book, which provides a 
graphic organizer 

•   ‘Level Up’ p. 125: chart provides teachers with guidelines for considerations on 
when to possibly moving their students to the next proficiency level.  (pp 125) 
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B.   Sentence  Dimension  (e.g.,  types,  variety  of  grammatical  structures,  
formulaic  and  idiomatic  expressions;;  conventions)  

	  

1)  Do  the  materials  address  language  features  at  the  
sentence  dimension  for  all  of  the  identified  
proficiency  levels?    

Yes     No  

  

2)  Are  the  language  features  at  the  sentence  
dimension  appropriate  for  the  identified  
proficiency  levels?  

Yes     No  

  

3)  Are  the  language  features  at  the  sentence  
dimension  addressed  systematically  throughout  
the  materials?  

Yes     No  

  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The materials address language features at the sentence dimension for all proficiency 
levels. In Grades K-1 Teachers’ Edition, differentiated sentence frames are provided 
throughout all of the lessons to help students of all proficiencies make statements, ask 
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questions or offer opinions during oral or written exercises. The lengths of the frames 
vary depending on the proficiency level. For example, a Level Up chart is provided as 
a resource for the teacher at the end of every week to help evaluate students based on 
their progress. Sample sentence frames are provided for help with evaluation of 
students. (G1, p 153) 
 

2.   Language features at the sentence dimension are appropriate for the identified 
proficiency levels. In Grades K-1, students learn to use connecting words and phrases 
according to their level: Beginning are expected to use short, one-word examples ( 
such as ‘then’), while higher levels are guided to use more complex phrases (‘a long 
time ago’, ‘after that’, ‘ suddenly’ on G1 p 339.)  Additionally, sentence frames 
provided for Beginning level consist of simple grammatical constructions, while the 
Intermediate/Advanced versions feature more complex constructions.  Also, there is a 
weekly feature in the Day 4/Language Support entitled ‘Expressing an Opinion’ which 
helps students from all three proficiencies offer their opinions using key vocabulary 
that has been discussed throughout the week. Furthermore, a weekly feature titled 
‘Engaging in Dialogue’ helps students gain practice conducting conversations. Teacher 
modeling, sentence strips and partner work allows students to observe and participate 
in this speaking activity. Support for Writing on the Day 4 Independent Writing section 
of the Language Support lesson (How Language Works, Grade 1, p. 151, as an 
example, encourages students to provide writing feedback to each other.) Lastly, the 
weekly grammar skill from the core program is supported, reviewed, and practiced on 
Days 2, 3, and 4 in the Grade 1 Teacher’s Edition (pp. 14, 19, 25; Days 2, 3, and 4 in 
Grade K Teacher’s Edition, pp. 15, 19, 25). The Grades K and 1 My Language Book 
Student Books also contain a grammar lesson, which allows students access to grade-
level content (see p. 8 in both grades). 
 

3.   The language features at the sentence dimension are systematically addressed 
throughout the materials.  
 
Below are some examples of features pulled from Week 1 of Unit 1 Teachers’ Edition 
and which represent the structure found in each unit of the program:  

•   Grades K-1 Teachers’ Edition: ‘Grammar’ pp. 14-15, 19, 25: activities range from 
partner work to teacher modeling for ‘Practicing Sentences’ 

•   Grades K-1 Teachers’ Edition: ‘Expressing an Opinion’ p. 21: sentence frames 
provided to help students perform an oral exercise  

•   Grades K-1 Teachers’ Edition: ‘How Language Works’ p. 49: Writing activity 
expectations are differentiated for each level  

•   Grades K-1 Teachers’ Edition: ‘Interactive Writing’ p. 14: support for the Core 
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Writing prompt  

	  

From	  Grade	  1	  My	  Language	  Book:	  
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C.  Word/Phrase  Dimension  (multiple  meanings  of  words,  general,  specific,  
and  technical  language1)	  
1)  Do  the  materials  address  language  features  at  
the  word/phrase  dimension  in  a  consistent  
manner  for  all  identified  proficiency  levels?  

Yes     No  

2)  Are  words,  expressions,  and  phrases  
represented  in  context?      

Yes     No  
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3)  Is  the  general,  specific,  and  technical  language  
appropriate  for  the  targeted  proficiency  levels?  

Yes     No  

  

4)  Is  the  general,  specific,  and  technical2  language  
systematically  presented  throughout  the  
materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The materials address language features at the word/phrase dimension in a consistent 
manner for all proficiency levels. Every week in the Grades K-1 Teacher’s Editions 
feature several types of Vocabulary word for English learners of all proficiencies 
including text selection vocabulary, oral language vocabulary and academic vocabulary. 
Visual support is also provided for one type of vocabulary in the Grades K-1 My 
Language Book Student Book (Grades K & 1 – Words and Categories lesson, Oral 
Vocabulary lesson.) Teachers can use the ‘Define/Example/Ask’ routine to teach the 
more complex oral vocabulary words and then utilize the differentiated sentence frames 
provided to help students use the newly learned vocabulary in context.  (Days 2 and 4, 
Language Support lessons in both Grade 1 and Grade K) 

2.   Words, expressions, and phrases are represented in context. The words depicted in the 
‘Words and Categories’ lesson in the GK-1 My Language Book Student Book are related 
to themes pulled from that week’s reading selection (they do not, however, appear in the 
reading selection itself nor are they a select set of words, but rather a basis for oral 
language development.) Similarly, the ‘Oral Vocabulary’ lesson in the Student Book is 
related to the Weekly theme; (however, they do not appear in the Core program or any of 
the reading selections – they are meant as support for English learner’s general oral 
language development.)  In the GK-1 Teacher’s Edition there are two lessons devoted to 
Core Oral Vocabulary words (these are NOT the same set of words referred to in the 
Student Book, mentioned above.) These Oral Vocabulary words are pre-taught and 
practiced with students, as they are then featured in a Read-Aloud selection. High-
Frequency words are also taught weekly to students. These words are first practiced 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
	  

2General	  language	  refers	  to	  words	  or	  expressions	  not	  typically	  associated	  with	  a	  specific	  content	  areas	  (e.g.,	  
describe	  a	  book).	  	  	  
Specific	  language	  refers	  to	  words	  or	  expressions	  used	  across	  multiple	  academic	  content	  areas	  in	  school	  (chart,	  
total,	  individual).	  	  
Technical	  language	  refers	  to	  the	  most	  precise	  words	  or	  expressions	  associated	  with	  topics	  within	  academic	  content	  
areas	  in	  school	  and	  is	  reflective	  of	  age	  and	  developmental	  milestones.	  
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through the Read/Spell/Write routine on Day 2 and then reviewed and discussed in the 
Shared Read text selection where they also featured. Another opportunity to words 
related to the weekly theme appears in the ‘Expressing an Opinion’ segment in the 
Language Support lesson on Day 4 of the GK-1 Teacher’s Edition. Students are given an 
oral prompt and an opportunity to use the newly learned theme words. (see Grade 1 TE – 
p. 21; Grade K TE p. 20)    

3.   The general, specific and technical language is appropriate for the targeted proficiency 
levels. Vocabulary ranges from high-frequency words (general), to more specific and 
technical language that is related to a text selection’s subject matter. For example, a 
Grade 1 Nonfiction text selection about a deaf child includes vocabulary such as ‘signing, 
rugby, trophy, chess, deaf and cook.’ (G1 Teacher’s Edition, p 673; see Grade K TE p. 
553 for example of vocabulary used during a theme-related lesson._ Academic language 
is also used throughout the series, particularly when discussing Comprehension skills. 
The Grade 1 My Language Book Student Book p. 39 helps students complete a writing 
assignment using sequence words first and next.  

4.   The general, specific, and technical language is systematically presented throughout the 
Wonders for ELD program. The following examples from Week 1 of Unit 1 in the 
Grades K and Teacher’s Edition, as well as the Grades K-1 My Language Book Student 
Book are indicative of the structure found throughout the program: 

•   Grades K and 1 Teacher’s Editions: ‘Words and Categories’ p. 9: offers 
differentiated support for the corresponding page in the Student Edition 

•   Grades K and 1 Teacher’s Editions: ‘Oral Vocabulary Words’ p. 10: vocabulary is 
taught, practiced and used in differentiated sentence frames 

•   Grades K and 1 Teacher’s Editions: ‘High-Frequency Words’ p. 13: high-
frequency words are read, spelled and then written 

•   Grades K and 1 Teacher’s Editions: ‘My Language Book’ p. 16: offers support for 
the Oral Vocabulary lesson in the Student Book 

•   Grades K and 1 Teacher’s Editions: ‘High-Frequency Words’ p. 17: vocabulary is 
modeled in sample sentences before students come up with their own sentences  

•   Grades K and 1 Teacher’s Editions: ‘Oral Vocabulary Words’ p. 20: vocabulary is 
taught, practiced and used in differentiated sentence frames 

•   Grades K and 1 Teacher’s Editions: ‘Expressing an Opinion’ p. 21: more 
vocabulary related to the weekly theme is discussed and reviewed  
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3.  Performance  Definitions    
The  WIDA  Performance  Definitions  define  the  WIDA  levels  of  language  proficiency  in  
terms  of  the  three  dimensions  of  academic  language  described  above  (discourse,  
sentence,  word/phrase)  and  across  six  levels  of  language  development.	  

A.   Representation  of  Levels  of  Language  Proficiency  
	  

1)  Do  the  materials  differentiate  between  the  
language  proficiency  levels?    

Yes     No  

2)  Is  differentiation  of  language  proficiency  
developmentally  and  linguistically  appropriate  
for  the  designated  language  levels?      

Yes     No  

3)  Is  differentiation  of  language  systematically  
addressed  throughout  the  materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  Teacher’s  Editions  for  Grades  K  and  1  differentiates  between  the  language  
proficiency  levels.  Every  daily  lesson  identifies  a  language  proficiency  level  
(Beginning,  Intermediate  or  Advanced)  and  supplies  the  appropriate  instruction,  
including  sentence  starters  that  help  students  respond  to  questions,  make  
statements  or  offer  opinions.  This  strategy  also  allows  teachers  to  offer  the  same  
content  to  all  students  with  the  necessary  amount  of  support.  Finally,  the  Level  
Up  chart  at  the  end  of  each  unit  (Grades  K  and  1,  p  125)  helps  teachers  evaluate  
the  current  level  of  the  students  and  decide  they  may  eligible  to  move  up  to  the  
next  level.          

2.   The  differentiation  of  language  proficiency  is  developmentally  and  linguistically  
appropriate  for  each  of  the  designated  language  levels.  The  Grades  K  and  1  
Teacher’s  Editions  includes  scaffolding  methods  such  as  sentence  frames,  choral  
reading,  pair  reading,  modeling  conversations  and  graphic  organizers  to  support  
and  distinguish  between  each  levels’  needs.  Additionally,  a  weekly  Diagnose  and  
Prescribe  Chart  is  included  that  helps  teachers  assess  children’s  responses  and  
work  for  that  week  (p.  27).  Lastly,  all  students  use  the  same  My  Language  Book  
Student  Book  in  Grades  K  and  1;;  the  instruction  for  each  and  every  one  of  these  
pages  is  differentiated  in  the  corresponding  lesson  in  the  Teacher’s  Edition.    

3.     The  differentiation  of  language  is  systematically  addressed  throughout  the  
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Wonders  for  ELD  program.  For  example,  in  Unit  1,  Week  1,  Day  3  of  the  Grade  1  
Teacher’s  Edition,  the  Practice  Writing  lesson  (Language  Support,  p.  19)  helps  
students  respond  to  a  Writing  Prompt  by  providing  sentence  frames  with  less  
language  support  as  the  level  increases.  Similarly,  oral  language  frames  are  
provided  on  page  20  to  help  students  respond  to  a  question.  Students  can  use  a  
Word  Bank  to  discuss  the  Weekly  Theme  (‘Expressing  an  Opinion’,  p.  21)  as  well  
as  sentence  strips  to  practice  having  conversations  with  partners  (‘Engaging  in  
Dialogue’,  p.  21).  During  the  Writing  presentation  lesson  on  page  p.  25,  
differentiation  ranges  from  asking  Beginning  level  students  to  point  to  their  
drawing  as  they  read  their  writing,  while  Intermediate  students  can  read  their  
work  and  illustrate  it  using  facial  expressions.  Advanced  students  are  asked  to  
discuss  other  words  they  might  have  used  in  their  writing.  Lastly,  the  Diagnose  
and  Prescribe  chart  at  the  end  of  every  week  (p.  27)  provides  suggestions  on  
how  to  address  each  level’s  performance,  as  well  as  suggestions  for  how  to  
provide  support.    
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B.  Representation  of  Language  Domains  
WIDA  defines  language  through  expressive  (speaking  and  writing)  and  receptive  
(reading  and  listening)  domains  situated  in  various  sociocultural  contexts.	  

1)  Are  the  language  domains  (listening,  speaking,  
reading,  and  writing)  targeted  in  the  materials?    

Yes     No  

2)  Are  the  targeted  language  domains  presented  
within  the  context  of  language  proficiency  
levels?  

Yes     No  

3)  Are  the  targeted  language  domains  
systematically  integrated  throughout  the  
materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   All  four  of  the  language  domains  are  targeted  in  the  Wonders  for  ELD  program.  
Days  1-4  of  the  Grades  K  and  1  Teacher’s  Editions  start  with  a  Language  Support  
lesson  that  addresses  the  listening  and  speaking  domains.  Students  discuss  the  
weekly  theme  using  a  song  or  poem,  review  vocabulary,  and  perform  various  
whole  group  activities  such  as  working  on  a  shared  drawing.  Students  also  listen  
and  respond  to  a  Read-Aloud  selection  during  a  Listening  Comprehension  lesson.  
Reading  is  addressed  during  the  Literature  Big  Book  lesson  (Grade  1  Days  1  and  
2  on  pp  8  11  respectively;;  Grade  K  Days  1  and  2,  p  8  and  11  respectively),  and  
the  Shared  Read  lesson  (Grade  1  Days  2  and  3;;  Grade  K  Days  2  and  3).  Writing  
is  addressed  on  Days  2-4,  with  support  for  the  Writing  prompts.  The  Grades  K  
and  1  My  Language  Book  Student  Books  also  target  the  four  domains  through  
various  activities.    Each  week  consists  of  8  pages  that  feature  visuals,  sentence  
starters,  drawing  spaces,  poems  and  a  graphic  organizer.  These  activities  allow  
students  to  listen,  speak,  read  and  write  about  text  selections,  vocabulary  or  the  
weekly  grammar  skill.  (See  pp.  2-9)    
  

2.   Language  proficiency  levels  are  addressed  within  each  of  the  language  domains  
in  the  Grades  K  and  1  Teacher’s  Editions.  There  is  differentiated  support  for  
almost  every  listening,  speaking,  reading  and  writing  activity;;  the  levels  are  
explicitly  labeled  ‘Beginning’,  ‘Intermediate’  and  ‘Advanced’.  
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3.   Listening,  speaking,  reading  and  writing  are  targeted  systematically  throughout  
the  program  materials.    
  

•   The  following  example  of  a  weekly  lesson  pattern  from  Unit  1  of  the  
Grade  1  Teacher’s  Edition  is  a  representation  of  the  structure  found  in  the  
rest  of  the  book:  on  Week  1,  Day,  pp.  6-7:  ‘Language  Support’  –  students  
listen  and  speak  about  the  weekly  theme.  Then  in  ‘Listening  
Comprehension’  (pp.  8-9),  they  listen  to  and  speak  about  a  story  
selection.    On  Day  2,  p.  10,  ‘Language  Support’  students  listen  to  and  
practice  speaking  using  new  vocabulary  words.  The  ‘Listening  
Comprehension’  lesson  for  that  day,  pp.  11-12  has  students  listening  to,  
reading  and  speaking  about  a  story  selection.  Then,  the  ‘Shared  Read’  
lesson  on  p.  13  has  students  listening  and  speaking  about  foundational  
skills,  before  reading  a  decodable  text  selection.  The  last  lesson  on  Day  2,  
‘Language  Support’,  p.  14  has  students  preparing  to  write  about  the  
decodable  story  they  just  read.  The  lessons  on  Day  3,  pp.  16-18  
(‘Language  Support,  Shared  Read’)  again  has  students  listening,  
speaking,  reading  and  writing  about  a  story.  Day  4,  pp.  20-25  (‘Language  
Support,  Listening  Comprehension,  Read  the  Differentiated  Texts’)  also  
has  students  again  listening,  speaking,  reading  and  writing  about  a  story.          

•   The  following  breakdown  of  a  weekly  lesson  in  Unit  1  in  both  of  the  
Grades  K  and  1  My  Language  Book  Student  Books  represents  the  
structure  in  the  rest  of  the  book:  students  can  listen  and  speak  about  the  
weekly  theme  during  the  ‘Weekly  Concept’  exercise  (Grades  K  1,  p.  2);;  
students  listen,  speak,  and  write  about  oral  vocabulary  concepts  during  
the  ‘Words  and  Categories’  and  ‘Oral  Vocabulary’  lessons  (pp.  3  and  5  
respectively  for  Grades  1  and  K);;  the  ‘Respond  to  the  Text’  lesson  on  p.  4  
(both  grades)  has  students  listening,  speaking  and  writing  about  a  story.    
Students  in  both  grades  listen  and  speak  about  (and  write  in  Grade  1)  
about  a  text  selection  on  p.  6  (‘Respond  to  the  Text’  at  Grade  1  and  
‘Retell’  at  Grade  K).  Both  grades  have  students  listening,  speaking  about  
writing  about  a  text  selection  in  the  ‘Writing’  lesson  on  p.  7.  During  the  
‘Grammar’  lesson,  students,  listen,  read  and  write  about  the  grammar  
skill  on  p.  8  (both  grades).  Lastly,  both  grades  have  students  reading,  
listening  and  speaking  in  the  ‘Fluency’  lesson  on  p.  9.        
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4.	  The  Strands  of  Model  Performance  Indicators  
and  the  Standards  Matrices    
The  Strands  of  Model  Performance  Indicators  (MPIs)  provide  sample  representations  of  
how  language  is  processed  or  produced  within  particular  disciplines  and  learning  
contexts.    WIDA  has  five  language  development  standards  representing  language  in  the  
following  areas:  Social  and  Instructional  Language,  The  Language  of  Language  Arts,  
The  Language  of  Mathematics,  The  Language  of  Science,  The  Language  of  Social  
Studies  as  well  as  complementary  strands  including  The  Language  of  Music  and  
Performing  Arts,  The  Language  of  Humanities,  The  Language  of  Visual  Arts.      

The  Standards  Matrices  are  organized  by  standard,  grade  level,  and  domain  (Listening,  
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Speaking,  Reading,  and  Writing).    The  standards  matrices  make  an  explicit  connection  
to  state  academic  content  standards  and  include  an  example  for  language  use.    Each  
MPI  includes  a  uniform  cognitive  function  (adopted  from  Bloom’s  taxonomy)  which  
represents  how  educators  can  maintain  the  cognitive  demand  of  an  activity  while  
differentiating  for  language.    Each  MPI  provides  examples  of  what  students  can  
reasonably  be  expected  to  do  with  language  using  various  supports.      

A.   Connection  to  State  Content  Standards  and  WIDA  Language  
Development  Standards    
	  

1)  Do  the  materials  connect  the  language  
development  standards  to  the  state  academic  
content  standards?    

Yes     No  

2)  Are  the  academic  content  standards  
systematically  represented  throughout  the  
materials?  

Yes     No  

3)  Are  social  and  instructional  language  and  one  or  
more  of  the  remaining  WIDA  Standards  present  
in  the  materials?    

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  materials  connect  the  language  development  standards  to  the  state  
academic  content  standards  for  both  Grades  K  and  1.  The  six  units  at  Grade  1  
and  ten  units  at  Grade  K  cover  grade-level  content  related  to  science,  social  
studies,  or  language  arts/literature  concepts.    The  Grade  1  Unit  topics  include  
themes  like:  Getting  to  Know  Us,  Our  Community,  Changes  Over  Time,  Animals  
Everywhere,  Figure  It  Out,  and  Together  We  Can!’  For  example,  Changes  Over  
Time  deals  with  science  concepts  such  as  measuring  time,  plants  and  their  
growth,  and  food  resources  (where  food  comes  from).  This  unit  also  deals  with  
the  social  studies  concept  of  how  life  was  different  long  ago  compared  to  now,  
as  well  as  the  literature  concept  of  folktales.  Another  unit  at  Grade  1,  Together  
We  Can!  deals  with  social  studies  topics  like  holidays,  traditions,  and  people  in  
our  communities.  The  science  topic  of  weather  is  also  discussed  in  this  unit.  At  
Grade  K,  themes  include:  Take  a  New  Step,  Let’s  Explore,  Going  Places,  Around  
the  Neighborhood,  Wonders  of  Nature,  Weather  for  all  Seasons,  The  Animal  
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Kingdom,  From  Here  to  There,  How  Things  Change,  and  Thinking  Outside  the  
Box.  The  unit  Going  Places  grapples  with  social  studies  topics  about  rules  in  our  
community,  places  in  our  neighborhood  and  the  sounds  that  we  hear  around  us.    
The  Animal  Kingdom  deals  with  science  concepts  surrounding  animals’  likenesses  
and  differences  as  well  as  their  environments.  The  social  studies  concept  of  
caring  for  a  pet  is  also  covered  in  this  unit.  The  text  selections  for  all  of  these  
units  offer  content  connections  that  are  accessible  to  students.    
  

2.   The  academic  content  standards  are  systematically  represented  throughout  the  
materials.  Each  unit  in  the  Grades  K  and  1  Teacher’s  Editions  (as  well  as  the  
corresponding  My  Language  Book  Student  Books)  commences  with  a  unit  opener  
that  discusses  ‘The  Big  Idea’,  a  statement  or  question  related  to  the  unit  topic  (p.  
1  in  the  Teacher’s  Edition,  for  example,  and  p.  in  the  Student  Books).  Students  
discuss  a  visual  related  to  this  statement,  using  leveled  sentence  starters.  Weekly  
lessons  expand  on  the  unit  theme  with  the  appropriate  grade-level  content.  
  

3.   The  Wonders  for  English  Learners  program  is  organized  into  units  that  relate  to  
the  study  of  social  and  instructional  language,  as  well  as  the  study  of  language  
arts.  The  weekly  lessons  that  support  the  unit  topics  vary  in  content  related  to  
science,  social  studies  or  language  arts.  Daily  lessons  guide  students  to  listen,  
speak,  read  and  write  about  a  given  topic.    Differentiated  support  allows  
students  of  all  proficiencies  to  access  content,  use  their  prior  knowledge  and  
develop  academic  language.    Pages  2-3  of  the  Grade  K  and  1  Teacher’s  Editions  
(pp.  xii-1  at  Grade  1)  exemplify  how  the  unit  theme  is  supported  weekly  and  
through  which  domain.    
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B.   Cognitive  Challenge  for  All  Learners  at  All  Levels  of  Language  
Proficiency  
	  

1)  Do  materials  present  an  opportunity  for  
language  learners  to  engage  in  various  
cognitive  functions  (higher  order  thinking  skills  
from  Bloom’s  taxonomy)  regardless  of  their  
language  level?  

