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Foreword

oday'’s diverse students need to be prepared for tomorrow’s expanding literacy demands.
I With the English Language Arts/English Language Development Framework for California

Public Schools: Kindergarten Through Grade Twelve (ELA/ELD Framework), we address
the language needs of every student in California and provide guidance to prepare students for
postsecondary education and/or careers. The ELA/ELD Framework forges a unique and unifying path
between two interrelated sets of standards: the California Common Core State Standards for English
Language Arts and Literacy in History/Social Studies, Science, and Technical Subjects (CA CCSS for
ELA/Literacy) and the California English Language Development Standards (CA ELD Standards).

The CA CCSS for ELA/Literacy, adopted in August 2010, highlight critical skills and expectations
in English language arts necessary to develop students’ literacy in the twenty-first century. The
standards emphasize the importance of building knowledge through a balanced study of content-rich
informational and literary texts; fostering reading, writing, and speaking skills grounded in evidence
from texts; developing careful analyses, well-defended claims, and clearly articulated information; and
underscoring the need for regular practice with complex texts and academic language. In 2012, the
State Board of Education approved the CA ELD Standards, which are intentionally aligned with the
CA CCSS for ELA/Literacy. These new ELD standards amplify areas of English language development
that research has shown are crucial for academic learning. They describe key knowledge, skills, and
abilities in core areas that are necessary for English learners to successfully engage with, and achieve
success in, grade-level academic content.

The interrelated alignment of these two new sets of standards called for in the ELA/ELD
Framework forms the basis for remodeling our instructional practice and promoting literacy through
critical thinking and problem solving, collaboration, and communication. The ELA/ELD Framework
provides guidance to educators to help build this new depth of knowledge on a range of topics.

It includes strategies to strengthen learning for every student, both in the English language arts
classroom and in classrooms where students learn other academic content. It contains information

on the qualities of effective professional development, strategies for incorporating technology into

the classroom, and effective examples of using formative assessment to guide instruction. The
ELA/ELD Framework also features helpful figures and descriptive snapshots that frame new ideas and
practices for integrating the literacy demands of both the English language arts and discipline-specific
classrooms, offering support to students who come to those classrooms with a wide range of language
development needs.

We are proud of this groundbreaking and practice-building framework and the guidance it offers
to prepare all students for their journey toward college and career readiness. By working together to
embrace the challenge and promise of providing high-quality and equal access to standards-based
literacy instruction, we can prepare today’s children to achieve tomorrow’s goals.

Torr Tontubeson. Wihadl ¥ onT

TOM TORLAKSON MICHAEL W. KIRST
State Superintendent of Public Instruction President, California State Board of
Education
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Overview

he English Language Arts/English Language Development Framework for California Public
Schools: Kindergarten Through Grade Twelve (ELA/ELD Framework) breaks new ground by
providing a blueprint for the implementation of two sets of interrelated standards:

e California Common Core State Standards for English Language Arts and Literacy in History/
Social Studies, Science, and Technical Subjects (CA CCSS for ELA/Literacy), adopted by the
California State Board of Education (SBE) in August 2010 (with minor modifications adopted in
2013) (California Department of Education [CDE] 2013a)

e California English Language Development Standards (CA ELD Standards), adopted by the SBE in
November 2012 (CDE 2014a)

These two sets of standards have wide-ranging importance: The ability to read, write, and
communicate with competence and confidence in English across a range of personal and academic
contexts expands students’ opportunities for career and college success and for full and wise
participation in a democratic society and global economy. Moreover, skill in literacy and language
provides individuals with access to extraordinary and powerful literature that widens perspectives,
illuminates the human experience, and deepens understandings of self and others. Since literacy
and language are foundational to all learning, both sets of standards are crucial to ensuring that all
California students achieve content standards in every discipline.

This ELA/ELD Framework addresses English literacy and language, including reading, writing,
speaking, listening, and language and the use and development of these skills across the disciplines.
The CA CCSS for ELA/Literacy and the CA ELD Standards define what students are expected to
know and be able to do at each grade level® or span and, in the case of the CA ELD Standards, the
English language proficiency level. This ELA/ELD Framework guides the development of curriculum,

1 The CA CCSS for ELA/Literacy and the CA ELD Standards each include kindergarten through grade 12 standards. The
kindergarten standards inform practice in transitional kindergarten classrooms. In discussions of transitional kindergarten
curriculum and pedagogy throughout this document, where the standards are being described the term “kindergarten” is
used whereas where programs or learners are discussed the term “transitional kindergarten(er)” is used.
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instruction, assessment, instructional materials, and professional learning to ensure that all California
learners benefit optimally and achieve their highest potential.

The ELA/ELD Framework is complemented by other California standards and frameworks, including
the Model School Library Standards (CDE 2011c), subject matter content standards and frameworks,
the Career Technical Education Framework (CDE 2007), and preschool learning foundations and
frameworks. Because the CA CCSS for ELA/Literacy and CA
ELD Standards call for an integrated approach to _instruction, This ELA/ELD Framework
all frameworks and standards in the range of subject matter, as

well as other resources, should be considered in instructional guides the development
planning, assessment, and curriculum development. of curriculum, instruction,
Although beyond the scope of this framework, it should assessment, instructional
be noted that literacy and language proficiency in languages materials, and professional
other than English are highly desirable and advantageous for Iearning to ensure that all
California’s students and the state. The State Superintendent of California learners benefit

Public Instruction and the SBE recognize biliteracy as a precious
resource in our state, one that should be encouraged and
nurtured. In effect since 2012, the State Seal of Biliteracy (http://
www.cde.ca.gov/sp/el/er/sealofbiliteracy.asp) is awarded to high
school graduates who have attained a high level of proficiency in speaking, reading, and writing in
one or more languages in addition to English. As Superintendent Torlakson has emphasized, “Fluency
in a second language helps our students be well-prepared to compete in a global marketplace. The
gold seal on their high school diploma recognizes and celebrates a second language as an asset not
just for themselves, but for our state, nation, and world. In the pursuit of a biliterate and multiliterate
citizenry, California has the opportunity to build on the linguistic assets that our English learners bring
to public schools while also supporting the acquisition of biliteracy and multiliteracy in students whose
home language is English. This goal is a hecessary component of a world-class education and will
contribute to California’s continued leadership in the nation and the world.” Readers are referred to
the Common Core en Espafiol (SDCOE 2013), World Language Content Standards for California Public
Schools, Kindergarten Through Grade Twelve (CDE 2010b), and the Foreign Language Framework for
California Public Schools, Kindergarten Through Grade Twelve (CDE 2003) for related information.

optimally and achieve their
highest potential.

Audiences for the Framework

The framework has two primary audiences: (1) educators, and (2) developers and publishers
of curriculum programs and materials. Because proficiency in the language arts (reading, writing,
speaking, listening,? and language) is crucial for success in every discipline, this ELA/ELD Framework
is relevant to all educators of transitional kindergarten through grade twelve and to publishers of
programs and materials for every subject matter. Educators use this framework along with the CA
CCSS for ELA/Literacy and CA ELD Standards as a road map for curriculum and instruction. Publishers
attend to the content and pedagogical requirements specified in the CA CCSS for ELA/Literacy, the
CA ELD Standards, and this ELA/ELD Framework to ensure that all California students have access
to carefully designed, research-based instructional materials that are appropriate for their diverse
linguistic and cognitive learning needs.

2 As noted throughout this framework, speaking and listening should be broadly interpreted to include signing and viewing
for students who are deaf and hard of hearing and whose primary language is American Sign Language (ASL).Students who
are deaf and hard of hearing who do not use ASL as their primary language but use amplification, residual hearing, listening
and spoken language, cued speech and sign supported speech, access general education curriculum with varying modes of
communication.
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Additional audiences for the framework include parents, caregivers, families, members of the
community, and policymakers, as well as institutions, organizations, and individuals involved in the
preparation and ongoing professional learning of educators. The framework is a useful guide as these
parties engage in efforts to support their own and their community’s children and youth, as well as
those who teach them, and as they review curricula at the local and state levels.

California's Children and Youth

More than six and one quarter million students are enrolled in California’s public schools in
transitional kindergarten through grade twelve, and more than seventy percent of Californians under
the age of eighteen are people of color. Our students come from a range of ethnic backgrounds; live
in different socio-economic circumstances; are being raised in different geographic, community, and
familial settings; and have different cultural experiences and histories. Some are new to California and
the United States, and some are the most recent generation in a long line of Californians.

California has the largest number of ELs in the country. More than 20 percent of California’s
students in kindergarten through grade twelve are designated as ELs with over 60 language groups
represented (CDE Dataquest 2014b). More than 45 percent of California’s students, not all of them
ELs, come from homes where a language other than, or in addition to, English is spoken. California’s
rich student diversity also includes many students who speak home/community dialects of English
(such as African American English or Chicana/Chicano English) that may be different from the
“standard” English typically used in classrooms. These home/community varieties of English are
assets: valuable family and community resources in their own right and solid foundations to be built
on for developing academic English (see chapter 9 for more on Standard English Learners). In short,
California’s student population is richly diverse in terms of backgrounds and home lives.

California’s students are also diverse in terms of their physical and cognitive abilities and special
talents. Approximately 11 percent of public school students in California have been identified as
students with disabilities while eight percent of public school
students have been identified as gifted and talented. (See
chapter 9 for a more comprehensive discussion of California’s
diverse student population.)

This diversity presents both an opportunity and a challenge

Teachers capitalize on the
varied life experiences,
understandings, skills,

insights, values, goals, and for California’s educators. Teachers capitalize on the varied
interests of students and their life experiences, understandings, skills, insights, values, goals,
communities to enrich and and interests of students and their communities to enrich
enliven their classrooms and and enliven their classrooms and expand their own and their

students’ knowledge and worldviews. They deepen all students’
understandings of the curricula and strengthen students’
abilities to communicate effectively by encouraging the range
of voices to engage in academic conversations and exploration.
The challenge is to provide instruction that meets each student
where he or she is; taps what is important in students’ diverse personal worlds to establish relevance
and meaningful purposes for reading, writing, speaking, and listening; ensures that all students
achieve the intellectual and communicative skills and knowledge to succeed; and respects and is
responsive to students, their families, and their communities.

Although there have been many successes in California’s efforts to teach its children and youth
in recent decades, we have far to go. Too many students do not achieve the advanced level of
proficiency in literacy and language necessary for school success. Too many students who begin high
school do not complete it. Moreover, too many students who finish high school do not complete “a—g”

expand their own and their
students’ knowledge and
worldviews.
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course requirements for entering the state’s four-year universities, and of those who do, too many do
not demonstrate readiness for college-level work in English and mathematics upon college entrance.
Disaggregated data reveal a disproportionate representation of ELs, students with disabilities,
economically disadvantaged students, and African American and Hispanic/Latino students in these
figures. In addition, too many EL students in middle and high school who have been schooled in the
U.S. since elementary school and who are fluent in conversational English have not made sufficient
linguistic and academic progress to meet redesignation criteria and exit English learner status,
resulting in their identification as long-term English learners.

Closing these persistent achievement gaps is crucial to the future of California’s youth in terms of
postsecondary options and future earnings. It is also crucial to the future of our demaocratic institutions
and our place in the global economy. The commitment of the SBE and the State Superintendent to
attain these goals for California’s students is evident in their vision and goal statements. This ELA/ELD
Framework describes how California educators actualize this vision and these goals by providing high-
quality curriculum and instruction in literacy and language across the content areas.

Vision and Goals for California’s Children
and Youth

The SBE outlines the following vision for California’s students:

All California students of the 21st century will attain the highest level of academic
knowledge, applied learning, and performance skills to ensure fulfilling personal lives
and careers and contribute to civic and economic progress in our diverse and changing
democratic society (SBE 2012).

The State Superintendent’s report, A Blueprint for Great Schools (http://www.cde.ca.gov/eo/
in/bp/documents/yr11bp0709.pdf) supports these goals and envisions a world-class education for
students, one that ensures all students are college and career ready and “prepared to pursue their
dreams, participate in the rich cultural life of our state and compete in our global economy” (CDE
2011a, 2). Contributing to a world-class education are California’s efforts to ensure our youngest
population has access to high-quality child care and development programs and preschools, as
well as the establishment of transitional kindergartens, each of which sets children on a trajectory
of success. (See especially the California Infant/Toddler Curriculum Framework [http://www.
cde.ca.gov/sp/cd/re/documents/itcurriculumframework.pdf#search=infant%20toddler%20
framework&view=FitH&pagemode=none] [CDE 2012] and the California Preschool Curriculum
Frameworks [http://www.cde.ca.gov/sp/cd/re/psframework.asp] [CDE 2010a, 2011b, 2013b].)

Strong literacy and language skills across the
disciplines are central to realizing these visions.
Literacy and language, along with positive
dispositions toward learning and wide exposure
as readers and viewers to extraordinary literary

Literacy and language, along with
positive dispositions toward learning and
wide exposure as readers and viewers to

and informational text and other media, enable extraordinary literary and informational
students to access the thinking of others—their text and other media, enable students
knowledge, perspectives, questions, and passions—  to access the thinking of others—their
and to share, ponder, and pursue their own. By knowledge, perspectives, questions, and
adgpting.the CA CCSS for. ELA/Literacy, th_e SBE passions—and to share, ponder, and
affirmed its hope and belief that all of California’s pursue their own.

students develop the readiness for college,
careers, and civic life by the time they graduate
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from high school and that they attain the following capacities of literate individuals as outlined
by the National Governors Association (NGA) Center for Best Practices and the Council of Chief State

School Officers (CCSSO) (detailed in figure I.1):
e They demonstrate independence.

e They build strong content knowledge.

e They respond to the varying demands of audience, task, purpose, and discipline.

e They comprehend as well as critique.

e They value evidence.

e They use technology and digital media strategically and capably.

e They come to understand other perspectives and cultures.

In addition, this framework recognizes that becoming broadly literate—reading and viewing
for pleasure, information, and inspiration and communicating knowledgably, powerfully, and

responsively—is necessary for life in today’s global
society. A person who is broadly literate engages with
a wide range of books and texts across a variety of
genres, time periods, cultures, perspectives, and topics.
Texts are formal and informal; they include picture
books, chapter books, text books, song lyrics, plays,
short stories, poems, essays, speeches, Web sites,
blogs, social media, advertisements, graphic novels,
newspapers, magazines, scholarly journals, and more.
In addition, they include performances, such as dramas,
musicals, concerts, poetry and spoken word, dance,
opera, news programs, and more. A person who is
broadly literate enjoys texts for the pleasure they bring,
the ideas they convey, the information they impart, the
wisdom they offer, and the possibilities they uncover.
Notably, the SBE acknowledges that California’s
children and youth should be prepared for living and
learning in the 21st century. Thus, they are offered

... this framework recognizes that
becoming broadly literate—
reading and viewing for pleasure,
information, and inspiration and
communicating knowledgably,
powerfully, and responsively—is
necessary for life in today’s global
society. A person who is broadly
literate engages with a wide range
of books and texts across a variety
of genres, time periods, cultures,
perspectives, and topics.

an education that promotes critical thinking, creativity, communication, and collaboration in all content

areas along with technology skills and global competencies.
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Figure 1.1. Capacities of Literate Individuals

They demonstrate independence.

Students can, without significant scaffolding, comprehend and evaluate complex texts across a
range of types and disciplines, and they can construct effective arguments and convey intricate or
multifaceted information. Likewise, students are independently able to discern a speaker’s key points,
request clarification, and ask relevant questions. They build on others’ ideas, articulate their own ideas,
and confirm they have been understood. Without prompting, they demonstrate command of standard
English and acquire and use a wide-ranging vocabulary. More broadly, they become self-directed
learners, effectively seeking out and using resources to assist them, including teachers, peers, and print
and digital reference materials.

They build strong content knowledge.

Students establish a base of knowledge across a wide range of subject matter by engaging with
works of quality and substance. They become proficient in new areas through research and study. They
read purposefully and listen attentively to gain both general knowledge and discipline-specific expertise.
They refine and share their knowledge through writing and speaking.

They respond to the varying demands of audience, task, purpose, and discipline.

Students adapt their communication in relation to audience, task, purpose, and discipline. They
set and adjust purpose for reading, writing, speaking, listening, and language use as warranted by the
task. They appreciate nuances, such as how the composition of an audience should affect tone when
speaking and how the connotations of words affect meaning. They also know that different disciplines
call for different types of evidence (e.g., documentary evidence in history, experimental evidence in
science).

They comprehend as well as critique.

Students are engaged and open-minded—but discerning—readers and listeners. They work
diligently to understand precisely what an author or speaker is saying, but they also question an
author’s or speaker’s assumptions and premises and assess the veracity of claims and the soundness of
reasoning.

They value evidence.

Students cite specific evidence when offering an oral or written interpretation of a text. They use
relevant evidence when supporting their own points in writing and speaking, making their reasoning
clear to the reader or listener, and they constructively evaluate others’ use of evidence.

They use technology and digital media strategically and capably.

Students employ technology thoughtfully to enhance their reading, writing, speaking, listening,
and language use. They tailor their searches online to acquire useful information efficiently, and they
integrate what they learn through technology with what they learn offline. They are familiar with the
strengths and limitations of various technological tools and mediums and can select and use those best
suited to their communication goals.

They come to understand other perspectives and cultures.

Students appreciate that the twenty-first-century classroom and workplace are settings in which
people from often widely divergent cultures and who represent diverse experiences and perspectives
must learn and work together. Students actively seek to understand other perspectives and cultures
through reading and listening, and they are able to communicate effectively with people of varied
backgrounds. They evaluate other points of view critically and constructively. Through reading great
classic and contemporary works of literature representative of a variety of periods, cultures, and
worldviews, students can vicariously inhabit worlds and have experiences much different than their
own.

Source

National Governors Association Center for Best Practices and Council of Chief State School Officers. 2010. Common Core
State Standards for English Language Arts and Literacy in History/Social Studies, Science, and Technical Subjects.
National Governors Association Center for Best Practices, Council of Chief State School Officers, Washington DC.
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The SBE further affirmed its vision of literacy for all students in 2012 by adopting the rigorous
CA ELD Standards which are designed to facilitate ELs’ achievement of the goals outlined in this
framework as they simultaneously develop English as an additional language. The CA ELD Standards
correspond to—and were designed to be used in tandem with—the CA CCSS for ELA/Literacy.
Specifically, the CA ELD Standards emphasize that ELs at all English language proficiency levels are
engaged in the type of rich instruction called for in the CA CCSS for ELA/Literacy, with appropriate
scaffolding that attends to their particular language learning needs. The goal of the CA ELD Standards,
stated in “Section 1” at each grade level or span, is to ensure that ELs are fully supported as they

e Read, analyze, interpret, and create a variety of literary and informational text types

e Develop an understanding of how language is a complex, dynamic, and social resource for
making meaning

e Develop an understanding of how content is organized in different text types across disciplines
using text organization and structure, language features, and vocabulary depending on purpose
and audience

e Become aware that different languages and variations of English exist

e Recognize their home languages and cultures as resources to value in their own right and also
to draw upon in order to build proficiency in English

e Contribute actively to class and group discussions, asking questions, responding appropriately,
and providing useful feedback

o Demonstrate knowledge of content through oral presentations, writing tasks, collaborative
conversations, and multimedia

¢ Develop proficiency in shifting language use based on task, purpose, audience, and text type

California is deeply committed to helping its most precious resource—its children and youth—
realize these visions. This framework for implementation of the CA CCSS for ELA/Literacy and CA ELD
Standards is a critical and essential contribution toward achieving this goal.

o Jeo o o
Guiding Principles

The following principles and beliefs guide the development of the framework:

e Schooling should help all students achieve their highest potential.

e The responsibility for learners’ literacy and language development is shared.

e ELA/literacy and ELD curricula should be well designed, comprehensive, and integrated.

o Effective teaching is essential to student success.

e Motivation and engagement play crucial roles in learning.

Schooling should help all students achieve their highest potential. The guidelines offered
in this framework are predicated on the belief that California’s educational system should assist all
children and youth in achieving their highest potential. California adopted the rigorous CA CCSS
for ELA/Literacy with all, not just some, students in mind. However, because learners differ, they
may require different types and levels of support in order to achieve their full potential. Excellent
initial instruction, appropriate for the range of learners, in all grade levels and content areas should
be provided to all students, and close, ongoing monitoring of individuals’ progress is essential
so that subsequent instruction can be tailored to meet students’ needs and challenge students
appropriately. Schools should have clear systems in place for analyzing data and supporting students
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and for refocusing and intensifying instruction for students

who experience difficulties. Likewise, they should ensure that
advanced learners are provided instruction of adequate depth
and complexity so that they, too, have the opportunity to achieve
their potential. (See discussions of Universal Design for Learning
and Multi-Tiered System of Supports in chapter 9 of this ELA/ELD
Framework.)

Every teacher, administrator, specialist, parent, and community
member should hold and demonstrate high expectations of all
students. Texts, tasks, and interactions should convey these
expectations. However, high expectations should be matched by
high levels of support. Support for students comes in many forms,
including, but not limited to, temporary scaffolding and grouping,
culturally and linguistically responsive instruction, tiered interventions, and varied instructional
approaches. English learners also receive support through implementation of the CA ELD Standards,
which are designed to ensure that ELs attain the English language knowledge, skills, and abilities that
allow them to access, engage with, and achieve the CA CCSS for ELA/Literacy and all other academic
content standards. Students from diverse cultural, ethnic, and racial backgrounds receive culturally
responsive education that values and leverages the rich knowledge and experiences students bring
to the classroom. Depending on the individual learning profiles of students with disabilities, services
are provided by both general education and special education teachers to ensure that all students
with exceptional needs receive high quality differentiated instruction in the core curriculum, including
positive behavior support.

Each chapter in this ELA/ELD Framework, especially chapter 9, describes appropriate support for
students of different backgrounds and learning needs to ensure that high expectations are maintained
and actualized in student achievement, motivation, and engagement with school.

The responsibility for learners’ literacy and language development is shared. All
educators share in the responsibility of ensuring that every student achieves the lofty visions of
the SBE and the State Superintendent, particularly those highlighted in this ELA/ELD Framework:
California’s students develop the readiness for college, careers, and civic life; attain the capacities of
literate individuals; become broadly literate; and acquire skills necessary for living and learning in 21st
century. Whether in self-contained or departmentalized programs, ELA, ELD, and content teachers
should work closely with administrators, site- and district-level specialists, and one another to create
the environment and means to ensure that all children and
youth meet the rigorous standards set forth in this framework.
Teachers should be well prepared and knowledgeable about
child and adolescent development, disciplinary content, the
CA CCSS for ELA/Literacy and the CA ELD Standards, learning,

Every teacher,
administrator, specialist,
parent, and community
member should hold

and demonstrate high
expectations of all students.
Texts, tasks, and interactions
should convey these
expectations.

Whether in self-contained or
departmentalized programs,
ELA, ELD, and content

and teaching. They should have time to engage collaboratively
in planning, identifying excellent grade-appropriate literature,
reviewing assessments of performance, and setting goals.
California’s students are best served when educators work
together to inspire, teach, and support children and youth in
achieving academic excellence.

Responsibility for the education of California’s children
and youth is also shared with families and communities.
Parents, guardians, and community members are vital partners
in fostering literacy and language development. Guidance
regarding these partnerships is provided in chapter 11.
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ELA/literacy and ELD curricula should be well designed, comprehensive, and
integrated. Teachers should have access to well-designed curriculum that is based on research,
aligned with state education policy, and appropriate for students. Learning goals should be clear; skills

and content should be thoughtfully and coherently sequenced
and articulated across grade levels and disciplines; and

Learning goals should be opportunities for practice and application of learning should be
clear; skills and content rich, relevant, and ample. The curriculum should systematically
should be thoughtfully and and thoroughly address the acquisition and fluent application

of foundational skills; the development of comprehension and
academic language; and the skillful use of spoken and written
English for a variety of purposes in a variety of contexts.

coherently sequenced and
articulated across grade

levels and disciplines; and Furthermore, it should reflect an integrated model of literacy,
opportunities for practice one in which the communication processes of reading, writing,
and app]icatjon of learning speaking and listening, and language are closely connected,

support the development of one another, and are used in
service of all learning.

In addition, the curriculum should foster critical and
creative thinking, develop students’ abilities to question and
reason, and promote active engagement with the content and with peers. And, most importantly,
the curriculum should offer students opportunities to interact deeply, as readers and writers, with a
range of high-quality texts—different types, genres, topics, disciplines, lengths, and complexities—that
ignite their interests, build their knowledge, touch their hearts, and illuminate the human experience.
Chapter 12 in this framework provides the criteria for publishers of the CA CCSS for ELA/Literacy and
CA ELD curriculum.

Effective teaching is essential to student success. The belief in the importance of teachers
in student success is reflected in California’s commitment to the recruitment and retention of an
exceptionally well-qualified teaching force as outlined in Greatness by Design (http://www.cde.ca.gov/
eo/in/documents/greatnessfinal.pdf), the report of Superintendent Torlakson’s Task Force on Educator
Excellence (2012). Indeed, effective teaching has been called a civil right of students (Annenberg
Institute for School Reform 2011, Darling-Hammond 2011; Quay 2011).

The framework recognizes that a well-designed curriculum, though crucial, is insufficient for
ensuring students’ success. Instructional decisions regarding methods and materials—decisions
made both with thoughtful planning and in the moment—determine the extent to which an excellent
curriculum benefits students and contributes to their achievement of the overarching goals of ELA/
literacy and ELD instruction. Described in the section on vision and goals in this chapter, the goals are
the following:

should be rich, relevant, and

e Students develop the readiness for college, careers, and civic life.

e Students attain the capacities of literate individuals.

e Students become broadly literate.

e Students acquire the skills for living and learning in the 21st century.

This ELA/ELD Framework provides suggestions for instructional approaches throughout,
and it acknowledges that no single approach adequately serves the range of learners. Essential
considerations in ELA/ELD instruction are introduced and elaborated on in chapter 2 and extended in
subsequent chapters.

This framework further acknowledges the value of professional learning that is “sustained,
focused on important content, and embedded in the work of collaborative professional learning teams
that support ongoing improvements in teachers’ practice and student achievement” (Task Force
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on Educator Excellence 2012). The recommendations for curriculum, instruction, and assessment
provided in the framework are dependent upon this learning environment for teachers. Professional
learning is discussed in chapter 11.

Motivation and engagement play crucial roles in learning. Students who are motivated to
engage deeply in literacy tasks are more likely to be successful in developing literacy and language at
high levels. The National Research Council in its publication, Education for Life and Work: Developing
Transferable Knowledge and Skills in the 21st Century, cites the importance of “motivational factors
(engagement, interest, identity, and self-efficacy) and dispositional factors (conscientiousness,
stamina, persistence, collaboration)” in supporting deeper learning in English language arts
(2012, 111-112). Moreover, guidance from national agencies, including the Practice Guides on
kindergarten through grade twelve literacy from the Institute for Educational Sciences (Shanahan, and
others 2010; Kamil, and others 2008), recommend increasing student motivation and engagement to
improve student achievement in literacy.

Motivation and engagement contribute to students’ attainment of the content, skills, and strategies
necessary for achieving the CA CCSS for ELA/Literacy and CA ELD Standards. These factors enable
students to sustain effort and persist in the face of challenging texts and tasks; in fact, interest in the
topic, opportunities to control their own learning, and a growing sense of mastery can propel students
to reach far beyond their current instructional levels. Building curiosity for the world around them and
an enduring interest in the world of words and ideas are essential foundations for attaining the levels
of literacy, language, and content knowledge essential to eventual career and college success and
thoughtful participation in civic life.

The Emphasis on English Learners in this
Framework

California recognizes that ELs in transitional kindergarten

through grade twelve have a double curricular load: They Because they are /eaming
must become proficient in academic English, and they must English as an additional
learn the same rigorous academic content required of all language, ELs require

students in California. Because they are learning English as
an additional language, ELs require specialized instructional
support to ensure that they simultaneously develop academic

specialized instructional
support to ensure that they

English and have full access to a rich curriculum across the simultaneously develop
disciplines. Therefore, ELs are provided support for academic academic English and have
language development in core content courses (integrated full access to a rich curriculum
ELD) and specialized support (designated ELD) for English across the disciplines.

language development. Integrated ELD is provided throughout
the day. Designated ELD is provided during a protected time.
Both ensure that ELS’ linguistic and academic needs are fully met.

Some local educational agencies also offer instructional support to ELs through alternative
educational programs. These programs, which must meet the California Education Code 310 waiver
process for ELs, may be identified as:

e Developmental Bilingual Education Programs: enrichment form of dual language education
that uses ELs’ home language and English for literacy and academic instruction throughout the
elementary grade levels and, whenever possible, school as well.
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e Dual Language Immersion Programs: integrated language and academic instruction for native
speakers of English and native speakers of another language with the goals of high academic
achievement, first and second language proficiency, and cross-cultural understanding.

e Transitional Bilingual Education Programs: academic instruction in the ELs’ home language
as they learn English. As students acquire oral English proficiency, the language of academic
subjects gradually shifts from the students’ home language to English.

Expanding on the goals stated in the CA ELD standards, the values displayed in figure 1.2 frame
California’s work in educating ELs in all transitional kindergarten through grade twelve classrooms
across the disciplines. These values are derived from current research and theory. (See for example,
Anstrom, and others 2010; Genesee, and others 2006; George Washington University Center for
Equity and Excellence in Education 2009; Understanding Language 2013.)

Figure 1.2. Values for Educating English Learners

Valuing Language and Culture as Assets: English learners receive instruction that
values their home cultures and primary languages as assets and builds upon them for new
learning.

Ensuring Equity in Intellectual Richness: English learners benefit from the same high
expectations of learning established for all students and routinely engage in intellectually rich
tasks and texts across the disciplines.

Building Content Knowledge and Language in Tandem: English learners engage in
instruction that promotes content and language learning in tandem in all disciplines, including
ELA, mathematics, social studies, science, the fine arts, and other subjects. Further, ELs have
full access to a multi-disciplinary curriculum, including those subjects listed here.

Attending to Specific Language Learning Needs: English learners’ content and
language learning is fostered when targeted language instruction builds into and from content
learning and attends specifically to English language proficiency levels and prior educational
experiences in the primary language and English.

Integrating Domains of Communication: English learners develop full proficiency in
English in the integrated domains of listening, speaking, reading, and writing, consistent with
expectations for all students.

Providing Appropriate Scaffolding: English learners thrive in instructional environments
where teachers intentionally support them to fully engage with intellectually challenging
content using strategic scaffolding. Scaffolding is tailored to student needs with the ultimate
goal of student autonomy.

Evaluating Progress Appropriately: English learners’ progress in developing content
knowledge and academic English are best evaluated with intentional, appropriate, and valid
assessment tools that take into account English language proficiency levels, primary language
literacy, and cultural backgrounds. Formative assessment as a pedagogical practice allows
teachers to adjust instruction and provide feedback in a timely manner.

Sharing the Responsibility: English learners’ positive educational experiences and
academic success is a responsibility shared by all educators, the family, and the community.

Organization of the Framework

Following this introduction to the framework, chapter 1 provides an overview of both sets of
standards and their interrelationships. It introduces five key themes—Meaning Making, Language
Development, Effective Expression, Content Knowledge, and Foundational Skills—that cross cut
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the two sets of standards and their components. The themes provide the organizing structure for
discussions of the standards in the chapters that follow. Chapter 2 sets forth essential considerations
in curriculum, instruction, and assessment necessary for successful implementation of the standards.
Chapters 3 through 7 highlight curricular content and selected recommended instructional practices for
transitional kindergarten through grade twelve. These chapters are organized by grade spans (TK-1,
2-3, 4-5, 6-8, and 9-12). The grade-level chapters are intended to be read after the introduction

and chapters 1 and 2 as this early material provides critical content
that is not repeated in each of the grade-level chapters. Chapters
8 through 11 provide guidance on assessment; access and equity;
21st century learning; and professional learning, leadership, and

The grade-level chapters
are intended to be read

systems of support for student achievement. These chapters, after the introduction and
too, are important for understanding the content of the grade- chapters 1 and 2 as this
level chapters. Chapter 12 specifies requirements for instructional early material provides
resources, including print and electronic learning resources. The critical content that is not

appendix reiterates this ELA/ELD Framework’s position regarding the
importance of student engagement with rich literature and provides
Web sites of outstanding works. A glossary and resources are also
provided at the end of the framework.

Two important considerations regarding the treatment of the standards in this ELA/ELD Framework
and resulting curriculum and instruction are (1) the complexity of the English language arts, literacy
in the content areas, and English language development and the number of standards preclude a
comprehensive, detailed analysis of each standard in this document; and (2) although the CA CCSS
for ELA/Literacy are mastery standards, meaning that students should achieve (with appropriate levels
of text and tasks) the knowledge, skills, and strategies specified in a particular standard by the end
of the designated grade, instruction to develop such proficiency is not restricted to a specific grade.
Educators and publishers should carefully examine and, as appropriate, address the prerequisite skills
and sequence of instruction students need in order to master a standard by the end of the grade.
They should also introduce and sequence instruction within and between grades to ensure mastery at
least by the end of the grade in which the standard is identified. Educators and publishers should also
plan instruction to ensure that knowledge and skills are reinforced and retained in ensuing grades.

Brief snapshots and longer vignettes are included throughout this ELA/ELD Framework and are
intended to provide glimpses of instruction in ELA/literacy and ELD. These brief examples should not
be viewed as prescriptive since the instruction provided in individual classrooms varies in accordance
with student needs and the local context.

Conclusion

California is a vibrant and dynamic state with extraordinary global influence and is unsurpassed
in its cultural and linguistic resources, yet too many of its children and youth are ill-prepared for the
incredible opportunities that await them. The adoption of the CA CCSS in ELA/Literacy and the CA
ELD Standards and the development of this ELA/ELD Framework represent California’s commitment to
ensure that all its students receive an education that enables them to take advantage of possibilities,
pursue their dreams, and contribute to the well-being of California and the world. The most promising
futures await our students—and our society—when we ensure that all individuals acquire strong
literacy and language skills in every discipline.

repeated in each of the
grade-level chapters.
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the CA CCSS for ELA/Literacy and the CA ELD Standards. Although two separate documents,
these standards are inextricably linked in their conception and realization in California’s
classrooms. Literacy and language are fundamental elements of every discipline and should be
taught in ways that further students’ development of their skills, abilities, and knowledge in literacy,
language, and the specific area of study. Students who are ELs have the added task of navigating the
path toward mastery of academic literacy and content knowledge while simultaneously developing full
proficiency in English as an additional language.

This chapter outlines the essential elements of each set of standards and discusses their
background, intent, nature, and organization and structure. The chapter concludes with an
examination of the interrelationships between the CA CCSS for ELA/Literacy (http://www.cde.ca.gov/
be/st/ss/documents/finalelaccssstandards.pdf) and the CA ELD Standards (http://www.cde.ca.gov/sp/
el/er/eldstandards.asp). If language arts instruction is provided in a language other than English (e.g.,
in an alternative bilingual program), instruction in that language should be designed according to the
same standards and principles indicated for language arts and literacy instruction in this framework.
Some bilingual programs also have a version of the CCSS for the designated language other than

T he ELA/ELD Framework provides guidance on the implementation of two sets of standards:
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English. For example, the Common Core en Espanol for Spanish Language Arts and Literacy (https://
commoncore-espanol.sdcoe.net/) (SDCOE 2013) provides valuable guidance for bilingual programs
where Spanish language arts is taught.

In this ELA/ELD Framework, five key themes organize the discussion of the CA CCSS for
ELA/Literacy and the CA ELD Standards:

e Meaning Making

e Language Development

o Effective Expression

e Content Knowledge

e Foundational Skills

These crosscutting themes signify the interrelated nature of the strands of both sets of standards
and present them in an integrated context. They are discussed in greater detail in subsequent sections
of this chapter and throughout the framework. See especially chapter 2.

CA CCSS for ELA/Literacy
Background

The development of the CCSS is the result of a multistate effort to establish a shared set of clear
educational standards for English language arts and mathematics for voluntary adoption. Led by the
National Governors Association (NGA) and the Council of Chief State School Officers (CCSSO), the
standards were designed using the best available evidence and the highest state standards from
across the country and globe. Created by a diverse group of teachers, experts, parents, and school

administrators who represent the aspirations for our children and
the realities of the classroom, “these standards are designed to

_ the qdoptjon of the CCSS ensure that students graduating from high school are prepared to
go to college or enter the workforce and that parents, teachers,
and students have a clear understanding of what is expected of

them. The standards are benchmarked to international standards
to guarantee that our students are competitive in the emerging

in 2010 signals a renewed
commitment to ensure that
all California students gain

the skills and knowledge global marketplace” (NGA/CCSSO 2010d, Frequently Asked
necessary to succeed in Questions).

a global economy and Building on the quality and rigor of California’s 1997 English-
technology-rich workplace Language Arts Content Standards, the adoption of the CCSS in
as responsible, actively 2010 signals a renewed commitment to ensure that all California
engaged citizens. students gain the skills and knowledge necessary to succeed in

a global economy and technology-rich workplace as responsible,
actively engaged citizens. With the additions recommended by the
California State Academic Content Standards Commission, the CA CCSS for ELA/Literacy describe the
knowledge and skills in reading, writing, speaking, listening,* and language that all students need for
college and career readiness across academic content areas. These standards, along with the CCSS
for Mathematics, the Next Generation Science Standards, and the CA ELD Standards are a part of a

1 As noted throughout this framework, speaking and listening should be broadly interpreted to include signing and viewing
for students who are deaf and hard of hearing whose primary language is American Sign Language (ASL). Students who
are deaf and hard of hearing who do not use ASL as their primary language but use amplification, residual hearing, listening
and spoken language, cued speech and sign supported speech, access general education curriculum with varying modes of
communication.
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nationwide movement to ensure that kindergarten through grade twelve students gain the necessary
literacy, mathematical, scientific, civic, and English language understandings and practices required in
21st century civic life, higher education, and workplace communities.

According to the NGA Center for Best Practices and the CCSSO, the standards “define the
knowledge and skills students should have [mastered] within their
K-12 education careers so that they will graduate high school able
to succeed in entry-level, credit-bearing academic college courses

Moreover, the standards
are designed to provide

and in workforce training programs” (NGA/CCSSO 2010a, About guidance on what students
the Standards). Moreover, the standards are designed to provide need to know while
guidance on what students need to know while California and its California and its local
local education agencies work together to formulate how students education agencies work

engage in learning and thereby create an accessible roadmap
for teachers, administrators, community members, parents, and
students to navigate the pursuit of these important instructional
goals.

Intent of the CA CCSS for ELA/Literacy

The CDE’s 2011 transition plan, A Blueprint for Great Schools, expresses the vital importance of
the CA CCSS for ELA/Literacy and Mathematics in achieving California’s goals for its students. “The
highest performing school systems in the world prepare their students to apply rigorous academic
content knowledge to real life situations. The end goal is to foster each student’s ability to create
innovative solutions for complex problems and to bring higher levels of economic prosperity and
social cohesion. As a result, these students are better able to lead productive and prosperous adult
lives. Every California student deserves these same opportunities. In our increasingly complex society,
students need to use knowledge in flexible ways, and develop complex reasoning and problem solving
skills and abilities to collaborate and communicate in multiple forms” (CDE 2011, 11).

The introduction of the CA CCSS for ELA/Literacy provides a portrait of students who meet the
standards. These students “readily undertake the close, attentive
reading that is at the heart of understanding and enjoying
complex works of literature. They habitually perform the critical
reading necessary to pick carefully through the staggering amount

together to formulate
how students engage in
learning . ..

In our increasingly complex
society, students need

to use knowledge in of information available today in print and digital media. They
flexible ways, and develop actively seek the wide, deep, and thoughtful engagement with
complex reasoning and high-quality literary and informational texts that builds knowledge,

problem solving skills and enlarges experience, and broadens worldviews. They reflexively
demonstrate the cogent reasoning and use of evidence that is
essential to both private deliberation and responsible citizenship in
a democratic republic. In short, students who meet the standards
forms. develop the skills in reading, writing, speaking, and listening that
are the foundation for any creative and purposeful expression in

abilities to collaborate and
communicate in multiple

language” (CDE 2013a, 2-3).

This portrait, coupled with the following statement of the “Capacities of Literate Individuals” (see
also the introduction to this ELA/ELD Framework, figure 1.1), depicts the capabilities that successful
California students will achieve. “As students advance through the grades and master the standards
in reading, writing, speaking, listening, and language, they are able to exhibit with increasing fullness
and regularity these capacities of the literate individual. They demonstrate independence; they build
strong content knowledge; they respond to the varying demands of audience, task, purpose, and
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discipline; they comprehend as well as critique; they value evidence; they use technology and digital
media strategically and capably; and they come to understand other perspectives and cultures” (CDE
2013a, 6).

The CA CCSS for ELA/Literacy also advocate that students read widely—interacting with and
viewing a broad range of high-quality literary and informational texts and performances—to become
broadly literate. This breadth is highlighted by the College and Career Readiness Anchor Standards:

To become college and career ready, students must grapple with works of exceptional craft
and thought whose range extends across genres, cultures, and centuries. Such works offer
profound insights into the human condition and serve as models for students’ own thinking
and writing. Along with high-quality contemporary works, these texts should be chosen
from among seminal U.S. documents, the classics of American literature, and the timeless
dramas of Shakespeare. Through wide and deep reading of literature and literary nonfiction
of steadily increasing sophistication, students gain a reservoir of literary and cultural
knowledge, references, and images; the ability to evaluate intricate arguments; and the
capacity to surmount the challenges posed by complex texts. (CDE 2013a, 46).

The attention to the range and content of student reading makes clear the need to entice children
to read early with enthusiasm and joy and the need to sustain all learners’ love and passion for
reading and language as they build their skill, stamina, and capacities to read and express even more.

The clear continuum of learning from kindergarten to grade twelve outlined by the CA CCSS for
ELA/Literacy compels educators to view their instruction as part of each student’s multi-year journey
of learning. This longitudinal view is an important aspect in California’s vision to address educational
inequities that have persisted in the state. California’s commitment to equity and achievement for all
students forms the center of the Common Core State Standards Systems Implementation Plan for
California, “This system of clear expectations for student
achievement promotes educational equity. This equity—
ensured through universal access for all students—is the
cornerstone to our educational philosophy. It's from the
results of our continuing research for and development

Moving every student to college
and career readiness requires that
educators help students make

of improved programs and instructional techniques that consistent progress along the
students will actually achieve their true potential for path articulated by the CA CCSS
academic success. When this success is attained—when for ELA/Literacy. This is especially
there is no measureable gap between the academic important for students who

performance levels of student subgroups—we will have
achieved true educational equality” (CDE 2013b, 1-2).
Moving every student to college and career readiness
requires that educators help students make consistent
progress along the path articulated by the CA CCSS for
ELA/Literacy. This is especially important for students who have stalled in their progress at particular
points in their academic careers.

New Emphases in the CA CCSS for ELA/Literacy

Three new emphases in the CA CCSS for ELA/Literacy include increased attention to informational
text, textual evidence, and text complexity. Often viewed as “shifts” from previous sets of standards,
they impact the implementation of the standards, including professional learning, assessment,
and curriculum. Drawn from the discussion of the shifts provided by Achieve the Core (Student
Achievement Partners 2013), the three emphases are described in the following sections.

have stalled in their progress at
particular points in their academic
careers.
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Content-Rich | nformational Texts

Building knowledge through content-rich nonfiction, supported by realia and authentic experiences,
plays an essential role in literacy and in the standards. In kindergarten through grade five, fulfilling
the standards requires a 50/50 balance between informational and literary reading. Informational
reading primarily includes content rich non-fiction in history/social studies, science, and the arts. The
standards in kindergarten through grade five strongly recommend that students build coherent content
knowledge both within each year and across years.

In grades six through twelve, ELA classes place much greater attention on a specific category
of informational text—literary nonfiction—than has been traditional. Examples include biographies,
memoirs, journalism, speeches, and more. In grades six through twelve, the standards for literacy in
history/social studies, science, and technical subjects ensure
that students can independently build knowledge in these

disciplines through reading and writing, which complement Building knowledge through
hands-on authentic experiences. By grade eight, informational content-rich nonfiction,

text should represent 55 percent of students’ reading across supported by realia and

all subject areas, and by grade twelve it should represent 70 authentic experiences, plays

percent. Students’ exposure to informational text is a shared
responsibility; especially in grades six through twelve, the bulk
of students’ interactions with informational text takes place in
the context of rich content learning across the disciplines. To
be clear, the standards do require substantial attention to literature throughout kindergarten through
grade twelve as half of the required work in kindergarten through grade five and the core of the work
of ELA teachers in grades six through twelve.

an essential role in literacy
and in the standards.

Responding and Arguing from Textual Evidence

The standards place a premium on reading, writing, and speaking grounded in evidence from text,
both literary and informational, with students writing to sources. Students use evidence from texts to
present careful analyses, well-defended claims, and clear information. Rather than asking students
guestions they can answer solely from their prior knowledge or experience, teachers expect students
to answer questions that depend on their having read and closely attended to the text or texts. The
standards also require the cultivation of narrative writing throughout the grades, and in later grades
a command of sequence and detail is essential for effective argumentative and informational writing.
Likewise, the reading standards focus on students’ ability to read carefully and grasp information,
arguments, ideas and details based on evidence from text. Students should be able to answer a range
of text-dependent questions; those that require engagement with the text, including questions that
demand that students make inferences based on textual evidence.

Complex Texts and Academic Language

The standards necessitate regular practice with complex texts and academic language. Rather than
focusing solely on the skills of reading and writing, the standards highlight the growing complexity
of the texts students should read to be ready for the demands of college and careers. The standards
build a staircase of text complexity so that all students are ready for the demands of college- and
career-level reading no later than the end of high school.

Closely related to text complexity—and inextricably connected to meaning making and effective
expression—is a focus on academic language, including general academic vocabulary (words that
appear in a variety of content areas, such as ignite and commit) and domain-specific vocabulary
(words that are largely discipline bound, such as hypotenuse and mitosis).
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Similarly, the standards highlight the importance of grammatical structures and usage. In
particular, understanding the purposes for using specific grammatical features in particular disciplines
and text types and knowing how to use knowledge of grammar to comprehend complex academic
texts are emphasized (NGA/CCSSO 2010c, Appendix A). Students gain proficiency with academic
language as they read, write, and discuss complex ideas and information and as they use precise
language to communicate with one another in the course of engaging learning experiences, including
concrete hands-on experiences.

Nature of the CA CCSS for ELA/Literacy

The College and Career Readiness (CCR) Anchor Standards in the strands of Reading, Writing,
Speaking and Listening, and Language form the backbone or central structure of the standards.
“Grade-specific K-12 standards [CCSS] in reading, writing, speaking, listening, and language translate

the broad (and, for the earliest grades, seemingly distant)
aims of the CCR [Anchor] Standards into age- and attainment-
The cross-disciplinary nature appropriate terms” (CDE 2013a, 2). The CCR Anchor Standards
of the standards, exemplified ~ define the threshold for readiness as students pursue their
by the specific standards postsecondary goals for college and careers. (See figure 1.1 on
the next page.)

The standards set expectations not only for English
language arts (ELA) but also for literacy in history/social
studies, science, and technical subjects. Just as students learn
to read, write, speak, listen, and use language effectively in

for literacy in history/

social studies, science, and
technical subjects for grades
six through twelve, and the

emphasis on informational ELA, so too do they learn the literacy skills and understandings
text across all grades, are required for college and career readiness in multiple disciplines.
unique in the hjgtory of Literacy standards for grade six and above are predicated on
standards development. teachers of ELA, history/social studies, science, and technical

subjects using their content area expertise to help students

meet the particular challenges of reading, writing, speaking,
listening, and language in their respective fields. It is important to note that the literacy standards in
history/social studies, science, and technical subjects are not meant to replace content standards in
those areas but rather to supplement them (CDE 2013a, 2).

The cross-disciplinary nature of the standards, exemplified by the specific standards for literacy in
history/social studies, science, and technical subjects for grades six through twelve, and the emphasis
on informational text across all grades, are unique in the history of standards development. Teachers
and school leaders need to engage in an unprecedented level of collaboration and coordination in
order to achieve their intent.
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The California additions to the CCSS for ELA/Literacy highlight critical areas of importance
for California’s students. The additions reinforce the crucial place of foundational skills in every
student’s success in reading. The importance of vocabulary and the need for an organized program
to develop every student’s depth of vocabulary in English language arts and across the disciplines are
underscored by the additions. Also essential are strong programs that build reading comprehension
using texts that represent the variety of content areas and text types, including the rich and
culturally diverse contributions of American authors. Formal presentations and writing, as means of
effective communication, are crucial for California students as well. These concepts and others are
strengthened by the items added to the CA CCSS for ELA/Literacy. In addition, standards added to the
language strand require California students to write fluidly and legibly in cursive or joined italics.

Key Themes of the CA CCSS for ELA/Literacy

Several key themes emerge in the examination of the CA CCSS for ELA/Literacy (and also the
CA ELD Standards, discussed in a subsequent section of this chapter). These include the importance
of meaning making from the earliest grades; the critical role of language—especially academic
language, including vocabulary—in comprehending,
composing, communicating, and collaborating; the power of

Even though the CA CCSS for effective expression in oral,? visual, and written forms; the

ELA/Literacy are divided into interrelationship between content knowledge and literacy
Reading, \X/riting, 5peaking development; and the necessity of mastering the foundational
and Listening, and Language skills of reading early in a child’s academic career. These
strands for conceptual clarity, themes are best cultivated within an integrated, motivating,

the CA CCSS for ELA/Literacy eng_aging, respectful, and intellectually challengi_ng learning
environment or context that helps students’ achieve the

goals of ELA/literacy and ELD instruction: students develop
o the readiness for college, careers, and civic life; attain the
processes of communication capacities of literate individuals; become broadly literate; and
are closely connected. acquire the skills for living and learning in the 21st century.
Even though the CA CCSS for ELA/Literacy are divided into
Reading, Writing, Speaking and Listening, and Language
strands for conceptual clarity, the CA CCSS for ELA/Literacy propose an integrated model of instruction
in which the processes of communication are closely connected.
An important purpose of this framework is to outline how teachers in California can successfully
implement the standards as illustrated in figure 1.2. The outer ring of the figure represents the
goals of ELA/ELD programs for all students. The white field identifies context characteristics of high
quality instruction for all students as called for by the CA CCSS for ELA/Literacy and other content
standards. At the center and core of the figure are the CA CCSS for ELA/Literacy and the key themes
they embody: Meaning Making, Language Development, Effective Expression, Content
Know ledge, and Foundational Skills. Within that core, the CA ELD Standards provide guidance on
supporting ELs to access and achieve the CA CCSS for ELA/ Literacy by amplifying those CA CCSS for
ELA/Literacy that are most critical for developing advanced levels of English. (See the next section of
this chapter for a discussion of the CA ELD Standards and see chapter 2 in this ELA/ELD Framework
for lengthier discussions of elements of the graphic.)

propose an integrated model
of instruction in which the

2  For students who are deaf and hard of hearing who use ASL as their primary language, the term oral refers to the use of
sign language.
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Figure 1.2. Circles of Implementation of ELA/Literacy and ELD Instruction
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The CA CCSS for ELA/Literacy call for increased rigor of thought and complexity of text; an
intertwining of curriculum, instruction, and assessment; increased teacher professionalism and
expertise to teach effectively, observe their students carefully, and scaffold student learning; and
shared responsibility to integrate content, language, and literacy and to assess student progress and
provide tailored instruction so that all students achieve. The CA CCSS for ELA/Literacy also call for rich
instruction that skillfully combines related standards, inquiry-based learning, research, analysis of text
and media, and use of textual evidence and effective arguments in writing. Through this instruction,
students develop “the ability to gather, comprehend, evaluate, synthesize, and report on information
and ideas, to conduct original research in order to answer questions or solve problems, and to analyze
and create a high volume and extensive range of print and nonprint texts in media forms old and new”
(CDE 20134, 3).

Organization and Structure of the CA CCSS for ELA/Literacy

The CA CCSS for ELA/Literacy are organized by strands, which include Reading, Writing, Speaking
and Listening, and Language. In Reading, the standards are further divided by domains, including
literature, informational text, and foundational skills (kindergarten through grade five only). Literacy
standards for Reading and Writing are specified in history/social studies, science, and technical
subjects. The sub-headings (or sub-strands) that organize the standards within each strand are
consistent across the CCR Anchor Standards and the grade-level and grade-band standards. For
example, the sub-strands in Reading are key ideas and details, craft and structure, integration of
knowledge and ideas, and range of reading and level of text complexity; these appear in all grade
levels and grade bands. Figure 1.3 provides an overview of the structure of the standards by strand,
domain, sub-strand, and standards.
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Figure 1.3. Structure of the CA CCSS for ELA/Literacy

Strand Domains Sub-strands Standards
Reading Literature (Grades K-12) Key ldeas and Details 1-3
I nformational Text (Grades Craft and Structure 4-6
K-—12) o . Integration of Knowledge and 7-9
Literacy in History/ Social Ideas Standard 8
Studies N/A for
(Grades 6-12) Literature
Literacy in Science/ Technical
Range and Level of Text 10
Subjects (Grades 6-12) Comgpl exity
Note: References to history/social
studies, science, and technical
subjects are embedded within the
K=5 standards.
Foundational Skills (Grades Print Concepts 1
K=5) (Grades K-1)
Phonological Awareness 2
(Grades K-1)
Phonics and Word Recognition 3
(Grades K-5)
Fluency 4
(Grades K-5)
Writing (Grades K-12) Text Types and Purposes 1-3
Literacy in History/ Social Production and Distribution of 4-6
Studies, Science, and Writing Standard 4
Technical Subjects (Grades begins in
6-12) Grade 2
Note: References to history/social Eﬁ?\e;\ire%h 20 Build and Present gt_agn dard 9
studies, science, and technical 9 bedins in
subjects are embedded within the Grg de 4
K=5 standards.
Range of Writing 10
Begins in
Grade 2
Speaking (Grades K-12) Comprehension and Collaboration 1-3
_and Presentation of Knowledge and 4-6
Listening ldeas
Language (Grades K-12) Conventions of Standard English 1-2
Knowledge of Language 3
Begins in
Grade 2
Vocabulary Acquisition and Use 4-6
Source
California Department of Education. 2012. CCSS: Overview of the Common Core State Standards for California Educators.
“The Four Strands.” California Common Core State Standards Professional Learning Modules.
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For kindergarten through grade five, a comprehensive set of standards proposes reading,
writing, speaking, listening, and language competencies across a range of literary and informational
texts, including history/social studies, science, and technical subjects. Even though the CA CCSS for
ELA/Literacy at kindergarten through grade five are organized into one set of standards most often
taught by one teacher, the skills and knowledge students learn in ELA/literacy are intended to be
applied across all content areas. Students learn to comprehend literature and content area texts from
the earliest grades and write across a range of genres and subjects.

Recognizing that students in grades six through twelve are most often taught by several teachers,
there are two sets of standards: the ELA standards for English language arts teachers and the literacy
standards for teachers of history/social studies, science, and technical subjects. Technical subjects
are generally defined as all other subject matter, including mathematics, career-technical education,
the arts, and world languages. The literacy standards for history/social studies, science, and technical
subjects include only the strands of Reading and Writing, although attention to speaking, listening,
and language knowledge and use are necessary components of literacy instruction in these content
areas.

The structure of the standards is further illustrated by the correspondence of the CCR Anchor
Standards to the standards for each grade level or span: kindergarten through grade eight, grades
nine and ten, and grades eleven and twelve. For example, CCR Anchor Standard 1 in reading states:
“Read closely to determine what the text says explicitly and to make logical inferences from it; cite
specific textual evidence when writing or speaking to support conclusions drawn from the text.” For
each grade, Reading Standard 1 addresses the same content as appropriate for the grade or grade
band. “Put another way, each CCR anchor standard has an accompanying grade-specific standard
translating the broader CCR statement into grade-appropriate end-of-year expectations” (CDE 2013a,
7). It should be noted that standards represent the content students are to achieve by the end of
each grade level or grade span.

Figure 1.4 displays the grade-span and grade-level standards that correspond to the CCR Anchor
Standard 1 for the Reading strand. The figure displays the CCR Anchor Standard first and then
demonstrates how the standard can be mapped backwards through the grades to kindergarten.

The Reading strand in this example is further divided by domain: literature, informational text,
history/social studies, and science and technical subjects.
Highlighted text indicates the growing sophistication of the

The presentation [figure 1.4] standards as they progress through the grades, or in other
also accentuates the cross- words, what has been added to a particular grade level.
disciplinary nature of the Since all expectations are new in kindergarten, the entire
domains within the Reading standard is highlighted.

strand and emphasizes the Importantly, this presentation of the standards

illuminates the vertical articulation of the standards
throughout the grades and the role that every grade level
plays in supporting students’ progress toward achievement
of the CCRs. The presentation also accentuates the cross-

importance of connecting and
integrating literacy within and
across the disciplines of English

language arts, history/social disciplinary nature of the domains within the Reading
studies, science, and all other strand and emphasizes the importance of connecting and
technical subjects. integrating literacy within and across the disciplines of

English language arts, history/social studies, science, and all
other technical subjects.
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Figure 1.4. Grade-Specific Standards Corresponding to CCR Anchor Standard 1 for
Reading, with New Expectations Highlighted

English Language Arts Standards Literacy Standards
RL RI RH RST
Reading Literature Reading Reading in History/ Reading in Science &
I nformational Text Social Studies Technical Subjects
CCR Anchor R.CCR.1 Read closely to determine what the text says explicitly and to make logical inferences from it;
Standard cite specific textual evidence when writing or speaking to support conclusions drawn from the text.
RL.11-12.1 Cite RI.11-12.1 Cite RH.11-12.1 Cite RST.11-12.1 Cite
strong and thorough strong and thorough specific textual specific textual
textual evidence to textual evidence to evidence to support evidence to support
support analysis of support analysis of analysis of primary analysis of science
what the text says what the text says and secondary and technical
Grades L y . ;

11-12 _epr|C|tIy as well as gxphutly as well as sources, co_nnectmg f[exts, atten(_jln_g tc_)
inferences drawn from inferences drawn from insights gained from important distinctions
the text, including the text, including specific details to an the author makes
determining where determining where understanding of the and to any gaps or
the text leaves the text leaves text as a whole. inconsistencies in the
matters uncertain. matters uncertain. account.
RL.9-10.1 Cite RI.9-10.1 Cite RH.9-10.1 Cite RH.9-10.1 Cite
strong and thorough strong and thorough specific textual specific textual
textual evidence to textual evidence to evidence to support evidence to support
support analysis of support analysis of analysis of primary analysis of science

Grades .

9-10 Whajt Fhe text says Whaf[ fthe text says and secondary _ and te_chnlcal texts,
explicitly as well as explicitly as well as sources, attending to attending to the
inferences drawn from inferences drawn from such features as the precise details of
the text. the text. date and origin of the explanations or

information. descriptions.
RL.8.1 RI.8.1 RH.6-8.1 RST.6-8.1
Cite the textual Cite the textual Cite specific textual Cite specific textual
evidence that most evidence that most evidence to support evidence to support
Grade 8 strongly supports an strong!y supports an analysis of primary analysis of science
analysis of what the analysis of what the and secondary and technical texts.
text says explicitly text says explicitly sources.
as well as inferences as well as inferences
drawn from the text. drawn from the text.
RL.7.1 RI.7.1
Cite several pieces Cite several pieces
of textual evidence of textual evidence
Grade 7 to support analysis to support analysis
of what the text says of what the text says
explicitly as well as explicitly as well as
inferences drawn from inferences drawn from
the text. the text.
RL.6.1 RI.6.1
Cite textual evidence Cite textual evidence
to support analysis to support analysis
Grade 6 of what the text says of what the text says
explicitly as well as explicitly as well as
inferences drawn from inferences drawn from
the text. the text.
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English Language Arts Standards

Literacy Standards

RL RI RH RST
Reading Literature Reading Reading in History/ Reading in Science &
I nformational Text Social Studies Technical Subjects

RL.5.1

Quote accurately
from a text when
explaining what the

RI.5.1

Quote accurately
from a text when
explaining what the

Embedded within the
K-5 standards

Embedded within the
K-5 standards

Grade 5 text says explicitly text says explicitly
and when drawing and when drawing
inferences from the inferences from the
text. text.

RL.4.1 Rl .4.1

Refer to details and Refer to details and
examples in a text examples in a text
when explaining what when explaining what

Grade 4 - -
the text says explicitly the text says explicitly
and when drawing and when drawing
inferences from the inferences from the
text. text.

RL.3.1 RI.3.1

Ask and answer Ask and answer
guestions to guestions to
demonstrate demonstrate

Grade 3 understanding of understanding of
a text, referring a text, referring
explicitly to the text explicitly to the text
as the basis for the as the basis for the
answers. answers.

RL.2.1 RI.2.1

Ask and answer Ask and answer
such questions as such questions as
who, what, where, who, what, where,

Grade 2
when, why, and when, why, and
how to demonstrate how to demonstrate
understanding of key understanding of key
details in a text. details in a text.
RL.1.1 RI.1.1
Ask and answer Ask and answer

Grade 1 . .
questions about key questions about key
details in a text. details in a text.
RL.K.1 RI.K.1
With prompting and With prompting and

Kinder- support, ask and support, ask and

garten answer questions answer questions
about key details in about key details in
a text. a text.