Yes     No  

2)  Are  opportunities  for  engaging  in  higher  order  
thinking  systematically  addressed  in  the  
materials?  

Yes     No  

     

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  materials  in  the  Wonders  for  English  Learners  program  present  opportunities  
for  English  learners  to  engage  in  various  cognitive  functions  at  all  proficiency  
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levels.  Every  weekly  lesson  in  a  unit  includes  Listening  Comprehension  exercises  
that  are  related  to  a  text  selection.    In  the  ‘Link  Language  to  Pictures’  section  of  
the  Day  1  lesson  (pp.  8-9  of  the  Grade  K  and  1  Teacher’s  Editions),  students  
listen  and  respond  to  questions  that  elicit  prior  knowledge,  as  well  as  
comprehension  of  the  images  they  see  in  the  text  selection  (the  ‘Literature  Big  
Book’  –  Grades  K  through  Unit  3  of  Grade  1).  Differentiated  sentence  frames  are  
provided  throughout  the  lesson  to  enable  each  student  to  participate.  The  
Listening  Comprehension  lesson  on  Day  2  (p.  11)  takes  students  through  a  close  
read  of  the  text,  having  them  read  and  respond  to  a  variety  of  comprehension  
questions  about  character,  plot,  and  setting,  cause  and  effect,  compare  and  
contrast,  or  main  idea  and  details.  The  lesson  also  calls  for  students  to  retell  the  
selection  using  their  own  words.  In  the  ‘Respond  to  the  Text’  section  of  the  
lesson,  students  complete  the  corresponding  lesson  about  the  text  selection  in  
their  My  Language  Book  Student  Books  (p.  4  in  both  Grades  K  and  1;;  note  that  
this  activity  requires  students  to  draw  their  answers  at  Unit  1,  but  the  rigor  is  
increased  in  the  later  units  –  see  p.  246  in  Grade  K  or  p.  207  of  Grade  1).  For  
example,  on  page  12  of  the  Teacher’s  Edition  for  Grade  K,  Beginning  level  
students  are  asked  to  describe  a  character’s  actions  using  the  sentence  frame  
provided.  Intermediate  level  students  respond  to  the  same  question,  using  a  
sentence  frame  with  slightly  less  support.  Advanced  level  students  are  asked  to  
compare  and  contrast  the  characters  in  the  story  using  specific  vocabulary  
(‘both’,  ‘but’).  Lastly,  both  the  Shared  Read  lesson  on  Day  3  (pp.  17-18)  and  the  
Interactive  Read-Aloud  lesson  on  Day  4  (pp.  22-23  in  both  grades)  offers  higher-
order  comprehension  questions  related  to  the  weekly  decodable  text  selection  as  
well  as  a  more  complex  text  selection.  The  type  of  comprehension  question  is  
indicated  at  the  end  of  each  paragraph  (‘Understanding  Cohesion,  
Reading/Viewing  Closely,  etc’)  so  that  teachers  are  aware  of  what  concepts  are  
being  covered.      

2.   Opportunities  for  engaging  in  higher  order  thinking  are  systematically  addressed  
in  the  materials.  Comprehension  questions  comprise  every  Listening  
Comprehension  lesson  from  the  start  to  the  end  of  the  program.  The  rigor  is  
increased  as  the  school  year  progresses.  The  comprehension  questions  in  Grade  
1  Unit  1  Week  My  Language  Book  p.  6  progress  from  straightforward  plot  
questions  to  more  complex  questions  as  shown  on  p.  191.  Similarly,  for  the  
Grade  K  Student  Book,  questions  range  from  straightforward  plot  questions  (p.  
4)  to  more  complex  questions  on  p.  254.  
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C.   Supports  for  Various  Levels  of  Language  Proficiency  
	  

1)  Do  the  materials  provide  scaffolding  supports  
for  students  to  advance  within  a  proficiency  
level?  

Yes     No  

2)  Do  the  materials  provide  scaffolding  supports  
for  students  to  progress  from  one  proficiency  
level  to  the  next?  

Yes     No  

3)  Are  scaffolding  supports  presented  
systematically  throughout  the  materials?      

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  materials  provide  scaffolding  supports  for  students  to  advance  within  a  
proficiency  level.  This  program  is  designed  to  provide  English  learners  support  
and  access  to  the  same  content  as  Core  readers.  Lessons  in  the  Teacher’s  
Editions  for  Grades  K  and  1  are  designed  to  help  students  master  vocabulary,  
oral  language  development,  and  reading  comprehension  skills.  Students  can  
work  in  groups,  with  a  partner  or  independently,  as  appropriate,  according  to  the  
complexity  of  the  designated  task.  Scaffolding  is  provided  for  comprehension  
questions  and  activities,  and  the  wide  variety  of  lesson  activities  ensures  that  the  
needs  of  all  proficiency  levels  are  met.  The  weekly  Progress  Monitoring  lesson  on  
Day  5  (p.  122,  as  an  example)  helps  teachers  gauge  student’s  individual  progress  
within  their  level,  in  relation  to  that  week’s  lesson  content.  Lastly,  the  Diagnose  
and  Prescribe  chart  (p.  27,  as  an  example)  at  the  end  of  every  week  in  the  Grade  
K  and  1  Teacher’s  Editions  offers  teachers  guidance  on  how  to  help  students  
maintain  or  advance  to  the  next  proficiency  levels.  Strategies  for  classroom  
discussions  are  also  offered  on  (p.  vi)  to  ensure  participation  from  all  levels  of  
students.    
  

2.   The  materials  provide  scaffolding  supports  for  students  to  progress  from  one  
proficiency  level  to  the  next.  For  example,  the  Listening  Comprehension  lesson  of  
the  Literature  Big  Book  in  the  Grade  K  and  1  Teacher’s  Edition  offers  interactive  
and  visual  supports  to  students  in  a  whole  group  setting  (Day  1,  p.  8  example).  
Activities  are  leveled  so  that  all  students  can  participate  in  the  lesson  and  
interact  with  the  text.  In  an  effort  to  encourage  all  students  to  feel  comfortable  
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reading,  students  at  different  proficiency  levels  are  often  paired  together.  
Suggestions  are  provided  to  allow  students  to  take  turns  reading  one  page  of  the  
book  or  in  unison  (p.  90,  Collaborative  Read).  The  Level  Up  chart  (p.  125,  as  an  
example)  at  the  end  of  every  unit  in  the  Grade  K  and  1  Teacher’s  Editions  offers  
teachers  guidance  on  their  leveling  up  decisions.  Additional  assessment  and  re-
teaching  information  (including  information  on  outside  sources)  is  referenced  on  
page  124  of  the  Unit  Progress  Monitoring  spread.  Suggestions  for  how  to  create  
and  maintain  a  Student  Profile  allows  teachers  to  compile  data  that  will  help  
students  progress  to  the  next  level.    
  

3.   Scaffolding  supports  are  presented  systematically  throughout  the  materials,  in  
every  week  of  every  unit,  for  every  level  of  proficiency.  In  order  to  facilitate  
student’s  comprehension  of  text  selection,  the  Listening  Comprehension  lesson  
on  Day  1  (p.  104  in  Grade  1  and  p.  84  of  Grade  K,  as  an  example)  provides  
questions  that  help  students  access  prior  knowledge  and  build  background  as  
they  conduct  a  Picture  Walk  of  the  book.  No  reading  or  reference  to  the  text  is  
made  during  this  lesson.    During  this  lesson,  Teacher  Think-Alouds  and  
Collaborative  tasks  that  engage  students  in  partner  activities  are  conducted.  
Differentiated  sentence  frames  are  provided  to  help  students  respond.    The  
Interactive  Read  section  within  this  lesson  offers  various  routines  and  prompts  to  
help  students  interact  with  the  text.  (For  instance,  patterned  text  is  highlighted  
as  an  element  to  point  out  to  students  as  a  book  is  read.  A  suggestion  for  
students  to  chime  in  and  repeat  after  the  teacher  is  another  example  of  how  
students  are  engaged  during  a  listening  comprehension  lesson.)  Another  
example  of  a  scaffolding  support  is  found  in  the  ‘How  Language  Works’  portion  
of  the  Day  2  Language  Support  of  the  Writing  lesson  (p.  111  in  Grade  1  and  p.  
91  of  Grade  K,  respectively).    This  section  focuses  on  grammar  concepts  that  are  
of  particular  relevance  to  an  English  learner’s  needs,  concepts  that  are  not  
explicitly  taught  at  that  point  of  the  Core  Grammar  Scope  and  Sequence.    For  
example,  cohesion  is  highlighted  in  one  lesson,  while  connecting  ideas  is  covered  
in  another  lesson.  Lastly,  the  Progress  Monitoring  spread  in  the  Grade  K  and  1  
Teacher’s  Edition  (pp.  124-125,  as  an  example)  at  the  end  of  every  unit  offers  
assessment  assistance  and  guidance  to  help  teachers  track  student’s  progress.  
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D.  Accessibility  to  Grade  Level  Content  

1)  Is  linguistically  and  developmentally  appropriate  
grade-level  content  present  in  the  materials?  

Yes     No  

2)  Is  grade-level  content  accessible  for  the  
targeted  levels  of  language  proficiency?  

Yes     No  

3)  Is  the  grade-level  content  systematically  
presented  throughout  the  materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   Linguistically  and  developmentally  appropriate  grade-level  content  is  present  in  
the  Wonders  for  English  Learners  program.  Literature  Big  Book  reading  
selections  such  as  ‘A  Second  is  a  Hiccup’  (Grade  1  Teacher’s  Edition,  Unit  3  Week  
1,  p.  260)  or  ‘What  Can  You  Do  with  a  Paleta?’  (Grade  K  Teacher’s  Edition,  Unit  
4,  Week  2,  p.  260)  as  well  as  the  Interactive  Read-Aloud  selections  such  as  ‘Map  
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It!’  (Grade  1,  Unit  2  Week  5,  p.  244)  and  ‘The  Turtle  and  The  Flute’  (Grade  K,  
Unit  3  Week  2,  p.  198),  are  appropriate  for  students  in  these  respective  grades.  
Illustrations  and  content  are  engaging  and  grade-appropriate.    

2.   Grade-level  content  is  accessible  for  the  targeted  levels  of  language  proficiency.  
Differentiated  instruction  throughout  the  Teacher’s  Edition  of  Grades  K  and  1  
allows  students  to  access  story  or  text  content  (found  in  the  Literature  Big  Book,  
Shared  Read  or  the  Interactive  Read-Aloud  selection),  respond  to  comprehension  
questions,  and  access  prior  knowledge  related  to  the  story  content.  Additionally,  
in  order  to  ensure  that  students  of  all  proficiency  levels  can  practice  close  
reading  and  respond  to  a  text  at  their  own  level,  three  levels  of  differentiated  
text  tied  to  weekly  themes  (for  Beginning,  Intermediate,  Advanced  English  
Learners)  were  created  exclusively  for  this  program.  These  Differentiated  Text  
stories  offer  grade-level  content  with  the  reading  skill  of  each  proficiency  level  in  
mind.  Support  for  these  stories  is  offered  on  Day  4  of  the  Grades  K  and  1  
Teacher’s  Edition  (for  example,  p.  200  and  246,  respectively).    

3.   The  grade-level  content  is  systematically  presented  throughout  the  materials.  
The  Listening  Comprehension  lessons  on  Days  1  and  2  of  the  Teacher’s  Edition  
for  Grades  K  and  1  offers  weekly  support  of  a  reading  selection  in  all  of  the  units  
of  the  program.  The  Shared  Read,  a  decodable  text  selection  is  supported  on  
Days  2  and  3  of  the  weekly  lesson,  as  are  the  Differentiated  Text  and  Interactive  
Read-Aloud  selection  on  Day  4  of  every  week  throughout  the  program.  Each  of  
these  lessons  offers  a  variety  of  activities  and  exercises  including  comprehension  
questions,  partner  activities,  choral  reading,  picture  walks  or  writing  exercises.  
Two  ‘Respond  to  the  Text’  lessons  for  two  of  these  reading  selections  appear  in  
the  My  Language  Book  Student  Book.      
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E.  Strands  of  Model  Performance  Indicators      
1)  Do  materials  include  a  range  of  language  
functions?  

Yes     No  

2)  Are  the  language  functions  incorporated  into  a  
communicative  goal  or  activity?  

Yes     No  

3)  Do  the  language  functions  support  the  
progression  of  language  development?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  materials  include  a  range  of  language  functions,  such  as  pairing,  matching,  
describing,  comparing,  identifying,  sorting,  drawing,  predicting,  completing  
sentence  starters  (writing)  offering  opinions  and  engaging  in  dialogue.  Exercises  
in  the  My  Language  Book  Student  Book  for  both  grades  contain  a  variety  of  
these  exercises  during  any  given  week  of  any  unit.  Instruction  in  the  Teacher’s  
Edition  for  both  of  these  grades  offers  the  same.    

2.   The  language  functions  are  incorporated  into  a  communicative  goal  or  activity  in  
the  program.  As  students  participate  in  lessons  such  as  Listening  
Comprehension,  Language  Support  (Vocabulary),  Word  Work  (Foundational  skills  
learning),  Grammar  or  Writing,  they  develop  academic  language  in  the  context  of  
a  specific  content  area.  (See  Unit  1  Week  1  of  the  Grades  K  and  1  Teacher’s  
Edition.)    

3.   The  language  functions  support  the  progression  of  language  development  in  the  
Wonders  for  English  Learners  program  and  materials.  In  the  Grades  K  and  1  
Teacher’s  Editions,  the  weekly  theme  taught  in  the  Core  program  is  reviewed,  
discussed  and  supported  with  scaffolding,  partner  work,  oral  language  
development  activities  and  group  exercises.  The  literature  selections  (Big  Book,  
Shared  Read,  and  the  Interactive  Read-Aloud)  from  the  Core  program  are  also  
supported  throughout  the  year.    Students  are  prompted  with  comprehension  
questions  throughout  these  reads  to  ensure  an  understanding  of  the  story’s  
concepts  and  purpose.  For  example,  the  Listening  Comprehension  lesson  on  Day  
1  (both  grades)  conducts  a  simple  picture  walk  of  a  reading  selection.  At  this  
point,  the  teacher  just  asks  questions  about  the  visuals,  in  an  effort  to  build  
background  and  activate  a  student’s  prior  knowledge.  Then  the  next  day,  the  
text  is  examined  more  closely,  with  the  teacher  providing  scaffolded  questions  
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that  have  been  differentiated  to  accommodate  each  proficiency  level.  After  this  
reading,  students  are  asked  to  respond  to  the  text,  completing  a  page  in  their  
Student  Book  that  pertains  to  this  text  selection.  They  are  also  prompted  to  retell  
the  story  in  their  own  words,  using  a  Retelling  Card  component.  Additional  
language  functions  are  addressed  during  the  weekly  ‘Expressing  an  Opinion’  and  
‘Engaging  in  Dialogue’  lessons.  Both  are  related  to  the  weekly  theme  and  provide  
real-world  practice  for  students.  Writing  prompts  related  to  the  weekly  theme  are  
also  supported  on  various  days,  with  interactive  and  independent  activities  
equally  supported.    
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Introduction  to  PRIME  
WIDA developed PRIME as a tool to assist publishers and educators in analyzing their materials for the 
presence of key components of the WIDA Standards Framework. PRIME stands for Protocol for Review 
of Instructional Materials for ELLs. 
  
The PRIME correlation process identifies how the components of the 2012 Amplification of the English 
Language Development Standards, Kindergarten through Grade 12, and the Spanish Language 
Development (SLD) Standards, Kindergarten through Grade 12 are represented in instructional materials. 
These materials may include core and supplemental texts, websites and software (e.g., apps, computer 
programs), and other ancillary materials. PRIME is not an evaluative tool that judges the effectiveness of 
published materials.  
 
Those who complete WIDA PRIME Correlator Trainings receive PRIME Correlator Certification. This 
may be renewed annually.  Contact WCEPS for pricing details at store@wceps.org or 877-272-5593. 
  
New  in  This  Edition  
PRIME has been expanded to include 

•   Correlation to the WIDA Standards Framework 
•   Connections to English and Spanish Language Development Standards 
•   Relevance for both U.S. domestic and international audiences 

  
Primary  Purposes  

•   To assist educators in making informed decisions about selecting instructional materials for 
language education programs 

•   To inform publishers and correlators on the various components of the WIDA Standards 
Framework and of their applicability to the development of instructional materials 

  
Primary  Audience  

•   Publishers and correlators responsible for ensuring their instructional materials address language 
development as defined by the WIDA English and Spanish Language Development Standards  

•   District administrators, instructional coaches, and teacher educators responsible for selecting 
instructional materials inclusive of or targeted to language learners 

  
At WIDA, we have a unique perspective on how to conceptualize and use language development 
standards. We welcome the opportunity to work with both publishers and educators. We hope that in 
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using this inventory, publishers and educators will gain a keener insight into the facets involved in the 
language development of language learners, both in the U.S. and internationally, as they pertain to 
products.   

Overview  of  the  PRIME  Process  
PRIME has two parts. In Part 1, you complete an inventory of the materials being reviewed, including 
information about the publisher, the materials’ intended purpose, and the intended audience. 
 
In Part 2, you answer a series of yes/no questions about the presence of the criteria in the materials. You 
also provide justification to support your “yes” responses. If additional explanations for “No” answers are 
relevant to readers’ understanding of the materials, you may also include that in your justification. Part 2 
is divided into four steps which correspond to each of the four elements being inventoried; see the 
following table. 
  
PRIME  at  a  Glance  

Standards	  Framework	  Elements	  Included	  in	  the	  PRIME	  Inventory	  

1.	  Asset-‐based	  Philosophy	  

A.	  Representation	  of	  Student	  Assets	  and	  Contributions	  

2.	  Academic	  Language	  

A.	  Discourse	  Dimension	  

B.	  Sentence	  Dimension	  

C.	  Word/Phrase	  Dimension	  

3.	  Performance	  Definitions	  

A.	  Representations	  of	  Levels	  of	  Language	  Proficiency	  

B.	  Representations	  of	  Language	  Domains	  

4.	  Strands	  of	  Model	  Performance	  Indicators	  and	  the	  Standards	  Matrices	  

A.	  Connection	  to	  State	  Content	  Standards	  and	  WIDA	  Language	  Development	  Standards	  

B.	  Cognitive	  Challenge	  for	  All	  Learners	  at	  All	  Levels	  of	  Language	  Proficiency	  

C.	  Supports	  for	  Various	  Levels	  of	  Language	  Proficiency	  

D.	  Accessibility	  to	  Grade	  Level	  Content	  

E.	  Strands	  of	  Model	  Performance	  Indicators	  
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PRIME  Part  1:  Provide  Information  about  Materials  
Provide	  information	  about	  each	  title	  being	  correlated.	  

  
Publication Title(s):  Wonders for English Learners 
 
Publisher:  McGraw-Hill Education 
 
Materials/Program to be reviewed: ELD Program for Grades 2-6  
 
Tools of Instruction included in this review:  Teacher’s Edition and Student Book 
 
Intended Teacher Audiences:  Teachers of ELL students, Grades 2-6  
 
Intended Student Audiences: ELL students in Grades 2-6 
 
Language domains addressed in material: Reading, Writing, Listening, Speaking 
 
Check which set of standards will be used in this correlation: 
 
☐  WIDA Spanish Language Development Standards 
  
☒  WIDA English Language Proficiency Standards 
 
WIDA Language Development Standards addressed: (e.g. Language of Mathematics).  Language of 
Language Arts, Language of Science, Language of Social Studies, Social and Instructional Language 
 
WIDA Language Proficiency Levels included: Levels 1-5 
 
Most Recently Published Edition or Website:  2017 
 
In the space below explain the focus or intended use of the materials:  
 
Wonders for English Learners (K-6) works seamlessly with the core Wonders classroom to teach English 
to students of all proficiency levels. The program builds oral language proficiency, vocabulary, 
background knowledge and academic content knowledge while reinforcing foundational reading skills 
and ensuring access to grade-level contents for English learners. This program uses three levels, 
Beginning, Intermediate and Advanced, which correlate to WIDA’s Language Proficiency levels in the 
following manner: Beginning corresponds to WIDA’s Levels 1 and 2 (Entering and Emerging), 
Intermediate corresponds to WIDA’s Levels 3 and 4 (Developing and Expanding), and Advanced 
corresponds most closely with WIDA’s Level 5 (Bridging).   
 
 



	  
	  

4	  |	  P a g e 	  
	  
	  

PRIME  Part  2:    Correlate  Your  Materials    

1.  Asset-Based  Philosophy                                                                                                                

A.  Representation  of  Student  Assets  and  Contributions  
The  WIDA  Standards  Framework  is  grounded  in  an  asset-based  view  of  students  and  
the  resources  and  experiences  they  bring  to  the  classroom,  which  is  the  basis  for  
WIDA’s  Can  Do  Philosophy.    	  

1)  Are  the  student  assets  and  contributions  
considered  in  the  materials?      

Yes     No  

2)  Are  the  student  assets  and  contributions  
systematically  considered  throughout  the  
materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The materials consider student assets and contributions. Students in Grades 2-6 are 
asked to share their prior knowledge as they read and discuss various topics and 
themes. For example, in the Grade 2 Teacher’s Edition Unit Opener lesson (page 138), 
students are asked to describe and talk about a photograph that is related to the unit 
theme (‘The Big Idea’), using differentiated sentence frames. The use of different 
grammar structures is also encouraged according to the level. In this instance, the unit 
theme is ‘How do animals play a part around us?’ and students are asked to share what 
they know about animals as pets, on farms or in the wild. Additionally, in the Grade 4 
Companion Worktext Student Book, the Weekly Concept page allows students to 
discuss, answer questions, and offer opinions about a photograph (Grade 4, p 63.) 
Students can also complete a graphic organizer and a sentence frame based on their 
own knowledge. Lastly, before the reading of many text selections, cognates are 
pointed out as/when they appear in an effort to aid native Spanish speakers who might 
be familiar with a certain word. See Grade 4 Teacher’s Edition, page 248, right 
column, third paragraph as an example (cognate: creativo).  

2.   The materials systematically consider students’ assets and contributions.  Each unit of 
the 6 units in the Grades 2-6 Teacher’s Editions starts with discussion of ‘The Big 
Idea’, which is the central theme that will be explored weekly in different ways within 
that unit. In the Talk About It section, students are asked to discuss a photograph in 
partners or groups before sharing their ideas with the class. Additionally, leveled 
questions are provided in an effort to provide each level of student a chance to 
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participate. Then, in the Grades 2-6 Companion Worktext Student Book, each week 
contains one lesson that provides speaking opportunities for students to share 
information about the topic being discussed in an effort to build background.  This 
weekly lesson spread titled ‘Talk About It’ offers a graphic organizer, as well as a 
sentence frame, that helps students share their reactions, thoughts and opinions.  