Source

Tulare County Office of Education. 2013. California Common Core Standards Learning Progression Guide. Visalia, CA:
Tulare County Office of Education. (Highlighting added)
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Numbering and Abbreviations of the CA CCSS for ELA/Literacy

Individual CCR anchor standards are identified by their strand, CCR status, and number (e.g.,
R.CCR.6). Individual grade-specific standards are identified by their strand, domain (only applicable
in reading), grade, and number (or number and letter, where applicable), so that R1.4.3, for example,
stands for Reading, Informational Text, Grade 4, Standard 3 and W.5.1a stands for Writing, Grade
5, Standard 1a. California additions to the standards are identified in boldface print followed by the
abbreviation CA (CDE 20133, v). See figure 1.5.

Figure 1.5. Numbering of the CA CCSS for ELA/Literacy

Reading Literature

Key ldeas and Details

—RL21 Ask and answer such questions as who, whaf, where, when, why, and
Strand & how to demonstrate understanding of key detals in a text
e %
Grade  Standard Number Grade-evel Standard
The abbreviations used in the CA CCSS for ELA/Literacy are depicted in figure 1.6.

Figure 1.6. Abbreviations of the CA CCSS for ELA/Literacy

Abbreviation Strand & Domain Grade Levels
RL Reading Standards for Literature K-12
RI Reading Standards for Informational Text K-12
RF Reading Standards for Foundational Literacy Skills K-5
RH Reading Standards for Literacy in History/Social 6-12

Studies
RST Reading Standards for Literacy in Science and 6-12
Technical Subjects
SL Speaking and Listening Standards K-12
L Language Standards K-12
W Writing Standards K-12
WHST Writing Standards for Literacy in History/Social 6-12
Studies, Science, and Technical Subjects

CA ELD Standards
Background

The CA CCSS for ELA/Literacy and all other content standards are intended to apply to all students,
including ELs, as the developers of the CCSS have stated: “The National Governors Association Center
for Best Practices and the Council of Chief State School Officers strongly believe that all students
should be held to the same high expectations outlined in the Common Core State Standards. This
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includes students who are English language learners.
However, these students may require additional
All ELs must have full access to the time, appropriate instructional support, and aligned
types of high-quality curriculum asse_s_sments as they acquire both English language
and instruction called for by the CA proficiency gnd _content area knowledge” (NGA/CCSSO
TS oy LAY ey e o 2010b, Application of the Standards for English Language

Learners).
SBE-adopted content standards All ELs must have full access to the types of high-
in all disciplines (including quality curriculum and instruction called for by the CA
mathematics, science, history/social CCSS for ELA/Literacy and other SBE-adopted content
studies, and other subjects) as they standards (including mathematics, science, history/social
concurrently progress through the studies, and other subjects) as they concurrently progress

through the continuum of English language development.
Because they are learning English as an additional
language while they are simultaneously learning
academic content through English, full access to rigorous
content for ELs requires specialized instructional support focused on English language development.
This support ensures that ELs maintain steady academic and linguistic progress across the disciplines
and varies based on individual ELs’ language learning needs.

To clarify what English language knowledge, skills, and abilities ELs need to engage with and
achieve the CA CCSS for ELA/Literacy and other rigorous content standards, new CA ELD Standards
were adopted by the SBE in 2012. The CA ELD Standards were designed to support the dual aims
of ensuring that all California ELs have full access to intellectually rich academic content across the
disciplines and that they simultaneously develop academic English. The CA ELD Standards provide
teachers with clear standards that are practical to implement and are based on sound theory, current
research, and promising instructional practices.

Notably, the SBE adopted not only the grade-level and grade-span CA ELD Standards, but also
companion documents that serve as critical guides to teachers and curriculum developers (CDE 2014,
Chapters 1, 2, 4, 5, and 6). The components of the complete CA ELD Standards package include the
following:

e English Language Development Proficiency Level Descriptors and Standards

o Chapter 1: Purposes, Development, and Structure of the California English Language
Development Standards

o Chapter 2: Proficiency Level Descriptors for the California English Language Development
Standards

o Chapter 3: The Standards: Kindergarten Through Grade Twelve

continuum of English language
development.

e Professional Learning for Successful Implementation of the California English Language
Development Standards

o Chapter 4: Theoretical Foundations and Research Base of the California English Language
Development Standards

o Chapter 5: Learning About How English Works
o Chapter 6: Foundational Literacy Skills for English Learners
o Glossary of Key Terms

The content of the CA ELD Standards package is woven throughout this ELA/ELD Framework. The
following sections provide further detail on the intent, nature, and organization and structure of the CA
ELD Standards.
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Intent of the CA ELD Standards

The intent of the CA ELD Standards is to capture the multilayered and complex process of English
language development in kindergarten through grade twelve and convey them in ways that are useful
for teachers. The CA ELD Standards describe the key knowledge, skills, and abilities in core areas
of English language development needed for ELs to engage with and achieve grade-level academic
content. They are aligned to the CA CCSS for ELA/Literacy, and they draw attention to the language of
the CA CCSS for ELA/Literacy that is particularly critical for ELs to develop in order to understand and
successfully use academic English across the disciplines. The CA ELD Standards are not an exhaustive
list. Rather, they amplify (magnify and make clear) areas of English language development that are
crucial for academic learning.

New Emphases in the CA ELD Standards

Because they are derived from the CA CCSS for ELA/Literacy and from current research and
theoretical frameworks, the CA ELD Standards feature several concepts that may represent shifts
from previous notions of English language development and their use. These concepts influence
the implementation of the standards, including professional learning, pedagogy, assessment, and
curriculum design.

One concept is that language is seen as a resource for
making meaning. It is a resource from which students can

The CA ELD Standards position

make specific choices, which vary depending on audience, ELs as capable of learning
purpose, topic, and mode of communication. This notion of about how English works
language suggests that teachers should portray language and ofmaking intentional
not as a set of grammatical rules but rather as a powerful and deliberate choices about

resource for achieving specific purposes (e.g., entertaining,
persuading, interpreting, explaining). A related concept is that
when ELs develop language aw areness, that is, conscious
understandings about how language works to make meaning
in different situations, they are better able to comprehend and produce language. The CA ELD
Standards position ELs as capable of learning about how English works and of making intentional and
deliberate choices about language, depending on their purpose, audience, or topic.

Another concept from the CA ELD Standards is that, for ELs at all levels of English language
proficiency, meaningful interaction with others and with complex texts is essential for learning
language and learning content. Through collaborative conversations about rich texts and concepts
and through deep interactions with complex informational and literary texts, ELs extend both their
language and knowledge of the world. A related concept is that ELs learn language and content better
through intellectually challenging tasks and texts. Learning should occur through meaningful
engagement with content-rich texts and tasks, and use of simplified texts should be judicious. Rather
than simplifying language, the CA ELD Standards suggest that teachers should amplify ELs’ access
to the language by holding the complexity of tasks and texts constant while providing appropriate
scaffolding so that students are sufficiently supported (Walqui and van Lier 2010).

These shifts represent important implications for instruction, the use of instructional materials, and
the ways in which teachers observe and assess their students’ content and language development.
Chapter 2 and the remainder of this ELA/ELD Framework provide specific recommendations for
instruction, assessment, and curriculum based on the CA ELD Standards.

language, depending on their
purpose, audience, or topic.
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Using the CA ELD Standards

The CA ELD Standards are designed to be used in tandem
with the CA CCSS for ELA/Literacy and other California content ThelGAVEIDIStandards
standards in order to provide a robust and comprehensive

instructional program for ELs. They should be used strategically are de519ned to be used

by all teachers with ELs in their classrooms during content in tandem with‘the CA
instruction (e.g., English language arts, science, history, CCSS for ELA/Literacy and
mathematics). In other words, teachers should use grade- other California content
level CA CCSS for ELA/Literacy and other content standards standards in order to provide
as the focal standards for content instruction, and they should a robust and comprehensive

also use the CA ELD Standards to ensure that ELs are fully
supported to access rich content knowledge and develop
academic English across the disciplines. The term for this
use of the CA ELD Standards throughout the day in all content areas to support ELs’ academic and
linguistic development is integrated ELD.

In addition, the CA ELD Standards should be used as the focal standards for designated
ELD instruction, which is a protected time during the school day when teachers use the CA ELD
Standards to attend to ELs’ particular English language development needs. Ideally, students are
grouped for designated ELD by English language proficiency levels (Emerging, Expanding, Bridging;
see subsequent section in this chapter). Schools, however, need to consider their particular student
population (e.g., number of ELs at each proficiency level) and make appropriate decisions about
grouping. Designated ELD instruction should support ELs in developing the English language
knowledge and abilities needed to be successful in content instruction. Importantly, designated ELD
should build into and from content instruction.

The reciprocal relationship between integrated and designated ELD and the central position
of content knowledge and language development in both types of ELD instruction ensures that all
ELs are optimally supported for school success. Through the coordinated application of standards,
California educators help their EL students accomplish the vision and goals outlined in the introduction
of this ELA/ELD Framework. The relationship between integrated and designated ELD is illustrated by
the vignettes in the ELA and ELD in action sections of the grade-level chapters in the framework. See
figure 1.7 for brief definitions and see chapter 2.

instructional program for ELs.

Figure 1.7. Integrated and Designated ELD

Both integrated and designated ELD are provided to English learners.

Integrated ELD is provided to ELs throughout the school day and across
all subjects by all teachers of ELs. The CA ELD Standards are used in
tandem with the CA CCSS for ELA/Literacy and other content standards

to ensure students strengthen their abilities to use English as they
simultaneously learn content through English.

Designated ELD is provided by skilled teachers during a protected time
during the regular school day. Teachers use the CA ELD Standards as the
focal standards in ways that build into and from content instruction to
develop the critical language ELs need for content learning in English.
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Nature of the CA ELD Standards

The CA ELD Standards are derived from and intended to amplify the CA CCSS for ELA/Literacy, and
therefore they emphasize the same cross-disciplinary and meaningful interactions with complex texts
and intellectually-rich tasks called for in the CA CCSS for ELA/Literacy—with one critical nuance. The
CA ELD Standards represent California’'s commitment to ensuring that all EL students fully access high-
quality curricula as they simultaneously maintain steady progress toward developing advanced levels
of English. The CA ELD Standards are built upon three critical premises:

e Using English purposefully

e Interacting in meaningful ways

e Understanding how English works

These premises inform how instruction for ELs is shaped. Figure 1.8 displays the premises and
portrays the interrelationship between the CA ELD Standards and the CA CCSS for ELA/Literacy.

As described when presented as figure 1.2, the outer ring of the figure on the left represents the
overarching goals of ELA/literacy and ELD programs for all students. The white field illustrates context
characteristics of high-quality instruction for all students. The center and core of the figure represents
how the CA ELD Standards are both nested within and amplify the CA CCSS for ELA/Literacy. Both
sets of standards integrate reading, writing, speaking, listening, and language as expressed in the
key themes of Meaning Making, Language Development, Effective Expression, Content Knowledge,
and Foundational Skills. Depicted on the right are the key premises, or instructional aims, of the CA
ELD Standards—using English purposefully, interacting in meaningful ways, and understanding how
English works. These premises, explained in the following paragraphs and illustrated in the grade-level
chapters, correspond with and amplify the CA CCSS for ELA/Literacy.

Figure 1.8. Three Premises of the CA ELD Standards

California ELD Standards

Using English Purposefully for:
Deseribing, explaining, persuading, gy JTR IR ST ET S
informing, justifying, negotiating,
entertaining, retelling, etc.

Interacting in Meaningful Ways:

# Collaborating with others The How: Processes

* Inferpreting meaning

* Producing meaningful messages
Understanding How English Works:

# Slructuring cohesive lexts = e
» Expanding and enriching ideas The What: Resources
= Combining and condensing ideas
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Using English purposefully is an essential reflection of the CA ELD Standards, which call for a
comprehensive and integrated approach to language and literacy instruction that artfully integrates
reading, writing, speaking, listening, and language awareness.
In this instructional environment, ELs learn that language is

In short, ELs learn to use a resource for making meaning and that there are different
English intentionally to purposes for using English, such as describing, explaining,
make meaning and engage persuading, and retelling. English learners learn to make

informed choices about using different language resources

in English (such as vocabulary, grammatical structures, text
organization) based on discipline, topic, audience, task, and
purpose. They learn to make these choices in order to meet

effectively in different tasks
(e.g., retelling a story, writing
an argument, participating

in a debate). Using English the expectations of academic learning in different content

purposefully is reflected in areas. In short, ELs learn to use English intentionally to make

all three parts of the CA ELD meaning and engage effectively in different tasks (e.g., retelling

Standards. a story, writing an argument, participating in a debate). Using
English purposefully is reflected in all three parts of the CA ELD
Standards.

The focus on interacting in meaningful ways in the CA ELD Standards ensures that ELs
engage with intellectually challenging content, complex texts, and other learning experiences as
they develop academic English. Academic English broadly refers to the type of English used in school
through which students develop content knowledge and convey their understanding of this knowledge.
(See chapter 2 in this ELA/ELD Framework.)

Developing knowledge across the disciplines is essential for learning academic English, and this
development occurs through rich and meaningful /anguage interactions: collaborating with others,
interpreting meaning from texts and conversations (and other active listening tasks), and producing
meaningful messages. From this perspective, meaningful interaction with others and with intellectually
challenging content texts and tasks (including interacting in hands-on project based learning
experiences) are essential for both language and content knowledge development. This premise calls
for instruction that emphasizes interaction, collaboration, comprehension, and communication, along
with strategic teacher scaffolding and specific attention to language.

The CA ELD Standards emphasize the importance of knowledge of language, or language
awareness, as a critical element of language development—including understandings about how to
organize and structure different texts types, how to expand
and enrich ideas, and how to connect and condense ideas. Just

as rich content knowledge is critical to developing language, In order to make informed
language knowledge is a resource for academic learning across and appropriate linguistic
the content areas. In order to make informed and appropriate choices when using English

linguistic choices when using English across the disciplines, ELs
Zhoglq learn how Epgllsh WOI’.kS to make meaning in different should learn how English
isciplines and for different audiences. S

These three premises echo the call in the CA CCSS for works to make meaning in

ELA/Literacy for the use of complex texts and intellectually different disciplines and for

challenging tasks—with content integral to language learning— different audiences.

for students at all levels of English language proficiency.

Therefore, content instruction should be expected to support the

development of English as an additional language (integrated ELD) as specified in the CA CCSS for

ELA/Literacy and the CA ELD Standards. At the same time, designated ELD instruction should build

across the disciplines, ELs
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into and from content instruction in ELA and the other disciplines so that ELs develop the language
needed to interact meaningfully in the content areas. Examples of this type of instruction are provided
in the grade-level chapters in this framework (chapters 3-7).

Goal and Critical Principles for ELD

The CA ELD Standards describe the knowledge, skills, and abilities in English as an additional
language that are expected at each grade level (kindergarten through grade eight) or grade span
(grades nine and ten; grades eleven and twelve) at each of three English language proficiency levels:
Emerging, Expanding, and Bridging. Children in transitional kindergarten make progress toward the
kindergarten standards. The standards make clear the goal established for all ELs in California and the
“Critical Principles for Developing Language and Cognition in Academic Contexts” (hereafter, critical
principles) that all California educators consider when designing and implementing instruction for ELs,
as depicted in figure 1.9.

Figure 1.9. CA ELD Standards Goal and Critical Principles

Goal: English learners read, analyze, interpret, and create a variety of
literary and informational text types. They develop an understanding of how
language is a complex, dynamic, and social resource for making meaning, as
well as how content is organized in different text types and across disciplines
using text structure, language features, and vocabulary depending on
purpose and audience. They are aware that different languages and
variations of English exist, and they recognize their home languages and
cultures as resources to value in their own right and also to draw upon in
order to build proficiency in English. English learners contribute actively to
class and group discussions, asking questions, responding appropriately,

and providing useful feedback. They demonstrate knowledge of content
through oral presentations, writing tasks, collaborative conversations, and
multimedia. They develop proficiency in shifting language use based on task,
purpose, audience, and text type.

Critical Principles for Developing Language and Cognition in
Academic Contexts: While advancing along the continuum of English
language development levels, English learners at all levels engage in
intellectually challenging literacy, disciplinary, and disciplinary literacy tasks.
They use language in meaningful and relevant ways appropriate to grade
level, content area, topic, purpose, audience, and text type in English
language arts, mathematics, science, social studies, and the arts. Specifically,
they use language to gain and exchange information and ideas in three
communicative modes (collaborative, interpretive, and productive), and
they apply knowledge of language to academic tasks via three cross-mode
language processes (structuring cohesive texts, expanding and enriching
ideas, and connecting and condensing ideas) using various linguistic
resources.

These critical principles are further detailed in statements (shown in figure 1.10) organized into
three broad categories. These categories are useful for guiding instructional planning and observing
student progress: “Interacting in Meaningful Ways,” “Learning About How English Works,” and “Using
Foundational Literacy Skills.” Each numbered critical principle statement, similar to the CCR Anchor
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Standards of the CCSS for ELA/Literacy, corresponds to a grade-level or grade-span CA ELD Standard,
which defines more specifically what ELs should be able to do at each grade level and grade span

across three English language proficiency levels: Emerging, Expanding, and Bridging.

Figure 1.10. Critical Principle Statements

Part | : | nteracting in Meaningful Ways
A. Collaborative (engagement in dialogue with others)
1. Exchanging information and ideas via oral communication and conversations
2. Interacting via written English (print and multimedia)
3. Offering opinions and negotiating with or persuading others
4. Adapting language choices to various contexts

B. Interpretive (comprehension and analysis of written and spoken texts)
Listening actively or asking or answering questions about what was heard

6. Reading closely and explaining interpretations and ideas from reading

7. Evaluating how well writers and speakers use language to present or support
ideas

8. Analyzing how writers use vocabulary and other language resources

C. Productive (creation of oral presentations and written texts)
9. Expressing information and ideas in oral presentations

10. Writing literary and informational texts

11. Supporting opinions or justifying arguments and evaluating others’ opinions or
arguments

12. Selecting and applying varied and precise vocabulary and other language
resources

o

Part |1: Learning About How English Works

Structuring Cohesive Texts
1. Understanding text structure and organization based on purpose, text type, and
discipline
2. Understanding cohesion and how language resources across a text contribute to
the way a text unfolds and flows
Expanding and Enriching | deas
3. Using verbs and verb phrases to create precision and clarity in different text

types
4. Using nouns and noun phrases to expand ideas and provide more detail
5. Modifying to add details to provide more information and create precision

Connecting and Condensing | deas

6. Connecting ideas within sentences by combining clauses

7. Condensing ideas within sentences using a variety of language resources

Part 111: Using Foundational Literacy Skills

While there are no standards for Part |11, this part signals to teachers that they will
need to consider particular background characteristics of their K-12 ELs (e.g., age,
native language, native language writing system, schooling experience, and literacy
experience and proficiency) when designing, teaching, and monitoring foundational
literacy skills.
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While slight variations in the critical principle statements may exist depending on the grade level
or span (e.g., the use of the word composing in kindergarten in addition to writing), these principles
distill the knowledge, abilities, and skills that all ELs should develop in school.

English Language Proficiency Levels

The CA ELD Standards depict English language development as a continuum of increasing
proficiency in language learning and use. The standards begin with the idea that all EL children
and youth come to school with primary language resources and then progress through relatively
predictable stages of language development as a result of their schooling and other experiences.
After they have reached proficiency in English, former ELs continue to engage in lifelong language
learning, as do all language users (including native speakers
of English), and require instruction that attends to their

language learning needs. The three English language The CA ELD Standards
proficiency levels—Emerging, Expanding, and Bridging— emphasize that ELs at all
represent three general stages of English language proﬁciency levels are capable

development and describe the knowledge about English and of high-level thinking and
the skills and abilities that students develop as they gain
increasing proficiency in English. The standards’ statements
describe outcome expectations for how well students can
understand and use the English language at each English

can engage in complex,
cognitively demanding social
and academic activities

language proficiency level as they continue to build on requiring English, as long as
existing language skills and knowledge. they are provided appropriate
The CA ELD Standards emphasize that ELs at alll language support.

proficiency levels are capable of high-level thinking and

can engage in complex, cognitively demanding social and

academic activities requiring English, as long as they are provided appropriate language support. The
highest English language proficiency level—Bridging—represents a student’s readiness to be successful
with the demands of the CA CCSS for ELA/Literacy with minimal support. However, the extent of
support students need varies depending on the familiarity and complexity of the task and topic. Three
general levels of support are identified in some of the grade-level/grade-span standards: substantial,
moderate, and light. These general levels of support signal the extent of scaffolding most likely
needed for students at each proficiency level. They are not intended to explain how to provide support
or differentiate instruction for ELs at each level. Figure 1.11 depicts the ELD continuum and the way
that scaffolding is represented in the CA ELD Standards. (A discussion of scaffolding is provided in
chapter 2 of this ELA/ELD Framework. A discussion of proficiency level descriptors is provided in
chapter 2 of the California English Language Development Standards: Kindergarten Through Grade 12
[2014].)
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Figure 1.11. English Language Proficiency Levels and General Extent of Support

English Language Development

drawing upon
knowledge of
their native
language.

meet academic
demands in
a variety of
disciplines.

Student Proficiency Level Continuum LI;;ZISQSG
Capacities .
—>»Emerging ——»Expanding —— Bridging —>» Learning
Native English learners As English As English Students who
Language enter the learners learners have reached
English learners Emerging level progress progress “proficiency”
come to school having limited through the through the in the English
possessing a receptive and Expanding level, Bridging level, language (as
wide range of productive they move from they move from determined by
competencies English skills. being able to being able to state and/or
in their native refashion learned | communicate in local criteria)
language As they phrases and ways that are continue to
appropriate progress sentences in appropriate to build increasing
to their age. through the English to meet different tasks, breadth,
They may have Emerging level, their immediate purposes, and depth, and
varying levels of they start to communication audiences in a complexity in
literacy in their respond to and learning variety of social comprehending
native language, | more varied needs toward and academic and
depending communication being able to contexts toward communicating
on their prior tasks using increasingly being able in English in a
experiences learned words engage in using to refine and wide variety of
in the home, and phrases with | the English enhance their contexts.
community, increasing ease. language in English language
and school. more complex, competencies in
As learners of Upon exit cognitivgly a broader range
English as a from the d_ema_ndlng of contexts.
new |anguage1 Emerging level, situations.
they gain students have Upon exit
metacognitive basic English Upon exit from from the
awareness of communication the Expanding Bridging level,
what language skills in social level, students students can
is and how it is and academic can use English communicate
used and apply contexts to learn and effectively
this awareness communicate with various
in their language about a range audiences on
learning of topics and a wide range
strategies, academic of familiar and
including content areas. new topics to
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English Language Development

their age and
experience.

In order to
communicate
about their
thinking as they
learn English,
they may

need varying
linguistic
support,
depending on
the linguistic
and cognitive
demand of the
task.

demanding social
and academic
activities requiring
language

when provided
substantial
linguistic support;
as they develop
more familiarity
and ease with
understanding
and using English,
support may be
moderate or
light for familiar
tasks or topics.

demanding social
and academic
activities requiring
language

when provided
moderate
linguistic support;
as they develop
increasing

ease with
understanding
and using English
in a variety of
contexts, support
may be light for
familiar tasks or
topics.

demanding social
and academic
activities requiring
language when
provided light
linguistic support;
as they develop
increasing

ease with
understanding
and using highly
technical English,
support may not
be necessary for
familiar tasks

or topics using
everyday English.

Student Proficiency Level Continuum Lifelong
Capacities Langugge
—>»Emerging = Expanding =3 Bridging = Learning
High-Level General Extent of Support
Thinking with
Linguistic Substantial Moderate Light Occasionall
Support Students at the Students at the Students at the Students who
English learners | early stages early stages of | early stages have exited the
possess of the Emerging the Expanding of the Bridging Bridging level
cognitive level can engage | level can engage | level can engage | benefit from
abilities in complex, in complex, in complex, occasional
appropriate to cognitively cognitively cognitively linguistic support

in their ongoing
learning of
English.

English learners may demonstrate varying levels of English language proficiency on different CA
ELD Standards. For example, while a student may demonstrate that she or he is at the Bridging level
in contributing to discussions, she or he may be at the Expanding level in explaining ideas based on
close readings of texts.

Organization and Structure of the CA ELD Standards

Each set of grade-level (kindergarten through grade eight) or grade-span (grades nine and ten,
eleven and twelve) standards contain two main sections.

Section 1 describes the goal and critical principles for developing language and cognition in
academic contexts (described earlier in this chapter as goals and critical principles for ELD) and
provides a preview of the detailed grade-level standards in section 2. Section 1 is generally consistent
across all grades, with some variations in terminology to indicate relevant differences.

Section 2 contains the grade-level or grade-span standards, with outcome expectations at each
proficiency level: Emerging, Expanding, Bridging.
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Section 2 informs teachers’ instructional planning and evaluation of student progress. It is
organized by the three interrelated areas of learning English as an additional language:

e Part I: “Interacting in Meaningful Ways”
e Part Il: “Learning About How English Works”
e Part Ill: “Using Foundational Literacy Skills”

Part I: “Interacting in Meaningful Ways” provides standards that set expectations for ELs to
participate in meaningful, relevant, and intellectually challenging ways in various contexts and
disciplines. The standards in Part | are enacted in three communicative modes through which students
develop and apply their knowledge and skills of the English language: collaborative (engagement in
dialogue with others), interpretive (comprehension and analysis of written and spoken texts), and
productive (creation of oral presentations and written texts).

Part I1: “Learning About How English Works” focuses on ways in which ELs build awareness about
English resources available to them, how English is structured and organized, and how meaning
is made through language choices. Instruction about English is designed to improve ELs’ ability to
comprehend and produce academic texts in various content areas. The standards in Part I cluster
within three language processes: structuring cohesive texts, expanding and enriching ideas, and
connecting and condensing ideas.

Part 111: “Using Foundational Literacy Skills” does not provide standards but instead signals to
teachers at all grades the potential need to provide specialized English foundational skills instruction
to ELs. This specialized instruction is designed by adapting, in particular, the Reading Standards for
Foundational Skills (K=5) in the CA CCSS for ELA/Literacy based on a variety of factors, including
an individual EL student’s age, similarities and differences between the student’s primary language
and English, the student’s primary literacy proficiency, and the student’s oral and written proficiency
in English. Since the Reading Standards for Foundational Skills are intended to guide instruction
for students in kindergarten through grade five, these standards also need to be adapted—using
appropriate instructional strategies and materials—to meet the particular pedagogical and literacy
needs of ELs at the secondary level, including the need to teach foundational literacy skills in an
accelerated time frame. Additional guidance on adapting foundational skills instruction for ELs is
provided in chapters 2-7.

Because content and language are inextricably linked, the three parts of the CA ELD Standards—
“Interacting in Meaningful Ways,” “Learning About How English Works,” and “Using Foundational
Literacy Skills”"—are complementary and interrelated dimensions of what should be addressed in a
robust instructional program for ELs. Parts | and Il are intentionally presented separately in order
to call attention to the need for both a focus on meaningful interaction and a focus on building
knowledge about the linguistic features of English. However, Parts | and |l should be used in tandem.

Just as teachers focus on meaningful and engaging activities
designed to build content knowledge before strategically delving

.. the CA,ELD Sl.‘andar ds into specifics about how language is structured, the CA ELD

are organized with the Standards are organized with the focus on meaningful interaction
focus on meaningful first and the focus on knowledge about the English language and
interaction first and the how it works afterward. The expectations communicated in the

focus on knowledge about standards assume that ELs are provided with an appropriately
designed curriculum, effective instruction, and strategic levels
of scaffolding as they progress through the ELD continuum.
Fgure 1.12 provides an overview of the structure of the CA ELD
Standards.

the English language and
how it works afterward.
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Figure 1.12. Structure of the CA ELD Standards

Section 1: Goal, Critical Principles, and Overview

Goal: This articulates the vision California has for all English learners.

level, in section 2.

Critical Principles for Developing Language and Cognition in Academic Contexts: This
emphasizes the three general areas teachers need to focus on when planning instruction for ELs
and observing their progress. These areas are elaborated upon, by English language proficiency

Part |: Interacting in Meaningful Ways
Part 11: Learning About How English Works
Part 111: Using Foundational Literacy Skills

Corresponding CA CCSS for ELA/Literacy

Section 2: Elaboration on Critical Principles for Developing
Language and Cognition in Academic Contexts

Part | : | nteracting in Meaningful Ways

L Critical Principles Addressed (by English Standard

Communicative Mode .

language proficiency level) Number
Collaborative » Exchanging information/ideas 14

* Interacting via written English

e Supporting opinions and persuading others

» Adapting language choices
I nterpretive * Listening actively 5-8

* Reading/viewing closely

 Evaluating language choices

* Analyzing language choices
Productive * Presenting 9-12

* Writing

 Justifying/arguing

 Selecting language resources
Part|1: Learning About How English Works

Critical Principles Addressed (by English Standard
Language Process . .

language proficiency level) Number
Structuring < Understanding text structure 1-2
Cohesive Texts « Understanding cohesion
Expanding and . Us!ng verbs and verb phrases
Enriching | deas . Usm_g nouns and noun phrases 3-5

¢ Modifying to add details
Connecting and e Connecting ideas 67
Condensing | deas » Condensing ideas
Part | 11: Using Foundational Literacy Skills

This part contains no standards but signals teachers that ELs at all grades require particular
instructional considerations for learning foundational literacy skills in English.
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Section 2 presents the grade-level and grade-span standards across the range of proficiency. See
chapter 3 of the California English Language Development Standards: Kindergarten Through Grade 12
(CDE 2014) for the actual layout of the standards. Each page includes a column on the left, Texts and
Discourse in Context. This column provides critical information for instructional planning, curriculum
design, and assessment. (See figure 1.13.)

Figure 1.13. Texts and Discourse in Context Snapshot:

Part |, Strands 1-4, corresponding to the CA CCSS for ELA/ Literacy
1. SLb5.1,6;L5.1,3,6
2. WJ5.6; L5.1,3,6
3. SL5.1,6;L5.1, 3,6
4. W.5, 4-5; SL.5.1,6; L.5.1, 3,6
Purposes for using language include but are not limited to

Describing, entertaining, informing, interpreting, analyzing, recounting,
explaining, persuading, negotiating, justifying, evaluating, and so on.

I nformational text types include but are not limited to
Description (e.g., science log entry), procedure (e.g., how to solve a
mathematics problem), recount (e.g., autobiography, science experiment
results), information report (e.g., science or history report), explanation (e.g.,
how or why something happened), exposition (e.g., opinion), response (e.g.,
literary analysis), and so on.

Literary text types include but are not limited to
Stories (e.g., fantasy, legends, fables), drama (e.g., readers’ theater), poetry,
retelling a story, and so on.