Examples: 

Grade 4 Teacher’s Editions Unit 4 p 410: The Big Idea: How do different writers treat the 
same topic? (Talk About It) 

Grade 5 Teacher’s Editions Unit 5 p 546: The Big Idea: How can discoveries open up new 
possibilities? (Talk About It) 

Grade 2 Teacher’s Editions Unit 3 p 274: The Big Idea: What have you learned about the 
world that surprises you? (Talk About It) 

Grade 3 Companion Worktext Student Book Unit 6 (Beginning Level) pp 4-5: Talk About It: 
How do you decide what’s important? 

Grade 5 Companion Worktext Student Book Unit 2 Week 3 (Intermediate/Advanced Level) pp 
100-101: Talk About It: How do we investigate questions about nature? 
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2.  Academic  Language    
WIDA  believes  that  developing  language  entails  much  more  than  learning  words.  WIDA  
organizes  academic  language  into  three  dimensions:    discourse,  sentence,  and  word/phrase  
dimensions  situated  in  sociocultural  contexts.  Instructional  material  developers  are  encouraged  
to  think  of  how  the  design  of  the  materials  can  reflect  academic  language  as  multi-dimensional.      

A.  Discourse  Dimension  (e.g.,  amount,  structure,  density,  organization,  
cohesion,  variety  of  speech/written  text)  

	  

1)   	  Do  the  materials  address  language  features  at  
the  discourse  dimension  in  a  consistent  manner  
for  all  identified  proficiency  levels?    

Yes     No  

  

2)  Are  the  language  features  at  the  discourse  
dimension  addressed  systematically  throughout  
the  materials?  

Yes     No  

  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The Wonders for English Learners program addresses language features at the 
discourse dimension for all proficiency levels in a consistent manner. In Grades 2-6, 
text selections vary in genre, structure, length and topic, as do the Writing prompts. 
The main reading selection, (the ‘Shared Read), is offered in two versions: Beginning 
and Intermediate/Advanced. Each appears in the corresponding Student Book. Another 
set of text selections, the Differentiated Texts, offer more leveled reading material that 
each student can read at their own level. In the Teacher’s Editions, differentiated 
questions and prompts are folded into every daily lesson of any given week in the 
Teacher’s Editions for speaking or writing exercises. Prompts are labeled ‘Beginning’, 
‘Intermediate’, or ‘Advanced’.  Additionally, the Grades 2-6 Companion Worktext 
Student Books provide Student Models that students can analyze and use for their own 
writing. These models range from Informative Text, Narrative Text, Opinion and more.   

2.   The language features at the discourse dimension are addressed systematically 
throughout all of the units in Grades 2-6. Each weekly lesson in the Grades 2-6 
Teachers’ Edition addresses all of the four domains at each of the proficiency levels. 
Days 1-3 begin with an Oral Language lesson that addresses all levels in the speaking 
and listening domains with discussion of the weekly theme (the ‘Essential Question’), 
review of academic language and vocabulary and finally, discussion of a text selection. 
The Reading domain is covered on Days 1-4 (‘Shared Read, Closed Read, Literature 
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Anthology, Differentiated Text’) with comprehension lessons of grade-appropriate text 
selections for each level. Writing is also addressed most prominently in the Write to 
Sources lessons on Days 3 and 4, as well as other Writing assignments throughout the 
week. The Companion Worktext Student Books for Grades 2-6 feature a weekly lesson 
highlighting selection vocabulary with various listening, speaking, reading and writing 
exercises (see Grade 3, p. 184 in the Intermediate/Advanced edition as an example). 
Vocabulary featured in the selection is pre-taught and reviewed with leveled sentence 
frames that allow students to practice using the vocabulary in context. Day 5 is devoted 
to monitoring students’ progress in the oral and written production realm.         
  
Examples from Unit 1 Week 1 of the Teacher’s Edition are indicative of the structure 
throughout the series and are indicated below:  
•   ‘Oral Language’ (All grades, p 6): discuss weekly theme using visuals, a graphic 

organizer and leveled questions and sentence frames 
•   ‘More Vocabulary’ and ‘Words and Phrases’ (All grades, p. 7): text selection 

vocabulary is pre-taught and practiced before the selection is read  
•   ‘Shared Read’ (All grades, pp 8-11, 16-19): offers differentiated instruction and 

support for text selection 
•   Writing (All grades, pp 22 & 26) – write to a prompt 
•   Literature Anthology – (All grades, pp 23 & 27) offers grade-appropriate, 

authentic literature 
•   Differentiated Text – (All grades, pp 24-25) offers leveled text selections that 

match the weekly genre 
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B.   Sentence  Dimension  (e.g.,  types,  variety  of  grammatical  structures,  
formulaic  and  idiomatic  expressions;;  conventions)  

	  

1)  Do  the  materials  address  language  features  at  the  
sentence  dimension  for  all  of  the  identified  
proficiency  levels?    

Yes     No  

  

2)  Are  the  language  features  at  the  sentence  
dimension  appropriate  for  the  identified  
proficiency  levels?  

Yes     No  

  

3)  Are  the  language  features  at  the  sentence  
dimension  addressed  systematically  throughout  
the  materials?  

Yes     No  

  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The materials address language features at the sentence dimension for all proficiency 
levels. In Grades 2-6 Teachers’ Edition, differentiated sentence frames are provided 
throughout daily lessons to help students of all proficiencies make statements, ask 
questions or offer opinions during oral or written exercises. The lengths of the frames 
vary depending on the proficiency level. Longer sentence frames requiring one-word 
answers are provided for the Beginning level, while shorter ones that require more 
vocabulary are given to Advanced level students. [For example, Grade 5 Teacher’s 
Edition: p 341, left column, second paragraph; Grade 6 Teacher’s Edition, Listening 
Comprehension section on p 92.) This is also done in the Student Books. (See Grade 5, 
Companion Worktext, pp 44-45 in the Beginning edition and pp 54-55 in the 
Intermediate/Advanced edition.] 
 

2.   Language features at the sentence dimension are appropriate for the identified 
proficiency levels. In Grades 2-6, students learn the same grammar concept, for 
instance, with varying levels of support.  For example, in learning about compound 
sentences at Grade 4, Beginning level students review that a compound sentence is 
made up of independent clauses and a conjunction before going on to circle the 
conjunction, while Intermediate/Advanced students are guided to identify the actual 
clauses and conjunction, and then name other conjunctions (G4, Teacher’s Edition p 
67.)  Additionally, sentence frames provided for a Beginning level consist of simple 
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grammatical constructions, while the Intermediate/Advanced versions feature more 
complex constructions (or no sentence frames). (See Grade 3, Companion Worktext 
Student Book pp 20-21 of the Beginning edition and pp 364-365 in the 
Intermediate/Advanced edition.) Also, all grades start the week’s lesson with a Day 
1/Language Support section entitled ‘Oral Language’ that addresses the weekly theme 
and an image that illustrates it. In discussing the weekly theme, Beginning students 
receive a sentence frame with heavier support, while more proficient levels are asked 
more open-ended questions. (Grade 3, Teacher’s Edition, p 6 as an example.) 
Furthermore, a second weekly Language Support lesson on Day 1 focuses on Speaking 
and Writing about a text selection. Teacher modeling, sentence frames and partner 
work allows students to observe and participate in this speaking and writing activity. 
Students are paired with partners to compose 2-4 sentences and the expectations for 
each level are different: sentence frames are provided for Beginning students, 
Intermediate are encouraged to write their own sentences, while Advanced students are 
asked to write a short paragraph. (See Grade 5, Teacher’s Edition, p 253 as an 
example.) 
 

3.   The language features at the sentence dimension are systematically addressed 
throughout the materials. Below are some examples of features pulled from Week 1 of 
Unit 1 Teachers’ Edition and which represent the structure found in each unit of the 
program:  

•   Grades 2-6 Teachers’ Edition: ‘Oral Language’ p. 6: activities range from partner work 
to teacher modeling for ‘Talk About It’ 

•   Grades 2-6 Teachers’ Edition: ‘Speaking and Writing’ p. 13: leveled instruction 
provided to help students perform an writing exercise  

•   Grades 2-6 Teachers’ Edition: ‘Grammar’ p. 15: Grammar concept is covered with 
different levels of support  

•   Grades 2-6 Teachers’ Edition: ‘Write To Two Sources’ p. 26: Differentiated sentence 
frames help students discuss the Writing prompt  
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C.  Word/Phrase  Dimension  (multiple  meanings  of  words,  general,  specific,  
and  technical  language1)	  
1)  Do  the  materials  address  language  features  at  
the  word/phrase  dimension  in  a  consistent  
manner  for  all  identified  proficiency  levels?  

Yes     No  

2)  Are  words,  expressions,  and  phrases  
represented  in  context?      

Yes     No  

3)  Is  the  general,  specific,  and  technical  language  
appropriate  for  the  targeted  proficiency  levels?  

Yes     No  

  

4)  Is  the  general,  specific,  and  technical2  language  
systematically  presented  throughout  the  
materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The materials address language features at the word/phrase dimension in a consistent 
manner for all proficiency levels. Every week in the Grades 2-6 Teacher’s Editions 
features several types of vocabulary words, including text selection vocabulary, phrases 
and academic vocabulary. (Days 1 and 2, Language Support lessons) Teachers can use 
the ‘Define/Example/Ask’ routine to pre-teach, discuss and answer questions about 
leveled sets of vocabulary words. Visual support is also provided for these words in the 
Grades 2-6 Companion Worktext Student Books Beginning and Intermediate/Advanced 
edition (More Vocabulary lesson.) The lesson helps students utilize differentiated 
sentence frames so they can use the newly learned vocabulary in context. Additionally, a 
second Language Support lesson (‘Speaking and Writing’) supports students’ usage of 
vocabulary by listing words that can be included in a weekly Word Wall for students to 
refer to in their speaking and writing. (See Grade 3 Teacher’s Edition p 13 as an 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
	  

	  
2General	  language	  refers	  to	  words	  or	  expressions	  not	  typically	  associated	  with	  a	  specific	  content	  areas	  (e.g.,	  
describe	  a	  book).	  	  	  
Specific	  language	  refers	  to	  words	  or	  expressions	  used	  across	  multiple	  academic	  content	  areas	  in	  school	  (chart,	  
total,	  individual).	  	  
Technical	  language	  refers	  to	  the	  most	  precise	  words	  or	  expressions	  associated	  with	  topics	  within	  academic	  content	  
areas	  in	  school	  and	  is	  reflective	  of	  age	  and	  developmental	  milestones.	  
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example.) Lastly, an Oral Language lesson on Day 2 focuses on a variety of academic 
language concepts, such as supporting opinions, asking questions, evaluating language 
choices, and more. (See Grade 3 Teacher’s Edition p 14 as an example.) All activities 
include scaffolded support. 

2.   Words, expressions, and phrases are represented in context. The words chosen for the 
‘More Vocabulary’ lesson in the G2-6 Companion Worktext Student Book are pulled 
from that week’s reading selection. The same is true for the ‘Words and Phrases’ lesson. 
(See Grade 3 Companion Worktext Student Book pp 16-17 in the Intermediate/Advanced 
edition and pp 18-19 in the Beginning edition.) These words are pre-taught and reviewed 
before the selection is read. Students are also given an oral prompt and an opportunity to 
use the newly learned words. (See page 13 in the Teacher’s Edition.)    

3.   The general, specific and technical language is appropriate for the targeted proficiency 
levels. Vocabulary ranges from general to more specific, technical language that is 
related to a text selection’s subject matter. For example, a Grade 5 Nonfiction text 
selection about patterns in nature includes vocabulary such as ‘accumulate, effects, 
patterns, depositing, forces and substance.’ (see G5 Companion Worktext Student Book 
Intermediate/Advanced edition, p 164, for example of vocabulary used during a theme-
related lesson.) Domain words are highlighted among each set of words (for instance, 
sedimentary rock). 

4.   The general, specific, and technical language is systematically presented throughout the 
Wonders for ELD program. The following examples from Week 1 of Unit 1 in the 
Grades 2-6 Teacher’s Edition, as well as the Grades 2-6 Companion Worktext Student 
Book are indicative of the structure found throughout the program: 

•   Grades 2-6 Teacher’s Editions: ‘More Vocabulary’ p. 7: offers differentiated 
support for the corresponding page in the Student Edition 

•   Grades 2-6 Teacher’s Editions: ‘Words and Phrases’ p. 7: offers differentiated 
support for the corresponding page in the Student Edition 

•   Grades 2-6 Teacher’s Editions: ‘Speaking and Writing’ p. 13: students respond to 
an oral prompt using words from the Word Wall 

•   Grades 2-6 Teacher’s Editions: ‘Oral Language’ p. 14: offers support for various 
academic language concepts 

•   Grades 2-6 Teacher’s Editions: ‘Vocabulary’ p. 15: secondary review of text 
vocabulary with scaffolded support  

•   Grades 2-6 Teacher’s Editions: ‘Vocabulary’ p. 20: vocabulary is reviewed in 
anticipation of writing exercise 

•   Grades 2-6 Companion Worktext Student Book: ‘More Vocabulary’ pp 16-17: 
vocabulary related to the weekly theme is discussed and reviewed  
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3.  Performance  Definitions    
The  WIDA  Performance  Definitions  define  the  WIDA  levels  of  language  proficiency  in  
terms  of  the  three  dimensions  of  academic  language  described  above  (discourse,  
sentence,  word/phrase)  and  across  six  levels  of  language  development.	  

A.   Representation  of  Levels  of  Language  Proficiency  
	  

1)  Do  the  materials  differentiate  between  the  
language  proficiency  levels?    

Yes     No  

2)  Is  differentiation  of  language  proficiency  
developmentally  and  linguistically  appropriate  for  
the  designated  language  levels?      

Yes     No  

3)  Is  differentiation  of  language  systematically  
addressed  throughout  the  materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  Teacher’s  Editions  for  Grades  2-6  differentiates  between  the  language  
proficiency  levels.  Every  daily  lesson  identifies  a  language  proficiency  level  
(Beginning,  Intermediate  or  Advanced)  and  supplies  the  appropriate  
instruction,  including  sentence  starters  that  help  students  respond  to  
questions,  make  statements  or  offer  opinions.  This  strategy  also  allows  
teachers  to  review  the  weekly  theme  with  the  necessary  amount  of  support  for  
each  level.  Notably,  reading  selections  are  differentiated  into  a  Beginning  
version  and  an  Intermediate/Advanced  version.  Finally,  the  Level  Up  chart  at  
the  end  of  each  unit  (all  grades,  p  135)  helps  teachers  evaluate  the  current  
level  of  the  students  and  decide  whether  they  may  be  eligible  to  move  up  to  
the  next  level.          

2.   The  differentiation  of  language  proficiency  is  developmentally  and  linguistically  
appropriate  for  each  of  the  designated  language  levels.  The  Grades  2-6  
Teacher’s  Editions  includes  scaffolding  methods  such  as  sentence  frames,  
choral  reading,  partner  reading,  modeling  conversations  and  the  selection  of  
different  vocabulary  words.  Additionally,  a  weekly  Diagnose  and  Prescribe  
Chart  is  included  that  helps  teachers  assess  students’  responses  and  work  for  
that  week  (p.  29).  Lastly,  all  students  use  a  Student  Book  that  is  differentiated  
according  to  level;;  the  instruction  for  each  of  these  pages  is  also  differentiated  
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in  the  corresponding  lesson  in  the  Teacher’s  Edition.    
3.   The  differentiation  of  language  is  systematically  addressed  throughout  the  
Wonders  for  ELD  program.  For  example,  in  Unit  1,  Week  1,  Day  3  of  the  Grade  
5  Teacher’s  Edition,  two  separate,  differentiated  lessons  helps  both  Beginning  
and  Intermediate/Advanced  students  respond  to  a  Writing  Prompt  (p  20).  The  
steps  within  the  lesson  are  the  same  (Review  the  Graphic  Organizer,  Examine  
Student  Model,  Talk  About  It,  Connect  Ideas),  but  the  support  is  differentiated.  
Similarly,  oral  language  frames  are  provided  on  page  6  to  help  students  
respond  to  the  Essential  Question  (weekly  theme).  Writing  lessons  on  Days  2  
and  3  offer  individual  lessons  for  each  level  (pp  21,  22,  26).  Lastly,  the  
Diagnose  and  Prescribe  chart  at  the  end  of  every  week  (p.  27)  provides  
suggestions  on  how  to  address  each  level’s  performance,  as  well  as  
suggestions  for  how  to  provide  support.    
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B.  Representation  of  Language  Domains  
WIDA  defines  language  through  expressive  (speaking  and  writing)  and  receptive  
(reading  and  listening)  domains  situated  in  various  sociocultural  contexts.	  

1)  Are  the  language  domains  (listening,  speaking,  
reading,  and  writing)  targeted  in  the  materials?    

Yes     No  

2)  Are  the  targeted  language  domains  presented  
within  the  context  of  language  proficiency  levels?  

Yes     No  

3)  Are  the  targeted  language  domains  systematically  
integrated  throughout  the  materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   All  four  of  the  language  domains  are  targeted  in  the  Wonders  for  ELD  
program.  Days  1-3  of  the  Grades  2-6  Teacher’s  Editions  start  with  a  Language  
Support  lesson  that  addresses  the  listening  and  speaking  domains.  Students  
discuss  the  weekly  theme  using  a  graphic  organizer,  visuals,  vocabulary  
review,  and  perform  various  whole  group  activities  such  as  discussion  of  an  
academic  language  concept  or  a  text  selection.  Reading  is  addressed  during  
the  Shared  Read  lesson  (Days  1  and  2),  and  the  Literature  Anthology  lesson  
(Days  3  and  4).  Writing  is  addressed  primarily  on  Days  3-4,  with  support  for  
the  Writing  prompts.  The  Grades  2-6  Companion  Worktext  Student  Books  also  
target  the  four  domains  through  various  activities.    Each  week  consists  of  12  
pages  that  feature  visuals,  sentence  starters,  a  student  model,  a  text  selection  
and  a  graphic  organizer.  These  activities  allow  students  to  listen,  speak,  read  
and  write  about  text  selections,  vocabulary  or  the  weekly  grammar  skill.  (See  
pp.  14-25  in  the  Intermediate/Advanced  edition  and  pp  4-15  in  the  Beginning  
edition.)    
  

2.   Language  proficiency  levels  are  addressed  within  each  of  the  language  
domains  in  the  Grades  2-6  Teacher’s  Editions.  There  is  differentiated  support  
for  almost  every  listening,  speaking,  reading  and  writing  activity;;  the  levels  are  
explicitly  labeled  ‘Beginning’,  ‘Intermediate’  and  ‘Advanced’.  
  

3.   Listening,  speaking,  reading  and  writing  are  targeted  systematically  throughout  
the  program  materials.  The  following  example  of  a  weekly  lesson  pattern  from  
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Unit  1  of  the  Grade  2  Teacher’s  Edition  is  a  representation  of  the  structure  
found  in  the  rest  of  the  Grade  3-6  Teacher’s  Editions:  

•   Week  1,  Day  1,  pp.  6-7:  ‘Language  Support’  –  students  look  at  a  visual  and  
discuss  the  weekly  theme.  They  also  review  text  selection  vocabulary.  The  
differentiated  versions  of  the  text  selection  ‘Shared  Read’  (pp.  8-9,  10-11),  are  
read  and  discussed.  On  Day  2,  pp.  14-15,  ‘Language  Support’  students  discuss  
academic  language  concepts,  practice  using  new  vocabulary  words,  review  the  
grammar  concept  and  focus  on  fluency.  A  Close  Read  of  the  main  selection  is  
also  conducted  (pp  16-19).  The  lessons  on  Day  3,  pp.  21-22  (‘Write  to  
Sources’,  ‘Literature  Anthology’)  has  students  listening,  speaking,  reading  and  
writing  about  a  story.  Day  4,  (pp.  24-25)  includes  all  four  domains  
(‘Differentiated  Texts’,  ‘Writing’  and  ‘Literature  Anthology’.  A  final  Writing  
lesson  is  conducted  on  Day  5.  

•   The  following  breakdown  of  a  weekly  lesson  in  Unit  1  in  the  Grade  3  
Companion  Worktext  Student  Books  represents  the  structure  in  the  rest  of  the  
book  and  in  the  rest  of  the  grades  2-6:  students  can  listen,  speak  and  write  
about  the  weekly  theme  during  the  ‘Weekly  Concept’  exercise  
(Intermediate/Advanced  edition,  p.  14-15;;  Beginning  edition,  p.  4-5);;  students  
listen,  speak,  and  write  about  vocabulary  concepts  during  the  ‘Words  and  
Categories’  and  ‘Words  and  Phrases’  lessons  (pp.  6-7,  Beginning  edition  and  
pp.  16-17,  Intermediate/Advanced  edition);;  students  can  listen,  read  and  write  
about  a  text  selection  on  pp  18-25,  Intermediate/Advanced  edition,  and  8-13,  
Beginning  edition.  Students  listen,  speak  and  write  about  a  text  selection  in  the  
‘Write  to  Sources’  lesson  on  pp.  26-27,  Intermediate/Advanced  edition,  and  14-
15,  Beginning  edition.    
	  	      	    

  
     



	  
	  

16	  |	  P a g e 	  
	  
	  

4.	  The  Strands  of  Model  Performance  Indicators  
and  the  Standards  Matrices    
The  Strands  of  Model  Performance  Indicators  (MPIs)  provide  sample  representations  of  
how  language  is  processed  or  produced  within  particular  disciplines  and  learning  
contexts.    WIDA  has  five  language  development  standards  representing  language  in  the  
following  areas:  Social  and  Instructional  Language,  The  Language  of  Language  Arts,  
The  Language  of  Mathematics,  The  Language  of  Science,  The  Language  of  Social  
Studies  as  well  as  complementary  strands  including  The  Language  of  Music  and  
Performing  Arts,  The  Language  of  Humanities,  The  Language  of  Visual  Arts.      

The  Standards  Matrices  are  organized  by  standard,  grade  level,  and  domain  (Listening,  
Speaking,  Reading,  and  Writing).    The  standards  matrices  make  an  explicit  connection  
to  state  academic  content  standards  and  include  an  example  for  language  use.    Each  
MPI  includes  a  uniform  cognitive  function  (adopted  from  Bloom’s  taxonomy)  which  
represents  how  educators  can  maintain  the  cognitive  demand  of  an  activity  while  
differentiating  for  language.    Each  MPI  provides  examples  of  what  students  can  
reasonably  be  expected  to  do  with  language  using  various  supports.      

A.   Connection  to  State  Content  Standards  and  WIDA  Language  
Development  Standards    
	  

1)  Do  the  materials  connect  the  language  
development  standards  to  the  state  academic  
content  standards?    

Yes     No  

2)  Are  the  academic  content  standards  
systematically  represented  throughout  the  
materials?  

Yes     No  

3)  Are  social  and  instructional  language  and  one  or  
more  of  the  remaining  WIDA  Standards  present  in  
the  materials?    