Audiences include but are not limited to
Peers (one to one)

Small group (one to a group)
Whole group (one to many)

This Texts and Discourse in Context element of the standards reminds teachers that language
is a complex, meaning-making resource to be fostered via intellectually challenging, interactive,
and dialogue-rich learning environments that are focused on both content knowledge and language
development. Texts can be written, spoken, or multimodal, and in print or digital forms. Discourse is,
in broad terms, communication of meaning in any modality (e.g., spoken, written, visual, multimodal).
The language choices students make, including which vocabulary and grammatical resources to
use, are influenced by context, which includes the purpose for communicating, audience, text type,
and content area. This column highlights variables teachers need to consider when designing and
implementing instruction for ELs. The elements in the Texts and Discourse in Context column include
the following:
e Corresponding CA CCSS for ELA/Literacy: The corresponding CA CCSS for ELA/Literacy are
provided so that teachers see the interconnected nature of the CA CCSS for ELA/Literacy and CA
ELD Standards.

3 The strands correspond to the “Critical Principle Statements.” Note that the corresponding CA CCSS for ELA/Literacy
change depending on the particular CA ELD Standards in focus, the texts and tasks used, and individual student needs.
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e Purposes for Using Language: This lists some of the purposes for using language that are
featured prominently in the CA CCSS for ELA/Literacy, and correspondingly, in the CA ELD
Standards. Teachers support ELs in developing an awareness of these purposes as they
progress in language proficiency and through the grades.

o Text Types: Provided in the CA CCSS for ELA/Literacy, each text type has particular language
features, based on discipline, content, purpose, and audience. Teachers help ELs develop an
awareness of the differences between and language patterns within text types as they progress
through the grades. Informational text types are presented first in order to emphasize their
importance in college and career readiness, as well as in developing content knowledge.

e Audiences: As they progress through the grades and use language in different ways, ELs need
to consider their audience, which could be a peer in a one-to-one conversation about a social
topic, a group of peers engaged in an academic conversation (one-to-group), or an academic
oral presentation or written task (one-to-many), as well as other types of audiences.

The structure of the grade-level CA ELD Standards conceptualizes the standards (in section 2)
as the elaboration of the critical principle statements
(in section 1) for each grade level and grade span and

English language proficiency level (Emerging, Expanding, As they progress through the

Bridging). For example, critical principle statement 10 for grades and use language in

all grade levels is: “Writing literary and informational texts different ways, ELs need to consider
to present, describe, and explain ideas and information, their audience, which could be a
using appropriate technology” (note that “composing” peer in a one-to-one conversation

is included at kindergarten). At each grade, this critical
principle statement corresponds to Part |, Standard 10,
which addresses the same content as appropriate for the
grade level or grade span. Figure 1.14 displays the grade-

about a social topic, a group of
peers engaged in an academic
conversation (one-to-group), or

span and grade-level CA ELD Standards that correspond an academic oral presentation or
to Critical Principle Statement 10. The chart displays the written task (one-to-many) as well
critical principle statement first and then demonstrates as other types of audiences.

how the standard can be mapped backwards through

selected grades to kindergarten. The highlighted text

indicates the growing sophistication of the standards as they progress through the grades and across
English language proficiency levels, or in other words, what has been added to a particular grade level
or span or to a proficiency level (Emerging, Expanding, Bridging) across the ELD continuum.
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Figure 1.14. Selected CA ELD Standards — Part 1, Standard 10 (Writing)

research using stem
cells) collaboratively
(e.g., with peers) and
independently.

b) Write brief
summaries of texts
and experiences using
complete sentences
and key words (e.qg.,
from notes or graphic
organizers).

research using stem
cells) collaboratively
(e.g., with peers)

and independently
using appropriate text
organization.

b) Write increasingly
concise summaries of
texts and experiences
using complete
sentences and key
words (e.g., from notes
or graphic organizers).

g::ggi?)lle Writing Iiterary and informational texts to present, describe, and explain ideas and information,
Statement: using appropriate technology.
Grad English Language Development Continuum CA CCSS for
rade — FNEIQiN( = EXPANCiNG =3 Briciging =3 | ELA/ Literacy
11-12 a) Write short literary a) Write longer literary a) Write longer and W.11-12,
and informational texts and informational texts more detailed literary Standards 1-10
(e.g., an argument (e.g., an argument and informational texts
about free speech) about free speech) (e.g., an argument WHST.11-12,
collaboratively (e.g., collaboratively (e.g., about free speech) Standards
with peers) and with peers) and collaboratively (e.g., 1-2,4-10
independently. independently by with peers) and
b) Write brief using appropriate independently by L.11-12,
summaries of texts text organization and using appropriate Standards 1-6
and experiences using growing understanding text organization and
complete sentences of register. register.
and key words (e.g., b) Write increasingly b) Write clear and
from notes or graphic concise summaries of coherent summaries of
organizers). texts and experiences texts and experiences
using complete by using complete
sentences and key and concise sentences
words (e.g., from notes and key words (e.g.,
or graphic organizers). from notes or graphic
organizers).
8 a) Write short literary a) Write longer literary a) Write longer and W.8.1-10
and informational texts and informational texts more detailed literary
(e.g., an argument (e.g., an argument and informational texts | WHST.8.1-2,
about whether the about whether the (e.g., an argument 4-10
government should fund government should fund about whether the L 816

government should fund
research using stem
cells) collaboratively
(e.g., with peers)

and independently
using appropriate

text organization and
growing understanding
of register.

b) Write clear and
coherent summaries of
texts and experiences
using complete and
concise sentences

and key words (e.qg.,
from notes or graphic
organizers).

Overview of Standards

Chapter 1| 43



g::gc(::?plle Wr_iting Iiterar)_/ and informational texts to present, describe, and explain ideas and information,
Statement: | YSiN9 appropriate technology.
Grad English Language Development Continuum CA CCSS for
rade — E[TIE[ i1 = EXDANI[1]] - BricIgig === | ELA/ Literacy
5 a) Write short literary a) Write longer literary a) Write longer and W.5.1-10
and informational texts and informational texts more detailed literary
(e.g., a description of a (e.g., an informative and informational texts L.5.1-3,6
camel) collaboratively report on different (e.g., an explanation
(e.g., joint construction kinds of camels) of how camels survive
of texts with an collaboratively (e.g., without water for a long
adult or with peers) joint construction time) collaboratively
and sometimes of texts with an (e.g., joint construction
independently. adult or with peers) of texts with an
b) Write brief and with increasing adult or with peers)
summaries of texts independence using and independently
and experiences using appropriate text using appropriate
complete sentences organization. text organization and
and key words (e.g., b) Write increasingly growing understanding
from notes or graphic concise summaries of of register.
organizers). texts and experiences b) Write clear and
using complete coherent summaries of
sentences and key texts and experiences
words (e.g., from notes using complete and
or graphic organizers). concise sentences
and key words (e.g.,
from notes or graphic
organizers).
2 Write very short literary Write short literary Write longer literary W.2.1-8, 10
texts (e.g., story) and texts (e.g., a story) texts (e.g., a story)
informational texts and informational texts and informational texts | L.2.1-3, 6
(e.g., a description (e.g., an explanatory (e.g., an explanatory
of a volcano) using text explaining how text explaining how
familiar vocabulary a volcano erupts) a volcano erupts)
collaboratively with collaboratively with collaboratively
an adult (e.qg., joint an adult (e.g., joint with an adult (e.g.,
construction of construction of joint construction),
texts), with peers, texts), with peers, with peers and
and sometimes and with increasing independently.
independently. independence.
K Draw, dictate, and write Draw, dictate, and Draw, dictate, and write | W.K.1-3, 5-8
to compose very short write to compose short to compose longer
literary texts (e.g., literary texts (e.g., literary texts (e.g., LK.1-2, 6
story) and informational story) and informational story) and informational
texts (e.g., a description texts (e.g., a description texts (e.g., an
of a dog), using of dogs), collaboratively information report on
familiar vocabulary with an adult (e.g., dogs), collaboratively
collaboratively in shared joint construction of with an adult (e.g.,
language activities texts), with peers, joint construction of
with an adult (e.g., and with increasing texts), with peers,
joint construction of independence. and independently
texts), with peers, using appropriate text
and sometimes organization.
independently.
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As is the case with the CA CCSS for ELA/Literacy, the language of particular standards across grade
levels and spans or proficiency levels may be very similar or even the same. This consistency and
continuity across grade levels is intentional: the complexity of texts and tasks increases as students
progress through the grades. The consistency and continuity across the ELD continuum is also
intentional: ELs at all proficiency levels are expected to engage in the same level of cognitive rigor,
although the amount or nature of scaffolding may differ.

Numbering and Abbreviations of the CA ELD Standards

Individual grade-level and grade-span CA ELD Standards are identified first by ELD (in order to
distinguish them from the CA CCSS for ELA/Literacy), followed by their part, grade level, number (or
number and letter, where applicable), and proficiency level (if applicable) so that ELD.PII.4.1.Ex for
example, stands for ELD Standards, Part 11: Learning About How English Works, Grade 4, Standard 1,
Expanding level. See figure 1.15.

Figure 1.15. Numbering of the CA ELD Standards

Leaming About How English Works ELD.PIl.4.1

Structuring Cohesive Texts Expanding

Understanding text structure. Apply increasing understanding of

ELD.PIl.4.1.Ex how different text types are organized 1o express ideas (e.g., how
a namative is organized sequentially with predictable stages versus
how an explanation is organized around ideas) to comprehending

Pt Grade Level ‘\
Grade-evel Standard at
Standard Number the Expanding Level

Level - Emerging (Em), Expanding (Ex), Bndging (Br)

Interrelationship of the CA CCSS for
ELA/Literacy and the CA ELD Standards

As stated throughout this chapter, the CA CCSS for ELA/Literacy and ELD Standards are
inextricably linked. The two sets of standards intersect and connect with one another across the
multiple dimensions of language, literacy, and content knowledge. The two sets of standards also
promote the fundamental integration of reading, writing, speaking, and listening while highlighting
the role of language in each of these communicative acts. The CA CCSS for ELA/Literacy serve as the
foundation for the CA ELD Standards, which amplify the language necessary for the development of
advanced English and academic success across the disciplines. The key themes of Meaning Making,
Language Development, Effective Expression, Content Knowledge, and Foundational Skills crosscut
both sets of standards and are used to organize discussions of the standards throughout this ELA/ELD
Framework.

Although presented separately, the Language strands in the CA CCSS for ELA/Literacy and Part 11
of the ELD Standards, “Learning About How English Works,” are not meant to be used in isolation.
Instead, they are intended to overlay the other strands/parts of both sets of standards. The focus on
understanding how English works in Part 11 of the CA ELD Standards is integral to and inseparable
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from ELs’ development of meaning making and purposeful interaction as delineated in Part | of the
CA ELD Standards: “Interacting in Meaningful Ways.” Similarly both Parts | and Il interconnect with
all the strands of Reading, Writing, Speaking and Listening, and Language. The reciprocal nature

of the CA CCSS for ELA/Literacy and the CA ELD Standards is further demonstrated by the ways in
which the standards echo one another. The CA CCSS for ELA/Literacy and CA ELD Standards do not
correspond on a one-to-one basis, but rather many CA CCSS for ELA/Literacy connect across many
CA ELD Standards and vice versa, as the following Grade 5 CA ELD Standards example in figure 1.16
illustrates.

Figure 1.16. Many-to-Many Correspondences between Grade 5 CA CCSS for ELA/Literacy

and CA ELD Standards

Grade 5 CA CCSS for
ELA/ Literacy

Grade 5 CA ELD Standards

Part |1: Learning About How English Works
Structuring Cohesive Texts, Strands 1 & 2

—3p-FMmerging =3y FXpanding =3 Bridging =

RL.5.5; RL.5.5; W.5.1-5; SL.5.4
RL.5.5; RL.5.5; W.5.1-4; SL.5.4;
L5.1,3

RL.5.5 Explain how a series of
chapters, scenes, or stanzas fits
together to provide the overall
structure of a particular story,
drama, or poem.

RI.5.5 Compare and contrast the
overall structure (e.g., chronology,
comparison, cause/effect,
problem/solution) of events,
ideas, concepts, or information in
two or more texts.

W.5.1 Write opinion pieces on
topics or texts, supporting a
point of view with reasons and
information.

a. Introduce a topic or text clearly,

state an opinion, and create an
organizational structure in which
ideas are logically grouped . . .

c. Link opinion and reasons using
words, phrases, and clauses (e.g.,
consequently, specifically).

d. Provide a concluding statement
or section related to the opinion
presented. (See similar cohesion
expectations in W.5.2 and W.5.3)

W.5.4 Produce clear and coherent
writing (including multiple
paragraph texts) in which the
development and organization are
appropriate to task, purpose, and
audience . . .

1. Understanding
text structure

Apply basic
understanding of

how different text
types are organized
to express ideas (e.g.,
how a narrative is
organized sequentially
with predictable
stages versus how
opinions/arguments
are organized

around ideas) to
comprehending texts
and writing basic texts.

2. Understanding
cohesion

a) Apply basic
understanding of
language resources for
referring the reader
back or forward in text
(e.g., how pronouns
refer back to nouns in
text) to comprehending
texts and writing basic
texts.

1. Understanding
text structure

Apply growing
understanding of

how different text
types are organized

to express ideas (e.g.,
how a narrative is
organized sequentially
with predictable
stages versus how
opinions/arguments
are structured logically
around reasons

and evidence) to
comprehending texts
and writing texts with
increasing cohesion.

2. Understanding
cohesion

a) Apply growing
understanding of
language resources
that refer the reader
back or forward in text
(e.g., how pronouns or
synonyms refer back
to nouns in text) to
comprehending texts
and writing texts with
increasing cohesion.

1. Understanding
text structure
Apply increasing
understanding of
how different text
types are organized
to express ideas
(e.g., how a historical
account is organized
chronologically
versus how opinions/
arguments are
structured logically
around reasons

and evidence) to
comprehending texts
and writing cohesive
texts.

2. Understanding
cohesion

a) Apply increasing
understanding of
language resources

for referring the

reader back or forward
in text (e.g., how
pronouns, synonyms,
or nominalizations refer
back to nouns in text)
to comprehending texts
and writing cohesive
texts.
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Grade 5 CA CCSS for
ELA/ Literacy

Grade 5 CA ELD Standards

Part |1: Learning About How English Works
Structuring Cohesive Texts, Strands 1 & 2

)y Merging —_————)y Cx paNding ———)p-Bridg N m—

W.5.5 With guidance and support
from peers and adults, develop
and strengthen writing as

needed by planning, revising,
editing, rewriting, or trying a new
approach.

SL.5.4 Report on a topic or text
or present an opinion, sequencing
ideas logically . . .

a. Plan and deliver an opinion
speech that: states an opinion,

b) Apply basic
understanding of

how ideas, events,

or reasons are linked
throughout a text using
a select set of everyday
connecting words or
phrases (e.qg., first/
next, at the beginning)
to comprehending texts
and writing basic texts.

b) Apply growing
understanding of

how ideas, events,

or reasons are linked
throughout a text using
a variety of connecting
words or phrases (e.g.,
for example, in the first
place, as a result) to
comprehending texts
and writing texts with
increasing cohesion.

b) Apply increasing
understanding of

how ideas, events,

or reasons are linked
throughout a text using
an increasing variety of
academic connecting
and transitional

words or phrases

(e.g., consequently,
specifically, however)
to comprehending texts

logically sequences evidence to
support the speaker’s position,
uses transition words to effectively
link opinions and evidence (e.g.,
consequently and therefore) . . .

L.5.1 Demonstrate command

of the conventions of standard
English grammar and usage when
writing or speaking . . .

L.5.3 Use knowledge of language
and its conventions when writing,
speaking, reading, or listening.

and writing cohesive
texts

The relationship of English language arts and literacy,
English language development, and the disciplines is
interdependent; content knowledge grows from students’
knowledge of language and their ability to understand and
use particular discourse practices, grammatical structures,
and vocabulary while reading, writing, speaking, and
listening to accomplish their disciplinary goals. Similarly,
as ELs delve deeper into the ways in which meaning is
conveyed in the content areas, their knowledge of how
language works and their ability to make informed linguistic
choices also grows. Both sets of standards illustrate the
reciprocal and inextricable relationship among knowledge,
literacy, and language. Accordingly, California teachers of
all students, and especially ELs, have an opportunity to
make explicit how language is used powerfully to achieve
particular purposes in particular disciplines.

This does not mean that content teachers should
become linguists or that ELD specialists should become
content experts. Rather, content teachers need to know

The relationship of English
language arts and literacy,
English language development,
and the disciplines is
interdependent; content
knowledge grows from students’
knowledge of language and their
ability to understand and use
particular discourse practices,
grammatical structures, and
vocabulary while reading,
writing, speaking, and listening
to accomplish their disciplinary
goals.

enough about language to support their ELs at different English language proficiency levels so that
ELs maintain a steady trajectory along the ELD continuum. This also means that ELD teachers and EL
specialists need to know enough about content to ensure that ELs are developing the language of the
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disciplines and of specific disciplinary topics in order to be successful in their core content coursework.
This approach to teaching and learning necessarily requires educators to collaborate with one another
to ensure that all students, but especially ELs, receive instruction that is rigorous, comprehensive,

and robust in terms of content knowledge, disciplinary literacy, and language. Different approaches to
collaboration are illustrated throughout this framework, and a few ideas follow:

¢ A high school English teacher asks the school's ELD teacher to help her identify some of the
language that will be challenging to her EL students in the novel students will be reading.
She wants to call attention to the language during instruction, and she asks the ELD teacher
for ideas on how to approach this. The ELD teacher asks the English teacher to help her
understand the content of the novel better, including the major themes students should discern,
so she can support her beginning EL students to better understand them during designated
ELD time. The teachers agree to use similar structures for collaborative conversations in their
classrooms in order to reinforce the importance of academic discussions.

e A middle school interdisciplinary team works together to focus on general academic and
domain-specific vocabulary across the disciplines, with varying degrees of emphasis in each
content area. The science teacher introduces the domain-specific words in a class reading of a
complex informational text, and the English teacher teaches the general academic words in a
rereading of the text. The social studies/history teacher conducts a debate using the content
of the reading and prompts her students to use the words as they debate. The mathematics
teacher uses the words in a word problem. At the end of the week, the English teacher asks her
students to write a response to a debatable question, using the words and evidence from the
text read that week in their arguments.

e During their grade-level collaboration time, elementary teachers work together to plan science
lessons using the CA ELD Standards as a guide to provide strategic language support to their
ELs at different English language proficiency levels. Together, they plan integrated science/ELA
lessons with integrated ELD and designated ELD lessons that specifically focus on the language
of the science content by English language proficiency level.

The remainder of this ELA/ELD Framework explicates the CA CCSS for ELA/Literacy and CA ELD
Standards by grade level and grade span level, including the ways in which the standards work
together for specific purposes. This framework also provides numerous examples to illustrate ways
in which schools and teachers can best organize instruction for powerful teaching and learning for all
students in order to achieve the ambitious and important goals set forth in this ELA/ELD Framework.
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and assessment in English language arts, disciplinary literacy, and English language

development that set the stage for the remaining chapters of this ELA/ELD Framework.
These essential considerations draw upon research and theory and reflect important beliefs about
the ELA/literacy and ELD programs envisioned for California’s students. These considerations are
introduced in this chapter and then referenced in the framework, as appropriate, in grade-level and
other chapters.

The foundations for this discussion are established in the introduction to this ELA/ELD Framework,
which outlines the vision for ELA/literacy and ELD instruction for students and discusses the purpose
of this framework, and in chapter 1, which explicates the standards guiding California’s ELA/literacy
and ELD curriculum, instruction, and assessment: the CA CCSS for ELA/ Literacy and the CA ELD
Standards. This chapter expands these discussions and previews several important concepts to provide
context for the chapters that follow. Chapters 3—7 provide grade-span and grade-level guidance for
curriculum and instruction based on the CA CCSS for ELA/Literacy and CA ELD Standards at those
levels. Chapters 8—11 provide detailed guidance in specialized areas, including assessment, access and
equity for California’s diverse learners, 21st century learning, and professional learning, leadership,
and systems of support for student achievement.

This chapter contains five major sections. The first three sections discuss the major elements
of the “Circles of Implementation” graphic displayed in figure 2.1: goals, context, and themes of
ELA/literacy and ELD instruction. These are followed by sections on approaches to teaching and
learning and English language development. Some subsections are brief because they are addressed
more fully in subsequent chapters; others are lengthy and are referenced often in subsequent
chapters.

The purpose of chapter 2 is to address essential considerations for curriculum, instruction,
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Figure 2.1. Circles of Implementation of ELA/Literacy and ELD Instruction

Larnguage
st

The outer ring identifies the overarching goals of ELA/literacy and ELD instruction. By the

time California’s students complete high school, they have developed the readiness for college,
careers, and civic life; attained the capacities of literate individuals; become broadly literate; and
acquired the skills for living and learning in the 21st century.

The white field represents the context in which instruction occurs. This framework asserts that
the context for learning should be integrated, motivating, engaging, respectful, and intellectually
challenging for all students.

Circling the standards are the key themes of the standards: Meaning Making, Language
Development, Effective Expression, Content Knowledge, and Foundational Skills. These themes
highlight the interconnections among the strands of CA CCSS for ELA/Literacy (Reading, Writing,
Speaking and Listening, and Language) and the parts of the CA ELD Standards (“Interacting in
Meaningful Ways,” “Learning About How English Works,” and “Using Foundational Skills”). The
themes are organizing components for the grade-level discussions (chapters 3-7).

In the center of the graphic are the CA CCSS for ELA/Literacy and the CA ELD Standards,
which define year-end expectations for student knowledge and abilities and guide instructional
planning and observation of student progress. The CA ELD Standards also identify proficiency
level expectations (Emerging, Expanding, and Bridging) and ensure that EL students have full
access to the CA CCSS for ELA/Literacy and other content standards. These standards are the
pathway to achievement of the overarching goals.
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Goals of ELA/Literacy and ELD Instruction

This ELA/ELD Framework establishes four overarching and overlapping goals for ELA/ literacy
and ELD instruction. These goals call for California’s students, by high school graduation, to have
developed the readiness for college, careers, and civic life; attained the capacities of literate
individuals; become broadly literate; and acquired the skills for living and learning in the 21st century.
See figure 2.1.

Develop the Readiness for College, Careers, and Civic Life

Preparing students for college, careers, and civic life is a multilayered and complex process
that begins in the earliest years and advances students towards futures of possibilities, choice, and
satisfying productivity. Students achieve the goal when they graduate from high school and enter
into higher learning, professional lives, and their communities as life-long learners—individuals ready
for the challenges of new settings and ready to contribute to the well-being of the state, nation, and
planet. Graduating seniors are well versed with the content and approaches to learning in a range of
disciplines. Equally as important as the knowledge they have developed over their years in California
schools are their dispositions toward learning and collaborative work.

The CA CCSS for ELA/Literacy and the CA ELD Standards play major roles in preparing students
for learning and life after high school, as do all of California’s kindergarten through grade twelve
content standards and the learning foundations for infants and toddlers and preschoolers that lay the
groundwork for success. California’s Standards for Career Ready Practice (http://www.cde.ca.gov/ci/
ct/sf/documents/ctescrpflyer.pdf) (CDE 2014b) are also an important resource for educators as they
prepare students for the transition to postsecondary life. (See also the Career Technical Education
Framework, CDE 2007.)

This overarching goal includes readiness for civic life. Strong reading, writing, speaking, listening,
and language skills enable students to be active and responsible citizens as adults. To act as informed
voters, serve as responsible jurors, and participate in policymaking decisions, students need the
knowledge and skills to interpret and communicate ideas and negotiate and collaborate in ways
that positively impact democratic policies, practices, and other people’s lives. The ability to read
complex text allows students to acquire extensive content knowledge about historical events and
democratic ideals, processes, and institutions. The ability to interpret and understand key ideas,
diverse perspectives, points of view, and various philosophical constructs offered in written or spoken
form allows students to identify and draw logical conclusions, analyze logical fallacies, and take
positions based on rational arguments. Providing students with opportunities to engage in discussions
about controversial issues empowers them to formulate opinions and take a stand, paraphrase
information, articulate complex ideas representing various points of view, and practice the art of civil
discourse. Writing develops students’ ability to express complex ideas and articulate arguments in an
organized, coherent manner. Language arts skills are not an end in themselves; they are a means to
strengthening students’ abilities to think critically and respond meaningfully to important issues, which
is fundamental to a democratic society.

Attain the Capacities of Literate Individuals

As discussed in the introduction to the framework, schools are responsible for supporting
all students to develop the capacities of literate individuals. Included in these capacities are
demonstrating independence; building strong content knowledge; responding to the varying demands
of audience, task, purpose, and discipline; comprehending as well as critiquing; valuing evidence;
using technology and digital media strategically and capably; and understanding other perspectives
and cultures (CDE 2013, 6; see descriptions of these capacities in figure 1.1 in the introduction to this
ELA/ELD Framework).
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Consonant with readiness for college, careers, and civic life, literate individuals develop knowledge
of the world and other human beings through meaningful interactions with texts, media, and people
during their elementary and secondary schooling. Through these interactions, they develop the
knowledge, abilities, and dispositions that enable them to work collaboratively with individuals from
different cultural, linguistic, and experiential backgrounds. Further, they learn to appreciate diverse
backgrounds and perspectives as assets, seeking to understand them better while respectfully
conveying their own viewpoints.

Become Broadly Literate

As explained in the introduction to this framework, elementary and secondary schools are also
responsible for ensuring that all students become broadly literate. A person who is broadly literate
engages with a variety of books and other texts across a wide range of genres, time periods, cultures,
perspectives, and topics for a multitude of purposes, including learning about new ideas and oneself
and immersing oneself in the sheer pleasure of reading.

Being broadly literate extends beyond reading printed text to encompass viewing live drama or
films, listening to lectures or programs on the radio, or enjoying or performing poetry, such as spoken
word. A person who is broadly literate appreciates an array of texts—books, plays, radio programs,
poetry, film, television, mixed media, and more—for the many possibilities they reveal and the changes
(even small ones) he or she makes by interacting with them. Educators develop students’ broad
literacy by ensuring that students read widely, in part through the implementation of an independent
reading program and by reading aloud.

Wide and Independent Reading

Reading widely and independently is essential to building proficiency in reading and knowledge
across all content areas. Appendix A of the CCSS for ELA/ Literacy highlights the need to increase
independent reading, particularly of content-rich informational texts. “There is also evidence that
current standards, curriculum, and instructional practice have not done enough to foster the
independent reading of complex texts so crucial for college and career readiness, particularly in the
case of informational texts” (NGA/CCSSO 2010a: appendix A, 3).

The note on the range and content of student reading in the College and Career Readiness
Standards for Reading (CDE 2013, 10) describes the purpose for reading widely.

To build a foundation for college and career readiness, students must read widely and
deeply from among a broad range of high-quality, increasingly challenging literary and
informational texts. Through extensive reading of stories, dramas, poems, and myths from
diverse cultures and different time periods, students gain literary and cultural knowledge
as well as familiarity with various text structures and elements. By reading texts in history/
social studies, science, and other disciplines, students build a foundation of knowledge

in these fields that will also give them the background to be better readers in all content
areas. Students can only gain this foundation when the curriculum is intentionally and
coherently structured to develop rich content knowledge within and across grades.
Students also acquire the habits of reading independently and closely, which are essential
to their future success.

For students to become broadly literate, they need to read regularly and frequently as a part of
classroom instruction. Abundant exposure to rich texts is a clear focus of the CA CCSS for ELA/ Literacy
and is amplified by the CA ELD Standards. High quality instructional materials within each content area
provide appropriate reading selections. In addition, teachers and teacher librarians work together to
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develop classroom and library collections of books that support all content areas and genres—literary
and informational. See figure 2.2 for the range of text types identified by the CA CCSS for ELA/Literacy
that students are to experience.

Figure 2.2. Range of Text Types

Literature I nformational Text

Grade Literary Nonfiction

Span ] and Historical,

Stories Drama Poetry Scientific, and
Technical Texts

K-5 Includes children’s Includes staged Includes nursery Includes
adventure stories, dialogue and brief rhymes and the biographies and
folktales, legends, familiar scenes. subgenres of the autobiographies;
fables, fantasy, narrative poem, books about history,
realistic fiction, and limerick, and free social studies,
myth. verse poem. science, and the

arts; technical
texts, including
directions, forms,
and the information
displayed in graphs,
charts, or maps;
and digital sources
on a range of
topics.

6-12 Includes the Includes classical Includes classical Includes the
subgenres of through through subgenres of
adventure stories, contemporary contemporary exposition,
historical fiction, one-act and multi- works and the argument, and
mysteries, myths, act plays, both subgenres of functional text in
science fiction, in written form narrative poems, the form of personal
realistic fiction, and on film, and lyrical poems, essays, speeches,
allegories, parodies, works by writers free verse poems, opinion pieces,
satire, and graphic representing a sonnets, odes, essays about
novels. broad range of ballads, and art or literature,

literary periods epics by writers biographies,
and cultures. representing a memoirs,
broad range of journalism, and
literary periods historical, scientific,
and cultures. technical, or
economic accounts
(including digital
sources) written for
a broad audience.
Source
California Department of Education. 2013. California Common Core State Standards: English Language Arts and Literacy
in History/Social Studies, Science, and Technical Subjects, 41 and 77. Sacramento: California Department of Education.
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Students also read independently; that is, they read more than the texts that are a part of
classroom instruction. To sustain the effort for reading both in class and outside of class, the
imaginations and interests of children and young people must be stirred. For some children and youth
novels and short stories may capture their attention, while for others, inspiration comes from texts
about rocks, animals, history, space, and more. Still others find poetry or drama especially appealing.
Whichever genres students prefer, it is critical that educators ensure wide exposure to a variety of text
types on a range of topics and content areas form the earliest years.

Although the CA CCSS for ELA/Literacy focus considerable attention on the importance of
informational text, it is crucial to emphasize the vital role that fiction, too, plays in the education of
children and youth. Author Neil Gaiman (2013), who writes for children and adults, promotes fiction as
a gateway to reading:

The drive to know what happens next, to want to turn the page, the need to keep going,
even if it's hard, because someone’s in trouble and you have to know how it’s all going
to end . .. that's a very real drive. And it forces you to learn new words, to think new
thoughts to keep going, [and] to discover that reading per se is pleasurable. Once you
learn that, you're on the road to reading everything.

He also argues that fiction builds empathy:

Prose fiction is something you build up from 26 letters and a handful of punctuation marks,
and you, and you alone, using your imagination, create a world and people it and look out
through other eyes . . . Empathy is a tool for building people into groups, for allowing us to
function as more than self-obsessed individuals.

Literary fiction, in fact, has been shown to have positive effects on the mind, specifically the ability
to detect and understand others’ emotions and to infer and represent others’ beliefs and intentions
(Kidd and Castano 2013). Regardless of the source—literary or informational text—the love of reading
should be instilled and nurtured from a child’s first moments of preschool through his or her last days
of high school.