Yes     No  
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Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  materials  connect  the  language  development  standards  to  state  academic  
content  standards  for  Grades  2-6.  The  six  units  in  each  of  these  grades  cover  
grade-level  content  related  to  science,  social  studies,  or  language  
arts/literature  concepts.  For  example,  the  Grade  4  Unit  topics  include  themes  
such  as:  Think  it  Through,  Amazing  Animals,  That’s  the  Spirit,  Fact  or  Fiction?,  
Figure  It  Out,  and  Past,  Present  and  Future.  For  example,  That’s  the  Spirit  
deals  with  social  studies  concepts  such  as  making  friends,  community  spirit,  
making  a  difference  in  the  community  and  societal  changes.  This  unit  also  
deals  with  the  science  concept  of  how  scientific  advances  can  be  helpful  or  
harmful  to  society.  Similar  units  in  Grades  2-6  include:  Getting  From  There  to  
Here,  It’s  Up  to  You,  Linked  In  (Grade  5),  Changes,  Taking  Action,  Challenges  
(Grade  6),  Friends  and  Family,  Live  and  Learn,  Let’s  Make  a  Difference  (Grade  
2).  The  unit  Let’s  Make  a  Difference  grapples  with  social  studies  topics  about  
how  we  can  be  good  citizens,  how  we  can  help  preserve  the  earth  and  how  
cooperation  works.  The  text  selections  for  all  of  these  units  offer  content  
connections  that  are  accessible  to  students.    
  

2.   The  academic  content  standards  are  systematically  represented  throughout  the  
materials.  Each  unit  in  the  Grades  2-6  Teacher’s  Editions  (as  well  as  the  
corresponding  Companion  Worktext  Student  Books)  commences  with  a  unit  
opener  that  discusses  ‘The  Big  Idea’,  a  statement  or  question  related  to  the  
unit  topic.  Students  discuss  a  visual  related  to  this  statement,  using  leveled  
sentence  starters.  Weekly  lessons  expand  on  the  unit  theme  with  the  
appropriate  grade-level  content.  
  

3.   The  Wonders  for  English  Learners  program  is  organized  into  units  that  relate  
to  the  study  of  social  and  instructional  language,  as  well  as  the  study  of  
language  arts.  The  weekly  lessons  that  support  the  unit  topics  vary  in  content  
related  to  science,  social  studies  or  language  arts.  Daily  lessons  guide  students  
to  listen,  speak,  read  and  write  about  a  given  topic.    Differentiated  support  
allows  students  of  all  proficiencies  to  access  content,  use  their  prior  knowledge  
and  develop  their  academic  language.  As  an  example,  pages  2-3  of  the  Grades  
2-6  Teacher’s  Editions  exemplify  how  the  unit  theme  is  supported  weekly  and  
through  which  domain.    
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B.   Cognitive  Challenge  for  All  Learners  at  All  Levels  of  Language  
Proficiency  
	  

1)  Do  materials  present  an  opportunity  for  language  
learners  to  engage  in  various  cognitive  functions  
(higher  order  thinking  skills  from  Bloom’s  
taxonomy)  regardless  of  their  language  level?  

Yes     No  

2)  Are  opportunities  for  engaging  in  higher  order  
thinking  systematically  addressed  in  the  
materials?  

Yes     No  

     

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  materials  in  the  Wonders  for  English  Learners  program  present  
opportunities  for  English  learners  to  engage  in  various  cognitive  functions  at  all  
proficiency  levels.  Every  weekly  lesson  in  a  unit  includes  reading  
comprehension  exercises  (‘Close  Read’)  that  are  related  to  a  text  selection.    In  
the  ‘Oral  Language’  section  of  the  Day  1  lesson  (p.  6-9  of  the  Grades  2-6  
Teacher’s  Editions),  students  respond  to  questions  about  a  visual  that  elicit  
prior  knowledge,  as  well  as  completion  of  a  related  graphic  organizer.  
Differentiated  sentence  frames  are  provided  throughout  the  lesson  to  enable  
each  student  to  participate.  The  Shared  Read  lessons  on  Day  1  and  2  (pp.  8-
11;;  pp.  16-19)  takes  students  through  a  close  read  of  the  text,  having  them  
read  and  respond  to  a  variety  of  comprehension  questions  about  character,  
plot,  and  setting,  cause  and  effect,  compare  and  contrast,  or  main  idea  and  
details.  The  lesson  also  calls  for  students  to  discuss  the  selection  in  relation  to  
the  weekly  theme.  In  the  ‘Respond  to  the  Text’  section  of  the  lesson,  students  
complete  the  corresponding  lesson  about  the  text  selection  in  their  Companion  
Worktext  Student  Books  (p.  22  in  Grades  2-6  Intermediate/Advanced  editions;;  
p.  12  in  the  Grades  2-6  Beginning  edition).  For  example,  on  page  17  of  the  
Teacher’s  Edition  for  Grade  4,  Beginning  level  students  are  asked  to  apply  the  
theme  concept  to  a  character’s  actions  using  sentence  frame  that  are  provided  
in  their  Student  Books.  Intermediate  and  Advanced  level  students  respond  to  
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the  same  question,  using  a  sentence  frame  with  slightly  less  support  on  page  
19.  Lastly,  the  Literature  Anthology  lesson  on  Days  3  and  4  (pp.  23-27  in  all  
grades)  offers  higher-order  comprehension  questions  related  to  the  more  
complex,  authentic  literature  selections.      

2.   Opportunities  for  engaging  in  higher  order  thinking  are  systematically  
addressed  in  the  materials.  Comprehension  questions  comprise  every  Close  
Read  lesson  from  the  start  to  the  end  of  the  program.  The  rigor  is  increased  as  
the  school  year  progresses.  The  comprehension  questions  in  Grade  2  Unit  1  
Week  Companion  Worktext  p.  22  progress  from  straightforward  plot  questions  
to  more  complex  questions  as  shown  on  p.  389.  Similarly,  for  the  Grade  5  
Student  Book,  questions  range  from  straightforward  plot  questions  on  p.  32  
(‘Reread  the  fourth  paragraph.  Circle  the  text  that  tells  Marta’s  solution  to  the  
problem.  Describe  the  results  of  Marta’s  solution.’  Sentence  frames  are  
provided.)  to  more  complex  questions  on  p.  303  (‘Reread  the  third  paragraph.  
Underline  the  effect  of  using  a  telescope.  Write  about  it.’  No  sentence  frames.)  
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C.   Supports  for  Various  Levels  of  Language  Proficiency  
	  

1)  Do  the  materials  provide  scaffolding  supports  for  
students  to  advance  within  a  proficiency  level?  

Yes     No  

2)  Do  the  materials  provide  scaffolding  supports  for  
students  to  progress  from  one  proficiency  level  to  
the  next?  

Yes     No  

3)  Are  scaffolding  supports  presented  systematically  
throughout  the  materials?      

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  materials  provide  scaffolding  supports  for  students  to  advance  within  a  
proficiency  level.  This  program  is  designed  to  provide  English  learners  support  
and  access  to  the  same  content  as  Core  readers.  Lessons  in  the  Teacher’s  
Editions  for  Grades  2-6  are  designed  to  help  students  master  vocabulary,  
academic  language  development,  and  reading  comprehension  skills.  Students  
can  work  in  groups,  with  a  partner  or  independently,  as  appropriate,  according  
to  the  complexity  of  the  designated  task.  Scaffolding  is  provided  for  
comprehension  questions  and  activities,  and  the  wide  variety  of  lesson  
activities  ensures  that  the  needs  of  all  proficiency  levels  are  met.  The  weekly  
Progress  Monitoring  lesson  on  Day  5  (p.  133,  as  an  example)  helps  teachers  
gauge  student’s  individual  progress  within  their  level,  in  relation  to  that  week’s  
lesson  content.  Lastly,  the  Diagnose  and  Prescribe  chart  (p.  27,  as  an  
example)  at  the  end  of  every  week  in  the  Grades  2-6  Teacher’s  Editions  offers  
teachers  guidance  on  how  to  help  students  maintain  or  advance  to  the  next  
proficiency  levels.  Strategies  for  classroom  discussions  are  also  offered  on  (pp.  
vi-vii)  to  ensure  participation  from  all  levels  of  students.    
  

2.   The  materials  provide  scaffolding  supports  for  students  to  progress  from  one  
proficiency  level  to  the  next.  For  example,  the  Literature  Anthology  lessons  in  
the  Grades  2-6  Teacher’s  Editions  offers  interactive  and  visual  supports  to  
students  in  a  whole  group  setting  (Day  3,  p.  23  example).  Activities  are  leveled  
so  that  all  students  can  participate  in  the  lesson  and  interact  with  the  text.  In  
an  effort  to  encourage  all  students  to  feel  comfortable  reading,  the  text  is  first  
choral  read,  before  leveled  questions  and  sentence  frames  are  offered.  The  
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Level  Up  chart  (p.  125,  as  an  example)  at  the  end  of  every  unit  in  the  Grades  
2-6  Teacher’s  Editions  offers  teachers  guidance  on  their  leveling  up  decisions.  
Additional  assessment  and  re-teaching  information  (including  information  on  
outside  sources)  is  referenced  on  page  134  of  the  Unit  Progress  Monitoring  
spread.  Suggestions  for  how  to  create  and  maintain  a  Student  Profile  allows  
teachers  to  compile  data  that  will  help  students  progress  to  the  next  level.  
  

3.   Scaffolding  supports  are  presented  systematically  throughout  the  materials,  in  
every  week  of  every  unit,  for  every  level  of  proficiency.  In  order  to  facilitate  
student’s  comprehension  of  text  selection,  the  Comprehension  lessons  on  Day  
2  and  3  (pp.  8-9,  10-11  in  Grade  5,  as  an  example)  provide  leveled  lessons  for  
each  of  the  leveled  selections.  During  this  lesson,  vocabulary,  comprehension  
and  discussion  tasks  that  engage  students  are  conducted.  Differentiated  
sentence  frames  are  provided  within  each  lesson  to  help  students  respond.    
The  Shared  Read  section  within  the  Student  Books  offers  various  routines  and  
prompts  to  help  students  interact  with  the  text  as  they  read  the  selection.  (For  
instance,  comprehension  points,  as  well  as  specific  vocabulary,  are  highlighted  
as  focal  points  for  students  to  think  about  as  they  read  the  text.)  Another  
example  of  a  scaffolding  support  is  found  in  the  ‘Writing’  lesson  on  Day  3  (pp.  
21-22,  all  grades).    Two  separate  lessons  address  the  Beginning  and  
Intermediate/Advanced  levels  so  that  they  can  both  answer  and  write  to  the  
same  Writing  prompt.  Using  different  Student  Models,  breaking  down  the  
language  and  highlighting  different  points  enables  each  level  to  get  the  
support  it  needs.  Lastly,  the  Progress  Monitoring  spread  in  the  Grade  2-6  
Teacher’s  Edition  (pp.  134-135,  as  an  example)  at  the  end  of  every  unit  offers  
assessment  assistance  and  guidance  to  help  teachers  track  student’s  progress.  
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D.  Accessibility  to  Grade  Level  Content  

1)  Is  linguistically  and  developmentally  appropriate  
grade-level  content  present  in  the  materials?  

Yes     No  

2)  Is  grade-level  content  accessible  for  the  targeted  
levels  of  language  proficiency?  

Yes     No  

3)  Is  the  grade-level  content  systematically  
presented  throughout  the  materials?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   Linguistically  and  developmentally  appropriate  grade-level  content  is  present  in  
the  Wonders  for  English  Learners  program.  Literature  Anthology  reading  
selections  such  as  ‘See  How  They  Run’  (Grade  4  Teacher’s  Edition,  Unit  4  
Week  1,  p.  431)  or  ‘Who  Wrote  the  U.S.  Constitution?’  (Grade  5  Teacher’s  
Edition,  Unit  2,  Week  1,  p.  159),  ‘The  Science  of  Silk’  (Grade  6,  Unit  5  Week  3,  
p.  604)  as  well  as  the  Interactive  Read-Aloud  selections  such  as  ‘Wild  Animal  
Families’  (Grade  2,  Unit  2  Week  4,  p.  228)  are  appropriate  for  students  in  
these  respective  grades.  Illustrations  and  content  are  engaging  and  grade-
appropriate.    

2.   Grade-level  content  is  accessible  for  the  targeted  levels  of  language  
proficiency.  Differentiated  instruction  throughout  the  Teacher’s  Edition  of  
Grades  2-6  allows  students  to  access  story  or  text  content  (found  in  the  
Literature  Anthology,  Shared  Read  or  the  Interactive  Read-Aloud  selection  (at  
Grade  2  only),  respond  to  comprehension  questions,  and  access  prior  
knowledge  related  to  the  story  content.  Additionally,  in  order  to  ensure  that  
students  of  all  proficiency  levels  can  practice  close  reading  and  respond  to  a  
text  at  their  own  level,  three  levels  of  differentiated  text  tied  to  weekly  themes  
(for  Beginning,  Intermediate,  Advanced  English  Learners)  were  created  
exclusively  for  this  program  (as  opposed  to  the  texts  mentioned  above  which  
are  picked  up  from  the  Core  ELA  program.)  These  Differentiated  Text  stories  
offer  grade-level  content  with  the  reading  skill  of  each  proficiency  level  in  
mind.  Support  for  these  stories  is  offered  on  Day  4  of  the  Grades  2-6  Teacher’s  
Edition  (for  example,  p.  24-25).    

3.   The  grade-level  content  is  systematically  presented  throughout  the  materials.  
The  Literature  Anthology  lessons  on  Days  3  and  4  of  the  Teacher’s  Edition  for  
Grades  2-6  offers  weekly  leveled  support  of  a  reading  selection  in  all  of  the  
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units  of  the  program.  The  Shared  Read,  a  grade-appropriate  text  selection  is  
supported  on  Days  1  and  2  of  the  weekly  lesson,  as  is  the  Differentiated  Text  
on  Day  4  (and  Interactive  Read-Aloud  selection  in  Grade  2  on  Day  2)  of  every  
week  throughout  the  program.  Each  of  these  lessons  offers  a  variety  of  
activities  and  exercises  including  comprehension  questions,  partner  activities,  
choral  reading,  picture  walks  or  writing  exercises.  A  ‘Respond  to  the  Text’  
lesson  for  the  Shared  Read  reading  selection  appears  in  both  editions  of  the  
Companion  Worktext  Student  Book.      
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E.  Strands  of  Model  Performance  Indicators      
1)  Do  materials  include  a  range  of  language  
functions?  

Yes     No  

2)  Are  the  language  functions  incorporated  into  a  
communicative  goal  or  activity?  

Yes     No  

3)  Do  the  language  functions  support  the  
progression  of  language  development?  

Yes     No  

Justification:  Provide  examples  from  materials  as  evidence  to  support  each  “yes”  
response  for  this  section.  Provide  descriptions,  not  just  page  numbers.  

1.   The  materials  include  a  range  of  language  functions,  such  as  describing,  
comparing,  identifying,  sorting,  predicting,  completing  sentence  starters  
(writing),  completing  graphic  organizers,  offering  opinions  and  engaging  in  
dialogue.  Exercises  in  the  Companion  Worktext  Student  Book  for  all  grades  
contain  a  variety  of  these  exercises  during  any  given  week  of  any  unit.  
Instruction  in  the  Teacher’s  Edition  for  all  grades  offers  the  same.    

2.   The  language  functions  are  incorporated  into  a  communicative  goal  or  activity  
in  the  program.  As  students  participate  in  lessons  such  as  Close  Read  
(comprehension),  Language  Support  (Vocabulary),  Grammar  or  Writing,  they  
develop  academic  language  in  the  context  of  a  specific  content  area.  (See  Unit  
1  Week  1  of  the  Grades  2-6  Teacher’s  Edition.)    

3.   The  language  functions  support  the  progression  of  language  development  in  
the  Wonders  for  English  Learners  program  and  materials.  In  the  Grades  2-6  
Teacher’s  Editions,  the  weekly  theme  taught  in  the  Core  program  is  reviewed,  
discussed  and  supported  with  scaffolding,  whole  group  discussion,  oral  
language  development  activities  and  group  exercises.  The  literature  selections  
(Shared  Read,  Literature  Anthology  and  the  Interactive  Read-Aloud  at  Grade  2)  
from  the  Core  program  are  also  supported  throughout  the  year.    Students  are  
prompted  with  comprehension  questions  throughout  these  reads  to  ensure  an  
understanding  of  the  story’s  concepts  and  purpose.  For  example,  the  Shared  
Read  lesson  on  Day  1  (all  grades)  conducts  a  simple  comprehension  check  of  a  
reading  selection  that  they  will  have  already  been  exposed  to  during  their  Core  
ELA  time.  At  this  point,  the  teacher  asks  questions  about  the  plot  or  main  
details,  in  an  effort  to  gauge  their  understanding  and  review  spots  where  they  
need  support.  Then  the  next  day,  parts  of  the  text  are  examined  more  closely,  
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with  the  teacher  providing  scaffolded  questions  that  have  been  differentiated  
to  accommodate  each  proficiency  level.  After  this  reading,  students  are  asked  
to  respond  to  the  text,  completing  a  page  in  their  Student  Book  that  pertains  
to  this  text  selection.  They  are  also  prompted  to  talk  about  the  story  in  their  
own  words.  The  weekly  Writing  prompt  helps  student  consider  the  reading  
selection  and  then  write  about  it.  Interactive  and  independent  activities  are  
provided.    

    

	  	    

  

  

	  



Wonders is designed to “differentiate to accelerate,” building on students’ strengths  
to move them ahead as quickly as possible. Four levels of embedded small-group  
support and practice, with additional suggestions for Gifted & Talented learners, 
make it easy to tailor instruction in ways that accelerate student progress towards 
grade-level mastery and beyond. 

In reviewing the program, look for:

• Print: Small-group instructional options (yellow pages) for students Approaching, 
On, and Beyond grade level and English Learners 

• Print: Weekly leveled readers for students Approaching, On, and Beyond grade  
level and English Learners, with consistency of topic and theme for literary texts, 
consistency of subject matter for informational texts, and guidance for “leveling up” 
students during each week 

• Digital: Weekly differentiated practice for students Approaching, On, and Beyond 
grade level and English Learners (Resources dropdown/Student Practice)

• Digital: Data Dashboard snapshots of individual, group, and class progress against 
tested skills and standards, with flexible regrouping/assignment of differentiated 
followup (Assessment and Data dropdown/Data Dashboard)

• Digital: Embedded Tier 2 recommendations for targeting specific gaps in  
(Resources dropdown/Tier 2 Intervention)

• WonderWorks: Connected intervention K-5, including  Foundational Skills Kits,  
scaffolded worktexts of core selections, and additional leveled readers for  
students two years below grade level, designed to accelerate their mastery  
of grade-level content

Differentiation
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Author Monographs

Writing from 
Sources

by Douglas Fisher, Ph. D.
Professor of Educational Leadership at San Diego 

State University and Author of Wonders

Teaching students to write well, especially 
in the age of the Common Core State 
Standards, requires new approaches to 
instruction. Gone are the days in which 
teachers can simply assign students a 
writing prompt and then provide them 
with feedback based on their responses. 
Now we have to teach writing, not just 
assign it. Many educators have always 
known this, but the Common Core State 
Standards demand it. Importantly, this is 
also true in states that have not adopted 
the Common Core standards. It seems 
that writing and writing instruction are 
receiving renewed attention because, as 
writing professor Leaf Fearn wrote in a 
personal communication, “Every writer 
can read, but not every reader can write.”

Graham and Harris (2014, p. 19) note  
that teaching writing includes four basic 
writing skills:

1. Learning to write for multiple
purposes

2. Producing and publishing
well-organized text that is appropriate
to the task and purpose by planning,
revising, editing, and collaborating
with others

3. Using writing to recall, organize,
analyze, interpret, and build knowledge
about a topic or materials read

4. Applying both extended and shorter
writing to facilitate learning
of content material
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Each of these skills requires instruction and 
practice. As Shanahan notes (2014, p. 5) 
“In many ways, the new writing standards 
aren’t that different from the old ones,” 
and continues, “That is not to say there are 
no changes. Perhaps the biggest change in 
writing goals is that they have been more 
closely linked to reading.” 

There are different ways in which 
writing is linked to reading. The most 
direct is  when students write about 
a selection or the topic of a selection. 
In primary grades, the emphasis on 
writing about reading is implied, rather 
than directly required. For example, in 
grade 1, students are expected to “write 
informative/explanatory text in which 
they name a topic, supply some facts 
about the topic, and provide some sense 
of closure” (NGA Center & CCSSO, 
2010, p. 19). 

 
The expectation that students write 
from the sources they’ve read is clear 
in the upper grades. For example, 
students in grade 5 are expected to 
“Write opinion pieces on topics or texts, 
supporting a point of view with reasons 
and information,” and “Provide logically 
ordered reasons that are supported 
by facts and details” (NGA Center & 
CCSSO, 2010, p. 20). Throughout the 
grades, students should write their own 
narrative selections using the texts they 
read as a model while applying specific 
genre features from those texts. In these 
cases, the texts students read serve to 
mentor them as writers.

To be successful in school and beyond, 
students must learn to write using the 
information they have gleaned from 
text they have read. This requires that 
students learn to find information, 
understand that information, and be able 
to use that information to support the 
topic of their writing. In other words, 
writing is more complex than simply 
teaching students to locate details in the 
text. They have to learn to strategically 
use the information they have found.

Instruction That Builds Students’ Ability to 
Locate and Use Evidence
Fisher and Frey (2014) proposed a model 
for helping students learn to locate and 
use evidence in their writing (see figure 
1). Each of the phases in this model 
build sequentially, yet are recursive in 
that earlier components may need to be 
repeated with new texts. For example, 
students discussing the evidence from 
a text may want to go back and read 
the text more closely. Similarly, when 
students begin to write from the sources, 
they may want to revisit their discussions 
and annotations. For ease in explanation, 
these steps are presented in a linear 
fashion, but in practice they can be 
applied cyclically. 

Frame the investigation 

The process starts with framing the 
investigation. That may mean that 
students are exploring a theme or topic 
and will produce an explanatory piece of 
text. For example, third graders may be 
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learning about life cycles. Their reading 
and writing allows them to learn more 
about this topic. As evidence of their 
learning, they write explanatory text in 
response to a writing prompt, but not 
before engaging in a number of other 
learning activities.

Alternatively, framing the investigation 
may mean that students are exploring an 
essential question and will be producing 
original text in which they support their 
opinion with evidence. For example, a 
grade 5 class examining the question, 
“Does equality mean being treated the 
same?” would read widely on this topic 
from texts that present divergent views. 
Students would then choose what view 
they agreed with and provide evidence 
for their opinion. Regardless of the 
source of text, writing begins with the 
understanding that there is something  
to learn from the text, which is called  
the investigation. 