Planning an | ndependent Reading Program

To ensure that all students have the opportunity to read in a variety of settings across a range of
genres, teachers develop a plan for independent reading as an essential component of daily language
arts instruction encompassing the current year and multiple years. Independent reading is planned
and structured while allowing students to choose selections and read for uninterrupted periods of
time. During independent reading, students actively engage in reading rather than aimlessly flipping
through books. Students are held accountable for reading, but they are not expected to produce an
assignment in response to every reading. Components of the plan include the following:

o Strategies for students to select books and texts in terms of difficulty, content, and interest
e Student choice

e Daily scheduled time in class and outside of class

o Clear expectations for in-class and outside-of-class reading

e Classroom library that includes a rich collection of books and other texts drawing from lists of
award-winning books and other sources (See the appendix of this ELA/ELD Framework.)

e School library or large, shared, circulating collection of resources in a variety of formats and at
various reading levels (also drawing from sources cited in the appendix)

e System for recording books and texts read during the year and across the years

e Opportunities for social interaction—book talks and reviews, book sharing, partner reading,
discussion circles, writing to the author, and more
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e Writing in response to books and texts read—planning for book talks, book reviews, reactions to
texts

e One-on-one conferencing between teacher and student to discuss books, review progress, and
set goals

e One-on-one conferencing that uses probing questions, listening, and discussion to foster
student exploration of their ideas about a book

e Varied opportunities for students to reflect on their readings and reading process after a
semester or other time period

e Teacher guidance and feedback regarding text selection and progress

e Teacher modeling, including read alouds and think alouds, to illustrate ways to select and
respond to books and texts

e Teacher and teacher librarian recommendations of books and texts

e Parent and family communication

o Availability of books in students’ primary languages

¢ Availability of books that reflect students’ cultural and linguistic backgrounds
e |nviting classroom and library spaces to read

Many sources provide guidance for organizing and conducting successful independent reading
programs. Some examples include Moss and Young (2010), Oczkus (2012), Routman (2002), Yopp,
Yopp, and Bishop (2009), EngageNY (2013), Kittle (2012), Atwell (2007), and Miller (2009).

The aims of wide and independent reading are many: By reading widely across many disciplines
and genres students increase their background knowledge and understanding of the world; they
increase their vocabulary and familiarity with varied grammatical and text organizational structures;
they build reading stamina and positive reading habits; they practice their reading skills; and perhaps,
most importantly, they discover interests they can carry forward into a lifetime of reading and enjoying
books and texts of all types.

Reading Aloud

Reading aloud to children and students of all ages, especially in interactive ways, is a time-honored
tradition—one that has many potential benefits. Among these are that reading aloud to students:

¢ Enriches their language, exposing them to new vocabulary and grammatical structures
e Familiarizes them with a variety of text structures

e Contributes to their knowledge, both of literary works and of the world

e Pigues their interest in a topic, genre, or author

e Provides them with opportunities for collaborative meaning making, such as when they discuss
the selection with the teacher and peers

e Provides them with a “window” into comprehension monitoring, such as when the teacher
rereads a section or “thinks aloud” about his or her understanding

e Contributes to their view of reading as a meaning making process

e Familiarizes them with a variety of text features, such as tables of contents and graphic displays
of information, if students’ attention is drawn to them

e Provides them with a model of fluent reading
e Contributes to foundational skills, such as phonological awareness and letter knowledge
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In addition, reading aloud provides students with a shared experience that becomes a part of the
group’s collective memory to be drawn on in subsequent discussions.

Reading aloud interactively implies that as students are listening; they are not passive, but
rather, they are actively interpreting what they are hearing. Teachers ensure that their read alouds
are interactive in a variety of ways, including asking questions while reading and having students
participate in the reading. (See Cunningham and Zibulsky 2011; Goodson, Wolf, Bell, Turner, and
Finney 2010; Hall and Moats 2000 for research related to benefits of reading aloud.)

Because listening comprehension outpaces reading comprehension until about grade eight (see
figure 2.3), reading aloud to students is an important way to engage students with text that is more
challenging than they can read independently while they are developing as readers.

Figure 2.3. Listening and Reading Comprehension by Age
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Source

National Governors Association Center for Best Practices and Council of Chief State
School Officers (NGA/CCSSO). 2010a. Common Core State Standards for English
Language Arts and Literacy in History/Social Studies, Appendix A. National
Governors Association Center for Best Practices, Council of Chief State School
Officers, Washington DC.

Appendix B of the CCSS for ELA/Literacy specifically indentifies texts in various genres that can be
read aloud to students in kindergarten through grade three. These lists serve as a starting point for
teachers and schools and include examples of the range of literature for these grades. Teachers at all
levels, including middle and high school, should collaborate to develop their own more extensive lists,
including selections that are relevant to their students and community. The CDE has a large searchable
database (http://www.cde.ca.gov/ci/cr/rl/) of recommended literature in all subject areas from
kindergarten to grade twelve that is a valuable resource for this work.

As important as reading aloud is, educators recognize that it supplements students’ interactions
with text; reading aloud does not supplant them. In other words, reading content area or
informational and literary texts to students in lieu of students reading texts themselves is not
recommended beyond the earliest grades. Rather, teachers help students read complex texts using a

variety of strategies to gain the information, experience the rhetorical effects, and analyze the various
meanings that texts hold.
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Reading aloud to students may seem like a straightforward, even simple, activity. However,
different types of texts provide different types of learning opportunities. Teachers make the experience
more valuable for students by understanding how to select texts intentionally and how to engage
learners (e.g., highly interactive read alouds are especially appropriate for young children).

Acquire the Skills for Living and Learning in the 21st Century

Today'’s students live in a fast-paced, dynamic, and highly interconnected world. In recognition
of the changes the 21st century portends for schooling and careers, the California legislature passed
Assembly Bill 250, the Curriculum Support and Reform Act, with the intent to develop a system
of curriculum, instruction, and assessment for implementing the CA CCSS that accomplishes the

following:

1. Focuses on integrating 21st century skills, including critical thinking, problem solving,
communication, collaboration, creativity, and innovation, as a competency-based approach
to learning in all core academic content areas, including English language arts, mathematics,
history—social science, science, health education, visual and performing arts, and world

languages.

2. Promotes higher order thinking skills and interdisciplinary approaches that integrate the use of
supportive technologies, inquiry, and problem-based learning which provide context for pupils
to apply learning in relevant, real-world scenarios and that prepare pupils for college, careers,

and citizenship in the 21st century.

In addition, the CDE joined the national Partnership for 21st Century Skills in 2013. Echoed in
the California legislation, the Partnership identifies outcomes in four key areas to prepare students
for the demands of the 21st century: (1) core subject and 21st century interdisciplinary themes;
(2) life and career skills; (3) learning and innovation skills (the “Four Cs”: creativity, critical thinking,
communication, and collaboration); and (4) information, media, and technology skills. The Committee
on Deeper Learning and 21st Century Skills of the National Research Council (2012) identifies many
of the same skills, organizing them into cognitive, intrapersonal, and interpersonal competencies.
Moreover, students also need global competencies to engage effectively with the wider world and

cultures.

The CA CCSS for ELA/Literacy and the CA ELD Standards call for students throughout the grades
to engage in a range of tasks (analyze, interpret, assess, integrate and evaluate, collaborate, adapt,

apply, and so forth) that require the critical thinking, problem
solving, and collaboration demanded of 21st century living
and learning. Integrated throughout the standards are skills
related to media use (both critical analysis and production

of media) as well. Furthermore, students are expected

to develop competence in conducting research projects,
integrating and evaluating information, and using technology
to present findings and analyses (R.CCR.7; W.CCR.7;
SL.CCR.2; ELD.PI.2.2, 6, 10). See chapter 10, learning in

the 21st century, in this ELA/ELD Framework for a detailed
discussion of these outcomes, competencies, and more. See
also California’s Model School Library Standards (CDE 2010b)
for grade-level guidance on teaching students to access,
evaluate, use and integrate information and ideas found in
print, media, and digital resources.
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Promoting Bilingualism and Biliteracy

In recognition of the value of a biliterate and multiliterate citizenry for the benefit of the state,
as well as the individual, in the global world of the 21st century, California’s “Seal of Biliteracy” is
awarded to high school graduates who attain a high level of proficiency in one or more languages in
addition to English. The majority of bilingual students in California are ELs whose primary language is
a language other than English and who are also learning English as an additional language. However,
bilingual students are also native English speakers enrolled in bilingual programs, heritage language
programs, or world language programs.

Bilingual students are also students who are deaf or hard of hearing whose primary language is
American Sign Language and whose other language is the written language of the hearing community
(sometimes more than one language when students are from communities where English is not the
dominant language).

Research evidence indicates that bilingual programs, in which biliteracy is the goal and
bilingual instruction is sustained, promote literacy in English, as well as in the primary language
(August and Shanahan 2006; CDE 2010a; Genesee, Lindholm-Leary, Saunders and Christian 2006;
Goldenberg 2008). The enhanced metalinguistic and metacognitive benefits of bilingualism have
been demonstrated in multiple studies and include better working memory, abstract reasoning skills,
attentional control, and problem solving skills (Adesope, Lavin,
Research evidence indjcates Thompson, and Ungerleider 2010) An additional benefit
of bilingualism is the delay of age-related cognitive decline
(Bialystok, Craik, and Freedman 2007).

For all students, bilingualism is a cognitive and linguistic
asset. Developing the language used by parents, grandparents,
or other relatives also promotes healthy self-image, pride in
in English, as well as in the one’s heritage, and greater connection with one’s community.
primary language. This cultural awareness and appreciation for diversity is, in fact,
critical for all students to develop as global-minded individuals.

Context for Learning

This ELA/ELD Framework asserts that the learning context in which ELA/literacy and ELD
instruction occur has a profound impact on achievement. Successful implementation of the CA CCSS
for ELA/ Literacy and CA ELD Standards is most likely when the language arts strands are integrated
throughout the curricula in an environment that is motivating, engaging, respectful, and intellectually
challenging. Each of these topics is discussed in this section.

that bilingual programs, in
which biliteracy is the goal
and bilingual instruction is

sustained, promote literacy

Integrating the Curricula

The CA CCSS for ELA/Literacy call for dual integration, or as stated by the Committee on Defining
Deeper Learning and 21st Century Skills, “they promote a double vision of integration—(a) that
reading, writing, and discourse ought to support one another’s development, and (b) that reading,
writing, and language practices are best taught and learned when they are employed as tools to
acquire knowledge and inquiry skills and strategies within disciplinary contexts, such as science,
history, or literature” (2012, 114). The strands of Reading, Writing, Speaking and Listening, and
Language are integrated among themselves and across all disciplines, as figure 2.4 illustrates.

Furthermore, the structure and organization of the CA ELD Standards reflect integration as a
fundamental concept. Part |, “Interacting in Meaningful Ways,” includes sections that are inherently
integrated: A. Collaborative (engagement in dialogue with others), B. Interpretive (comprehension
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and analysis of written and spoken texts), and C. Productive (creation of oral® presentations and
written texts). Focusing first on meaning and interaction in Part I, the CA ELD Standards then focus on
knowledge about the English language and how it works in Part II.

Figure 2.4. Relationships and Convergences Among the Practices in Science, Mathematics
and English Language Arts

Relationships
and e
Convergences ey

mathesmathcs
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3. NG5S (science and
engineering practices)

EP . Support analysis of a range of grade.
level complex texts with evidence

MP3 and EP3, Construct viable and

Motes:

I. MP1-MP8 represent CCS5
Mathematical Practices (ip. 6-8).

4. 5P -5P8 represent NGS5 Soence and
Enpreenng Practices,

1, EP|-EP6 represent ©C5S for ELA
“Practices” ¥ defined by the ELPD knawiedge through research by integrating,

comparing, and synthesizing ideas from ext

Framework (p. | 1),
4. EF7™® represents CIC55 for ELA EPS. Builld upon the ideas of others and articulate their own
student “capacity” (. T clearly when working collaboratively
EPS. Use English structures 1o communicate
context specific mesmages
Source

Cheuk, T. 2013. Relationships and Convergences Among the Mathematics, Science, and ELA Practices. Refined version of
diagram created by the Understanding Language Initiative for ELP Standards. Stanford, CA: Stanford University.

Both sets of standards promote students’ powerful and strategic use of the language arts to
gain content knowledge and to express their understandings and applications of that knowledge.
Opportunities to integrate curricula through inquiry-based learning, interdisciplinary units, and real
world applications, such as service learning, are illustrated throughout the framework. Integrating
curricula allows students to make connections across many disciplines and areas of interest and
can be powerfully motivating. Using reading, writing, speaking, listening, and language (including
language awareness) to interact with content knowledge and one another, students are able to
consolidate and expand their learning in ways that mutually reinforce the language arts and various
disciplines. In every case, however, integrated curricula should be purposeful and well-planned so that

1 For deaf and hard of hearing students who use ASL as their primary language, the term oral refers to the use of sign
language.
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competence in each strand of the language arts is built and applied in meaningful contexts, so that
ELs engage in content learning while developing increasingly advanced levels of English, and so that
progress is carefully monitored for all students in each strand.

Motivating and Engaging Learners

Educators keep issues of motivation and engagement at the forefront of their work to assist
students in achieving the CA CCSS for ELA/Literacy and CA ELD Standards. It is critical to incorporate
motivational factors, such as interest, relevance, identity, and self-efficacy, into curriculum design
and instructional practice to ensure that students achieve the levels envisioned by these standards.
The panel report Improving Reading Comprehension in Kindergarten Through 3rd Grade (http://
ies.ed.gov/ncee/wwc/PracticeGuide.aspx?sid=8) (Shanahan, and others 2010, 35-37) makes clear
the importance of addressing motivation and engagement in primary grade literacy programs and
recommends the following practices:

e Help students discover the purpose and benefits of reading by modeling enjoyment of text
and an appreciation of what information has to offer and by creating a print rich environment
(including meaningful text on classroom walls and well stocked, inviting, and comfortable
libraries or literacy centers that contain a range of print materials, including texts on topics
relevant to instructional experiences children are having in the content areas).

o Create opportunities for students to see themselves as successful readers. Texts and tasks
should be challenging, but within reach given appropriate teaching and scaffolding.

e Provide students reading choices, which include allowing them choice on literacy-related
activities, texts, and even locations in the room in which to engage with books independently.
Teachers’ knowledge of their students’ abilities will enable them to provide appropriate
guidance.

¢ Provide students the opportunity to learn by collaborating with their peers to read texts, talk
about texts, and engage in meaningful interactions with texts, such as locating interesting
information together.

Similarly, a panel examining research on adolescent literacy (which begins in grade four) included
increasing motivation and engagement as one of five recommendations. The panel’s report Improving
Adolescent Literacy: Effective Classroom and Intervention Practices (https://ies.ed.gov/ncee/wwc/
Docs/PracticeGuide/adlit pg 082608.pdf) (Kamil, and others 2008, 28-30) suggests the following
practices:

e Establish meaningful and engaging content learning goals around the essential ideas of a
discipline as well as the specific learning processes students use to access those ideas.

e Provide a positive learning environment that promotes students’ autonomy in learning.

o Make literacy experiences more relevant to students’ interests, everyday life, or important
current events.

¢ Build in certain instructional conditions, such as student goal setting, self-directed learning, and
collaborative learning, to increase reading engagement and conceptual learning.

Factors shared by both these sets of recommendations and identified in many studies of
motivation and engagement (Guthrie, Wigfield, and Klauda 2012; Dweck 2006; Ryan and Deci 2000;
Czikszentmihalyi 1990; and others) include the following:
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e Interest (relevance)

e Choice (autonomy and self-determination)

e Success (self-efficacy or the belief that “I can do it”)

e Collaboration and real-world interactions (social relatedness and active engagement)

e Dedication (identification with being a good student, persistence, and willingness to work hard
to achieve goals)

e (oal setting, self-regulation, and guided self-assessment

Simply stated, motivation and engagement are both psychological and behavioral; students may
be motivated (or interested) to read and write, but they also need to sustain their engagement with a
task for sufficient time to achieve learning goals. Incorporating these elements in curriculum materials
and instructional sequences requires systematic planning and professional collaboration. Embracing
these elements also requires that educators view students as active agents in their own learning and
create environments in which students have regular opportunities to experience and exercise their
growing competence and independence.

Contributing to the motivation and engagement of diverse learners, including ELs, is the teachers’
and the broader school community’s open recognition that students’ primary languages, dialects of
English used in the home, and home cultures are valuable resources in their own right and also to
draw on to build proficiency in English and in all school learning (de Jong and Harper 2011; Lindholm-
Leary and Genesee 2010). Teachers are encouraged to do the following:

e Create a welcoming classroom environment that exudes respect for cultural and linguistic
diversity

e Get to know students’ cultural and linguistic background knowledge and experiences and how
individual students interact with their home language and cultures

e Use the primary language or home dialect of English, as appropriate, to acknowledge them
as valuable assets and to support all learners to fully develop academic English and engage
meaningfully with the core curriculum

e Use texts that accurately reflect students’ cultural, linguistic, and social backgrounds so that
students see themselves in the curriculum

e Continuously expand understandings of cultures and languages so as not to oversimplify
approaches to culturally responsive pedagogy

All students need to be supported to invest personally in literacy—to see the relevance of
the content for their lives and to sustain the effort and interest needed to learn skills and gain
competence. Students who are active participants in their learning and who come to exert greater
control over their reading and writing processes grow in their perceptions of themselves as
autonomous learners and thinkers (Katz, Graff, and Brynelson 2013; Ryan and Deci 2000; Alexander
and Fox 2011).

Respecting Learners

California’s children and adolescents bring to school an abundance of unique resources, including
their primary languages, cultural and ethnic backgrounds, life experiences, particular learning abilities
and disabilities, socio-economic backgrounds, and dispositions toward learning. In order to create
optimal learning environments for all students, it is critical that teachers recognize the significance
of all these variables, as well as other aspects of individual students’ identities and needs. Teachers
understand their students’ multilayered cultural, ethnic, and linguistic backgrounds, as well as their

64 | Chapter 2 Essential Considerations



day-to-day realities, and shape instruction that both respectfully acknowledges and instills pride in
students’ diversity. These practices promote positive relationships between teachers and students and
foster a positive self-image in students as learners (Gay
2002; Ladson-Billings 1995; Nieto 2008). For students to

“come to understand other perspectives and cultures,’— As teachers and the broader

one of the capacities of literate individuals—and build the educational community openly
global competencies demanded of 21st century living and recognize and genuinely value
learning, they need to learn to value and respect diverse students’ home cultures, primary

views and experiences.

As teacher_s and the brqader educational cqmmunity ofusing English, California’s
openly recognize and genuinely value students’ home . o
cultures, primary languages, and variations of using culturally and linguistically
English, California’s culturally and linguistically diverse diverse learners, including ELs,
learners, including ELs, are better positioned to thrive are better positioned to thrive
socially and academically (de Jong and Harper 2011; Garcia socially and academically.
1999; Lindholm-Leary and Genesee 2010; Moses and
Cobb 2001; Villegas and Lucas 2007). The culture(s) and
language(s) that students bring to school are valid resources on their own and for developing social
and academic registers of English. The variety of English that children use with their peers or families
should not be viewed as “improper English” or wrong. Conveying a message that students’ home
languages are inferior to the English privileged in school is damaging to students on many levels.
Delpit (2002, 48) asserts, “Since language is one of the most intimate expressions of identity, indeed,
‘the skin that we speak, then to reject a person’s language can only feel as if we are rejecting him.”
This message—conscious or unconscious—is unacceptable and contrary to California’s goals for its
children and youth.

Whether students are ELs or native English speakers who speak varieties of English (e.g., African
American English, Chicana/Chicano English) that differ from the types of English privileged in school,
the language children use at home and in their communities is appropriate for those contexts and also
for engaging in school activities. Students are encouraged and supported to learn and use academic
English in school. However, teachers recognize that there are appropriate times for students to use
everyday English or their home dialects of English for school tasks. Students are empowered by
knowing different forms of language and are encouraged to critically examine them (National Council
of Teachers of English). Teachers help students’ understand when to use the type of language that

iS most appropriate for particular situations (Schleppegrell
Being sensitive to the cultural 2004). Being sensitive to the cultural and language resources
students bring to school, drawing on these resources to
expand students’ abilities to engage in a wider range of
contexts, and discussing different ways of using English that

languages, and variations

and language resources
students bring to school,

drawing on these resources are appropriate for different contexts help build students’
to expand students’ abilities awareness of language while also validating and leveraging
to engage in a wider range thei_r cgltural and linguistic knowlgdge and experiences.
of contexts, and discussing Beginning at very young ages, children develop /language

. : awareness and learn to shift the way they use language to
different ways of using ; : )

lish th . meet the expectations of different situations and contexts

Eng B Al IS Gl ]l (Christie and Derewianka 2008; Spycher 2009).
for different contexts help All students bring to school knowledge and experiences
build students’ awareness of that have the potential to promote school learning. The
Ianguage ... cultural and linguistic knowledge and experiences that some

children bring to school may not initially be seen as assets,
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but they can be. For example, the family or community of some students in rural regions may have
deep and specialized knowledge of farming practices, cooking, or herbal medicines. In urban settings,
some children may have experiences learning technical procedures, such as bicycle or car mechanics
or navigating mass transit. These types of experiences and knowledge can be drawn on to enhance
what is happening in the classroom, such as science units
involving plant biology, ecology, physics, or chemistry.

Teachers can incor porate When teachers are aware of their students’ “funds of

culturally responsive instruction knowledge,” they can create “zones of possibilities.” in which
by building on background academic learning is enhanced by the bridging of family and
knowledge and experiences community ways of knowing with the school curriculum (Moll

and Gonzalez 1994).
Teachers can incorporate culturally responsive instruction
by building on background knowledge and experiences
i gained in the home and community to promote the
English, as well as to promote a development of academic English, as well as to promote

gained in the home and
community to promote the
development of academic

positive self-image in students a positive self-image in students and respect for different
and respect for different cultures and languages (Au 2009; Hollins 2012; Hooks 1994;
cultures and languages. Irvine and Armento 2001). More information about culturally

and linguistically responsive teaching is provided later in this
chapter and in chapter 9 of this ELA/ELD FrameworKk.

Students with disabilities also benefit from learning environments in which teachers take the time
to understand the specific nature of their learning needs and goals and value all students as capable
learners with the ability to engage in rich and complex instruction. Valuing intellectual difference and
viewing students from the perspective of their abilities, rather than disabilities, are key. Students who
are deaf and whose primary language is ASL, for example, represent
a unique culture that views its members not as disabled but as
linguistically diverse. Appreciating these distinctions and designing ) o
environments and instruction using the principles of Universal Design difference and viewing

Valuing intellectual

for Learning (UDL) that provide multiple means of representation, students from the
expression, and engagement can ensure that first teaching is perspective of their
appropriately differentiated to meet the needs of all learners. See abilities, rather than

chapter 9 for more information on UDL and supporting students with e e—
differing abilities and disabilities. ! 4

Ensuring Intellectual Challenge

The CCSS were developed amidst calls for increased U.S. global competitiveness and higher
levels of education for all citizens. Citing the demands of the 21st century workplace, the NGA/
CCSSO created standards that are comparable in rigor to the educational expectations of the highest
performing countries in the world. The CA CCSS for ELA/Literacy and CA ELD Standards require deep
and critical thinking about complex texts and ideas and the application and expression of that thinking
through speaking? and writing. These expectations advocate for a culture of intellectual rigor in which
academic initiative is modeled, honored, and realized across a range of subjects.

By ensuring that intellectual challenge is a vital element of the context of schooling, California
aims to develop the intellectual assets of all young people—not just for the purpose of competing in

2 As noted throughout this framework, speaking and listening should be broadly interpreted to include signing and viewing
for students who are deaf and hard of hearing whose primary language is American Sign Language (ASL). Students who
are deaf and hard of hearing who do not use ASL as their primary language but use amplification, residual hearing, listening
and spoken language, cued speech and sign supported speech, access general education curriculum with varying modes of
communication.
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the workplace or in academia—but to lead lives enriched by the pursuit and possession of knowledge
and the exercise of creativity and intellectual power. To develop the readiness for college, careers, and
civic life; attain the capacities of literate individuals; become broadly literate; and acquire the skills

for living and learning in the 21st century, students need to experience a rich and engaging curricula
and read and view a wide variety of texts and performances. Experiencing the wealth of literary and
informational genres helps students develop a depth and breadth of understanding of the world and
the range of academic disciplines.

Sparking children’s and young people’s joy for reading and passion for intellectual pursuit is an
aspiration and obligation of every educator. This ELA/ELD Framework considers not only what the
standards are but how they should be implemented to ensure
that all of California’s students succeed in attaining them.

Intellectual challenge is to be the hallmark of every student’s This ELA/ELD Framework
education regardless of background or prior academic considers not only what the
performance. The levels of cognitive rigor incorporated in standards are but how they
the Smarter Balanced Summative Assessments in California should be implemented to

should be considered when designing classroom curriculum,
instruction, and assessment. The cognitive tasks outlined in
the revised Bloom’s Taxonomy (remembering, understanding,

ensure that all of California’s
students succeed in attaining

applying, analyzing, evaluating and creating) and Webb’s them. Intellectual challenge
Depth of Knowledge levels (recall and reproduction, skills and is to be the hallmark of every
concepts, thinking and reasoning, and extended thinking) student’s education regardless
are useful for gauging the range and balance of intellectual ofbockground or prior
challenge for students. (See figure 2.5.) .

academic performance.

Thoughtful planning, systemic implementation, and
ongoing formative assessment and monitoring of progress
are required to ensure that all students are adequately supported to meet the intellectual challenges
inherent in these standards. The tools to provide access and equity for all students exist; their
application ensures that all students gain the content knowledge, literacy skills, and dispositions
necessary to achieve the goals of ELA/literacy and ELD instruction.
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Figure 2.5. Bloom’s Taxonomy and Webb’s Depth of Knowledge (DOK)

Depth of
Thinking (Webb) + DOK Level 1 DOK Level 2 PSS
. - . Strategic DOK Level 4
Type of Thinking Recall and Basic Skills and L s
. . Thinking and Extended Thinking
(Revised Bloom, Reproduction Concepts Reasoning
2001)
Recall , locate basic
Remember facts_, definitions,
details, events
Select appropriate Specify, explain Explain, generalize, Explain how
words for use relationships or connect ideas concepts or ideas
when intended Summarize using supporting specifically relate
Understand meaning is clearly Identify central evidence (quote, to other content
evident ideas text evidence, domains or
example . . .) concepts
Use language Use content to Use concepts to Devise an
structure (pre/ identify word solve non-routine approach among
suffix) or word meanings problems many alternatives
Apply relationships Obtain and to research a novel
(synonym/ interpret problem
antonym) to information using
determine meaning text features
Identify the kind Compare literary Analyze or Analyze multiple
of information elements, facts, interpret author’s sources or texts
Analyze contained in a terms, events craft (e.g. literary Analyze complex/
graphic table, Analyze format, devices, viewpoint, abstract themes
visual, etc. organization, and or potential bias)
text structures to critique a text
Cite evidence and Evaluate relevancy,
develop a logical accuracy, and
argument for completeness of
Evaluate . ) :
conjectures based information across
on one text or text/sources
problem
Brainstorm Generate Develop a complex Synthesize
ideas, concepts, conjectures or model for a given information across
problems, or hypothesis based situation multiple sources or
perspectives on observations or Develop an texts
Create related to a topic prior knowledge alternative solution Articulate a new
or concept and experience voice, alternate
theme, new
knowledge or
perspective
Source
Adapted from
Hess, Karin, K., Dennis Carlock, Ben Jones, and John R. Walkup. 2009. “What Exactly Do ‘Fewer, Clearer, and Higher
Standards’ Really Look Like in the Classroom? Using a Cognitive Rigor Matrix to Analyze Curriculum, Plan Lessons, and
Implement Assessments.”
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Key Themes of ELA/Literacy and ELD

Instruction

Curriculum and instruction
related to the CA CCSS for
ELA/Literacy focus on five

key themes of a robust and
comprehensive instructional
program in ELA/literacy for all
students: Meaning Making,
Language Development,
Effective Expression, Content

Curriculum and instruction related to the CA CCSS for
ELA/Literacy focus on five key themes of a robust and
comprehensive instructional program in ELA/ literacy for
all students: Meaning Making, Language Development,
Effective Expression, Content Knowledge, and Foundational
Skills. These key themes cut across the strands of Reading,
Writing, Speaking and Listening, and Language. They
also encompass all three parts of the CA ELD Standards:
“Interacting in Meaningful Ways” (collaborative, interpretive,
and productive), “Learning About How English Works”
(structuring cohesive texts, expanding and enriching
ideas, and connecting and condensing ideas), and “Using

Knowledge, and Foundational Foundational Literacy Skills.” Figure 2.1, first introduced

Skills. in chapter 1 of this ELA/ELD Framework, depicts the key
themes in relation to the overarching goals and context of
ELA/literacy and ELD instruction.

This section includes discussions of each theme. The section ends with additional considerations
regarding how the CA ELD Standards amplify the key themes to address the linguistic and academic
learning needs of ELs.

Meaning Making

Meaning making is at the heart of ELA/literacy and ELD instruction. Meaning making should
be the central purpose for interacting with text, producing text, participating in discussions, giving
presentations, and engaging in research. Meaning making includes literal comprehension but is not
confined to it at any grade or with any student. Inference making and critical reading are given
substantial and explicit attention in every discipline.

The reading standards for both literary and informational text clearly focus on meaning making.
Students demonstrate literal and inferential comprehension (RL/RI.K-12.1; RH/RST.6—-12.1). They
determine the themes or main idea(s) in texts, drawing on key details, and summarize texts (RL/
RI.K-12.2; RH/RST.6—-12.2). Students describe literary
elements in depth, drawing on key details, and compare
and contrast them (RL.K-12.3). They explain components of
informational text, including the relationships among them
(RI.K-12.3; RH/RST.6—12.3). Reading standards related to
craft and structure focus on students’ understanding of how
the authors’ choices about language and structure, including
point of view and purpose, impact meaning (RL/RI.K-12,
Standards 4-6; RH/RST.6—-12, Standards 4-6). Reading
standards related to integration of knowledge and ideas
require students to make connections between and analyze
different presentations of information (such as text and
visual and multimedia elements), including authors’ use of
reasons and evidence to support points in informational text,
and to extend their thinking and integrate information across

Meaning making should

be the central purpose

for interacting with text,
producing text, participating
in discussions, giving
presentations, and engaging
in research. Meaning making
includes literal comprehension
but is not confined to it at any
grade or with any student.
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texts (RL/RI.K-12, Standards 4-6; RH/RST.6—12, Standards 7-9). Figure 2.6 provides a definition of
meaning making as it relates to reading.

Figure 2.6. A Definition of Meaning Making as a Reader

The term meaning making, when referring to reading, is synonymous with
the term reading comprehension. The ELA/ELD Framework uses the definition
provided by Snow (2002, xiii): Reading comprehension is “the process of
extracting and constructing meaning through interaction and involvement
with written language.” The Institute for Education Sciences Practice Guide
Improving Reading Comprehension in Kindergarten Through 3rd Grade
(Shanahan, and others 2010, 5) notes, “Extracting meaning is to understand
what an author has stated, explicitly or implicitly. Constructing meaning is
to interpret what an author has said by bringing one’s ‘capacities, abilities,
knowledge, and experiences’ to bear on what he or she is reading. These
personal characteristics also may affect the comprehension process.”