Read complex texts closely

Some texts deserve to be read more 
deeply and carefully (and some do not). 
Reading closely is a habit that develops 
over time. Teachers can engage students 
in close reading lessons that facilitate 
this habit. Close reading begins with 
text selection. The text should be 
appropriately complex. Text complexity 
is more than the quantitative values. An 
appropriately complex text also involves 
the analysis of the qualitative measures 
within the text, such as density and 
complexity, levels of meaning, structure 

and organization, language conventions 
and clarity, and knowledge demands.  
Text used for close reading student 
lessons should also be short. How short 
has been debated, but the text should 
be short enough for students to read 
and reread. That does not mean only 
stand-alone texts are used, but rather 
that strategic selections of longer text 
have been identified.

Close reading also involves rereading. 
Initial discussions of the text should focus 
students on the literal level to ensure that 
they understand the meaning of the text. 
As students demonstrate this level of 
understanding, text-dependent questions 
should be focused on the structure of 
the text, or how the text works. Over 
time, the conversation moves to more 
inferential understanding, with students 
exploring the meaning of the text. 

Complex texts are not easily understood 
in terms of meaning. Instruction should 
systematically move students from the 
literal level, to the structural level, to 
the inferential level to help them learn 
from the text, rather than expecting to 
be told what the text means (Fisher, Frey, 
Anderson, & Thayre, 2015). 

Given that students are expected to 
use the text later in their discussion 
and writing, it’s helpful for them to 
annotate the text as they read (Fisher 
& Frey, 2012). There are any number of 
annotation systems that can be used to 
guide students’ habit building. 
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At the elementary level, three 
foundational annotation skills seem  
to be most effective:

•  Underline central ideas. This requires 
students to identify key information 
in the text.

•  Circle words or phrases that are confusing 
or unclear. This requires that students 
monitor their understanding of text 
and allows teachers to notice areas of 
confusion.

•  Create margin notes. This requires that 
students summarize and synthesize 
their understanding in phrases rather 
than sentences as they read.

Discuss texts using evidence

Close reading involves student-to-student 
discussions about the text. Often, their 
first use of evidence from the text 
will occur during these collaborative 
conversations. As others (e.g., Tierney 
& Shanahan, 1991) have noted, there 
is a strong relationship between reading 
and writing. That relationship can be 
strengthened when students have the 
opportunity to discuss their ideas from 
the text before being asked to write 
about the text. In fact, the speaking 
and listening standards provide the 
often-missing link between reading and 
writing. Students will more easily learn 
to write from sources when they have 
opportunities to discuss their ideas.

Teaching students to discuss complex text 
requires attention and time. Students 
need to learn the art of argumentation. 
In this type of conversation, students 

learn to make a claim, support their claim 
with evidence, agree and disagree, offer 
counterclaims, and reach consensus. 
Teachers often use sentence frames to 
guide students’ conversations along this 
sequence. For example, as part of their 
discussion of a text about the lifecycle of 
the butterfly, a third grade student said, 
“The butterfly lifecycle is mainly like the 
spider’s because they both start as eggs.” 
Another student commented, “I agree with 
you because they both have baby and adult 
stages.” Another said, “I disagree with 
you because the butterfly comes from 
a caterpillar and has to change. Spiders 
grow bigger, but they don’t really change.” 
The students in this class are exploring 
the information they have found and are 
trying to make sense of it before they 
write. Their discussions are clarifying in 
nature and include the elements of good 
opinion and argument writing. They will 
be able to take the information they have 
gathered and combine it with the thinking 
they have developed.

Write from sources using knowledge gained 

Armed with information from excellent 
sources and an understanding of the 
task, students are ready to write from 
the sources they have read. However, 
this does require the development of a 
writing prompt. The more detail included 
in the prompt, the more likely students 
are to respond correctly. Teachers should 
provide their own composing processes 
using evidence from the texts they have 
read so that students can model the 
thinking processes used by the teacher  
to compose text.
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A Good Draft

This system should result in students 
producing reasonably good drafts. 
And drafts can improve, mainly with 
feedback from peers and teachers. As 
noted in Anchor Standard 5, students 
should “Develop and strengthen writing 
as needed by planning, revising, editing, 
rewriting, or trying a new approach” 
(NGA Center & CCSSO, 2010, p. 18). 
This means that students need to write 
a draft in order to edit and rewrite. It 
also means that they need clear feedback 
and examples of what good writing looks 
like. It’s hard to produce something 
outstanding if you don’t know what 
constitutes good writing. In part, this 
is addressed as students closely read 
complex texts. As they do so, they learn 
about the conventions authors use in 
different disciplines. 

Writing from sources requires that 
students first read and understand the 
source. Students should also develop 
systems for collecting evidence, 
discussing the evidence, and then using 
that evidence. As students develop these 
habits, they will develop a writerly life 
that allows them to share their thinking 
with others.
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14  The Power of Connection

The Power of Accessing Complex Texts

Wonders offers unparalleled support for close-reading instruction. 

Access Complex Text 
The Access Complex Text band identifies the elements that make 

a given text complex, such as background knowledge, sentence 

structure and genre, and gives teachers instructional supports to 

provide support around these elements. 

Throughout the week, Wonders instruction requires students to read, 

reread, and integrate ideas within and across texts.

ACT: Access Complex Text

The lessons in the Reading/Writing Workshop prepare students to 
access increasingly complex texts directly

“The overarching goal of close reading is to cause students to 

engage in critical thinking.”

Dr. Douglas Fisher
Professor, San Diego State University

Author, Close Reading and Writing From Sources

Wonders Author
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Literature Anthology
The Literature Anthology 

provides extended complex 

texts, as students navigate 

rigorous reading and text-

dependent questions, which 

require students to go back into 

the text to support their answers.

The Read-Reread-Integrate 

routine guides students in 

meaning making using texts.  At 

all times, the text is at the center 

of your instruction.  

Close Reading 
Companion
The Close Reading Companion 

allows students to

• Annotate texts

• Identify text evidence

• Develop analysis within a text 

and across multiple texts

• Integrate their ideas with 

other literature, informational 

text, poetry, music and art 
Close Reading Companion

Literature Anthology

“Teachers will need to become proficient in recognizing 

text complexity… by recognizing which features might be 

contributing to the difficulty of these texts.”

Dr. Timothy Shanahan
Member, CCSS development team for ELA, Grades K-12

Wonders author
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The Power of Daily Writing
In Wonders, when students read about 

it, they talk about it… and then they write 

about it. 

Every day, students encounter analytical 

writing opportunities, requiring them 

to write to sources. Through the week, 

students are building knowledge around 

the genre and topic, allowing them to 

respond to a single text... then to two 

texts... then to cross-textual analysis.

Wonders also provides regular 

opportunities for process writing within the 

CCSS genres: informative, narrative, and 

opinion/argumentative writing. You’ll find 

rubrics and annotated student models to 

support your instruction.

Reading Writing Workshop – Write About the Text

Writer’s Workspace 
Writer’s Workspace offers students powerful digital markup 

tools to use as they develop, rewrite, and publish their pieces. 

You’ll also find anchor papers, rubrics, and annotated student 

models that exemplify good writing process.

Effective expression is learned through reading, writing, 
speaking, and listening at every opportunity.
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Inquiry Space 

Inquiry Space offers performance task 

practice for grades 3-6 in a gamified 

digital format.

Student models encourage careful 
consideration of writing skills and strategies, 
grammar, and editing
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The Power of Connected Intervention
WonderWorks links intervention to the core Wonders content, 

reinforcing the same essential question, topic, skills, and strategies. 

Through research-based, data-driven, systematic instruction, the 

program rapidly accelerates students back to grade level instruction. 

Daily diagnostic checks, together with WonderWorks Adaptive 

Learning, provide teachers with prescriptive data to drive instruction.

WonderWorks Interactive Worktext

Reading Writing Workshop

WonderWorks Intervention Teacher’s Edition

Interactive Worktext 
combines the same core 
content with in-book 
scaffolding for vocabulary, 
comprehension, weekly skills 
and strategies.

The Teacher’s Edition 
provides additional 
instructional support for 
every core lesson.
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Tier 2 Intervention Support 
Six additional resources for teachers provide 

support and differentiated instructional strategies.

Foundational Skills 

The WonderWorks Foundational Skills Kit closes gaps quickly, allowing students to 

accelerate and succeed through explicit interaction and practice of key phonemic 

awareness, phonics, and fluency skills.

InterventionIn

Comprehension
Teacher’s Edition

Grades K-2

InterventionIn

Fluency
Teacher’s Edition

Grades 3-6

InterventionIn

Grades K-2

Phonemic
Awareness
Teacher’s Edition

Phonics/ 
Word Study
Teacher’s Edition

Intervention

Ph
In

Grades 3-6

InterventionIn

Vocabulary
Teacher’s Edition

Grades 3-6

InterventionIn

Grades 3-6

Writing &
Grammar
Teacher’s Edition

High-Frequency 
Word Cards
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Wonders offers a curated collection of high-quality resources which can be used  
within a Guided Reading model, workshop model or balanced literacy classroom.  
In addition to selections from authentic literature every week, Wonders offers a rich 
variety of connected leveled texts, readalouds, and trade books for your classroom. 

In reviewing the program, look for:

• Print: Teacher Edition Lexile levels for all connected texts 

• Digital: Leveled Reader Library with thousands of additional leveled  
readers K-8, English and Spanish

• Digital: Unit Bibliographies suggesting additional connected titles  
(Resources dropdown/Teacher Resources)

• Digital: Classroom Trade Library lesson cards supporting 22-24 books  
per grade (Resources dropdown/Lessons)

• Digital: Video book trailers for 22-24 Classroom Trade Library books  
per grade (Resources dropdown/StudySync)

Adaptable Resources
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GUIDED READING INSTRUCTION 
By Kathy Rhea Bumgardner, M. Ed. 

National Literacy Consultant 

North Carolina Educator 

Strategies Unlimited, Inc. 

Creator of Think Aloud Clouds and Literacy Toolkits for Comprehension; Professional Development Videos 

for Instructional Best Practices in Literacy 

 “Small group guided reading provides differentiated support for students 

developing reading proficiency.” - Kathy Rhea Bumgardner, M. Ed. 

Introduction 
Small-group guided reading instruction is an integral instructional component of a balanced literacy 

classroom. The small-group format provides differentiated support for students’ developing reading 

proficiency. Guided reading allows teachers to help individual students learn to process increasingly 

challenging texts with understanding and fluency. 

Guided reading also can help increase students’ motivation to read. Lyons (2003) expressed the 

importance of motivation when she wrote, “motivation is arguably the most critical ingredient for long-

term success in learning to read and write” (p. 84). 

Also, small-group guided reading provides an opportunity for the teacher to lean in and listen in to 

assess students as they practice applying skills and strategies while reading independently. 

Ford and Opitz (2001) indicate, “true guided reading is increasingly perceived as an integral part of a 

balanced literacy program designed to help all children become independent readers” (p. 15). The 

importance of formative assessment and listening in regularly as students apply skills and strategies sets 

balanced literacy apart from other traditional classroom approaches (Ford & Optiz, 2008). 

What is Guided Reading? 
The definition of small-group guided reading is subject to interpretation. Burkins and Croft (2010) 

identify these common elements of small-group guided reading: 

 Working with small groups

 Matching student reading ability to appropriate text levels

 Providing each student in the group with the same text

 Introducing the text and setting a purpose for reading

 Listening to individual students as they read

 Prompting students to apply learned reading strategies

 Engaging students in discussions about the text



Guided reading focuses on processes integral to reading proficiently, such as cross-checking text 

meaning rather than depending solely on picture clues. For example, a student sees an illustration that 

features a small dog and says “dog” when the text actually says “puppy.” After noticing the beginning 

letter p in puppy, the student is able to correct the mistake.  

Guided reading allows teachers to help individual students learn to process 

increasingly challenging texts.  

During guided reading, teachers monitor student reading processes and check that texts are within 

students’ grasp, allowing students to assemble their newly acquired skills into a smooth, integrated 

reading system (Clay, 1994). Laguinta (2006) states, “in a truly balanced literacy program, how you teach 

is as important as what you teach” (p. 417). Teaching decoding and basic comprehension skills is not 

enough. Deep comprehension and connections to text are important as well. 

Preparing for Guided Reading Instruction 
Some general tasks should be considered before initiating guided reading instruction. 

 Assessment: Use assessment tools, such as running records, retellings, teacher observations, 

and anecdotal notes, along with Placement and Diagnostic Assessments, TPRI, DIBELS, or other 

recognized data, to determine the students’ instructional reading levels and placement in 

groups. 

 Schedule: Make a plan for working with your small groups to allow productive, flexible use of 

classroom time. 

 Physical Set-up: Organize materials and set up an area to allow small-group instruction to be as 
timely and productive as possible.  

 Close Read the Text: Read and reread the texts that you will be using. Check to see what makes 
the leveled text complex and prepare questions for that lesson. Review anecdotal notes and 
formative assessments to find where students in the group may need additional support. 
Wonders provides Leveled Reader Lesson Cards that include this information and are available 
for each of the levels in Grades K–5. Also, differentiated Leveled Reader lessons are available 
online.  

 Organize Independent Work: Plan for what other students will do while you are with a small 
group. Independent work should be closely connected to authentic reading and writing. It 
should include appropriate independent reading and response. Make a plan for how you will 
develop and consistently monitor student accountability. 

 

Teaching a Guided Reading Lesson 
Guided reading instruction is ultimately about the instructional choices that the teacher makes in a 

balanced literacy classroom. Guided reading instruction should be broken into manageable phases to 

allow enough time to listen in, coach, and confer with students frequently. The following is a general 

structure.  



Before Reading (Mini Lesson) 

 Read Familiar Texts: Use familiar texts from earlier guided reading lessons to lean in and listen 

in as students read. Make anecdotal notes about their progress. This step may not always be 

possible due to time constraints, but when time allows, it is a quick and valuable opportunity to 

do formative assessment of sustained learning and application of learned skills and strategies. 

 Preview: For beginning readers, this can include a brief “picture walk” guided by the teacher 

encouraging students to use picture clues for meaning and decoding. For Approaching-Level 

readers, this can include previewing the text—with the teacher providing specific directions 

about what students should look for in the text. For example, students may be prompted to 

notice the book’s format, structure, a text feature, or illustration. 

 Introduce: Prepare an introduction (a gist statement) about the text to motivate, focus, and 

provide appropriate background. The introduction can include appropriate vocabulary 

scaffolding for sight words, vocabulary in context, and other vocabulary strategies to prepare 

students for challenging and possibly unknown vocabulary. The goal is to provide some 

background and promote interest and enthusiasm in the text without giving away too much 

about it. 

 Review Whole-Group Lesson: Do a quick review of the skill or strategy taught during the related 

whole-group read aloud or shared read.  

 Set a Purpose: Give students a purpose for reading the text based on the essential question, 

genre, or comprehension skill or strategy appropriate for the specific text. Restate the reading 

purpose as needed throughout the lesson. 

During Reading 

 Encourage Independent Reading: Assign all students to read a specific section of text 

independently and read to find meaning in the text. Each student is accountable for reading the 

text. Unlike “Round Robin” reading, students read the whole text, or a portion of it, softly or 

silently to themselves. The teacher moves through the group to monitor and coach each 

student. 

 Listen In and Assess: Rotate from student to student as they read to themselves. Ask each 

student to read quietly for you and listen closely. Make anecdotal notes about strategy use or 

misuse. Intervene and prompt only as needed, with broad questions like, “what will you do 

next?” 

 Ask Text-Dependent Questions: At appropriate points, ask text-dependent questions. Have 

students reread to locate text evidence to support their thinking. Coach students as they reread 

and scaffold your prompts to promote deeper understanding. 

 Promote Collaborative Discussion: Periodically prompt students to discuss specific parts of the 

text collaboratively while you listen in. As students discuss, prompt them as needed to locate 

text evidence to support their ideas. Have partners share with the small group periodically to 

compare and contrast responses and text evidence. Keep this brief and meaningful. 

 Support Students: Observe each reader’s behavior for evidence of strategy use and make plans 

for future support. Interact with individual students to assist with problem solving and locating 

text evidence at difficult points. 



 Anecdotal Notes: While listening in as students read and discuss the text, observe and take 

written notes of their reading behaviors, strengths, and needs for support to guide next step 

instruction.  

After Reading 

 Deepen Understanding: Prompt students to talk about what they noticed while reading. 

Support their efforts to think deeply and connect ideas across the whole text. For example, a 

student may notice an opening illustration showing ingredients in a pantry, and by the end, the 

ingredients are spread around the kitchen. Another student may notice how a character is 

changing and point out text evidence to support that observation.  

 Reference the Text: It is important to return to the text for one or two teaching opportunities. 

Students can cite text evidence or talk about how they used the strategy during reading. Pose 

text-dependent questions that require students to go back into the text to show where they 

found their answers. Use modeling to demonstrate specific examples of what this looks like and 

how it provides depth to their answers and thinking. 

 Review and Reflect: Pull it all together with a review. Offer a teaching point based on 

observations made during reading. For example, point out that a student was able to figure out 

the meaning of a word in the text by using context clues. Have students reflect on and share 

with partners how they used strategies and solved problems as they read. Think about what the 

students “know” and what they “demonstrated.” Then focus on what you need to teach them 

next. 

 Promote Collaborative Discussion: Encourage students to collaborate and discuss with shoulder 

partners. Listen in on each pair. When appropriate, have students briefly write a response to the 

text and share their writing with the group to keep all students actively engaged in the lesson. 

 Extend the Text: Encourage students to deepen their understanding by extending the text 

through writing, art, or more reading of connected text. 

Scaffolding Versus Rescuing 
The term “scaffold”, as applied to learning situations by Wood, Bruner, and Ross (1976), refers to a 

framework and process by which teachers use support strategies to help students complete tasks they 

are unable to do independently at their current stage of learning. 

In today’s educational world, scaffolding refers to a variety of instructional techniques used to move 

students progressively toward understanding a learning skill or process. The end goal is students 

become independent and proficient readers and writers. Leading students to think for themselves and 

to correct their own misunderstandings is a powerful way to ensure sustainable student achievement. 

Questions, Prompts, and Cues 
Effective instructional scaffolding is key to success in small-group guided reading. In the box below are 

examples of three types of scaffolds— questions, prompts, and cues—as they are applied to a lesson on 

how a character’s feelings change from the beginning to the end of a story.  

Question “How is the character feeling right now? What are the words in the 
text that best show you how the character was feeling at this point in 
the text?” 

Prompt “Reread that section aloud and, when you read the character’s 



dialogue, make your voice sound the way you think the character 
would speak.” 

Cue “What do you notice in the illustration? What does the expression on 
the character’s face tell you?” 

 

To provide successful scaffolding for students, strategically phrase questions so the response shows the 

true depth of students’ understanding. Probing questions should be rich and designed with the purpose 

of motivating students to work towards understanding. Teachers can also guide students to craft their 

own guiding questions to lead themselves to deeper understanding. Providing students with robust 

scaffolding helps them build the reading tenacity and perseverance needed to work through “hard 

parts” of a complex text. 

Questions, prompts, and cues can be used in sequence. Following a question with a prompt can help 

students engage in more focused, critical thinking. Offering additional cues for support helps shift 

students’ attention to something they may have missed that can enhance their understanding. These 

are teaching moments when teachers can reference anchor charts, graphic organizers, and other visuals 

to encourage students to apply previous skills and strategies taught, while not giving them the answers. 

Scaffolding can easily become a rescue if the teacher leads or gives students answers without wait time. 

Questioning can be a strong and effective scaffold for students if they have appropriate time and 

support in their quest for answers.  

When working with a small, guided reading group, avoid reading the text for the students consistently. 

Instead, provide students with the scaffolded support and time to become proficient in their own 

reading. 

Level Up: Supporting Students to Become College and Career Ready 
In balanced literacy, as with any model for effective reading instruction, accelerating students to 

proficient levels of reading is paramount to becoming college and career ready.  

Small-group guided reading is done in differentiated reading groups. Students read and learn at their 

tested reading level. The goal is to help students accelerate their reading skills and to provide 

opportunities for them to reach or exceed grade-level expectations and standards for reading 

proficiency. 

The four sets of leveled texts in Wonders include strategic instructional support and scaffolding that 

allow the teacher to help students increase their reading proficiency during small-group guided reading. 

As students make progress in reading fluently and answering text-dependent questions at a particular 

level, the teacher can use Level Up lessons online to accelerate students to more complex texts. 

Using Assessment to Drive Instruction 
The key to effective, scaffolded instruction is knowing where students are, knowing where they need to 

be, and then building a bridge between those two points. This requires being able to use efficient, 

effective, ongoing assessment tools and adjust plans accordingly (Fountas & Pinnell, 1996). 

The balanced literacy model of instruction relies on consistent formative assessment to inform 

instructional planning. Ongoing assessments begin with teacher observations of students during whole 



group, small group, and independent learning. It is especially important to assess the ongoing needs of 

small, differentiated groups so that instruction targets students at their level of need. 

Assessment and evaluation of student performance and instructional practices can be recorded both 

informally while observing individuals in class and formally by completing running records, reading 

inventories, strategy checklists, and other state- or district-mandated assessments. 

In Guiding Readers and Writers, Fountas and Pinnell (2006) write that assessment “involves collecting 

information about or evidence of your students’ learning, [and] is a continual and integral part of quality 

teaching. In fact, teaching without continual assessment is akin to teaching without the children” (p. 

189). Teachers should prepare for ongoing assessments by having ready the available forms and 

methods for tracking data throughout the school day. Teachers should use that data to guide 

instruction. 

Ongoing assessment supports instruction by allowing teachers to do the following:  

 Find out what students already know and what they need to learn.  

 Plan effectively and set a teaching purpose that it is intentional and productive.  

 Determine and adjust differentiated student groupings for instruction.  

 Identify which instructional materials are best suited for each student or group. 

When can teachers fit this in? One golden opportunity for formative assessment occurs at the beginning 

of a small-group guided reading lesson. Have students do a “warm reread” of a previously read text as 

you listen in, or have students write known words or letters. Scheduled assessments can be planned 

with grade-level groups as directed by schools and districts and should be considered an integral part of 

reading instruction. 

Conclusion 
Guided reading is a step-by-step exercise that teachers use to engage students in practicing reading 

skills. This is an important opportunity for teachers to provide intentional and intense instruction which 

develops students’ proficiency in reading accurately and closely. 

For students who are experiencing difficulty, as well as for advanced readers who need to be challenged, 

small-group guided instruction is a key component for raising student achievement. 
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Your Balanced Literacy Classroom:  
What Does It Look Like and  
How Does It Work?

What Does It Look Like?
Balanced literacy is nothing new in education. However,
new standards have caused many educators to question
their current instructional strategies and practices.
Questions that educators frequently need to address
include the following: What does effective 21st century
literacy learning look and sound like? What existing
practices should remain in the classroom and what
needs to change?

The balanced literacy classroom must be set up to
encourage and motivate students, as well as to provide
effective, rigorous instruction aligned to the increased
demands of college and career readiness. The classroom 
should include space for whole-class instruction, areas  
for small-group work, and quiet areas for independent  
work. Below are lists of items that would be helpful  
in each situation.

Whole Group
• Large group area for students to sit together to learn 

and collaborate (desk arrangement or place on carpet
to sit beside a partner for whole-group instruction)

• Texts for shared/close reading as well as big books and
picture books as needed

• Word study resources, such as vocabulary and
spelling cards

• Chart stand for visual charts and chart paper,
markers, and sticky notes

• An interactive whiteboard (if available) or overhead
projector to display digital lesson resources

• Hands-on literacy tools that support student learning

Small Group
• Table or area for small-group instruction and practice

• Visual anchor charts from whole-group lessons
(as needed) for reference

• Hands-on literacy tools and any other hands-on resources

• Leveled Readers

• Leveled Reader Lesson Cards (if available)

• Word study resources, such as vocabulary
and spelling cards

• Small stand-up chart stand to display visuals

• Pencils, markers, sticky notes, index cards,
dry erase boards

Independent Work
• Areas for students to read, write, engage in word

study quietly and independently or to work with
a partner or small group

• Access to a rich classroom library, including authentic 
texts covering a wide variety of topics, genres, authors,
content areas, and reading levels that is organized for
easy identification and selection by students

• Resources for students to organize their work and
writing, including response journals, vocabulary
journals, book boxes, and graphic organizers

• Computer stations, listening stations, or handheld
devices for digital access to interactive reading,
writing, and word study games

• Leveled Workstation Activity Cards or other
meaningful lesson extension materials

by Kathy Bumgardner, M.Ed.
National Literacy Consultant and School Improvement Specialist 
CEO and Lead Consultant, Strategies Unlimited, Inc.
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How Does It Work?
In a balanced approach to literacy instruction,
teachers strategically and consistently integrate instruction 
with authentic reading andwriting on a daily basis, so that 
students learn how to apply and utilize the literacy strategies
and skills they are learning. In Literacy for the 21st Century:  
A Balanced Approach, Gail Tompkins (2013) explains there  
is noticeable “increased emphasis on developing strategic
readers and writers” in recent years (p. 10). 

A balanced approach to instructional literacy practices is 
grounded in the belief that ownership of literacy is central  
to students’ lifelong success and this ownership of literacy 
motivates students to continue reading even when reading 
becomes challenging.

The Many Names and 
Faces of Balanced Literacy
Multiple opinions exist as to what the word balanced  
actually means in the term balanced literacy. At any time, 
in any number of school districts and classrooms across  
this country, various labels are used for what appears  
to be, in essence, the same overall balanced approach,  
or at least an approach that has the same basic  
framework and goals. 

In Ann Arbor, Michigan, Ann Arbor Public Schools has a 
district publication, Balanced Literacy in the Ann Arbor  
Public Schools, that outlines a framework for balanced  
literacy instruction. The publication defines balanced
literacy as “a set of instructional literacy practices,  
which encompass methods for teaching to the whole  
class, small groups, and individuals according to need 
and interest” (Hatt, Anderson, Madden, & Dickinson, 
2008, p. 3).

Further, the district publication references “the inclusion  
of instruction in reading, writing,and word study,”  
(Hatt et. al., 2008, p. 3) in its definition of balanced literacy. 
The “understanding of balance also applies to the gradual 
release of support from the teacher to the learner as skills 
become more proficient and the learner becomes more
independent” (Hatt et al., 2008, p. 3).

Similarly, literature produced in Branchburg Township School 
District in Branchburg, New Jersey defines their district’s  
balanced literacy instruction as a comprehensive approach  
to language arts instruction that “contains all of the  
components necessary for students to master written  
and oral communication”(Porowski, 2009, p. 4).

Branchburg balanced literacy components are
listed as follows:

• READ-ALOUDS:
Teacher Modeled Reading

• INDEPENDENT READING WORKSHOP:
Daily Independent Reading

• GUIDED READING WORKSHOP:
Guided Instruction in Developmentally Appropriate Books

• WRITE ALOUDS:
Teacher Modeled Writing

• INDEPENDENT WRITING WORKSHOP:
Daily Independent Writing

• GUIDED WRITING WORKSHOP:
Guided Instruction in Developmentally Appropriate Writing

• WORD STUDY:
Guided and Independent Phonics, Spelling, and Etymology

A balanced approach to
instructional literacy practices 
is grounded in the belief that 
ownership of literacy is central 
to students’ lifelong success.

2
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Another balanced approach is the Four-Blocks® Literacy 
Model. It incorporates four different approaches each day 
to teach children to read and write. Patricia Cunningham  
and Dorothy Hall developed this model. It includes:

• Guided Reading

• Working with Words

One last popular example is an instructional approach  
created by teachers Gail Bousheyand Joan Moser,  
known as “The Daily 5.” It is based on their own  
classroom teaching experiences, research, and methods  
they have developed for accelerating literacy and learning. 
The approach includes the following components:

• Read to Self

• Read to Someone

• Work on Writing

Whether it is called Daily 5, reading to- , with-, and by-,  
reading or writing workshop, or simply balanced literacy,  
all the approaches are based on providing the best  
instruction possible in whole-group and small-group  
and then providing students with opportunities to
work independently after a gradual release of responsibility.

Assessment in a Balanced
Literacy Classroom
Assessment provides data about students’ performance that 
can and should be used to drive instruction. Teachers need 
to have multiple assessments in place to identify a student’s 
strengths and determine what instruction the student  
needs next.

Assessment is a critical component of the decision-making 
process within balanced literacy. To support teachers in their
decision-making process, data are collected systematically. 
The goal of this data collection is to document change over 
time (Clay, 2001) as well as gather evidence of learning 
(Shea, Murray, & Harlin, 2005).

In a balanced literacy classroom, informal and ongoing  
assessments play a key role in monitoring student progress.

• Self-Selected Reading

• Writing

• Listen to Reading

• Word Work

Examples of these include anecdotal notes of teacher  
observations, running records and miscue analysis, retells  
and recounts, fluency checks, student journals and portfolios,
writing samples, and student interviews.

Teacher observations of their students at work in whole 
groups, small groups, and independently in the classroom is 
one of the most valuable information sources for guiding
their instructional decisions on a daily basis. Anecdotal notes 
enable a teacher to identify a student’s learning behavior and 
document authentic performance to guide next steps.

The Balanced Literacy
approach is based on providing
the best instruction possible. . .
and then providing students
with opportunities to work
independently after a gradual
release of responsibility.

Conclusion
In the classroom, the core principles of the balanced literacy 
model of instruction are an effective set of instructional 
approaches for student reading success in school,  
college, and career.

The reading, writing, and word study components of the  
new Wonders Balanced Literacy program support teaching 
a balanced literacy framework while guiding students to 
meet the new rigorous standards.

3
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Foundational Skills, Grades K–5
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Educational Consultant and Researcher 
J.H. Consulting, Seattle, Washington 
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Introduction

R esearchers have made extraordinary progress in understanding what reading really is. 
Numerous complex brain processes involved in the act of reading have been identified, 

along with many individual component skills that must be learned and used automatically and 
efficiently by a reader. At this point, compelling evidence from a convergence of reading research 
indicates that close to 95 percent of all students can achieve literacy levels at or approaching 
grade level. These statistics include students with dyslexia and students with other learning and 
cognitive disabilities. Students succeed when well-trained and well-supported teachers provide 
intensive, comprehensive, and high-quality prevention and early intervention. (Al Otailba, Connor, 
Foorman, Schatschneider, Greulich, & Sidler, 2009; Al Otaiba & Torgesen, 2007; Rashotte, 
MacPhee, & Torgeson, 2001; Shaywitz & Shaywitz, 2006; Torgesen, 2000; Vaughn & Wanzek, 
2014; Vellutino & Fletcher, 2007).

Our Challenge 

G iven this fact about our students’ potential success in reading, many educators, parents, 
and members of the general community are increasingly frustrated: If scientists have 

proven that almost all children can be taught to read at or very close to grade level, why 
is it that nearly 40 percent of the fourth-grade students in the United States continue to 
struggle with reading and understanding grade-level material? This is not a trivial or easily 
ignored problem. Reading problems negatively affect individual lives and society in a number 
of ways. Students who struggle with reading typically have lower grades in all subjects, higher 
levels of truancy, and decreased self-esteem and self-efficacy. They often exhibit disruptive, 
challenging, and sometimes violent, self-destructive behaviors. The serious effects of low 
literacy levels often extend across generations. These effects can include chronic unemployment 
or underemployment, substance abuse, enduring poverty, and incarceration (Blaunstein & Lyon, 
2006). The consequences of illiteracy affect the individuals themselves, their families, and the 
broader community in which they live.
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Foundation Skills 

C urrent widely adopted standards identify four essential prerequisite foundational skills 
for reading: Print concepts, phonological awareness, phonics and word recognition, 

and fluency. These skills have been recognized as essential for the truly extraordinary 
transformation of converting print and written symbols that have no meaning on their 
own—into a meaningful linguistic code (Shaywitz & Shaywitz, 2006). These four skills can 
help a child become a reader if the child has a solid foundation in a spoken language, ideally 
the same language in which they will be learning to read.

Print awareness is the initial stage of literacy in which emergent readers begin to connect 
the language they understand and are learning to speak to the symbolic representations of 
letters and words, such as those written on a page, screen, or sign. Print awareness involves 
an understanding that print has different functions depending on the context in which it 
appears: a menu lists food choices; a book can a tell story; a sign can announce a favorite 
restaurant or warn of danger; a card or letter can convey thanks or good wishes. Print 
awareness includes the understanding that printed language is organized in a particular 
way—for example, knowing that print in English, Spanish, and many other languages should 
be read from left to right and top to bottom.

Print Concept Skills 

• Knowing that print represents spoken language.

• Understanding print organization (text reads left to right, top to bottom, and page by page; 
printed words are strings of letters separated by blank space).

• Recognizing and naming lower- and upper-case letters in the alphabet.

• Recognizing features of a sentence (first word, capitalization, ending punctuation).

Phonological awareness is the general appreciation of the sounds of speech being distinct 
from their meaning. The fine-grained ability to notice, identify, and ultimately manipulate 
the separate sequence of sounds in spoken words is called phonemic awareness. These skills 
involve only auditory processes. Scientific evidence now confirms that having difficulty 
discriminating the sounds of spoken language is the primary causal factor of most reading 
difficulties, including dyslexia (Dehaene, 2009). The good news is that this difficulty can 
often be corrected or significantly improved with intensive and targeted intervention 
(Vaughn & Wanzek, 2014).

Phonological Awareness Skills

• Recognizing rhyming words.

• Counting, pronouncing, and segmenting syllables into phonemes (e.g., hunt > /h/ /u/ /n/ /t/); 
blending individual phonemes, consonant blends, onsets, and rimes into words (e.g., /d/ /o/ /g/ 
> dog; /t/ /r/ /u/ /ck/ > truck; /s/ + /um/ > sum, /g/ + /um/ > gum, /dr/ + /um/ > drum).
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• Isolating and pronouncing initial, medial, and final phonemes in spoken, single-syllable words; 
replacing individual phonemes to make new words (e.g., hat > sat; cop > cap; grip > grit).

• Distinguishing long from short vowel sounds in short spoken words.

Phonics is knowing which letters symbolize the sounds of a spoken word in a printed word, 
and using that knowledge to sound out or decode words. Phonics is also referred to as the 
alphabetic principle. Phonics involves a reader using both auditory and visual (or tactile) 
processes. Students who are blind or visually impaired can also use phonics, but they learn 
how to associate phonemes with raised dots on a page (Braille) rather than printed letters. 
Students who develop a strong aptitude in phonics are more skillful and confident readers 
because they can more effectively figure out new or unfamiliar words that they encounter. 
Foundation skills also include the essential ability to instantaneously recognize frequently 
used but irregularly spelled words, often referred to as sight words or high-frequency words. 
Newer standards are also emphasizing the value of explicitly teaching morphology (root or 
base words, prefixes, and suffixes) to expand students’ access to word meaning (Bowers, 
Kirby, & Deacon, 2010). In addition, having students study the spelling of words they are 
learning to read has been shown to have a powerful and positive effect on reading skill 
development (Joshi, Treiman, Carreker & Moats, 2008-2009).

Phonics and Word Recognition Skills 

• Knowing the primary or most common sounds of each consonant, five major long and short 
vowels, final e, and common consonant digraphs and vowel teams.

• Reading high-frequency, irregularly spelled words by sight (e.g., was, one, have, of, love).

• Being able to distinguish between similarly spelled words and identify inconsistent but 
common spelling-sound correspondences.

• Decoding regularly spelled words.

• Using knowledge of syllable structure and morphology (roots and affixes) to read words in 
and out of context.

Reading fluency has been defined as reasonably accurate reading at an appropriate rate with 
proper prosody* that leads to accurate and deep comprehension and motivation to read 
(Hasbrouck & Glaser, 2012). There is a common misconception that fluency is the same as 
rate or speed, and that having students learn to read as fast as possible will increase their 
reading proficiency (Rasinski & Hamman, 2010). This is a mistaken notion. Fluency needs to 
be understood as a complex skill in which accuracy plays a foundational role, along with rate. 
Students need to learn to use a rate of reading that is appropriate to the task at hand, but not to 
speed read. Reading too fast can be as detrimental to skillful reading as reading too slowly.

*the pitch, tone, volume, emphasis, rhythm of oral reading
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Fluency is an important skill because it is necessary (but not sufficient) for students to read and 
understand what they have read independently, proficiently, and with motivation.  Fluent reading 
is a sign that a reader is reading with automaticity, which is the ability to do a task without 
having to think about it at a conscious level. When words are read automatically, the brain isn’t 
occupied with the details of the task itself and can instead attend to the meaning of the text 
being read (Rasinski, Blachowicz, & Lems, 2012).

Fluency Skills 

• Reading with sufficient accuracy and rate to support comprehension.

• Reading on-level text with purpose and understanding.

• Reading on-level text orally with accuracy, appropriate rate, and expression.

• Using context to confirm or self-correct word recognition and understanding.

Introduction and Intervention for Foundation Skills

F or many children, especially those who are at risk of academic failure due to the effects 
of poverty, cognitive challenges, and/or language deficits, learning to read will require 

a significant amount of carefully designed and systematically delivered instruction (Archer 
& Hughes, 2011; Kilpatrick, 2015). Unlike learning to speak, which occurs naturally and 
organically because human brains are genetically hard-wired for spoken language, learning to 
read is not natural. Written language is a relatively new phenomenon in human development, 
and our brains must be taught how to turn the intrinsically meaningless symbols of print into 
something meaningful—and potentially memorable, useful, and enjoyable. For students to 
master the essential foundational skills for reading, effective instruction must be provided 
and skillfully differentiated to meet the varied needs of students. Struggling readers will 
typically need much more explicitly targeted guided practice to master the foundation skills 
than some of their peers, so care should also be taken by teachers to discern which students 
need additional, appropriate, and effective intervention, as well as when and how to provide it 
effectively and efficiently.
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Introduction
Vocabulary is derived from the Latin 
word vox (voice in English). With our 
vocabularies, we call out and give 
voice to new ideas and concepts 
that beg to be named. And due 
to its prominence, new ideas are 
added to English vocabulary, 
which just recently surpassed 
one million words. Vocabulary 
knowledge is crucial to successful 
comprehension—the Common 
Core State Standards (CCSS) recognize this, and take 
a fresh look at vocabulary learning. In particular, 
the CCSS highlight teaching academic vocabulary 
as a major instructional shift to improve students’ 
ability to ACT (Access Complex Text). Two types of 
academic vocabulary have been described: general 
and domain-specific. General academic vocabulary 
are composed of words and phrases found in all 
academic texts, such as analysis, attribute, contrast, 
discussion, however, and in particular. These general 
academic words are similar to Tier 2 words. Domain-
specific academic vocabulary include specialized 
vocabulary, and are usually related to a particular 
field of study like the word photosynthesis in biology, 
parallelogram in geometry, and democratic republic in 
social studies or government. 

When teachers plan instruction, 
they examine texts for general 
and domain-specific vocabulary 
to explore in more depth; as 
recommended in the CCSS, they look 
for the academic vocabulary that will 
serve students consistently as tools in 
their reading and writing. This paper 
presents principles of academic 
vocabulary learning and instruction, 
followed by several practices to help 
students acquire the ability to learn 
new ideas and vocabulary, and to 

name and implement these newly-learned concepts.

 

General and Domain-Specific 
Academic Vocabulary
A comparison of two words further illustrates the 
differences between general and domain-specific 
vocabulary. This exploration lays the groundwork for the 
principles and activities for teaching vocabulary. 

Procedure – A General Academic 
Vocabulary Word
The word procedure is a general academic word because 
this word can be found in many content areas. Consider 
words related to procedure: proceed, procedural, 

Author Monographs

Academic Vocabulary Study in the CCSS:  
Embedded, Deep and Generative Practices

By

Dr. Donald R. Bear

University of Nevada, Reno
Director, E.L. Cord Foundation Center for Learning and Literacy

Professor, College of Education
Author of Words Their Way: Word Study for Phonics, Vocabulary, and Spelling 

Instruction and Words Their Way with Struggling Readers



procedurally, and procedures. These are not many words 
to draw on, but learning can be 
much deeper when the context of 
procedure is broadened in phrases like 
the following: bureaucratic procedure, 
cataloged procedure, civil procedure, 
contingency procedure, diagnostic 
procedure, emergency procedure, 
operating procedure, parliamentary 
procedure, standard operating 
procedure (SOP), standard procedure, 
standing operating procedure, and 
surgical procedure (www.onelook.com).

Tectonic – A Domain-Specific 
Vocabulary Word 
A domain-specific word like tectonic has both literal 
and figurative meanings, but for the most part, the use 
of the word is found in geology and physics. As you 
may recall, earthquakes and tsunamis can be caused 
by tectonic shifts in which two landmasses collide. In 
a dictionary search, other forms of the word are found: 
tectonics, tectonical, tectonically, textonism, tectonite, 
tectonism,, tectono, tectonometer, tectonophysicist, 
tectonophysics, and tectonosphere. While students 
benefit just from reading and thinking of the meaning 
of these variations, most of these forms are simple 
grammatical shifts. 

Consider how much more meaning is brought to the 
adjective tectonic when the search is broadened to 
phrases: tectonic-uplift, tectonic activity, tectonic basins 
and rift valleys, tectonic boundary, tectonic breccia, tectonic 
change of sea level, tectonic conglomerate, tectonic creep, 
tectonic earthquake, tectonic environment, tectonic gap, 
tectonic keratoplasty, tectonic map, tectonic motion, 
tectonic movement, tectonic plates, tectonic stratigraphy, 
tectonic theater project, tectonic theory, tectonic window, 
tectonically active, and tectonics zones of Pakistan (www.
onelook.com). Students’ sense of the word tectonic 
becomes deeper as they consider the meaning of these 
phrases. All but two of these phrases relate to science, 
particularly geology. As a classroom activity, students 
could work with partners to uncover the meaning of 
a few phrases that they then would share with their 
classmates either orally or in a classroom vocabulary 
notebook.

The CCSS emphasize the study of the etymology 
of words, and when tectonics is 
scrutinized morphologically for its 
root, other related words come into 
play—words that, again, deepen 
understanding. Tectonics was used in 
geology for the first time in writing 
in 1899, and is derived from Latin and 
Greek terms related to building which 
can be found in architect—literally, 
the chief (arch) builder (tect). What 
a wonderful story this makes, but 
this may be as far as most students 

examine the word. You’ll find, though, as intermediate 
grade students become more accustomed to using 
etymological resources, they become enticed to look 
more deeply to learn that tek- is the Indo-European root 
for “to make” and is the root of words like textile and 
texture. Vocabulary study makes us deeper thinkers. The 
free etymological resources used in the explorations 
shared here are presented in the activities to follow.

Five Principles of Academic 
Vocabulary Instruction
These five principles of vocabulary study can serve 
as a guide to organize instruction, and they highlight 
the profound role vocabulary has in expanding 
students’ thinking.

1.	 Vocabulary	learning	is	intertwined	with	
concept	development.		
Words describe ideas, and, in discussions of 
vocabulary, students expand and refine their 
thinking. The key to vocabulary learning is to 
uncover the concepts that underlie the vocabulary.

2.	 Vocabulary	is	learned	in	context.		
Students learn new vocabulary through extensive 
reading and writing. It is impossible to teach 
students all of the vocabulary words they need 
to know. Rather, the goal is to teach students 
how to examine and think about words. Teachers 
show students routines like those that follow to 
investigate the meanings of new vocabulary as 
they read for comprehension and write for clarity of 
expression.

“With our 
vocabularies we call 

out and give voice 
to new ideas and 

concepts that beg to 
be named.”
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3.	 Vocabulary	is	not	about	teaching		
just	words.		
To learn new vocabulary, students need to examine 
phrases lodged in sentences and paragraphs. The 
importance of phrases in the discussion of teaching 
related words can be seen in the examples above. 
The days of learning a random list of vocabulary 
words are over; vocabulary must come from the 
texts students are studying and must be supported 
by plenty of examples.

4.	 Vocabulary	instruction	is	deep		
and	generative.		
”When students learn one word, they learn ten 
words,” said a good teaching friend, Tamara Baren. 
As in the examples above, studying related words 
and phrases widens the context for vocabulary 
learning. In deep word study, students examine 
related words and phrases, and this expands their 
knowledge of the concepts of underlying words. 

5.	 Vocabulary	instruction	involves	the	
study	of	morphology,	the	structure		
of	words.		
In vocabulary instruction, students learn the 
meanings of prefixes and suffixes, and this makes 
it possible for them to derive the meaning of base 
words and roots. English grammar is incorporated 
naturally in vocabulary study as students examine 
what happens when suffixes are added to bases 
and roots. For example, they see that compete, a 
verb, turns into a noun when -tion is added, or that 
an adjective is formed from a noun when  -ance 
is added to a word (brilliant/brilliance). The reading 
fluency of intermediate readers advances as they 
learn about words morphologically. In the very 
beginning of an eye fixation, mature readers peel 
off the affixes very rapidly (30 milliseconds) to get at 
the meaning of the roots and base words.  

Based on these principles, and with this distinction 
between types of academic vocabulary in focus, activities 
to scaffold students’ learning of academic vocabulary, 
both general and domain-specific, can be examined.

Vocabulary Activities
Teachers establish several key vocabulary activities 
that, once taught, are used throughout the school year. 
Here are four activities that are a part of many teachers’ 
vocabulary study routines.

Vocabulary Concept Sorts
Vocabulary concept sorts are used at all grade levels 
with either words or pictures. To create a concept sort, 
teachers review the text for vocabulary study, including 
the bolded vocabulary. These words and phrases can 
be written onto a template with twenty-four boxes in 
three columns and eight rows. Often with a partner, 
students cut up the template and then sort the items 
according to the teachers’ instructions. One rule is that 
students must say the words aloud quietly as they sort. 
To bypass the use of a sorting template, students can 
work from a randomized list of the vocabulary. Students 
then write the words into the appropriate meaning 
connection columns. Figure 1 presents an example of 
a written sort for the Civil War. As encouraged in the 
CCSS, sorting with partners and sharing the sorts in 
heterogeneous groups adds the support needed for 
students reading below level: if they have difficulty 
reading the words, they learn from their classmates as 
they read the words. They also learn new ideas when 
they share their rationales for their sorts.