The writing standards, too, reflect an emphasis on meaning. Students write opinion pieces and
arguments, informative/explanatory texts, and narratives (W.K-12, Standards 1-3; WHST.6-12,
Standards 1-2) clearly and logically to convey meaning. They produce writing in which the
development and organization are appropriate to the task and purpose, which, with guidance and
support, is revised and edited to ensure effective communication, and which employs digital tools.

As noted in the CCR Anchor Standards for Writing (CDE 2013, 20), students “learn to appreciate
that a key purpose of writing is to communicate clearly” to a range of audiences (W.2-12.4; W.K-12,
Standards 5-6; WHST.6—-12, Standards 4-6). They also make meaning as they conduct research
projects, building and presenting knowledge they have gained and drawing evidence from texts to
support analysis, reflection, and research (W.K-12, Standards 7-8; WHST.6—-12, Standards 7-8) In
short, writing is a meaningful act.

The Speaking and Listening strand of the CA CCSS for ELA/Literacy also centers on meaning
making as students learn to communicate ideas. Students engage in a range of collaborative
discussions about texts and grade-level content, sharing and exploring ideas (SL.K-12.1). They
learn to summarize the meaning of texts read aloud and information presented in diverse media
and formats (SL.K-12, Standards 2-3). In addition, they learn to present information so that others
understand, using media to enhance main ideas and themes (SL.K-12, Standards 4-5). Importantly,
they use language appropriate to the task and situation in meaningful exchanges (SL.K-12.6).

Standards in the Language strand, too, include a focus on meaning making. Students learn to
determine and clarify the meaning of unknown words and phrases using a variety of strategies;
understand figurative language, word relationships, and nuances in word meanings; and expand
their vocabulary so that they can comprehend text and content and express ideas at their grade level
(L.K-12, Standards 4-6). And, they gain control over conventions of standard English grammar, usage,
and mechanics (L.K-12, Standards 1-2 and L.2-12.3), allowing them to convey meaning effectively.

The following subsections define complex text and provide guidance for teaching students to read
closely.

Defining Complex Text

Reading Standard 10 of the CA CCSS for ELA/ Literacy establishes a staircase of increasing
complexity in terms of the texts students should be able to read. This is crucial if students are
to develop the skills and knowledge required for college and careers. This call is important for
all teachers in all disciplines. The goal is to challenge students so that they increase their skill in
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interacting with texts; however, this requires effective teaching. Teachers select texts that are
appropriately challenging, yet not so challenging that they are inaccessible and not so simple that
there is no growth. Texts represent a range of genres and are closely connected to the school
curriculum and content standards.

Text complexity can be difficult to determine and involves subjective judgments by expert teachers
who know their students. A three-part model for determining the complexity of a particular text
is described by the NGA/CCSSO in Appendix A. Teachers consider (1) qualitative dimensions, (2)
guantitative dimensions, and (3) the reader and task. Figure 2.7 represents the three dimensions. See
Appendix A of the CCSS for ELA/Literacy for annotations of the complexity of several texts.

Figure 2.7. The Standards’ Model of Text Complexity

Qy
-&bﬁ%&
Ve

Reader and Task

Source

National Governors Association Center for Best Practices and Council of Chief
State School Officers (NGA/CCSSO). 2010a. Common Core State Standards
for English Language Arts and Literacy in History/Social Studies, Appendix A.
National Governors Association Center for Best Practices, Council of Chief State
School Officers, Washington DC.

Qualitative dimensions refer to those aspects of text complexity best measured or only measurable
by an attentive human reader. Among these are the levels of meaning (literary texts) or purpose
(informational text) that exist in a text. For example, The Giving Tree by Shel Silverstein is not just
about a tree and Animal Farm by George Orwell is not just about animals. Qualitative dimensions
also include text structure, language conventionality and clarity, and knowledge demands. Texts that
make assumptions about readers’ life experiences, cultural/literary knowledge, and content/discipline
knowledge are generally more complex than those that do not. For example, a text that refers
to a Sisyphean task or Herculean effort assumes that readers are familiar with Greek and Roman
mythology. More detail is provided about each of these qualitative factors in figure 2.8.

Essential Considerations Chapter 2| 71



Figure 2.8. Qualitative Dimensions of Text Complexity

Levels of Meaning (literary texts) or Purpose (informational texts)
« Single level of meaning — Multiple levels of meaning
» Explicitly stated purpose — Implicit purpose, may be hidden or obscure

Structure

» Simple - Complex

» Explicit — Implicit

» Conventional — Unconventional (chiefly literary texts)

» Events related in chronological order — Events related out of chronological order
(chiefly literary texts)

« Traits of a common genre or subgenre — Traits specific to a particular discipline
(chiefly informational texts)

e Simple graphics — Sophisticated graphics

» Graphics unnecessary or merely supplementary to understanding the text — Graphics
essential to understanding the text and may provide information not otherwise conveyed in
the text

Language Conventionality and Clarity
* Literal — Figurative or ironic
» Clear — Ambiguous or purposefully misleading
e Contemporary, familiar — Archaic or otherwise unfamiliar
 Conversational — General academic and domain-specific

Knowledge Demands: Life Experiences (literary texts)
o Simple theme — Complex or sophisticated themes
* Single themes — Multiple themes
» Common, everyday experiences or clearly fantastical situations — Experiences distinctly
different from one’s own
Single perspective — Multiple perspectives
Perspective(s) like one’s own — Perspective(s) unlike or in opposition to one’s own

Knowledge Demands: Cultural/Literary Knowledge (chiefly literary texts)
» Everyday knowledge and familiarity with genre conventions required — Cultural and literary
knowledge useful
* Low intertextuality (few if any references/allusions to other texts) — High intertextuality
(many references/allusions to other texts)

Knowledge Demands: Content/Discipline Knowledge (chiefly informational texts)
» Everyday knowledge and familiarity with genre conventions required — Extensive, perhaps
specialized discipline-specific content knowledge required
» Low intertextuality (few if any references to/citations of other texts) — High intertextuality
(many references to/citations of other texts)

Source

Excerpted from

National Governors Association Center for Best Practices and Council of Chief State School Officers (NGA/CCSSO). 2010a.
Common Core State Standards for English Language Arts and Literacy in History/Social Studies, Appendix A, 6.
National Governors Association Center for Best Practices, Council of Chief State School Officers, Washington DC.
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Quantitative dimensions refer to those aspects of text complexity, such as word length or
frequency, sentence length, and text cohesion, that are difficult if not impossible for a human
reader to evaluate efficiently, especially in long texts, and are thus typically measured by computer
software. Figure 2.9 provides updated text complexity grade bands and associated ranges. However,
the scores in figure 2.9 can be misleading. Quantitative factors are not appropriate for determining
the complexity of some types of text, such as poetry and drama, nor are they appropriate with
kindergarten and grade one texts.

Exemplar texts are listed in Appendix B of the CCSS for ELA/ Literacy by grade span; however,
Hiebert (2012/2013) notes that the lists contain a varied range of texts and recommends further
analysis to identify texts appropriate to the beginning, middle, and end of each grade, especially for
grades two and three. Furthermore, Hiebert and Mesmer (2013) argue that text levels at the middle
and high school “have decreased over the past 50 years, not the texts of the primary grades” (2013,
45). They warn against the possible unintended consequences of accelerating the complexity of texts
at grades two and three. (See chapter 12 for specific recommendations to publishers of instructional
materials for California.) Caveats aside, the aim of the CA CCSS for ELA/Literacy is to increase the rigor
and intellectual challenge of texts that students can successfully navigate so that by the end of grade
twelve all students are prepared for the demands of college and career, and that they have the skills
to engage deeply with challenging literature for personal satisfaction and enjoyment. This framework
promotes a steady progression of complexity through the grades as mediated by knowledgeable and
effective teachers. Hiebert (2012) recommends seven key actions for teachers in addressing text:

e Focus on knowledge

e Create connections

e Activate students’ passion
e Develop vocabulary

e Increase the volume

e Build up stamina

¢ ldentify benchmarks

Figure 2.9. Updated Text Complexity Grade Bands and Associated Ranges from
Multiple Measures

Degrees
CC:o?g]r;:nnd RO Re:;ing Kﬂﬁifg 8 FI:ritla_v(\a/XOI:E@ AF;Z?S;E SR s
Pow er®
2nd-3rd 2.75-5.14 42-54 1.98-5.34 420-820 3.53-6.13 0.05-2.48
4th-5th 4.97-7.03 52-60 4.51-7.73 740-1010 5.42-7.92 0.84-5.75
6th—-8th 7.00-9.98 57-67 6.51-10.34 925-1185 7.04-9.57 4.11-10.66
9th-10th | 9.67-12.01 62-72 8.32-12.12 1050-1335 8.41-10.81 9.02-13.93
11th—-CCR | 11.20-14.10 67-74 10.34-14.2 1185-1385 9.57-12.00 12.30-14.50

* Renaissance Learning

Source
National Governors Association for Best Practices and Council of Chief State Schools Officers. n.d. “Supplemental

Information for Appendix A of the Common Core State Standards for English Language Arts and Literacy: New
Research on Text Complexity,” 4. Common Core State Standards Initiative.

Essential Considerations Chapter 2| 73



Reader characteristics and task demands also need to be considered in determining the
complexity of a text for a group of learners. Variables such as the reader’s motivation, knowledge,
and experiences contribute to how complex a text is for a reader. Likewise, the complexity of the task
assigned and the questions posed should be considered when
determining whether a text is appropriate for a given student.
Reader and task considerations are best made by teachers
employing their professional judgment, experience, and
knowledge of their students and the subject. Teachers need knowledge relevant to the
to know their students—their background knowledge relevant  text, their knowledge of the
to the text, their knowledge of the vocabulary in the text, and  vocabulary in the text, and
their proficiency in reading and in the English language—to their proficiency in reading
determine the most appropriate texts and tasks. Sometimes,

and in the English lanqguage—
the more complex the tasks, the more accessible the text _ g guag
should be. to determine the most

appropriate texts and tasks.

Teachers need to know their
students—their background

Similarly, some EL scholars argue that a major focus
of literacy and content instruction for ELs should be on
amplification of concepts and language and not simplification (Walqui and van Lier 2010). In other
words, ELs should engage with complex texts and topics with appropriate scaffolding that facilitates
their path toward independence with the texts (Schleppegrell 2004). As for all students, ELs who
are beginning readers in the primary grades should be carefully matched wth texts for developing
foundational skills. Young readers’ interactions with complex texts generally occurs through teacher
read alouds.

Teachers play a crucial role in ensuring that all students engage meaningfully with and learn from
challenging text. They provide strategically designed instruction with appropriate levels of scaffolding,
based on students’ needs that are appropriate for the text and the task while helping students work
toward independence. Teaching practices that illustrate this type of instruction and scaffolding include
leveraging background knowledge; teaching comprehension strategies, vocabulary, text organization,
and language features; structuring discussions; sequencing texts and tasks appropriately; rereading
the same text for different purposes, including locating evidence for interpretations or understandings;
using tools, such as text diagrams and student-made outlines; and teaching writing in response to
text. Figure 2.10 provides guidance for supporting learners’ engagement with complex text in these
areas, along with additional considerations critical for meeting the needs of linguistically diverse
learners, including ELs and standard English learners.

Importantly, teachers explicitly draw students’ attention to text structure and organization and
specific language resources in the complex texts that help authors convey particular meanings.
Examples of specific language resources are text connectives to create cohesion throughout a text
(e.q., for example, suddenly, in the end); long noun phrases to expand and enrich the meaning
of sentences (e.g., “The moral which I gained from the dialogue was the power of truth over the
conscience of even a slaveholder.” [NGA/CCSSO 2010b: Appendix B, 91]); and complex sentences that
combine ideas and indicate relationships between them (e.g., “Because both Patrick and Catherine
O’Leary worked, they were able to put a large addition on their cottage despite a lot size of just 25
by 100 feet.” [NGA/CCSSO 2010b: Appendix B, 94]). Understanding how these language resources
are used is especially important for ELs, many of whom rely on their teachers to make the language
of English texts explicit and transparent. Providing ELs with opportunities to discuss the language of
the complex texts they read enhances their comprehension while also developing their metalinguistic
awareness (or ability to reflect on and attend to language).
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Figure 2.10. Strategies for Supporting Learners’ Engagement with Complex Text

Strategies

Teachers support all students’
understanding of complex text by . . .

Additional, amplified, or differentiated
support for linguistically diverse
learners may include . . .

Background
Knowledge

Leveraging students’ existing background
knowledge

e Drawing on primary language and
home culture to make connections with
existing background knowledge

e Developing students’ awareness that
their background knowledge may /ive in
another language or culture

Comprehension
Strategies

e Teaching and modeling, through thinking
aloud and explicit reference to strategies,
how to make meaning from the text
using specific reading comprehension
strategies (e.g., questioning, visualizing)

e Providing multiple opportunities
to employ learned comprehension
strategies

e Emphasizing a clear focus on the goal of
reading as meaning making (with fluent
decoding an important skill) while ELs
are still learning to communicate through
English

e Explicitly teaching vocabulary critical to
understanding and developing academic

e Explicitly teaching particular cognates
and developing cognate awareness

% vocabulary over time e Making morphological relationships
E e Explicitly teaching how to use between languages transparent (e.g.,
< morphological knowledge and context word endings for nouns in Spanish,
o clues to derive the meaning of new -dad, -ddn/-sion, -ia, -encia) that have
> words as they are encountered English counterparts (-ty, -tion/-sion, -y,
-ence/-ency)
- e Explicitly teaching and discussing text e Delving deeper into text organization
og organization, text features, and other and grammatical features in texts that
§ 'g 7 language resources, such as grammatical are new or challenging and necessary
= ES structures (e.g., complex sentences) to understand in order to build content
g % 3} and how to analyze them to support knowledge
S 35 g comprehension e Drawing attention to grammatical
o n differences between the primary
2 S language and English (e.g., word order

differences)

e Engaging students in peer discussions—

e Structuring discussions that promote

develop proficiency in reading complex
texts themselves

(]
S both brief and extended—to promote equitable participation, academic
@ collaborative sense making of text and discourse, and the strategic use of new
3 opportunities to use newly acquired grammatical structures and specific
.‘DQ vocabulary vocabulary

e Systematically sequencing texts and e Focusing on the language demands of
o tasks so that they build upon one texts, particularly those that may be
% another especially difficult for ELs
c e Continuing to model close/analytical e Carefully sequencing tasks to build
) . : . .
S reading of complex texts during teacher understanding and effective use of the
((/%)- read alouds while also ensuring students language in texts
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, Additional, amplified, or differentiated
. Teachers support all students . o .
Strategies ; support for linguistically diverse
understanding of complex text by . .. .
learners may include . . .

» Rereading the text or selected passages * Rereading the text to build
to look for answers to questions or to understanding of ideas and language
clarify points of confusion incrementally (e.g., beginning with

= literal comprehension questions on initial

5 readings and moving to inferential and

3 analytical comprehension questions on

o subsequent reads)

o » Repeated exposure to rich language over
time, focusing on particular language
(e.g., different vocabulary) during each
reading

e Teaching students to develop outlines,  Explicitly modeling how to use the
charts, diagrams, graphic organizers, or outlines or graphic organizers to analyze/
other tools to summarize and synthesize discuss a model text and providing

) 3 .
° content guided practice for students before they
L2 » Teaching students to annotate text use the tools independently
(mark text and make notes) for specific  Using the tools as a scaffold for
elements (e.g., confusing vocabulary, discussions or writing
main ideas, evidence)

» Teaching students to return to the text  Providing opportunities for students to
as they write in response to the text talk about their ideas with a peer before
and providing them with models and (or after) writing

e feedback  Providing written language models (e.g.,
= charts of important words or powerful
= sentences)

e Providing reference frames (e.qg.,
sentence, paragraph, and text
organization frames), as appropriate

Reading Closely

Both the CA CCSS for ELA/ Literacy and the CA ELD Standards acknowledge the importance of
reading complex texts closely and thoughtfully to extract and construct meaning. Accordingly, teachers
carefully and purposefully prepare reading lessons that facilitate close reading. Teachers select
challenging texts that are worth reading and rereading, read texts in advance to determine elements

that may be challenging for particular students, and plan a sequence of lessons that supports students
to read complex texts with increasing independence. This process requires teachers to analyze the
cognitive and linguistic demands of texts, including the sophistication of the ideas or content, students’
prior knowledge of the content, and the complexity of the vocabulary, sentences, and organization. In
addition, teachers carefully plan instruction to help students interpret implicit and explicit meanings in
texts.

As stated in chapter 1, the CA CCSS for ELA/Literacy emphasize the importance of textual evidence
“placf[ing] a premium on reading, writing, and speaking grounded in evidence from text, both literary
and informational.” Students are expected to “present careful analyses, well-defended claims, and
clear information” in response to texts in writing and speaking. Rather than relying exclusively on
their background knowledge or general information about a text gleaned from classroom discussions
or Internet searches, students are expected to read carefully to make meaning and identify evidence.
Students learn to detect the threads of ideas, arguments, or themes in a text, analyze their
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connections, and evaluate their credibility and effects on the reader. Such sophisticated analyses
begin at the earliest grades by asking text-dependent questions; these are questions “that can only
be answered by referring explicitly back to the text being read” (Student Achievement Partners 2013).
Importantly, these questions are not simply literal recall but include the full range of comprehension
(e.g., What does this story really mean? Why do you think so? How does the author let us know?).
Questions also address elements of vocabulary, text structure, rhetorical impact, and support for
arguments.

Beyond responding to text-dependent questions orally and in writing, students learn to present
evidence in their writing and oral presentations to support their arguments and demonstrate a clear
analysis of their reading and research. Tied to 21st century learning, students exercise their critical
thinking skills to sort through large quantities of information available via technology and determine
their credibility. Their aim is to cite evidence that is clear and logical and that argues powerfully for
their point of view. Figure 2.11 presents typical functions of text-dependent questions and a process
for developing them.

Figure 2.11. Text-Dependent Questions

Typical text-dependent questions ask students to perform one or more of
the following tasks:
< Analyze paragraphs on a sentence by sentence basis and sentences on a
word by word basis to determine the role played by individual paragraphs,
sentences, phrases, or words.

« Investigate how meaning can be altered by changing key words and why an
author may have chosen one word over another.

« Probe each argument in persuasive text, each idea in informational text, each
key detail in literary text, and observe how these build to a whole.

e Examine how shifts in the direction of an argument or explanation are
achieved and the impact of those shifts.

< Question why authors choose to begin and end when they do.
e Note and assess patterns of writing and what they achieve.
e Consider what the text leaves uncertain or unstated.

The following seven steps may be used for developing questions:
1. ldentify the core understandings and key ideas of the text.

Start small to build confidence.

Target vocabulary and text structure.

Tackle tough sections head-on.

Create coherent sequences of text-dependent questions.
Identify the standards that are being addressed.

o ok w N

7. Create the culminating assessment.

Source

Student Achievement Partners. 2013. “A Guide to Creating Text-Dependent Questions for Close Analytic
Reading.” Achieve the Core.
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During instruction, teachers model how to read text closely
by thinking aloud for students, highlighting the literal and
inferential questions they ask themselves and the language
and ideas they notice while reading. Teachers provide concrete
methods for students to read complex texts analytically, offering
appropriate levels of scaffolding and encouraging students to
read frequently. Students have many opportunities to read
and discuss a variety of complex texts, asking and answering
literal and inferential text-dependent questions to determine
textual meanings, and evaluate how authors present their
ideas. There is no single way to teach students to read closely,
but techniques should attend to a variety of factors, including
the content and linguistic complexity of the text itself. Teacher
modeling, facilitated discussions, guided practice, and self-reflection all help students read closely.

As Snow and O’'Connor (2013, 8) state:

. .. the most productive use of close reading will entail its frequent and consistent use

as a tool within the context of broader academically productive classroom discussion. As
students learn new content, new conceptual structures, new vocabulary and new ways of
thinking, they will learn to return to the text as a primary source of meaning and evidence.
But their close reading of text will be embedded within the larger motivational context of
deep comprehension of complex and engaging topics. In other words, close reading will be
deployed as a tool in achieving purposes other than simply learning to do close reading.

Students have many
opportunities to read and
discuss a variety of complex
texts, asking and answering
literal and inferential text-
dependent questions to
determine textual meanings,
and evaluate how authors
present their ideas.

Language Development

Language development, especially academic language, is

crucial for learning. It is the medium of literacy and learning; A e s oo e

it is with and through language that students learn, think,
and express. The strands of the CA CCSS for ELA/ Literacy—
Reading, Writing, Speaking and Listening, and Language—all
have language at the core, as do the parts of the CA ELD
Standards—*Interacting in Meaningful Ways,” “Learning About
How English Works,” and “Using Foundational Literacy Skills.”
Growth in meaning making, effective expression, content
knowledge, and foundational skills depends on students’
increasing proficiency and sophistication in language.
Intimately tied to identity, language is first learned from
a child’s parents, family members, and caregivers and is
used to accomplish all aspects of daily living. In the early
years of schooling, children build on their family foundations
and use language to read, write, discuss, present, question,

the grades, their language
develops as the result of
learning new content, reading
more texts, writing responses
and analyses, conversing with
teachers and classmates, and
researching and presenting
ideas—just as their ability

to accomplish these tasks
develops as the result of
increases in language.

and explore new concepts and subjects. As students progress through the grades, their language
develops as the result of learning new content, reading more texts, writing responses and analyses,
conversing with teachers and classmates, and researching and presenting ideas—just as their ability
to accomplish these tasks develops as the result of increases in language. Vocabulary, syntax, and
grammatical structures are deliberately developed and supported in all grade levels and disciplines,
and instruction in academic language occurs in meaningful contexts. Students have reasons to learn
language and many opportunities to use new language for genuine purposes.
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In reading, children (RL/RI.K=12.4) move from identifying unknown words and phrases in text in
kindergarten and first grade to interpreting figurative and connotative meanings and analyzing the
impact of word choice on meaning and tone in grades six and above. In writing, students employ
language to communicate opinions (W.K-5.1) and arguments (W.6-12.1), to inform and explain
(W.K-12.2), and to narrate events and imagined experiences
(W.K-12.3). In language, vocabulary is the focus of students’ L d d
work as they determine the meaning of words and phrases 0”9”"99 em‘?’” s of
in text using an increasingly sophisticated array of strategies academic tasks increase
(L.K-12.4). Students explore connections between words, from the early elementary
demonstrate understanding of nuances in words, and analyze years to secondary
word parts (L.K-12.5) as they acquire and use general academic schooling; students
and domain-specific words and phrases in reading, writing,
speaking, and listening (L.K-12.6). The CA ELD Standards
also draw particular attention to domain-specific and general
academic vocabulary knowledge and usage and their prevalence academic English.
in academic contexts.

Some students may be unfamiliar with the language necessary to engage in some school
tasks, such as participating in a debate about a controversial topic, writing an explanation about
how something works in science, taking a stand in a discussion and supporting it with evidence,
comprehending a historical account or a math problem in a textbook, or critiquing a story or novel.
The language used in these tasks varies based on the discipline, topic, mode of communication, and
even the relationships among the people involved in the tasks. Language demands of academic tasks
increase from the early elementary years to secondary schooling; students continuously develop the
facility to interpret and use academic English. Figure 2.12 describes the concept of academic language
in more detail.

continuously develop the
facility to interpret and use
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Figure 2.12. Academic Language

Academic language broadly refers to the language used in school to help
students develop content knowledge and to convey their understandings of this
knowledge. It is different than the type of English used in informal, or everyday,
social interactions. For example, the way we describe a movie to a friend is
different from the way a movie review is written for a newspaper. These two
communicative acts or texts have different audiences and purposes (to persuade
someone to do something versus to entertain and inform readers). Similarly, the
text structure and organization of an oral argument is different than that of a
written review because the purpose is different.

There are some features of academic English that are common across
disciplines, such as general academic vocabulary (e.qg., evaluate, infer, resist), but
there is also variation based on the discipline, such as domain-specific vocabulary
(e.g., metamorphic, parallelogram). However, academic English encompasses
more than vocabulary. In school or other academic settings, students choose
particular ways of using language or language resources to meet the expectations
of the people with whom they interact or the academic tasks they are assigned.
Although these language resources include vocabulary, they also include ways
of combining clauses to show relationships between ideas, expanding sentences
to add precision or detail, or organizing texts in cohesive ways. Language
resources enable students to make meaning and achieve specific purposes (e.g.,
persuading, explaining, entertaining, describing) with different audiences in
discipline-specific ways.

From this perspective, language is a meaning-making resource, and academic
English encompasses discourse practices, text structures, grammatical structures,
and vocabulary—all inseparable from meaning (Bailey and Huang 2011; Wong-
Fillmore and Fillmore 2012; Schleppegrell 2004; Snow and Uccelli 2009). As
indicated, academic English shares characteristics across disciplines (it is densely
packed with meaning, authoritatively presented, and highly structured) but is
also highly dependent upon disciplinary content (Christie and Derewianka 2008;
Derewianka and Jones 2012; Moje 2010; Schleppegrell 2004).

Not all children come to school equally prepared to engage with academic
English. However, all students can learn academic English, use it to achieve
success in academic tasks across the disciplines, and build upon it to prepare
for college and careers. Attending to how students use the language resources
of academic English to make meaning and achieve particular social purposes is
critically important. Deep knowledge about how language works allows students
to

e represent their experiences and express their ideas effectively;
e interact with a broader variety of audiences; and

e structure their messages intentionally and purposefully in order to achieve
particular purposes.

For more on the characteristics of academic English, see chapter five of the
CA ELD Standards (CDE 2014a).
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Vocabulary

Over the past several decades, vocabulary knowledge has been repeatedly identified as a critical
and powerful factor underlying language and literacy proficiency, including disciplinary literacy (e.g.,
Graves 1986; Chall, Jacobs, and Baldwin 1990; Beck and McKeown 1991; Carlisle 2010).

Research points to the effectiveness of a comprehensive and multifaceted approach to vocabulary
instruction (Graves 2000, 2006, 2009; Stahl and Nagy 2006) involving a combination of several critical
components:

¢ Providing rich and varied language experiences, including wide reading, frequent exposure

to rich oral and written language, teacher read alouds, talking about words, and classroom
discussions

e Teaching individual words (both general academic and domain specific) actively to develop deep
knowledge of them over time, including new words for known concepts, new words for new
concepts, and new meanings for known words.

e Teaching independent word-learning strategies, including using context clues, word parts
(morphology), cognates, and resources such as dictionaries to determine a word’s meaning

e [ostering word consciousness and language play

Deciding which words to teach is important. Figure 2.13 displays a model for conceptualizing
categories of words (Beck, McKeown, and Kucan 2013). The levels, or tiers, range in terms of
commonality and applicability of words. Conversational, or Tier One, words are the most frequently
occurring words with the broadest applicability. Domain-specific, or Tier Three, words are the least
frequently occurring with the narrowest applicability.

Most children acquire conversational vocabulary without much teacher support, although explicit
instruction in this corpus of words may need to be provided to some ELs, depending on their
experience using and exposure to conversational English. Domain-specific, or Tier Three, words—
crucial for knowledge acquisition in content areas—are typically taught in the context of the discipline;
definitions are often provided both by texts and teachers. Target words are used repeatedly, and
additional support for understanding, such as diagrams or glossary entries, is offered. General
academic, or Tier Two, words are considered by some to be the words most in need of attention
(Beck, McKeown, and Kucan 2013; NGA/CCSSO 2010a: Appendix A, 33). Tier Two words impact
meaning, yet they are not likely to be defined in a text. They appear in many types of texts and
contexts, sometimes changing meaning in different disciplines. Teachers make vital decisions about
which words to teach.

Figure 2.13. Categories of Vocabulary

Vocabulary Definition Examples
Conversational Words of everyday use happy, dog, run, family, boy, play,
(Tier One) water
General Academic | Words that are far more likely to appear develop, technique, disrupt,

(Tier Two) in text than in everyday use, are highly fortunate, frightening, enormous,

generalizable because they appear in many startling, strolled, essential
types of texts, and often represent precise

or nuanced meanings of relatively common

things

Domain-Specific Words that are specific to a domain or field equation, place value, germ,

(Tier Three) of study and key to understanding a new improvisation, tempo, percussion,
concept landform, thermometer
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Recent research with ELs in kindergarten through grade twelve demonstrates the positive effects
of focusing on domain-specific and general academic vocabulary through rich instruction using
sophisticated texts (August, Carlo, Dressler, and Snow 2005; Calderén, and others 2005; Carlo, and
others 2004; Kieffer and Lesaux 2008; 2010; Silverman 2007; Snow, Lawrence, and White 2009;
Spycher 2009). Moreover, a panel convened by the U.S.

Department of Education’s Institute for Education Sciences

(IES) to develop a practice guide for teachers, Teaching Recent research with ELs in
Academic Content and Literacy to English Learners in kindergarten through grade
Elementary and Middle School, recommends teaching “a set twelve demonstrates the

of academic vocabulary words intensively across several days
using a variety of instructional activities” (Baker, and others
2014, 3). Three additional recommendations include integrating

positive effects of focusing on
domain-specific and general

oral and written English language instruction into content-area academic vocabulary
teaching; offering regular, structured opportunities to develop through rich instruction using
written language skills; and providing small-group instructional sophisticated texts.

intervention to students struggling in areas of literacy and
English language development.

Cognates are a rich linguistic resource for ELs, and teachers draw attention to cognates to ensure
that all students are aware of their power. Cognates are words in two or more languages that sound
and/or look the same or very nearly the same and that have similar or identical meanings. For
example, the word animal in English and the word animal in Spanish are clearly identifiable cognates
because they are spelled the same, sound nearly the same,
and have the same meaning. However, while some cognates

Because of the abundance are easy to identify because of their similar or identical

?f uAel ds with Latin roots spelling, others are not so transparent (e.qg., gato/cat, estatua/
in English language arts, Statue). In addition, some cognates appear infrequently in
science, and history texts, one language or the other, or in both English and the primary
cognates are especially language, and are therefore unlikely to be known by younger

ELs (organismo/organism). Because of the abundance of
words with Latin roots in English language arts, science, and
history texts, cognates are especially rich linguistic resources

rich linguistic resources to
exploit for academic English

language development for to exploit for academic English language development for
Spanish-speaking ELs and Spanish-speaking ELs and other ELs whose primary languages
other ELs whose primary are derived from Latin. (Bravo, Hiebert, and Pearson 2005;

Carlo, and others 2004; Nagy, and others 1993). Teachers
help students develop awareness of cognates,and use
morphological clues to derive word meanings based on the
students’ primary languages. For example, teachers show
students that word endings for nouns and adjectives in Spanish have English counterparts (e.g.,
creatividad/ creativity, furiosol/furious).

languages are derived from
Latin.