Sorts can be described as either closed sorts, in which 
the teacher defines the sorting categories, or as open 
sorts, in which students create the categories. Usually, 
teachers will begin with closed sorts to give students 
a sense of how vocabulary is sorted conceptually. 
Students usually write these sorts into their vocabulary 
notebooks. Occasionally, teachers have students 
generate a written reflection to explain why they sorted 
each column the way they did. In English and the 
Language Arts, these concept sorts focus on figurative 

Civil War Concept Sort 
Military Political Miscellaneous 

South 
ambush 
Appomattox Court House 
Fort Sumter 
Ulysses S. Grant  
Union 
blockade 
infantry 
John Brown 
Harpers Ferry 
Robert E. Lee 
conscription  
arsenal  
Yankee 
Rebels 
artillery 
Battle of Bull Run / Manassas 
Battle of Gettysburg 
brigade 
Clara Barton 
Jefferson Davis 
ironclads  
North 
regiment 
skirmish 

secession 
abolitionist 
John Brown 
Confederacy 
free state 
slavery 
Confederate States of America 
Emancipation Proclamation  
Dred Scott decision 
border states 
Federal 
Frederick Douglas 
Fugitive Slave Act 
sectionalism  
Stephen Douglas 
Gettysburg Address 
Kansas-Nebraska Act 
popular sovereignty  
prejudice 
Republican Party 
Abraham Lincoln 
Lincoln / Douglas debates 
Missouri Compromise  
states rights 
Thirteenth Amendment 
 

antebellum 
reconstruction 
 

Reflection: The first column includes terms about war, its battles and famous soldiers. The 
second column has a lot of difficult concepts that I need to learn more about.  It includes people 
and terms related to slavery.  I do not know what the words in the third column have to do with 
the Civil War.   
 

Figure 1

Academic Vocabulary Study in the CCSS



After selecting the vocabulary to 
study for a unit, teachers should ask 
students to rate their knowledge of 
the vocabulary. Figure 2 illustrates 
a student’s self-assessment of his 
knowledge of two terms: abolitionist 
and Dred Scott Decision. The form 
has room for students to assess their 
knowledge at three points over their 
studies. In this example, it is clear that 
Antonio could learn more about the 
Dred Scott Decision. Teachers usually 
include ten to fifteen items and leave 
a few rows for students to add other 
vocabulary they think is important.

Vocabulary Notebooks 
To build independence and ownership, ask students 
to work with partners and small groups to choose 
vocabulary in their texts that they think is important 
to study. The vocabulary students choose are usually 
the same as what their teachers would select, and 
teachers add vocabulary students have overlooked. 
Vocabulary notebooks are a place for students to 
record vocabulary they find interesting and which they 
study deeply. There are six steps to create an entry, as 
illustrated in Figure 3 (Bear, et al, 2012). 

Teachers model vocabulary selections and the deep 
study of words several times before asking students to 
work independently or with a partner to create their 
own entries. Modeling includes showing students how 
to use dictionaries and etymological references to 
create their entries. Each week, students study several 
words in-depth, and then teach their classmates what 
they learned. They may share their work orally, in 
an electronic, class vocabulary notebook, or create 
a chart to post in the room. Students familiar with 
other languages may include cognates in their entries. 
With 10,000 to 15,000 cognates between English and 
Spanish, students may include Spanish vocabulary. 
Vocabulary notebooks can be divided into separate 
sections by domain. 

language in which students sort 
synonyms and examine nuances in 
words, or sort words by suffixes and 
parts of speech. 

Concept sorts can be conducted 
at the beginning, middle, and 
end of a unit of study, and can be 
considered formative assessments. 
At the beginning of a unit, teachers 
can see if students can read the 
words accurately, which helps them 
understand students’ conceptual 
knowledge prior to formal studies. In 
the middle and end of a unit, teachers 
can see how easily students sort, as 
the students are asked to add related 
terms. Teachers and students alike can see how well 
they have generalized the ideas and concepts in the 
unit. 

Picture sorts are conducted mainly in the primary grades 
when students are unable to read the vocabulary they 
are asked to sort. Furthermore, they are particularly 
useful for English learners when they do not know 
the words in English. With partners, students sort 
the pictures and then give their reasons for sorting 
the way they did. In bilingual settings, picture sorts 
are a way for students to share the vocabularies of 
their primary languages. The picture sorts provide 
additional experience with vocabulary from read alouds; 
for example, after a read aloud of Tops and Bottoms 
(Stevens, 1995), students sort pictures of parts of plants 
conceptually. In one study, students involved in sorting 
the pictures from their read alouds heard the words over 
fifty times, and, in a delayed recall, they knew twice as 
many words as students who only heard the stories read 
aloud (Carpenter, 2010).

 

Vocabulary Self-assessments

“The CCSS emphasize 
the study of the 

etymology of words, 
and when tectonics 

is scrutinized 
morphologically 
for its root, other 

related words come 
into play, words 

that again deepen 
understanding.”

Figure 2

Academic Vocabulary Study in the CCSS



Vocabulary Notebook Entry 
Directions 
1. Collect the word. Find an important, interesting, or 

difficult word. Read around the word and think 
about its possible meaning.  

2. Record the word and sentence. Sometimes sentences 
are too long, so parts of the sentence can be 
recorded.

3. “Take apart.” Separate word parts - prefixes, suffixes, 
roots, and bases.

4. Think of related words. Brainstorm related words by 
word parts—prefixes, suffixes, roots, and bases. 

5. Study the word in the dictionary and other 
resources, and record related words and 
interesting information. 

6. Review and share. Prepare an explanation for each 
word part to share with classmates. 

Online Resources
There are numerous dictionaries and etymological 
websites for students to refer to as they study their 
vocabulary. At these sites, students can find related 
words, word histories, explanations of word roots, 
and examples of the words used in context. Access to 
these resources may require a request to instructional 
technology personnel to lower firewalls for students. 
Experience with these websites teaches students how 
to use dictionaries and other vocabulary resources, a 
skill discussed often in the CCSS.

Below are a few favorite vocabulary websites. While 
these sites are free, there are advertisements in each.

 www.onelook.com is a powerful website. Typing 
in a word sometimes reveals twenty links to various 
dictionaries. Using their simple codes, students 
can easily call up a thousand related words. For 
example, typing syn* presents a thousand words 
that begin with this prefix, which means together.

 www.etymonline.com is one of the best websites 
to provide etymologies. Students learn about word 
origins as well as short, quaint stories of how the 
words have been used over time. 

 www.myEtymology.com is an etymological 
dictionary that lists related words from many other 
languages. Its first display presents links to the 
various parts of the word queried, its affixes and 
root, as well as its cognates in other languages. 

 www.visuwords.com is a graphical dictionary that 
creates webs with the different meanings of words 
positioned around the word requested. Each of 
the branches in the web presents a link to related 
words, as well as a link to antonyms. In addition, 
different parts of the web represent various 
attributes and parts of speech for the word that is 
being studied.

 www.yourdictionary.com, like many dictionary 
sites, provides a brief definition of the word, a 
pronunciation of the word, and several examples of 
the word used in sentences. 

 www.collinsdictionary.com is one of the best 
dictionaries for images. It also provides translations in 
French, German, and Spanish.

 Using these resources to study vocabulary makes it 
possible for students to study words deeply. By seeing 
a word or phrase used in a variety of contexts, learning 
the history of vocabulary, and studying related words 
makes learning vocabulary interesting. Vocabulary study 
broadens one’s knowledge and divulges the evolution 
of our thinking. In one of B. F. Skinner’s last articles, he 
wrote that “etymology is the architecture of thought”—
for, in the study of words, students learn how language 
and ideas have evolved as they learn about the 
subtleties of language and nuances in meaning. This 
vocabulary knowledge enriches our lives and deepens 
students’ understanding of the world around them. 

abolitionist – someone against slavery 
abolish 
abolition 
abolished 
Spanish: abolir, 
abolicionista 

-tion -ist 

abolitio,  from 
abolēre to destroy 

condition 
attention 

chemist 
geologist 
 

to get rid of changes to a noun changes to a 
person 

“The defeat taught Lincoln that abolitionists and other 
extreme antislavery men would rather be right….” p. 84 

 
Figure 3 Vocabulary Notebook Entry Directions
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16  The Power of Connection

The Power of Connected Literature
Exemplars and award-winners. 

Novels, plays, and poetry. Books 

that range across different genres, 

eras, and cultures. You’ll find them all 

within Wonders. Each is connected 

to the Essential Questions in order to 

encourage your students to read, think 

and write within and across texts.

The full range of informational and literary 

texts within the appropriate Lexile range 

for each grade gives students access 

to the breadth, depth, and complexity 

of reading. This rich selection of texts 

enables your students to become 

“broadly literate.” 

NonFiction Leveled Readers

Fiction Leveled Readers

Literature Anthology
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Complete lesson plans are provided for every book in the 
Wonders classroom libraries

Some of the titles in the Wonders Classroom Library
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Wonders combines the best of print and digital resources, supporting rich reading 
with multimodal instruction and activity support. Teacher tools make it easy to  
incorporate favorite resources, compress instruction where students show mastery, 
or regroup and assign additional resources with just a few clicks. 

In reviewing the program, look for:

• Print: Frequent suggestions for incorporating multimedia, including weekly  
opener videos, movement videos, and data-collecting games (This Week’s  
Games on teacher home page)

• Digital: Data Dashboard provides ready-to-go snapshots of individual,  
small-group, and student progress against tested skills and standards  
(Assessment and Data dropdown/Data Dashboard)

• Digital: Weekly planner offers drag-and-drop rescheduling, a core lesson pathway, 
and the ability to incorporate other OERs or favorite lessons (Plan dropdown)

• Digital: Ready-to-go presentations for smartboard or projector resequence  
automatically with any changes made in the planner (Today’s Presentation  
box on teacher home page)

Blended Learning

6
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10  The Power of Connection

The Power of Purposeful Technology
Wonders can be taught in a print, digital, or 
blended format—whatever suits your classroom. 
All print resources are available on a dynamic, 
adaptive, customizable platform. You’ll also find:

• A powerful, customizable lesson planner 
that combines whole-group and small-group 
instruction, ELA/ ELL, designated ELL time, 
and intervention instruction

• Point-of-use professional development

• Inspiring multimedia: “movie trailers” to 
introduce core texts,   mediated social 
learning opportunities, collaborative 
conversation videos, and engaging games 
to bring skills practice to life.

• Ready-made lesson presentations that re-
sequence automatically as you adjust the 
planner

• Online performance task practice, games, 
adaptive learning, and much more.

1111000 ThThThThhhhhheeeeeee eee ee PooooPooPoPooP wwwwwwwewewewewewewwwwewewewwweweewewwerrr rr r rrrr r ofofofoffofofofofo CCCCCCCCCCCCCCoonononoononoonnnononnononoonnoonnnoono nnneeneneneneeneenennnennenenenenenenectctcctctctctctctctctctctctctctcttcttctcctccctcttcccctctcccccccc iioioioiiioiooioooooioioioiooooooonnnnnnnnnnnnnnnnnnnnnnnn

Drag-and-drop lesson planner makes customization swift  

and simple

Point-of-use professional development includes model lessons, white papers, 

and discussion of key instructional shifts



Data Dashboard

Know exactly where your students are on the instructional path every day and which 

resources to use for the most efficient, effective instruction. Track each student’s progress 

in every skill and strategy using 8-10 weekly data points. Determine the next step for each 

learner with point-of-use recommendations for support, differentiation, and acceleration.

Data Dashboard home screen quickly summarizes class progress Sample proficiency report

11



12  The Power of Connection

The Power of Innovative Technology

InquirySpace

Innovative performance task 

practice for grades 3-6. Students 

complete three performance tasks 

per year in an engaging, gamified 

environment, learning to research, 

develop their ideas, write, polish, 

and present their finished product.

Sample Inquiry Space task

Inquiry Space (grade 3)



13

Engaging book trailers for every Classroom Library title

13

Online games to cement foundational skills Additional activities to accelerate progress

Wonders for English Learners Adaptive Learning

Digital Resources Designed for Students 

Wonders engages your students across multiple modalities. Hundreds of 

games bring skills practice to life.  StudySync book trailers introduce every 

trade book; students share their responses in mediated social learning 

opportunities known as “blasts.” Collaborative conversation videos model 

academic discourse across grade levels. Students in grades 3-6 are 

introduced to performance task practice in an entertaining, gamified format 

that supports their research step by step.



Technology: The Language of 21st Century Literacy

To prepare today’s students for college and careers a literacy program must be easy to teach, exciting 

to use, and proven effective with diverse populations of learners.     

Wonders®, a comprehensive English Language Arts solution, combines research-based instruction 

with new tools to meet today’s rigorous new standards for reading, writing, speaking, and listening. 

The same digital tools and resources are found in four connected Wonders programs:

Wonders – core English Language Arts (ELA) instruction 

Wonders for English Learners – designated English language instruction 

Maravillas – equitable, parallel, dual immersion instruction

WonderWorks – intensive intervention support

“I feel that my students are lucky to be exposed to Wonders. It makes a world of difference. 

The online piece has made my job easier and allowed me to become a better teacher.”

“Wonders digital content is off the charts, it’s fantastic. You have so many digital 

resources to choose from.”

“Wonders includes the right combination of teacher-guided instruction, technology-

based activities, and guided practice to allow each student to use the gifts he/she has to 

understand the concepts.”

Todd Kimmel  

Principal – Philadelphia, PA

“

”

Cari Lamperski

5th Grade Teacher - Belleview, FL

James Orichosky

Principal - Wingate, PA
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Spend Time Teaching, Not Planning

There are only so many minutes in the day. Give more to students with the time-saving 
Wonders Planner. 

This easy-to-use, customizable tool lets teachers take full advantage of all the instruction 
Wonders offers by combining whole-group and small-group instruction, ELA/ELL, designated 
ELL time, and intervention instruction.

Planner Options

Wonders Weekly Designated EL Instruction Wonders Weekly Planner

Core Pathway option prioritizes 
the most crucial lessons.

Drag-and-drop functionality makes it 
easy to customize your week.

Wonders for English Learners lessons are fully 
integrated with the main planner.
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Get the PD You Need When You Need It 

Wonders technology frees you from searching for PD to enrich your instruction. Choose from a wealth 

of online videos that feature Wonders authors explaining the program’s instructional approach. Point-

of-use professional development includes model lessons, white papers, and discussions of key 

instructional shifts.

Created by Wonders experts, the free Quick-Start courses 
provide everything you need to teach effectively during the 
first few weeks of Wonders implementation.

Summary of key research

Point-of-use professional development Point-of-use coaching videos from Dr. Doug Fisher and other 
program authors

“The PD website that Wonders has is so informational and helpful. I felt much more 

prepared once I watched the videos.”

Jayme Harris

2nd Grade Teacher– Malden, MO

“
”
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Resources for Teaching Your Lessons Your Way 

Wonders presents busy teachers with a user-friendly interface that makes it easy to build engaging 

lesson presentations tailored to students’ needs. There is a ready-made, customizable lesson 

presentation for every grade level, every day.

Ready-made lesson presentations re-sequence automatically as you adjust the planner. 

A wealth of resources—from Background Builders to Graphic Organizers to Interactive Read Alouds—

help you build presentations.

Upload your own resources to add your unique perspective to student lessons.

Built-in tools let you write, draw, and highlight digital lesson materials just as you would with print. 

Wonders Ready Made Presentations

Instructional presentations are ready for use with Smart Board.  Pop-ups support your 
instruction.
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Video Book Trailers

Collaborative Conversation Videos

Collaborative Conversation Videos model academic discourse across grade levels. 

Video book trailers provide intriguing introductions to the 24 books in each Classroom Trade 
Library.



The Data Dashboard:

Offers resources for immediate, leveled reteaching and targeted assignments.

Groups students automatically for individual lessons (Tier 2, Approaching Level, On Level,  
or Beyond Level).

Reports results at the individual, class, and district levels.

Data that Powers Personalized Instruction 

You have plenty of student data... but is it data you can put to use? The ready-to-go, actionable data 

in the Wonders Data Dashboard gives you real-time guidance in grouping students, reteaching, and 

differentiating, with instructional recommendations you can assign with a single click.  Because it 

provides a daily snapshot of where each student is on the instructional path, the Data Dashboard is a 

powerful complement to Wonders assessment reporting. 

The Data Dashboard uses results from assignments, assessments, and games to track a student’s 

progress in key skills and strategies. Then, it targets and addresses that student’s needs through 

point-of-use recommendations for support, differentiation, and acceleration.

Data Dashboard  Classroom-Level Reporting 

6



Data Dashboard Grouped Recommendations 

Data Dashboard Student-Level Recommendations

7
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Ensure Success on Test Day 

The Wonders digital assessment system is designed for 21st century learning. Engaging interactive 

performance tasks challenge students to apply their knowledge. Tech-enhanced questions and 

constructed responses prepare them for the latest exam formats, including PARCC and SBAC.  

Diagnostic, formative, and summative assessments inform the actionable learning suggestions 

provided by the Wonders Data Dashboard. 

Students practice a range of item types including:

 Multiple response

 Matching

 Drag-and-drop

Short, constructed response

Technology-enhanced performance tasks

 Selected response

Selected-response items require students to select one or more responses from a list of options.



9

Technology-enhanced performance tasks ask students to demonstrate their ability to integrate knowledge across multiple standards using 
tech features. 

Students drag and drop events into the correct order. Multiple-Response question

Highlighting tool 
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Bring Performance Tasks to Life

Inquiry Space allows Wonders students in grades 3–6 to learn and practice researching, developing 

ideas, writing, polishing, and presenting finished work to their peers.  They complete three 

performance tasks per year.  

Inquiry Space Introduction Screen Collection Rooms provide students with fun rewards. 

Check Questions ensure students are prepared to move forward.Students click the monster to begin their task
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Inquiry Space provides gamified, digital performance task practice:

Analyzing the task and evaluating resources gets students thinking about what they need  
to succeed.

Taking notes helps them start to organize their thoughts. 

Outlining and drafting provide practice in structuring arguments.

Revising and editing help students hone critical-thinking and writing skills.

Publishing and presenting allow students to share what they’ve written.
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Engage Students and Keep Families Involved 

Effective literacy learning doesn’t stop at the classroom door. Wonders digital resources encourage 

families to get involved in their children’s instruction.

Get every student excited about literacy

Wonders uses technology to engage students in reading, writing, speaking, and listening. It introduces 

core texts, creates opportunities for mediated social learning, models collaborative conversation, and 

brings skills practice to life.

Wonders Student Dashboard

Recording and Playback lets students record, select, and submit their best oral reading samples 
for fluency evaluation.



Make every parent a literacy partner  

Wonders digital resources help educators connect parents with their children’s literacy progress 

regardless of their own level of English proficiency. Weekly school-to-home letters are available in ten 

languages. Audio summaries in ten languages are included for all selections in the digital Literature 

Anthology and Reading/Writing Workshops.

Wonders Adaptive Learning provides targeted support for studying 
foundational skills to accelerate progress 

Weekly School to Home Letters are available in 10 different languages

Hundreds of instructional games make skill practice interesting

Wonders Song Movement Videos

“

”

“One piece of the program that my 
students particularly enjoy is the 
Movement Videos…  I often use those 
videos for a reward when all our other 
work is done.  It is a great motivator!”

Amy Platt

Teacher – New Castle, DE



McGraw-Hill Education is committed to supporting the professional development of 
teachers, coaches, and administrators. In addition to robust implementation training, 
we offer model lessons, guidance on classroom routines, and coaching videos from 
the Wonders authorship team accessible at point of use at the lesson level. 

In reviewing the program, look for:

• Digital: Teacher Resource Book (Resources dropdown/Teacher Resources)

• Digital: Instructional Routine Handbook  
(Resources dropdown/Professional Development)

• Digital: Professional Learning Environments for teachers and administrators  
(Resources dropdown/Professional Development)

• Digital: Model lesson and coaching videos (Resources dropdown/Professional  
Development/Classroom Videos, Coaching Videos)

Professional Development

7
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VISION STATEMENT 

Albuquerque Public Schools commits to ensuring that 

every child graduates fully prepared and eager to 
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McGraw-Hill Education (MHE) is built on core values and principles that support a strong spirit of 

partnership with the school district communities that we serve. It is with great pride that we focus our 

efforts on improving student learning outcomes and engagement. The McGraw-Hill Education 

partnership model is one centered on the agility and flexibility required in the ever-evolving landscape 

of education. 

 
In considering how to best promote student success, our team of academic designers have crafted a 

range of blended learning opportunities and connected instructional approaches. Modeled, Shared, 

and Guided Instruction is facilitated with a balance of tools created to reflect these elements of our 

research foundation: 

 Passive students transform into active learners as they engage in activities that appeal to their 

natural curiosity and help them see their potential (Farrington, 2012). 

 Automatic feedback provided as students learn facilitates mastery of concepts, which 

measurably improves academic success (Pea, 2014). 

 Mindset, or student’s belief about his or her ability to learn, greatly influences attitudes, 

academic behavior, and persistence in the face of challenges. Research has shown that this 

factor can be shaped very easily by a student’s learning environment (Yeager & Dweck, 2012). 

 
McGraw-Hill Education recognizes the collective impact that we can have in partnership with the 

Albuquerque Public Schools (APS), when we center our efforts on student achievement and diverse 

learning strategies. There can and will be systematic change when we align our vision, our tools and 

our commitment. This model can then be scaled to ensure the sustainable success that we both seek. 

 
The goal of this proposal is to share collaborative opportunities in the support of teaching and learning. 

Activities planned to reach our goal will be implemented with fidelity and will encompass these key 

components: 

 Professional learning for teachers to support blended and personalized learning initiatives. 

 Access to our connected cadre of thought leaders in literacy, technology and education at large. 

 Our deep bench of content assets, trusted in pedagogy and efficacy. 

 First class service and support from both local and organizational resources. 

 
McGraw-Hill Education is looking forward to building a trusted partnership with Albuquerque Public 

Schools as we work to improve teaching and learning together. 
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Ongoing and systematic professional development is a critical part of our collaborative mission. The goal 

of the professional development model is to advance the effectiveness of teaching and learning in print 

and digital environments. McGraw-Hill Education strives to be flexible to meet APS’s teaching and 

learning needs. We recognize that tools don’t change learning spaces, teachers do, so they will be the 

foundation of this movement. 

 
A partnership with APS would demonstrate choice and agency to ensure that instructional time, place, 

path, and pace were appropriate for student achievement. By balancing content and process, we would 

be able to focus on active reading with customized and curated content rooted in research, as well as 

focusing on supporting structured independent reaching and connected writing. McGraw-Hill Education 

will also partner with APS to support community and coaching activities, including virtual book clubs 

and networking opportunities for students, teachers, and parents. 