Grammatical and Discourse-Level Understandings

While academic vocabulary is a critical aspect of academic English, it is only one part. Language
is a social process and a meaning-making system, and grammatical structures and vocabulary
interact to form registers that vary depending upon context and situation (Halliday and Matthiessen
2004). Furthermore, discourse structures or the organization of texts differ by discipline. Advanced
English proficiency hinges on the mastery of a set of academic registers used in academic settings
and texts that “construe multiple and complex meanings at all levels and in all subjects of schooling”
(Schleppegrell 2009, 1). Figure 2.14 presents the concept of register in more detail.
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Figure 2.14. Understanding Register

Register refers to the ways in which grammatical and lexical resources are combined
to meet the expectations of the context (i.e., the content area, topic, audience, and mode
in which the message is conveyed). In this sense, “register variation” (Schleppegrell
2012) depends on what is happening (the content), who the communicators are and what
their relationship is (e.g., peer-to-peer, expert-to-peer), and how the message is conveyed
(e.g., written, spoken, or other format). More informal or “spoken-like” registers might
include chatting with a friend about a movie or texting a relative. More formal or “written-
like” academic registers might include writing an essay for history class, participating in
a debate about a scientific topic, or providing a formal oral presentation about a work of
literature. The characteristics of these academic registers, which are critical for school
success, include specialized and technical vocabulary, sentences and clauses that are
densely packed with meaning and combined in purposeful ways, and whole texts that are
highly structured and cohesive in ways dependent upon the disciplinary area and social
purpose (Christie and Derewianka 2008; Halliday and Matthiessen 2004; O'Dowd 2010;
Schleppegrell 2004).

Many students often find it challenging to move from more everyday or informal
registers of English to more formal academic registers. Understanding and gaining
proficiency with academic registers and the language resources that build them opens
up possibilities for expressing ideas and understanding the world. From this perspective,
teachers who understand the lexical, grammatical, and discourse features of academic
English and how to make these features explicit to their students in purposeful ways that
build both linguistic and content knowledge are in a better position to help their students
fulfill their linguistic and academic potential.

Teaching about the grammatical patterns found in specific disciplines has been shown
to help students with their reading comprehension and writing proficiency. The aims are
to help students become more conscious of how language is used to construct meaning in
different contexts and to provide them with a wider range of linguistic resources. Knowing
how to make appropriate language choices will enable students to comprehend and
construct meaning in oral and written texts. Accordingly, instruction should focus on the
language features of the academic texts students read and are expected to write in school
(e.g., arguments, explanations, narratives). Instruction should also support students’
developing awareness of and proficiency in using the language features of these academic
registers (e.g., how ideas are condensed in science texts through nominalization, how
arguments are constructed by connecting clauses in particular ways, or how agency is
hidden in history texts by using the passive voice) so that they can better comprehend
and create academic texts (Brisk 2012; Gebhard, Willett, Jimenez, and Piedra 2011,

Fang and Schleppegrell 2010; Gibbons 2008; Hammond 2006; Rose and Acevedo 2006;
Schleppegrell and de Oliveira 2006; Spycher 2007).

It is important to position all students, particularly culturally and linguistically diverse learners, as
competent and capable of achieving academic literacy. It is especially important to provide all learners
an intellectually challenging curriculum with appropriate levels of support, designed for apprenticing
them to use disciplinary language successfully. Features of academic language should be made
transparent to students to build their critical awareness and proficient use of language (Christie 2012;
Derewianka 2011; Gibbons 2009; Halliday 1993; Hyland 2004; Schleppegrell 2004; Spycher 2013).
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Effective Expression

Reading, writing, speaking, listening, and language are tools for effective communication across
the disciplines. The CA CCSS for ELA/Literacy make this clear by including standards for reading
and writing literary and informational text in kindergarten through grade twelve and by including
standards for literacy in history/social studies, science, and technical subjects in grades six through
twelve. Students express their understandings and thinking in a variety of ways—through writing,
speaking, digital media, visual displays, movement, and more. These expressions are both the
products of students’ learning and the ways in which they learn. The reciprocal nature of reading,
writing, speaking, and listening is such that each is constantly informed by the others. The CA CCSS
for ELA/ Literacy and the CA ELD Standards emphasize this
reciprocity by calling for students to reflect in their writing
Students write for a range of and speaking their analysis of evidence obtained by reading,
tasks, purposes, and audiences listening, and interacting (W.K-12, Standards 1-3; W.4-12.9;
SL.K-12, Standards 1-2, SL.K-12, Standards 4-6; ELD.
PI.K-12, Standards 1-4; ELD.PI.K-12, Standards 9-12).
Students learn to trace an argument in text and to construct

over extended and shorter time
frames. Writing serves to clarify

students’ thinking about topics arguments in their own writing. They draw on text evidence
and help them comprehend to make a point and to convey information in explanations
written and oral texts. and research projects. They do this in every content area

as they express themselves through writing and speaking
informally and formally, such as in giving presentations.

Specifically, students write opinions in kindergarten through grade five and arguments in grades six
through twelve (W.K-12.1); they write informative and explanatory texts (W.K-12.2); and they write
narratives (W.K-12.3). They learn to produce this writing clearly and coherently and use technology
to produce, publish, and interact with others regarding their writing. Students strengthen their writing
by engaging in planning, revising, editing, rewriting, and trying new approaches. Students write for
a range of tasks, purposes, and audiences over extended and shorter time frames. Writing serves to
clarify students’ thinking about topics and help them comprehend written and oral texts.

Students speak informally and formally as they participate in learning experiences, interact with
texts, and collaborate to share understandings and work on projects. They engage in discussions
regularly. Students use formal speech when they orally describe, tell, recite, present, and report
stories, experiences, and information (SL.K-5.4). Students present claims and findings in formal oral
presentations; these include various types of speech, including argument, narrative, informative,
and response to literature (SL.6—-12.4). From the earliest grades, students engage in collaborative
conversations regarding grade-level topics and texts. Teachers guide students to engage respectfully
and effectively in these classroom conversations, just as they guide students to meet criteria for
effectiveness in more formal presentations.

Effective expression in writing, discussing, and

presenting depends on drawing clear understandings from Effective expression in writing,

and interacting with oral, written, and visual texts. These discussing, and presenting
understandings may be literal or inferential and are impacted depends on drawing clear
by students’ knowledge of the topic and comprehension understandings from and
of the underlying language structures of the texts. Cogent interacting with oral, written,

presentations in speaking and writing result from repeated
encounters with texts; these encounters are driven by
different purposes, which help students analyze and interpret
texts in terms of validity and linguistic and rhetorical effects. Analyzing what a text says and an
author’s purpose for saying it in the way he or she does, permits students to consider their own

and visual texts.
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rhetorical stance in writing and speaking. Students become effective in their expression when they are
able to make linguistic and rhetorical choices based on the models they read and hear and the text
analyses they conduct. Their knowledge of and ability to use language conventions, including accurate
spelling, also contributes to their effective expression.

The Special Role of Discussion

Because well-organized classroom conversations can enhance academic performance (Applebee
1996; Applebee, and others 2003; Cazden 2001; Nystrand 2006), students have multiple opportunities
daily to engage in academic conversations about text with a range of peers. Some conversations are
brief, and others involve sustained exchanges. Kamil and others (2008, 21) note that “discussions
that are particularly effective in promoting students’ comprehension of complex text are those
that focus on building a deeper understanding of the author’s meaning or critically analyzing and
perhaps challenging the author’s conclusions through reasoning or applying personal experiences and
knowledge.”

CCR Anchor Standard 1 in Speaking and Listening underscores the importance of these
collaborations and requires students to “prepare for and participate effectively in a range of
conversations and collaborations with diverse partners, building on others’ ideas and expressing
their own clearly and persuasively.” “Such plentiful occasions for talk—about content, structure and
rhetorical stance—cultivate students’ curiosity, motivation, and engagement; develop their thinking
through sharing ideas with others; and prepare them to participate fully in [college]-level academic
work” (Katz and Arellano 2013, 47). Other purposes of academic conversations include promoting
independent literacy practices and encouraging multiple perspectives. “When students are able to
‘make their thinking visible’ (Schoenbach, Greenleaf, and Murphy 2012) to one another (and become
aware of it themselves) through substantive discussions, they eventually begin to take on the
academic ‘ways with words’ (Heath 1983) they see classmates and teachers skillfully using” (Katz and
Arellano 2013, 47).

Being productive members of academic conversations “requires that students contribute accurate,
relevant information; respond to and develop what others have said; make comparisons and contrasts;

and analyze and synthesize a multitude of ideas in various
domains” (CDE 2013, 26). Learning to do this requires

Being productive members instructional attention. Educators teach students how to

of academic conversations engage in discussion by modeling and providing feedback and
“requires that students guiding students to reflect on and evaluate their discussions.
contribute accurate, relevant Promoting rich classroom conversations demands planning

and preparation. Teachers consider the physical environment
of the classroom, including the arrangement of seating;
routines for interaction, including behavioral norms and

information; respond to and
develop what others have

said; make comparisons and ways for students to build on one another’s ideas; scaffolds,
contrasts; and analyze and such as sentence starters or sentence frames; effective
synthesize a multitude of questioning, including the capacity to formulate and respond
ideas in various domains.” to good questions; flexible grouping; and structures for group

work that encourages all students to participate equitably.

(For additional ideas on how to support ELs to engage in
academic conversations, see the section in this chapter on ELD instruction.) Figure 2.15 provides
examples of a range of structures for academic conversations.

Essential Considerations Chapter 2 | 85



Figure 2.15. Structures for Engaging All Students in Academic Conversations

Rather than posing a question and taking immediate responses from a few students, teachers employ
more participatory and collaborative approaches such as those that follow. Teachers also ensure that
students interact with a range of peers. For each of the illustrative examples provided here, teachers
emphasize extended discourse, that is, multiple exchanges between students in which they engage in
rich dialogue. It is also important that teachers select approaches that support the needs of students and
encourage varying types of interaction.

Think-Pair-Share

A question is posed and children are given time to think individually. Then each student expresses his
or her thoughts and responds to a partner, asking clarifying questions, adding on, and so forth. The
conversation is often expanded to a whole-class discussion. (Lyman 1981)

Think-Write-Pair-Share

Students respond to a prompt or question by first thinking independently about their response, then
writing their response. They then share their thoughts with a peer. The conversation is often expanded to
a whole-group discussion.

Quick Write/ Quick Draw
Students respond to a question by quickly writing a few notes or rendering a drawing (e.g., a sketch of the
water cycle) before being asked to share their thinking with classmates.

Literature/ Learning Circles

Students take on various roles in preparation for a small-group discussion. For example, as they listen to,
view, or read a text, one student attends to and prepares to talk about key vocabulary, another student
prepares to discuss diagrams in the text, and a third student prepares questions to pose to the group.
When they meet, each student has a turn to share and others are expected to respond by asking clarifying
questions as needed and reacting to and building on the comments of the student who is sharing. (Daniels
1994)

I nside-Outside Circles

Students think about and mentally prepare a response to a prompt such as What do you think was the
author’s message in the story? or Be ready to tell a partner something you found interesting in this unit
of study. Students form two circles, one inside the other. Students face a peer in the opposite circle. This
peer is the person with whom they share their response. After brief conversations, students in one circle
move one or more peers to their right in order to have a new partner, thus giving them the opportunity to
articulate their thinking again and hear a new perspective. (Kagan 1994)

Discussion Web

Students discuss a debatable topic incorporating listening, speaking, reading, and writing. Students
are given content-based reading, a focusing question, and clear directions and scaffolds for developing
arguments supporting both sides of the question. (Alvermann 1991; Buehl 2009)

Expert Group Jigsaw

Students read a text and take notes, then work together in small (3—-5 students) expert groups with other
students who read the same text to compare notes and engage in an extended discussion about the
reading. They come to a consensus on the most important things to share with others who did not read
the same text. Then, they convene in small jigsaw groups to share about what they read and to gather
information about what others read. Finally, the expert groups reconvene to compare notes on what they
learned.

Structured Academic Controversy
Like the Discussion Web, Structured Academic Controversy is a cooperative approach to conversation in
which small teams of students learn about a controversial issue from multiple perspectives. Students work
in pairs, analyzing texts to identify the most salient parts of the argument from one perspective. Pairs
present their arguments to another set of partners, debate the points, and then switch sides, debating a
second time. Finally, the students aim to come to consensus through a discussion of the strengths and
weaknesses of both sides of the argument. (Johnson and Johnson 1999)
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Opinion Formation Cards

Students build their opinion on a topic as they listen to the ideas of others. Students have evidence cards—
small cards with different points of evidence drawn from a text or texts. Students meet with other students
who have different points of evidence, read the points to each other, state their current opinions, ask
questions, and prompt for elaboration. (Zwiers, O'Hara, and Pritchard 2014)

Socratic Seminar

Students engage in a formal discussion in which the leader asks open-ended questions based on a text.
The teacher facilitates the discussion as students listen closely to the comments of others, ask questions,
articulate their own thoughts, and build on the thoughts of others. (Israel 2002)

Philosopher’s Chair, Strategic Collaborative Instruction, Constructive Conversations, and Argument Balance
Scales are examples of other strategies, and there are many others.

Teachers and students plan ways to assess and build accountability for collaborative conversations.
Possible items to consider include the following:
e Active Listening — Students use eye contact, nodding, and posture to communicate
attentiveness.

¢ Meaningful Transitions — Students link what they are about to say to what has just been said,
relating it to the direction/purpose of the conversation.

e Shared Participation — All students share ideas and encourage table mates to contribute.

e Rigor and Risk — Students explore original ideas, ask important questions that do not have
obvious or easy answers, and look at the topic in new ways.

e Focus on Prompt — Students help each other remain focused on the key question, relating their
assertions back to the prompt.

e Textual/Evidentiary Specificity — Students refer often and specifically to the text in question or to
other evidence that supports their claims.

¢ Open-Minded Consideration of All Viewpoints — Students are willing to alter initial ideas, adjust
positions to accommodate others’ assertions, and “re-think” claims they have made.

These can be assessed on a three-point rating scale (clear competence, competence, little
competence) by the teacher and, as appropriate for their grade, the students.

Content Knowledge

Reading, writing, speaking, listening, and language are tools for acquiring, constructing, and
conveying knowledge. Students who exhibit the capacities of literate individuals build strong content
knowledge. As stated in the CA CCSS for ELA/Literacy, “Students establish a base of knowledge
across a wide range of subject matter by engaging with works of quality and substance. They become
proficient in new areas through research and study. They read purposefully and listen attentively to
gain both general knowledge and discipline-specific expertise. They refine and share their knowledge
through writing and speaking” (CDE 2013, 6).

The building and acquisition of content knowledge is a dominant theme across the strands of
standards. In the Reading strand, students read a range of texts, including informational texts,
and demonstrate an understanding of the content (RL/RI.K-12, Standards 1-3) and an ability to
integrate knowledge and ideas (RL/RI.K-12, Standards 7-9). They acquire knowledge of written and
spoken language as they achieve the foundational skills (RF.K-5, Standards 1-4) and learn language
conventions (L.K-5, Standards 1-3). Other strands of the language arts, too, include attention to
content knowledge. Students acquire the vocabulary of the disciplines (L.K-12, Standards 4-6). They
learn to convey knowledge of structures, genres, and ideas as they write (W.K-12, Standards 1-3),
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speak (SL.K-5, Standards 1-3), and present ideas and information (SL.K-5, Standards 4-6). They
engage in research to build and share knowledge with others (W.K-12, Standards 7-9). The CA ELD
Standards facilitate ELs’ acquisition and expression of knowledge in all content areas.

Reciprocity is pivotal; content knowledge contributes to advancement in reading, writing, and
language, and skill in the language arts enables the acquisition, construction, and expression of
content knowledge. Willingham (2009) highlights the
importance of knowledge in bridging gaps in written text.

Since most texts make assumptions about what a reader From the earliest grades, children
knows, the information necessary to understand a text is need to learn history/social studies,
not necessarily explicitly provided. The role of knowledge science, mathematics, literature,

in resolving ambiguity in comprehension can be important languages, physical education,
as well. Studies indicate that students who know more health. and the visual and

about the topic of a text comprehend better than what . Thev | b
might be predicted by their reading skills (Willingham, performing arts. They learn these

2009). subjects through hands-on and
How is content knowledge best developed? It is the virtual experiences, explorations

result of many practices, but first and foremost is the and inquiries, demonstrations,

place of content instruction within the school schedule. lectures, discussions, and texts.

From the earliest grades, children need to learn history/

social studies, science, mathematics, literature, languages,

physical education, health, and the visual and performing arts. They learn these subjects through
hands-on and virtual experiences, explorations and inquiries, demonstrations, lectures, discussions,
and texts. It is essential that students be provided robust, coherent programs based on content
standards. Whether students encounter content texts within their language arts, designated ELD,
or within a designated period for the subject, content texts should be consistent with the content
standards for the grade and reinforce content learning. Students also pursue their own interests
through content texts, chiefly by means of an independent reading program.

Developing foundational skills in reading should occupy an important space in the school day in the
early grades. Providing extra time for students who are experiencing difficulty in reading during the
early grades and beyond is also important. However, focusing on language arts or strategy instruction

to the exclusion of content instruction does not result in
Content know/edge is better readers and writers. Rather, school teams need to
make strategic decisions in planning school schedules and
establishing grouping to meet the needs of students for
learning foundational skills and content.

strengthened as students
become proficient readers,

writers, speakers, and listeners. Content knowledge is also built by reading a wide range
As students progress through of texts both in school and independently. Students should
the grades, their increasing skill read widely across a variety of disciplines in a variety of

in the strands of the language settings to learn content and become familiar with the

discourse patterns unigue to each discipline. (See section
on wide reading and independent reading earlier in this
chapter.) In addition, students who engage in inquiry- and
project-based learning, including civic learning experiences,
have opportunities to read and hear content texts within real-world contexts that enhance students’
engagement by piquing their interests and connecting with their own lives.

Content knowledge is strengthened as students become proficient readers, writers, speakers,
and listeners. As students progress through the grades, their increasing skill in the strands of the
language arts supports their learning of content. From the earliest grades, students learn that texts
are structured differently in different disciplines, that words have different meanings depending on

arts supports their learning of
content.
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the topics, and that sentences may be patterned in ways unique to particular fields. Developing
metalinguistic awareness of the variety of lexical and grammatical patterns and text structures that are
both unique and common across disciplines builds both literacy and content knowledge.

In discussing the development of content knowledge and text selection, the CA CCSS for
ELA/Literacy recommend a systematic process (CDE 2013, 43):

Building knowledge systematically . . . is like giving children various pieces of a puzzle in
each grade that, over time, will form one big picture. At a curricular or instructional level,
texts—within and across grade levels—need to be selected around topics or themes that
systematically develop the knowledge base of students. Within a grade level, there should
be an adequate number of titles on a single topic that would allow children to study that
topic for a sustained period. The knowledge children have learned about particular topics
in early grade levels should then be expanded and developed in subsequent grade levels to
ensure an increasingly deeper understanding of these topics . . .

Foundational Skills

Acquisition of the foundational skills of literacy—print concepts, phonological awareness, phonics
and word recognition, and fluency—is crucial for literacy achievement. In order for students to
independently learn with and enjoy text and express themselves through written language they need
to develop facility with the alphabetic code. This framework recognizes that early acquisition of the
foundational skills is imperative. The sooner children understand and can use the alphabetic system
for their own purposes, the more they can engage with text, which is the very point of learning the
foundational skills. The more students engage with text, the more language and knowledge and
familiarity with the orthography (written system) they acquire, which in turn support further literacy
development.

Attention to each of the program components,
including Meaning Making, Language Development, The sooner children
Effective Expression, and Content Knowledge, is essential understand and can use the
at every grade level, and the Foundational Skills are
critical contributors to their development. In other words,
development of the foundational skills is a necessary, but not

alphabetic system for their
own purposes, the more they

sufficient, condition for students to appreciate and use the can engage with text, which is
written system—to make meaning with it, continue to acquire the very point of learning the
rich language from interactions with it, express themselves foundational skills.

effectively in writing, and gain knowledge from text sources.

It is crucial that educators understand the importance of the

foundational skills and act on that knowledge by closely monitoring students’ skill development and
providing excellent, differentiated instruction. The placement of discussions of foundational skills in
this framework and of the listing of the standards themselves (that is, following other discussions

and standards) should by no means suggest that they are a lower priority than other aspects of

the curriculum. Indeed, achievement of the foundational skills is given high priority in ELA/ literacy
instruction in the early years and sufficient priority in later years to meet, as appropriate, the needs of
older children and adolescents.

Students acquire foundational skills through excellent, carefully designed systematic instruction
and ample opportunities to practice. Students of any grade who struggle with foundational skills
should be provided additional, sometimes different, instruction while also having access to and
participating in the other components of ELA/literacy programs and subject matter curricula (e.qg.,
science, social studies, mathematics). This requires creative and collaborative planning by educators.
Chapters 3-5 in this ELA/ELD Framework discuss the foundational skills that should be acquired at
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each grade level for students whose first language is English, and chapter 9 provides guidance for
serving students who experience difficulty with literacy. Chapters 3—7 also discuss foundational skills
instruction for ELs who may require it due to their particular background experiences and learning
needs.

Amplification of the Key Themes in the CA ELD Standards

The CA ELD Standards amplify the importance of the key themes for ELs at all English language
proficiency levels. The CA ELD Standards in Part I focus on meaningful interaction with others and
with oral and written texts via three modes of communication:
collaborative, interprgtive, and productive. Th_e sta_ndards in Part The CA ELD Standards
Il focus on how English works to make meaning via three broad i .
language processes: structuring cohesive texts, expanding and amplify the emphasis the
enriching ideas, and connecting and condensing ideas. Part |11 of CA CCSS for ELA/Literacy

the CA ELD Standards highlights the importance of considering place on developing
individual background knowledge and skills when providing Icmguage awareness and
foundational skills instruction for ELs who require it. In addition flexible use ofEnglish

to amplifying the key themes, the CA ELD Standards signal
to teachers how ELs at particular stages of English language )
development (Emerging, Expanding, Bridging) can be supported audiences, tasks, and
to develop the language knowledge, skills, and practices called purposes.

for in the CA CCSS for ELA/ Literacy and other content standards.

across disciplines, topics,

Meaning Making and Content Knowledge

As do all students in instruction based on the CA CCSS for ELA/Literacy, ELs at every level of
English language proficiency interpret oral and written texts on a regular and frequent basis. They
use comprehension strategies and analytical skills to grasp texts’ meanings demonstrating their
understandings differently across the three English language proficiency levels. When explaining
their thinking about the literary and informational texts they read closely (ELD.PI.K-12.6) or listen
to actively (ELD.PI.K-12.5), ELs at the Emerging level of English language proficiency typically
need substantial support, such as sentence frames or graphic organizers. They may convey their
understandings by using short sentences and a more limited set of vocabulary than students at the
Expanding or Bridging levels. However, as the CA ELD Standards indicate, ELs at all three proficiency
levels are able to engage in intellectually-rich activities in which meaning making and developing
content knowledge are the focus.

Language Development and Effective Expression

The CA ELD Standards amplify the emphasis the CA CCSS for ELA/Literacy place on developing
language awareness and flexible use of English across disciplines, topics, audiences, tasks, and
purposes. This amplification is featured prominently in both Parts I and II of the CA ELD Standards.
For example, in Part |, students develop language awareness when analyzing and evaluating the
language choices speakers and writers make for their effectiveness in conveying meaning (ELD.
PI.K-12, Standards 7-8), when selecting particular vocabulary or other language resources to write for
specific purposes or audiences (ELD.PI.K-12.12), or when adjusting their own language choices when
interacting through speaking or writing (ELD.PI1.2—12.4). Knowledge of how English works is a major
focus of Part II of the CA ELD Standards. English learner students develop proficiency in structuring
cohesive texts, using their understanding of text organization and cohesive devices (e.qg., linking words
and phrases) (ELD.PII.K-12, Standards 1-2), and they apply their growing knowledge of language
resources to create precise and detailed texts that convey meaning effectively (ELD.PII.K-12,
Standards 3-7).
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Foundational Skills

As noted previously, foundational skills instruction for ELs needs to be differentiated based on
a variety of factors, including age, similarities between the primary language and English, and oral
language proficiency in English. For ELs enrolled in a mainstream program in which English is the
medium of instruction, teachers provide foundational literacy skills in English as specified in the
CA CCSS for ELA/ Literacy using the CA ELD Standards guidance charts (included in the grade-span
chapters of this ELA/ELD Framework) to plan differentiated instruction based on student needs.
For ELs enrolled in an alternative bilingual program (e.g., dual immersion, two-way immersion,
developmental bilingual), teachers use the CA CCSS for ELA/ Literacy and the CA ELD Standards in
tandem with the CCSS-aligned primary language standards
. ; o to develop students’ foundational literacy skills in both the
Building foundational skills in primary language and English. Building foundational skills in
English according to a careful English according to a careful scope and sequence is critical
scope and sequence is critical to ensure that ELs develop the foundational literacy skills to

to ensure that ELs develop accurately and fluently decode complex texts in English as
the foundational literacy skills they enter into the upper elementary grades.
to accurately and fluently It is important to note that pronunciation differences due

to native language, dialect influences, or regional accent

should not be misunderstood as decoding or comprehension

difficulties. In addition, both teachers and ELs need to

upper elementary grades. understand the importance of making meaning as students

practice and develop fluent decoding skills. Some ELs may not

know the meanings of the words they decode, and teachers should teach students the meanings of as

many of the words they decode as possible, emphasizing meaning making while decoding to reinforce

the importance of monitoring their own comprehension while reading.

Approaches to Teaching and Learning

Approaches to teaching and learning support the implementation of the goals, instructional
context, and key themes for ELA, literacy, and ELD instruction described throughout this ELA/ELD
Framework. Described in this section are approaches for enacting effective teaching methodologies,
providing culturally and linguistically responsive instruction, and supporting students strategically. All
require purposeful planning and collaboration among teachers, specialists, and other leaders.

decode complex texts in
English as they enter into the

Intentional Teaching

Effective teaching is intentionally planned regardless of the model of instruction. While variations
occur in response to student learning and events in the moment, or even as a part of an instructional
model, the purposes of instruction are clear and coherent. The goals for instruction are collaboratively
determined by the instructional team in response to assessed student needs and the curriculum.
Instruction is planned to build students’ skills, knowledge, and dispositions for learning over the course
of each teaching unit and year. Selected instructional methods are well matched to instructional goals,
content, and learners’ needs and maximize opportunities for applying and transferring knowledge to
new settings and subjects.
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Models of Instruction

Teaching is a complex and dynamic act. Approaches to Teaching is a complex and
instruction vary widely, and excellent teachers employ different dynamic act. Approaches
approaches as appropriate for the lesson objectives and their to instruction vary widely

7

students. Briefly described in this section are three broad
models of instruction: inquiry-based instruction, collaborative
learning, and direct instruction. It is important to note that a
single lesson may entail one or more of these approaches and as appropriate for lesson
that teachers’ approaches to teaching and learning are not objectives and their students.
limited to those discussed here.

and excellent teachers
employ different approaches

Inquiry-Based Learning

Inquiry-based learning, broadly defined, involves students’ pursuit of knowledge through their
interaction with materials, resources, and peers rather than predominantly through teacher input.
Students make observations, generate questions, investigate, develop explanations, and sometimes
create products. An inquiry approach can be used in a single lesson or can extend over several days
or weeks. Inquiry-based learning is driven by students’ questions. The teacher may introduce students
to a problem or issue, perhaps by conducting a demonstration, sharing a video or text, or capitalizing
on a local or global current event. Or, the questions may arise from the students’ observations of and
interactions with their worlds. Inquiry-based learning promotes the integration of the language arts
as students read and engage with one another to formulate and refine their questions, develop plans
for answering them, produce written texts and performances, and share their findings with others.
Inquiry-based learning also promotes the integration of reading, writing, speaking, and listening across
content areas as students pursue knowledge relevant to their inquiry.

The CA CCSS for ELA/Literacy related to research (W.K-3, Standards 7-8; W.4-12, Standards 7-9;
WHST.6—-12, Standards 7-9) that begin in kindergarten are likely to be accomplished through inquiry-

based learning. Students pursue questions, locate information,
and present their findings to one another. Contrived questions
Inquiry-based learning, are less likely to generate students’ interest and effort
broadly deﬁned, involves than authentic questions that emerge from students’ lives,
students'pursuit ofknowledge experiences, or the curricula. For example, two students
are interested in learning more about infectious diseases
after studying the Black Plague in a history unit. They define
their question: What infectious diseases threaten human

through their interaction
with materials, resources,

andpeers rather than populations today? Next they pursue information, accessing
predominantly through digital and paper sources and interviewing a peer’s parent
teacher input. who is a physician. Through these meaningful interactions

with texts and with others, they refine their question and

continue their research. They organize and synthesize the
information they gather, consult with their teacher, summarize their analyses, and prepare and deliver
a formal presentation of their findings for their classmates. They also prepare a tri-fold brochure which
includes information about disease trends, symptoms, effects, and prevention.

The products of inquiry-based learning become especially meaningful to students when they are
prepared for and presented to audiences beyond the teacher. After teacher review, students post their
products on a class Web page or distribute them to non-school personnel for meaningful purposes.
For example, a student who conducts research on food production shares a flyer he produces on the
benefits of organic food with the organizers of a local farmers market and gains their agreement to
display the flyer at their information booth.
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Collaborative Learning

Collaborative learning, which may occur face-to-face or virtually, involves two or more students
working together toward a shared academic goal. Each student contributes to the other students’
learning. Many models of collaborative learning exist. Some collaborations take place over the course
of a few minutes; others occur over days or weeks. For example, students meet with a peer to
discuss their interpretation of a poem. Or, they work for several days in pairs to develop a multimedia
presentation about the poem and its historical and literary relevance.

Reciprocal teaching (Palinscar and Brown 1984) is a more structured type of collaborative learning.
In small groups, students discuss a text with the focus on making meaning and comprehension
monitoring. They employ four comprehension strategies: summarizing, questioning, clarifying, and
predicting. Using a gradual release of responsibility approach (see elsewhere in this chapter), teachers
initially direct the discussion. They lead the group, model the strategies, scaffold students’ efforts
to contribute to the discussion, and provide feedback. Increasingly, the responsibility for directing
the discussion is handed over to the students, and each student has a turn leading the discussion
and directing the use of the comprehension strategies, thereby ensuring equitable participation.
Sometimes, students each take on only one of the roles (i.e., one student summarizes the text, a
different student poses questions, and so forth) each contributing to the group discussion. Reciprocal
teaching has been implemented effectively at all grade levels and with a range of readers and text
types (Stahl 2013); it also has been successfully applied in recent years to meet the needs of ELs and
students with disabilities (Klingner, and others 2004; Vaughn, and others 2011).