 
McGraw-Hill Education is prepared to support the APS values and goals by equipping teachers with 

strategies, resources, and techniques for teaching and learning in both print and digital classrooms. The 

literacy curriculum and related PD can support reading by third grade, engage students with 21st Century 

Learning environments, begin a path for students to be college, career, and life ready, support a culture 

of innovative teaching and leading, and encourage school and community partnerships. 

 
We are proposing a four-tiered professional development model: 

 

 

 
 

McGraw-Hill Education Curriculum Specialist Cadre 

 
Professional Learning Literacy Workshops  

 
Author Workshops – Webinar Series 

 
Outcome/Results- Analyzing Data to Drive Instruction 
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McGraw-Hill Education has included a sample of the range of professional development options we can 

deliver to the district. The final proposal will be customized to the needs of the district, and developed in 

partnership between APS administrators and McGraw-Hill Education experts. 

 

 

 

We share the same goal: to support strong teaching and learning in your district. Beginning with an 

Executive Planning Meeting, our team will meet with district curriculum leaders to plan and address the 

specific instructional objectives. This meeting will help us bring the right specialists to work with your 

teachers for implementation success. 

 
Purpose: To collaboratively develop a comprehensive initial implementation plan. By planning 

professional development opportunities and scheduling options together, McGraw-Hill Education and 

your administrative team can prepare impactful, useful, and sustainable training events for teachers and 

curriculum leaders. Additionally, by planning as a single team, McGraw-Hill Education PD team members 

can address the goals and content defined by district leaders. If needed, specific session agendas can be 

discussed and confirmed during the Executive Planning Meeting. 
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IMPLEMENTATION 
 

The administrator training provides an overview of resources and supports leaders as they monitor 

teacher and classroom implementation of Balanced Literacy. This session will be planned collaboratively 

with your school and district administration and may include the following: 

 Overview of Balanced Literacy resources 

 Student assessment and evaluation resources 

 Leadership techniques for monitoring school-wide and district-wide implementation 

Participants: Principals, assistant principals and curriculum leaders 
 
 

A unique feature of McGraw-Hill Education programs, our virtual training resources provide step-by-step 

online training. Led by nationally-recognized educators, these training sessions lead teachers through 

video and printable guided practice, available 24x7 and from wherever teachers and administrators 

access the program: 

 Quick Start Course (recommended to be completed prior to an in-person training): A 

moderated, four-hour “getting started” session. The Quick Start Course can be completed in 

one sitting, or, more appropriately, over a few days or weeks. Teachers and administrators can 

revisit topics if they need a review or want to print out support materials on the specific 

teaching tool. 

 Implementation Course (recommended to be completed two to four weeks after 

implementation in the classroom: A more in-depth, self-paced training available on demand. 

The implementation course provides support as teachers and administrators become more 

familiar with the McGraw-Hill Education resources. 

 Administrator Support Course: Addresses the unique administrative requirements related to 

balanced literacy implementation. The Administrator Support Course includes both strategies 

and tools to support best teaching practices, and includes observation checklists and leadership- 

related resources. 

Online implementation modules provide district educators with ongoing implementation and curriculum 

support. Designed as grade-level specific resources, Online Implementation Modules will be available for 

all teachers throughout the adoption and include online video libraries through the learning portal. The 

online format provides flexibility and access for teachers and coaches – short video clips of master 

teachers, model lessons and experts located at point of use. These video segments are correlated and 

aligned to the standards for English Language Arts and Reading. 
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Following the initial implementation, McGraw-Hill Education representatives and designated district, 

and/or school personnel will determine a plan for further training. The follow-up training may include 

several topics: 

 Flexible Grouping 

 Comprehensive Balanced Literacy 

 Accessing Complex Text 

 Collaborative Conversations 

 Analytic Writing 

 Close Reading 

 Using Leveled Readers in the Balanced 

Literacy Classroom 

 Assessment – Progress Monitoring 

 Classroom Application – looking at 

student work to help teachers make 

assessment-based instructional plans 

 Grade Level/Cross Grade Level 

Collaborative Groups to share progress 

and successful classroom practices 

 
 

 
 

This seminar is designed to assist the District’s educational leadership in monitoring teachers’ 

implementation of literacy curricula in classrooms. The session will highlight theory and research and 

apply it to best practices in the classroom and may include the following topics: 

 Balanced Literacy Philosophy and Overview of Balanced Literacy 

 Alignment to Research and Best Practices 

 Alignment to Standards 

 Assessment and Reporting 

 Progress Monitoring 

 Placement and Diagnosis 

 Intervention 

 English Language Learner Instruction 

 Observation and Analysis of the Balanced Literacy Reading Classroom 
 
 

This session provides an overview of the technology offerings. Participants will also receive training in 

the effective use of the components purchased with the program for motivating students, monitoring 

progress, and recording assessments. In addition, teachers will receive ideas for effectively integrating 

the use of the Internet in classroom instruction, shown how to register for the online student and 

teacher editions, and to explore the interactive activities and projects on ConnectED. Teachers will have 

access to online PD videos, author videos, classroom model videos, and white papers. Participants must 

have access to internet-connected computers during the training session. 
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This training session will provide a select group of APS personnel with a comprehensive understanding 

of Balanced Literacy components, research base, pedagogy, and strategies. Trainers will receive all 

necessary training materials and in-depth training so that they are prepared to train teachers to 

effectively implement the reading program and to serve as on-site trainers and program experts 

throughout the school year. 

 

This session will prepare teachers to meet the needs of English Language Learners through research- 

based strategies for modifying and scaffolding instruction to make the curriculum more accessible. 

Whether students come from a Native American, Hispanic, Asian, or simply low-language level 

environments, supporting students with ESL challenges requires new skills and resources. Teachers will 

learn to effectively build student’s oral language and academic language skills through a variety of 

strategies including the use of realia and total physical response (TPR). 

 

This hands-on workshop is designed to provide training on effective strategies that are research based 

for improving text comprehension. These strategies include: 

 Monitoring comprehension techniques 

 Using graphic/semantic organizers 

 Question Answer Relationship (QAR) 

 Summarizing 

Materials: Participant’s Handouts 
 
 

During this interactive session, participants will learn to use diagnostic and on-going assessment tools to 

modify instruction for students in need of the various tiers of intervention. Participants will identify 

struggling readers, modify instruction and learn how to effectively exit students from the intervention 

program. Throughout the session, participants will learn to model and provide corrective feedback to 

build confidence and scaffold instruction for struggling readers. 

Required Materials: McGraw-Hill Education Intervention Materials 
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SMALL GROUP DIFFERENTIATED INSTRUCTION TO MEET THE NEEDS OF ALL STUDENTS 

 

In this session, teachers will participate in several grouping activities that demonstrate effective 

strategies for flexible grouping. Topics to be addressed include: 

 Research findings regarding grouping formats and configurations appropriate for an elementary 

classroom 

 Classroom management strategies 

 Implementation of various grouping strategies 

Materials: Participant’s Handouts 
 

UTILIZING LEVELED READERS AND ADDITIONAL TIER II RESOURCES TO LEVEL UP STUDENTS TO   
REACH THEIR TRUE POTENTIAL 

This session is designed to help teachers guide instruction before, during, and after reading. In addition, 

teachers are provided with tips and strategies for managing groups during guided reading and 

maintaining flexible grouping. Sessions for the primary grades focus on using guided reading in learning 

to read; sessions for the intermediate grades on using guided reading in reading to learn. 
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PROFESSIONAL LEARNING FOUNDATIONAL WORKSHOPS 
 

The following professional development sessions on key reading topics offer research, background 

information, handouts, and group activities. The sessions are interactive and excellent as train-the- 

trainer sessions or during Summer Institute days. Workshop topics include: 

 

In this workshop, K-6 teachers will examine the various aspects of foundational skills instruction. 

Participants will be interactively engaged in the historical perspective as well as the current research- 

based evidence for the teaching of foundational skills. Participants will learn the best practices for 

teaching foundational skills. They will leave the workshop with a wealth of ideas and activities to use in 

the classroom for instruction. 

Materials: Participant’s Handouts 
 
 

Words, Words, Wonderful Words! In this session, participants will gain background in research relating 

to oral language and robust vocabulary development. Through hands-on activities, participants will learn 

specific strategies for teaching vocabulary, including vocabulary webbing. This session will also include 

tools for independent word learning as it focuses on the application of vocabulary to writing. 

Materials: Participant’s Handouts 
 
 

This workshop offers instruction on the writing process and the components of six-trait writing. 

Participants will learn how to develop the Six Traits of Writing to enhance students’ writing and how to 

use 6-trait writing rubrics. 

Materials: Participant’s Handouts 
 
 

This session is designed to examine the big picture of assessment as it relates to improving classroom 

instruction. Participants will focus on the five key components as detailed in Reading First. The session 

will address the following questions: 

 What is assessment? 

 What are the various assessment options? 

 How is student progress assessed in each of the five key components? 

 How can assessment be an essential part of instruction? 

Materials: Participant’s Handouts 
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Join us on a journey of metaphorical recursive research framed by Inquiry. Metaphorical thinking is 

essential to how we understand ourselves and others, how we communicate, learn, discover and invent. 

A rabbit hole, in a metaphorical sense, is when an individual sets off on the path with a goal, gets 

sidetracked by various events and changes direction several times along the way, eventually ending up 

somewhere unexpected, typically without having satisfied the original purpose of the quest. 

Nevertheless, the path often leads to serendipitous discoveries. In this session, we will create an 

environment for investigation. 

 

Navigating through a variety of sources that are read, viewed or heard can be challenging for students. 

Join Scully and Mulder as they guide you through a game of critical thinking investigation strategies to 

engage your students as they learn to read with a pencil, find text evidence, annotate, and uncover 

structure and meaning of text from a variety of sources. 

 

Thoughts are the seeds that grow into actions, habits, and character. Cultivating these thoughts allows 

us to a deeper and more varied understanding as we read. Educators today are finding that student 

knowledge about a text can be only surface-level. By cultivating metacognitive skills, students will 

develop and deepen their comprehension of increasingly complex texts. Join us for an engaging journey 

in digging deeper in the garden of expectation where we will “till and tend” our future learners. 

 

Join us as we curate vocabulary artifacts to support Listening, Speaking, Reading, Writing and Thinking in 

the classroom. Words are the currency of communication. In this session, participants will “capture” 

engaging and practical learning strategies for vocabulary and oral language using research-based best 

practices in their “web” of knowledge. 
 
 

Stephen King’s Cujo had everyone doing a double take when they saw a dog and J. K. Rowling had 

readers cheering to the very end of the great battle in book seven. What was their intent when they 

picked up the pen? The writer’s overall purpose determines the techniques he or she uses to analyze 

meaning within a variety of texts. Could the possibility of winning $100,000 persuade you to join us for 

an engaging session that’s sure to inform you on various strategies designed to entertain your students? 

Join us as we take you beyond PIE when teaching author’s purpose. 
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Composition -  Is Your Student’s Writing Wonder -Fil led 
Let’s take your student’s writing from thin Oreos to double stuffed! Join us for an interactive writing 

workshop designed to help your students develop engaging ideas reflecting depth of thought with 

specific facts, details, and examples. 

 
 

 

 

Additional professional development options can include Author Workshops. These professional staff 

development workshops focus on critical issues in reading allowing teachers and administrators to 

interact with a literacy program author. Authors will share their research and expertise as well as 

strategies for translating research and best practices into the classroom experience during these 

sessions. 

 
McGraw-Hill Education will provide webinar series sessions led by leading authorities in Literacy 

Instruction. Those authors include but are not limited to: 

 Dr. Jana Echevarria 

 Dr. Doug Fisher 

 Dr. Vicki Gibson 

 Dr. Diane August 

 Dr. Donald Bear 

 Dr. Timothy Shanahan 
 
 

Many districts express an interest in working directly with our authors to support their learning 

initiatives. McGraw-Hill Education authors can lead and participate in webinars, conference events, book 

studies, and blended learning studies to support teachers where –and when—specific instruction is 

needed. Ongoing instructional change can be enhanced by direct connection to the thought leaders in 

the field, and our author studies and author-led workshops can play a critical role in building motivation 

and maintaining high-performance activities in the classroom. 
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Jana Echevarria, Ph.D. 
 

 

 
 

Dr. Jana Echevarria is a Professor Emerita at California State University, Long 

Beach, in the College of Education. She is experienced in teaching at the 

elementary, secondary, and university levels, with a background in general 

education, special education, bilingual education, and ESL. She has lived in 

Taiwan and Mexico where she taught ESL and second language acquisition 

courses at the university level, as well as in Spain where she conducted 

research on instructional programs for immigrant students. After receiving 

her M.S. in Bilingual Special Education from California State University, she 

earned her Ph.D. in Education at University of California, Los Angeles, and was one of the recipients of 

the National Association for Bilingual Education’s Outstanding Dissertations Competition. 

 
Over the past fifteen years, Dr. Echevarria has given over 60 professional presentations emphasizing 

instruction for educationally and linguistically at-risk students. Her research and publications focus on 

effective instruction for language minority students, particularly those with learning disabilities. She has 

written numerous journal articles and book chapters, has written and produced two videotapes and has 

co-authored two books. Dr. Echevarria is currently a Principal Investigator with the U.S. Department of 

Education, OERI (Office of Educational Research and Improvement), NIEARS (National Institute on the 

Education of At-Risk Students), and CREDE (Center for Research on Education, Diversity and Excellence) 

where she conducted a study on “The Effects of Sheltered Instruction on the Achievement of Limited 

English Proficient Students.” 
 

Doug Fisher, Ph.D. 
 

 

 
 

Dr. Doug Fisher is Professor of Educational Leadership at San Diego State 

University and a teacher leader at Health Sciences High & Middle College 

having been an early intervention teacher and elementary school educator. 

He is the recipient of an International Reading Association Celebrate Literacy 

Award, an Exemplary Leader award from the Conference on English 

Leadership of NCTE, as well as a Christa McAuliffe award for excellence in 

teacher education. He has published numerous articles on reading and 

literacy, differentiated instruction, and curriculum design as well as books, 

such as Visible Learning for Literacy, Rigorous Reading, and Text Complexity: Raising Rigor in Reading. 
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Vicki Gibson, Ph.D. 
 

 

 
 

Dr. Vicki Gibson is a national consultant, author, speaker, and trainer. She 

has been teaching children and adults since 1975. She was a former public- 

school kindergarten teacher and learning disability specialist before opening 

three of her own schools for children ages 2–12 years. Dr. Gibson earned 

three degrees, including her doctorate, from Texas A&M University, where 

she served as a Lecturer and Adjunct Professor for ten years. Dr. Gibson is 

the author of the following programs: We Can Early Childhood Curriculum; 

I Can Draw Pre-Writing Program; Letter, Sounds, and Strokes Phonics 

Program; and the We Can Manage the Early Childhood Classroom. These programs are the core 

curricula for many Head Start Centers and programs funded by Early Reading First grants. Her latest 

book, Differentiated Instruction: Grouping for Success, provides research-proven effective methods for 

teaching and managing small- and whole-group instruction at any grade level. 

 
Dr. Gibson authored a college supplemental, Differentiated Instruction: Grouping for Success that 

provides research-proven effective methods for teaching and managing small- and whole-group 

instruction at any grade level. Since that time, she has written training manuals and administrator guides 

and booklets to support professional development and help educators change practices in schools. 

 

Diane August, Ph.D. 
 

 

 
 

Dr. Diane August is currently a Senior Research Scientist affiliated with the 

Center for Applied Linguistics located in Washington DC. Dr. August is the 

Principal Investigator for a large, federally funded study investigating the 

development of literacy in English-language learners, Co-Principal 

Investigator for a federally funded randomized evaluation of English 

immersion and transitional bilingual programs, and Co-Principal Investigator 

at the National Research and Development Center on English language 

Learners. Dr. August was Staff Director for the National Literacy Panel on 

Language Minority Children and Youth. She has been a Senior Program Officer at the National Academy 

of Sciences where she was study director for the Committee on Developing a Research Agenda on the 

Education of Limited English Proficient and Bilingual Students. Dr. August has worked as a teacher, 

school administrator, legislative assistant, Grants Officer for the Carnegie Corporation, and Director of 

Education for the Children’s Defense Fund. In 1981, she received her Ph.D. in education from Stanford 

University, and in 1982 completed a postdoctoral fellowship in psychology, also at Stanford. She has 

published widely in journals and books. 
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Donald R. Bear, Ph.D.  
 

Dr. Donald Bear is director of the E. L. Cord Foundation Center for Learning 

and Literacy where he works with children who struggle to learn to read and 

write directly through assessments and tutoring programs in the center and 

through numerous outreach Reading Buddies tutoring programs. 

 

Dr. Bear is a professor in the Department of Educational Specialties in the 

College of Education at the University of Nevada, Reno. He has been a third 

and fourth grade classroom teacher. Dr. Bear has taught and conducts 

research in programs at all levels from preschools to family learning centers. Assessments that he has 

developed are widely used in statewide literacy programs. He conducts workshops and consults with 

school districts to develop their literacy programs. 

 
Recent studies and writings examine the synchrony of literacy development, word study with English 

language learners, upper-level word knowledge, and the literacy learning of preschoolers. He is a co- 

author of several books, including Words Their Way. Dr. Bear has been involved in a number of grants 

and innovative professional development programs. 

 
Timothy Shanahan, Ph.D. 

Dr. Timothy Shanahan is Professor of Urban Education at the University of 

Illinois at Chicago where he is Director of the UIC Center for Literacy. He 

recently worked as the Executive Director of the Chicago Reading Initiative 

for the Chicago Public Schools, a school improvement initiative serving 

437,000 children. His research focuses on the relationship of reading and 

writing, school improvement, the assessment of reading ability, and family 

literacy. Dr. Shanahan is currently President Elect of the International 

Reading Association and is on the Board of Advisors of the National Family 

Literacy Center. He has published more than 100 books, chapters and articles on reading and writing. He 

served on the White House Assembly on Reading, and the National Reading Panel, a group convened by 

the National Institute of Child Health and Development at the request of Congress to evaluate research 

on successful methods of teaching reading. 

 
A former primary grade teacher, Dr. Shanahan earned his M.A. at Oakland University and his Ph.D. at 

University of Delaware in Reading Education. He received the Albert J. Harris Award for outstanding 

research on reading disability and the Milton D. Jacobson Readability Research Award, both from the 

International Reading Association. He earned the Amoco Award for Outstanding Teaching and the 

University of Delaware Presidential Citation for Outstanding Achievement. 
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Ensure district’s educators are thriving by using the robust Administrators’ Dashboard to track: 

 Time of use 

 Social engagement levels 

 Learning progress and assessments 

 Shifts in mindset 
 
 

 

 

 

 

Exposes educators to the principles, 

practices and instructional benefits of 

blended learning. Explores how to 

effectively integrate technology into the 

classroom and use data to improve 

instruction. 

 

 

 

Gain hands-on experience by creating 

project-based learning activities. Learn 

how to implement project-based 

learning in the classroom while setting 

clear expectations for students and 

providing meaningful feedback. 

 

 

™  

Learn the fundamentals of the Google Apps 

for Education™ Program and prepare for 

the GAFE Level 1 Certification exam. 

 

 

 

 

Learn the fundamentals of Microsoft 

Office 365 suite of tools. The course 

provides an opportunity to understand 

how these tools can help transform the 

classroom into a 21st century digital 

learning environment. 
 
 



Albuquerque Public Schools 
Professional Development Partnership | Literacy is for Life 




McGraw-Hill Education is committed to a long-term, sustained partnership with the Albuquerque Public 

Schools. We will work with the district to develop and deliver a successful implementation model. 

Your dedicated McGraw-Hill Education team includes: 

Lucia Medina 
Sales Representative  

lucia.medina@mheducation.com 

National Literacy Specialist  

john.slagle@mheducation.com 

Kim Gillert 
District Manager  

kimberly.gillert@mheducation.com 

Wendy Bauerkemper 
Curriculum Specialist  

wendy.bauerkemper@mheducation.com 

Director of Professional Learning 

281-389-0818 

steve.tununick@mheducation.com 

Brandon Harvey 
National Literacy Specialist  

Brandon.harvey@mheducation.com 
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Quick Start

Online Professional Learning

Access complete back-to-school support for your 
program implementation!

Led by a Wonders expert, these modules provide everything you need 
to teach effectively during your first few weeks of school.

• Teach and engage students.

• Set up classes online.

• Assign activities, projects, and online materials to students.

• Administer placement and diagnostic tests.

Quick Start is available 24/7, offers a certificate of completion, and 
has a supportive, online community.

John Slagle & Brandon Harvey
Senior National Curriculum Specialists

Quick Start 
Professional Learning

To Access your Quick Start

1. Go to ConnectED at
connected.mcgraw-hill.com.

2. Log in to your program.

3. Click your
teacher’s edition.

4. Click the Professional
Development tab.
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Wonders supports you with a suite of 

professional development resources 

available at your fingertips. You’ll find 

quick-start implementation guides, 

tech how-tos, model lesson videos, 

and groundbreaking research. And 

in the Wonders Professional Learning 

Community, you’ll find connections with 

other Wonders teachers across the 

country

Research-based step-by-step 
guides to key instructional 
practices. 

Summary of key research 
underlying the program

Professional Development

Instructional
Routine
Handbook

Grades K-6

Professional development homescreen

Point-of-use professional development 

White papers and other research 
from the Wonders authorship team

The Power of Professional Development
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Welcome to McGraw-Hill Wonders CCSS Reading/Language Arts program. This program is built on the Common 
Core State Standards and incorporates the most recent and confirmed research in reading and writing instruction. 
The instructional routines that follow reflect best classroom practices and full implementation of this research. 

Learning and using these routines will ensure the most effective and efficient implementation of the McGraw-Hill 
Wonders program. They are step-by-step guides to key instructional practices embedded in the program. Many of 
these instructional routines are included in the Model Lessons Video Library found in the Professional Development 
page at www.connected.mcgraw-hill.com. We recommend periodically reviewing the routines and video clips 
throughout the first year of the program implementation.

What Are Instructional Routines?

According to the American Heritage Dictionary of the 
English Language (2000) routines are prescribed, 
detailed courses of action to be followed regularly; 
a standard procedure; a set of customary and often 
mechanically performed procedures or activities.

Routines are step-by-step processes that:

• begin and end with a clear signal,

• follow the same sequence of steps every time 
used, 

• are consistent,

• require minimal teacher talk,

• are used with a brisk pace, 

• often contain nonverbal and verbal teacher 
signals indicating a student response, and 

• slowly transfer the responsibility of the task to the 
students.

Why Are Instructional Routines 
Important?

Routines reflect best classroom practices and help 
students focus on the new learning task, rather than 
learning a new way to do something. They are effective 
at organizing instruction and setting clear expectations 
for students.

Routines help teachers scaffold instruction, minimize 
instructional time and teacher talk, maximize student 
participation, and overall make learning a new skill 
easier. 
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