Many of the CA CCSS for ELA/Literacy and the CA ELD Standards
require collaboration. For example, Speaking and Listening Collaborative learning
Standard 1 demands that students engage effectively in a range of
collaborative discussions; Writing Standards 5 and 6 explicitly call
for collaboration as well. Although collaboration is not named in

promotes communication
among students; it is

the research-related standards in the Writing strand, it is likely to particularly beneficial
be a prominent feature of learning experiences that address these for ELs because peer
standards. Collaborative learning promotes communication among interaction contributes

students; it is particularly beneficial for ELs because peer interaction  ¢o the development of
contributes to the development of language. Beyond the benefits of
increased learning and comprehension, collaborative learning also
results in the following:

language.

e Students interact with diverse peers, thus building relationships and coming to understand
diverse perspectives.

e Students share their knowledge with one another.
e Students’ thinking becomes transparent.

e Students use academic language to convey their understandings of content.

Direct Instruction

Although there are variations of direct instruction, what different models have in common is the
straightforward, systematic presentation of information by the teacher. Direct instruction generally
involves the following:

e The teacher states the lesson objective and its importance.

e The teacher provides input, which may include explanations, definitions, and modeling,
connects the new skill or learning with previously learned concepts, and checks for students’
understanding.
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e The teacher has students practice the new learning under his or her guidance, provides
feedback, and, if necessary, reteaches the concept or skill.

e The students demonstrate mastery of the objective by performing a task without teacher
assistance.

e The students engage in independent practice.

Direct instruction is a powerful model that is valuable in many contexts. Well suited to teaching
discrete skills, such as cursive writing, forming possessives, and using quotation marks, direct
instruction can also be effective in teaching complex tasks, such as constructing an argument and
using digital sources to find information. It is a particularly effective model for students who are
experiencing difficulty (Troia and Graham 2002; Vaughn, and others 2012). (See chapter 9.)

Culturally and Linguistically Responsive Pedagogy

Teachers should genuinely acknowledge and value the cultural and linguistic resources that
students bring to the classroom from home and draw on these resources to promote learning. In
addition, teachers actively support their students to develop academic registers of English, so students
can fully participate in a broader range of social and academic contexts. To implement culturally and
linguistically responsive pedagogy, teachers adopt the following general practices:

e Create a welcoming classroom environment that exudes respect for cultural and linguistic
diversity.

e Use multicultural literature to promote students’ positive self-image and appreciation for cultural
diversity.

e Use an inquiry approach to raise awareness of language variation (e.g., contrastive awareness).

e Use drama to provide a safe space for students to experiment with different varieties of English
(e.g., readers’ theater or reporting the news using different dialects or registers).

e Provide a language rich environment that also promotes language diversity.

e Get to know parents and families and offer multiple ways for them to actively participate in their
child/adolescent’s schooling experiences.

Chapter 9 provides more information on culturally and linguistically responsive teaching.

Supporting Students Strategically

Students vary widely on many dimensions: academic performance, language proficiency, physical
and emotional well-being, skills, attitudes, interests, and needs. The wider the variation of the student
population in each classroom, the more complex are the tasks of organizing high-quality curriculum
and instruction and ensuring equitable access for all students. Efforts to support students should
occur at the classroom, school, and district levels and include culturally and linguistically relevant
pedagogy. The subsections that follow present several important considerations for supporting all
students strategically. Beyond the general education efforts described, supports, accommodations, and
modifications are provided to students who qualify for special education or other services, as outlined
in their individualized plans. Using the CA ELD Standards across the curriculum in ways appropriate to
the needs of ELs offers them powerful and strategic support.
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Guiding Principles: UDL, MTSS, and Sharing Responsibility

Fundamental to efforts to effectively educate all students from the start are implementation of
Universal Design for Learning in the classroom, establishment of a Multi-Tiered System of Supports at
the school and district levels, and institution of a culture of shared responsibility for students’ progress.

Universal Design for Learning

Universal Design for Learning (UDL) (CAST 2013) is a framework for planning instruction that
acknowledges the range of learners. Teachers use what they know about their students to design
lessons and learning experiences that, from the outset, are appropriate for all students in the setting.
In other words, from the point of first instruction, general education teachers consider equity and
access. Curriculum and instruction are designed in such a way that no student is frustrated because
the learning experience is inaccessible or because it is not sufficiently challenging. Teachers provide
students with multiple means of acquiring skills and knowledge, multiple means of expressing their
understandings, and multiple means of engaging with the content. See chapter 9 of this ELA/ELD
Framework for more information about UDL.

Multi-Tiered System of Supports

Schools and districts should have a system of supports in place for ensuring the success of all
students. Similar, but more encompassing than California’s Response to Intervention and Instruction
(Rt1?), is a framework known as a Multi-Tiered System of Supports (MTSS). This framework provides
a systemic structure by which data are analyzed and used
to make decisions about curriculum, instruction, and student

services. At the school level, data are examined to identify Teachers use what they
school and grade level trends, evaluate the effectiveness of the ~ know about their students to
curricula, inform goal setting, and identify students in need of design lessons and learning
additional assessment or instruction. At the district level, data experiences that, from the

on student learning are used to guide curriculum improvement,
recommend innovations and sustain practices, target services
and supports across schools, and guide the allocation of

outset, are appropriate for
all students in the setting. In

resources for professional learning. Under MTSS, all students other words, from the point
are provided high quality first instruction that employs UDL. of first instruction, general
Those for whom instruction is inaccessible or ineffective are education teachers consider

provided supplemental instruction. Students who experience
considerable difficulty are provided more intensive intervention.
See chapter 9 for more information about MTSS.

equity and access.

Sharing Responsibility

The integrated and interdisciplinary nature of the CA CCSS for ELA/ Literacy and the CA ELD
Standards requires new conceptions of planning, curriculum, instruction, and assessment to implement
the standards as envisioned by this framework. Sharing responsibility means that teachers, specialists,
and administrators collaborate to ensure that all students are provided curricula and instruction that
effectively integrates literacy within each content area. Additionally, it means that responsibility for
English language development is also shared among educators, and ELD instruction is merged with
English language arts and every subject area. All educators play a role in ensuring that students gain
the literacy skills necessary for successful interactions with content.

Practically speaking, teachers, specialists (reading, language development, special education, and
library), support staff, and administrators consider the implications of this curricular integration when
designing daily and weekly schedules, short- and long-term interdisciplinary projects, instructional
materials, and periodic assessments. At the elementary level, teachers meet within and across grade
levels to determine how ELA and ELD will be provided; they also determine how ELA, ELD, and
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the content areas will be integrated. At the secondary level, teachers within English language arts
departments plan ways to implement the CA CCSS for ELA and the CA ELD Standards in tandem.
Teachers from other content area departments work together to implement the CA CCSS for Literacy
in History/ Social Studies, Science, and Technical Subjects and the CA ELD Standards within their
disciplines in conjunction with their own content standards. Collaboration between disciplinary areas
(e.g., ELA with history and/or science) is emphasized throughout this ELA/ELD Framework.

A unique opportunity exists for ELA, ELD, content area teachers, specialists, and teacher librarians
to develop collegial partnerships as they learn new standards and plan their implementation. School
leaders foster a collaborative learning culture that supports
teachers as they forge new relationships and develop
new curricular and instructional approaches. Sharing the
responsibility for developing all students’ literacy means that

Sharing the responsibility
for developing all students’

literacy means that grade- grade-level and departmental differences are set aside and
level and departmental the expertise of every teacher is recognized and leveraged.
differences are set aside and Acknowledging that all professionals are faced with learning

both sets of standards and adapting to curricular and
instructional change is important. Decisions about scheduling,
grouping, curriculum materials, instructional practices,

and intervention strategies are needed at every school.
Educators agree on the settings where literary and non-fiction texts are taught, where assignments
incorporating opinion/argumentative, informative/explanatory, and narrative writing occur, and where
oral presentations and research projects take place.

Ideally, all of these decisions are the result of professional collaborations. Various structures
organize these collaborations—instructional rounds, professional learning communities, critical
friends, inquiry circles, and more. Regardless of the structure, teachers, specialists, support staff, and
administrators use formative and summative assessment information to plan and adjust instruction,
grouping, and scheduling. They work together to regularly examine student data, evaluate student
writing, review a variety of student work, create common
assessments, and plan lessons and any necessary
interventions. Teachers and specialists also consider

the expertise of every teacher
is recognized and leveraged.

... teachers, specialists, support

options to teach together, or co-teach, to maximize staff, and administrators use
learning opportunities for students. (See chapter 11.) formative and summative
Improved collegiality has the potential to yield improved assessment information to plan

instruction and increased student learning, as well as a

. > _ and adjust instruction, grouping,
more cooperative and satisfying professional culture.

and scheduling. They should

Using Assessment to Inform Instruction work together to regularly
While there are several purposes for assessment examine student data, evaluate

(see chapter 8), the most important purpose is to inform student writing, review a variety

instruction. Using the results of assessment to make of student work, create common

decisions to modify instruction in the moment, within a
specific lesson or unit of instruction, or across a longer
time frame, is a dynamic part of the teaching and learning
process promoted in this ELA/ELD Framework. Formative
assessment, in particular, provides many benefits to teachers and students (Black and Wiliam 1998;
Hattie and Timperley 2007; Hattie 2012). Described by Unrau and Fletcher (2013), “formative
assessment involves gathering, interpreting, and using information as feedback to change teaching
and learning in the short run so that the gap between expected and observed student performance

assessments, and plan lessons and
any necessary interventions.

96 | Chapter 2 Essential Considerations



can close.” The information teachers obtain informs ongoing instruction in the classroom—to refine,
reinforce, extend, deepen, or accelerate teaching of skills and concepts.

Effective assessment begins with clear conceptions of the goals and objectives of learning.
The CA CCSS for ELA/Literacy provide statements of expected mastery by the end of each year of
instruction (or in the case of high school, grade spans nine-ten and eleven—twelve). Translating the
year-end goals into daily, weekly, monthly, and quarter-
or semester-long instructional increments, or backwards

The process of formative planning, is the challenge of standards-based instruction.

assessment equally involves Monitoring the ongoing progress of students toward
students as it does teachers. the longer-term goals of instruction is key. As Hattie
Applied effectively, formative (2012, 185) suggests, teachers and leaders should “see

assessment as feedback about their impact” on students
and should focus more on “the learning than the teaching.”
Itis a cycle of inquiry that moves learning forward (Bailey

assessment can help students
understand “learning intentions

and criteria for success,” receive and Heritage 2008).

feedback about their progress The process of formative assessment equally involves
toward learning goals, and use students as it does teachers. Applied effectively, formative
that feedback to plan next steps. assessment can help students understand “learning

intentions and criteria for success,” receive feedback

about their progress toward learning goals, and use that
feedback to plan next steps (Black and Wiliam 2009; Hattie 2012, 143). Hattie notes the research
evidence supporting the value of effective feedback and poses three feedback questions that teachers
and students can use to jointly assess and guide learning: “Where am | going?’ “How am | going
there?’” and “Where to next?’ Frey and Fisher (2011) term these steps as Feed Up (clarify the goal),
Feed Back (respond to student work), and Feed Forward (modify instruction). Effective feedback to
students is timely, “focused, specific, and clear” (Hattie 2012, 151). Moreover, feedback and formative
assessment strategies “activate students as instructional resources for one another and as owners of
their own learning” (Black and William 2009, 8).

The results of assessment lead teachers, specialists, and school leaders to consider structural
changes to improve instruction and learning—regrouping, reconfiguring elements of the curriculum,
changing schedules, or seeking additional instructional supports for students—as needed. Assessment
is central to the implementation of UDL and MTSS. See chapter 8 for more information on assessment.

Planning

Planning takes on special importance with integrated Teachers and specialists
instruction. For “reading, writing, and discourse . . . to support need to attend to students’
one another’s development” and for “reading, writing, and growing competencies

language practices . . . [to be] employed as tools to acquire

knowledge and inquiry skills and strategies within disciplinary across the key themes of

contexts, such as science, history, or literature” (Committee this ELA/ELD Framework,
on Defining Deeper Learning and 21st Century Skills 2012, strands of the CA CCSS for
114), instruction should be carefully planned and implemented ELA/Literacy, and parts of
and student progress monitored. Teachers and specialists the CA ELD Standards as

need to attend to students’ growing competencies across the
key themes of this ELA/ELD Framework, strands of the CA
CCSS for ELA/Literacy, and parts of the CA ELD Standards as
they plan instruction. Determining how these components of the framework and standards can be
brought together effectively in ELA, ELD, and content instruction can only be accomplished through
collaborative planning and curriculum development.

they plan instruction.
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The framing questions in figure 2.16 are important to consider when planning instruction for all
students, including the additional questions when planning instruction for ELs. The framing questions
require that teachers be clear about the ultimate goals of instruction, related standards, targets of
specific lessons, assessed strengths and needs of students, features of texts and tasks, instructional
approaches, types of scaffolding, opportunities for interaction, and methods of assessment. The
questions are used to plan individual lessons and units of instruction as well as when developing
semester- and year-long curriculum plans.

Figure 2.16. Framing Questions for Lesson Planning

Framing Questions for All Students

Add for English Learners

What are the big ideas and culminating performance
tasks of the larger unit of study, and how does this
lesson build toward them?

What are the learning targets for this lesson, and what
should students be able to do at the end of the lesson?

Which clusters of CA CCSS for ELA/ Literacy does this
lesson address?

What background knowledge, skills, and experiences do
my students have related to this lesson?

How complex are the texts and tasks?

How will students make meaning, express themselves
effectively, develop language, and learn content? How
will they apply or learn foundational skills?

What types of scaffolding, accommodations, or
modifications will individual students need for effectively

What are the English language
proficiency levels of my
students?

Which CA ELD Standards
amplify the CA CCSS for
ELA/Literacy at students’
English language proficiency
levels?

What language might be new
for students and/or present
challenges?

How will students interact in
meaningful ways and learn
about how English works in
collaborative, interpretive,
and/or productive modes?

engaging in the lesson tasks?

* How will my students and | monitor learning during and
after the lesson, and how will that inform instruction?

Grouping

Effective teachers employ a variety of grouping strategies to maximize student learning. Instruction
is provided at times to the whole group and, at other times, to small groups or to individuals. Grouping
is flexible—that is, groups are not static. They are formed and dissolved, and membership changes.
Students move in and out of groups depending on the purpose.

Heterogeneous groups maximize students’ opportunities to interact with a range of peers.
Membership in heterogeneous groups may be selected strategically by the teacher or self-selected
by students. Opportunities for choice are important. As students work toward goals of effective
expression and understanding the perspectives of others, experiences with diverse peers are crucial.
Thus, heterogeneous grouping practices are important and occur regularly. These practices are
also critical for ensuring that students who are learning English as an additional language interact
frequently with peers who are more proficient in English. Meaningful interactions—via collaborative
conversations and collaborative tasks—promote the development of English. Although ELs at similar
English language proficiency levels are grouped together for designated ELD instruction, this is only a
small part of the school day.
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Homogeneous groups consist of students who are alike in some way. For example, the students
might have the same or similar:

e |nterests, such as an interest in scriptwriting or an interest in engineering

o Skills or achievement levels, such as proficiency in phoneme segmentation or the ability to read
text of approximately the same level

e Experiences, such as having viewed the same documentary, read the same book, or participated
in the same investigation

e Talents, such as drawing or performing
e English language proficiency for designated ELD instruction

Sometimes groups are formed across classes or specialists join teachers in their classrooms to
work with small groups. In either case, teachers engage in joint planning and purpose setting. To best
serve students, teachers routinely engage in formative assessment and use what they learn about
students to guide grouping practices.

Scaffolding

The metaphorical term scaffolding (Bruner 1983; Cazden 1986; Celce-Murcia 2001; Mariani 1997)
refers to particular ways in which teachers provide temporary support to students, adjusted to their
particular learning needs. The term draws from WWgotsky’s (1978) notion of the zone of proximal
development (ZPD), the instructional space that exists between what the learner can do independently
and that which is too difficult for the learner to do without strategic support, or scaffolding. Scaffolding
is temporary help that is future-oriented. In other words, scaffolding supports students to do
something today that they will be able to do independently in the future.

As Hammond (2006) has emphasized, scaffolding
“does not just spontaneously occur” (271), but is, rather,
intentionally designed for a learner’s particular needs, and
then systematically and strategically carried out. The level

Scaffolding does not change
the intellectual challenge of

the task, but instead allows of scaffolding a student needs depends on a variety of
learners to successfully factors, including the nature of the task and the learner’s
participate in or complete background knowledge of relevant content, as well as the
e el i erele e il he learner’s proficiency with the language required to engage

in and complete the task. Scaffolding does not change the
o intellectual challenge of the task, but instead allows learners to
able to perform similar tasks successfully participate in or complete the task in order to build
independently in the future. the knowledge and skills to be able to perform similar tasks
independently in the future.
Scaffolding practices are intentionally selected based on lesson goals, identified learner needs,
and anticipated task challenges. Gibbons (2009) offers a way of conceptualizing the dual goal of
engaging students in intellectually challenging instructional activities, while also providing them with
the appropriate level of support. See figure 2.17.

knowledge and skills to be
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Figure 2.17. Four Zones of Teaching and Learning

High Challenge

Frustration/ Enljsgjg::gn i
Anxiety Zone Zone (ZPD)
Low Support High Support
Boredom Zone Comfort Zone

Low Challenge

Source

Gibbons, Pauline. 2009. English Learners, Academic Literacy, and Thinking: Learning in the Challenge Zone.
Portsmouth, NH: Heinemann.
Adapted from

Mariani, Luciano. 1997. “Teacher Support and Teacher Challenge in Promoting Learner Autonomy.”
Perspectives, a Journal of TESOL-Italy. XXl (2).

Planned scaffolding® is what teachers prepare and do in advance of teaching in order to promote
access to academic and linguistic development. Examples of planned scaffolding include, but are not
limited to, the following:

e Taking into account what students already know, including primary language and culture, and
relating it to what they are to learn

e Selecting and sequencing tasks, such as providing adequate levels of modeling and explaining,
and ensuring students have opportunities to apply learning (e.g., guided practice)

e Frequently checking for understanding during instruction, as well as thinking ahead about how
to gauge progress throughout the year

e Choosing texts carefully for specific purposes (e.g., to motivate, to build content knowledge, to
expose students to particular language)

e Providing a variety of opportunities for collaborative group work in which all students have an
equitable chance to participate

e Constructing good questions that are worth discussing and that promote critical thinking and
extended discourse

e Using a range of information systems, such as graphic organizers, diagrams, photographs,
videos, or other multimedia to enhance access to content

3 There are many ways to categorize scaffolding. The terms used here are adapted from Hammond and Gibbons (2005)
who refer to “designed-in” and “interactional” scaffolding. Designed-in (or planned) scaffolding refers to the support teachers
consciously plan in advance. Interactional scaffolding refers to the support teachers provide continuously through dialogue
during instruction or other interaction.
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e Providing students with language models, such as sentence frames and starters, academic
vocabulary walls, language frame charts, exemplary writing samples, or teacher language

modeling (e.g., using academic vocabulary or phrasing)

This planned scaffolding in turn allows teachers to provide just-in-time scaffolding during
instruction, which flexibly attends to students’ needs. This type of scaffolding occurs when teachers
employ in-the-moment formative assessment, closely observing students’ responses to instruction and
providing support as needed. Examples of this type of scaffolding include the following:

e Prompting a student to elaborate on a response in order to clarify thinking or to extend his or

her language use

e Paraphrasing a student’s response and including target academic language as a model while
also accepting the use of everyday language or nonstandard varieties of English

e Adjusting instruction on the spot based on frequent checking for understanding

e Linking what a student is saying to prior knowledge or to learning to come (previewing)

While scaffolding is an important notion for all
students, the CA ELD Standards provide general guidance
on levels of scaffolding for ELs at different English
language proficiency levels. In the CA ELD Standards, the
three overall levels of scaffolding that teachers provide
to ELs during instruction are substantial, moderate, and
light. English Learners at the Emerging level of English
language proficiency generally require more substantial
support to develop capacity for many academic tasks than
do students at the Bridging level. This does not mean that
these students always require substantial/moderate/light
scaffolding for every task. English learners at every level
of English language proficiency engage in some academic
tasks that require light or no scaffolding because students
have already mastered the requisite skills for the given
tasks; similarly students engage in some academic tasks

While scaffolding is an important
notion for all students, the CA
ELD Standards provide general
guidance on levels of scaffolding
for ELs at different English
language proficiency levels. In
the CA ELD Standards, the three
overall levels of scaffolding that
teachers provide to ELs during
instruction are substantial,
moderate, and light.

that require moderate or substantial scaffolding because they have not yet acquired the cognitive
or linguistic skills required by the tasks. For example, when a challenging academic task requires
students to extend their thinking and stretch their language, students at Expanding and Bridging
levels of English language proficiency may also require substantial support. Teachers need to provide
the level of scaffolding appropriate for specific tasks and learners’ cognitive and linguistic needs, and
students require more or less support depending on these and other variables.

Since scaffolding is intended to be temporary, the gradual release of responsibility is one way
to conceptualize the move from heavily scaffolded instruction to practice and application in which
students are increasingly independent. As described by Pearson and Gallagher (1983), the process
focuses on the “differing proportions of teacher and student responsibility” for successful task
completion. “When the teacher is taking all or most of the responsibility for task completion, he [or
she] is ‘modeling’ or demonstrating the desired application of some strategy. When the student is
taking all or most of that responsibility, [he or] she is ‘practicing’ or ‘applying’ that strategy. What
comes in between these two extremes is the gradual release of responsibility from teacher to student,
or what Rosenshine might call ‘guided practice’ (Pearson and Gallagher 1983, 330). Duke, and others
(2011) update this definition by identifying five stages of gradual release of responsibility in reading

comprehension instruction:
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An explicit description of the strategy and when and how it should be used
Teacher and/or student modeling of the strategy in action

Collaborative use of the strategy in action

Guided practice using the strategy with gradual release of responsibility

. Independent use of the strategy (Duke, and others 2011, 64—-66)

Popularly known as “I do it,” “We do it,” “You do it together,” and “You do it alone” (Fisher and
Frey 2014, 3), this model can be applied across many disciplines and skill areas. The end goal is for
students to be able to apply skills and concepts independently, and while some individual lessons
may display many or all of the steps of the gradual release of responsibility model, others may not.
Some approaches accomplish the same goal over the course of a unit or through an initial stage
that features student exploration (e.g., inquiry-based learning). Keeping in mind the goal of student
independence, effective instruction is thoughtfully planned and implemented to move carefully through
levels of scaffolding, teacher direction, and student collaboration to achieve that aim.

a s wnN e

Primary Language Support

English learners come to California schools with a valuable resource—their primary language—
which enhances (rather than detracts from) their learning of English (August and Shanahan 2006;
Genesee, and others 2006). Language and literacy skills and abilities (such as phonological awareness,
decoding, writing, or comprehension skills) can be transferred from students’ primary language to
English. Teachers facilitate this transfer in many ways and help ELs develop English through strategic
use of primary language resources. For example, during collaborative conversations, ELs share
ideas in their primary language with a peer while they increase their proficiency and confidence in
interpreting and expressing the same ideas in English. English learners who read in their primary
language are given the opportunity to read texts in both their primary language and English, allowing
them to engage with texts above their English reading level. As they conduct research, these ELs
draw evidence from primary or secondary resources in their primary language and summarize their
findings in English. In addition to allowing the use of the primary language in classrooms, teachers
provide brief oral or written translations when appropriate and
draw ELs’ attention to cognates (words that are the same or
similar in spelling and share the same meaning in the primary
language and English).

English learners come to
California schools with a

Deaf and hard of hearing students may have American valuable resource—their
Sign Language (ASL) as a primary language. In schools primary language—which
where students are placed in mainstream classrooms, primary enhances (rather than
language support typically consists of translating oral (speaking detracts from ) their learning
and listening) classroom activities from English into ASL and ofEnglish.

vice versa. For example, deaf students view an interpreter

translating live from spoken English to ASL or view a video of

a speech or performance translated into ASL with an interpreter or captions. Deaf students also sign
while an interpreter translates their ASL into spoken English, or they record a signed performance
using video. Captions or voiceover are added to translate ASL into English.

Structuring the Instructional Day

Planning the instructional day and school year is a complex undertaking, and student learning
goals often compete with multiple demands and practicalities. The challenge for schools, as they work
to implement the CA CCSS for ELA/ Literacy and the CA ELD Standards successfully, is to mitigate the
intrusion of practical considerations in order to establish learning environments conducive to teaching
and learning for all students.
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Instructional time is valuable and should be protected from interruption. It is used wisely and
efficiently to maximize student engagement and learning. Sufficient time is allocated to instruction
in ELA/literacy, ELD (as needed), and other content areas. In self-contained classrooms, adequate
time is allocated to the language arts so that students
gain proficiency in the CA CCSS for ELA/Literacy and,
as appropriate, the CA ELD Standards. In other words,
sufficient time is provided for teaching and practicing new

Instructional time is valuable
and should be protected from

interruption. It is used wisely skills related to each of the key themes of ELA/literacy and
and efﬁciently to maximize ELD instruction: Meaning Making, Language Development,
student engagement and Effective Expression, and Foundational Skills of reading.
Iearning. In addition, sufficient time is allocated to STEM subjects

(science, technology, engineering, and mathematics), history/
social studies, the arts, world languages, health, and physical
education. Strategic integration of the language arts with other content areas maximizes curricular
offerings in both and provides occasions for inquiry-based and other 21st century modes of learning.
In departmentalized settings, literacy is a priority in every subject, and cross-disciplinary planning
and instructional opportunities, including 21st century learning, are promoted. (See chapter 10 for a
discussion of 21st century learning.)
At all levels, instructional planning considers the assessed needs of students when creating
schedules and classroom settings in which students receive excellent first instruction and specific
and effective interventions as needed. Considerations of student motivation and engagement are
also taken into account as curricula are adopted and calendars are established. The link between
deep content knowledge and proficiency in reading, writing, speaking, listening, and language is
well established. (See Duke, Pearson, Strachan, and Billman 2011 and Wilkinson and Son 2011 for
discussions on this topic.) The challenge is to promote effective cross-disciplinary approaches that
increase student achievement while honoring the integrity of each discipline. The challenge also is to
provide students with special learning needs the additional time and support needed to be successful
while not eliminating their access to the full range of curricula. Extended learning opportunities,
including homework, before and after school programming, summer and vacation sessions, additional
time within the school day (e.g., lunch or break periods),
and community literacy activities support students’ learning
needs and enrich their development. To meet the needs of
all students, existing structures, schedules, and calendars are

The challenge is to promote
effective cross-disciplinary

reexamined, and non-traditional approaches are employed. approaches that increase
Balancing all these variables when designing effective student achievement while
instructional programs requires shared responsibility: the honoring the integrity of each

commitment and participation of all school staff, families, and discipline.
the community. Shared responsibility is discussed earlier in
this chapter and in chapter 11.
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English Language Development

As emphasized throughout this ELA/ELD Framework, ELs face the unique challenge of learning
English as an additional language as they are also learning grade-level content through English.
This challenge creates a dual responsibility for teachers who teach ELs. One is to ensure that all ELs
have full access to grade-level curricula in all content areas, and the second is to ensure that ELs
simultaneously develop the advanced levels of English necessary for success with academic tasks and
texts in those content areas. English language development (ELD) instruction is but one necessary
component of a comprehensive instructional program for ELs that fulfills this dual responsibility.

Learning English as an Additional Language

California’s ELs come to school at different ages and with a range of cultural and linguistic
backgrounds, formal schooling, proficiencies in their primary language(s) and English, socioeconomic
statuses, and other experiences in their homes, schools, and communities. In addition, California’s ELs
come from nations all over the world, as well as the U.S. All
of these factors affect how ELs learn English as an additional
backgrounds and levels of language and how teaphgrs design and_ provide instruction

to ensure steady linguistic and academic progress. (For more

English Ianguage proﬁciency, detailed information regarding different types of ELs, see
ELs at all levels of proficiency chapter 9.)

Regardless of their individual

are able to engage in Regardless of their individual backgrounds and levels of
intellectually challenging and English language proficiency, ELs at all levels of proficiency
content-rich activities, with are able to engage in intellectually challenging and content-
appropriate support from rich activities, with appropriate support from teachers that

addresses their language and academic learning needs. The
term English as an additional language is used intentionally
to signal the explicit goal for ELs to add English to their
linguistic repertoires as they develop and maintain proficiency
in their primary language(s). The CA ELD Standards provide
guideposts of the English language skills, abilities, and knowledge that teachers promote and assess
as their ELs progress along the ELD Continuum.

teachers that addresses their
language and academic
learning needs.

Stages of English Language Development

Research has shown that learners of an additional language generally follow a common path to
second language development. The CA ELD Standards refer to the stages along this path as Emerging,
Expanding, and Bridging. (See chapter 1). Represented in figure 2.18, the general progression of
English language development is summarized by the English Language Development continuum in the
CA ELD Standards.
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Figure 2.18. General Progression of the CA ELD Standards ELD Continuum

ELD Continuum

Native Language

—»-Fmerging =——3Expanding =———3p-Bridging —3»

Lifelong
Language
Learners

ELs come to
school with a
wide range of
knowledge and
competencies

in their primary
language, which
they draw upon to
develop English.

ELs at this

level typically
progress very
quickly, learning
to use English
for immediate
needs as well
as beginning to
understand and
use academic
vocabulary and
other features
of academic
language.

ELs at this

level increase
their English
knowledge,
skills, and
abilities in more
contexts. They
learn to apply a
greater variety
of academic
vocabulary,
grammatical
structures,

and discourse
practices in more
sophisticated
ways, appropriate
to their age and
grade level.

ELs at this level
continue to learn
and apply a range
of advanced
English language
knowledge, skills,
and abilities in

a wide variety

of contexts,
including
comprehension
and production
of highly
complex texts.
The “bridge”
alluded to is the
transition to full
engagement

in grade-level
academic tasks
and activities

in a variety of
content areas
without the need
for specialized
instruction.

Students who
have reached full
proficiency in the
English language,
as determined by
state and/or local
criteria, continue
to build increasing
breadth, depth,
and complexity in
comprehending
and communi-
cating in English
in a wide variety
of contexts.

The proficiency level descriptors and grade-level and grade-span standards in the CA ELD
Standards (CDE 2014a) offer additional information on these stages.

While guidance on the general stages of English language development is provided, the complex
and multilayered process of learning English as an additional language does not necessarily occur in
a linear fashion. An EL, at any given point along his or her trajectory of English learning, may exhibit
some abilities (e.g., speaking skills) at a higher proficiency level, while at the same time exhibiting
other abilities (e.g., writing skills) at a lower proficiency level (Gottlieb, 2006). Similarly, a student may
understand much more than she or he can speak. Additionally, a student may successfully perform a
particular skill at a lower proficiency level (e.g., reading and analyzing an informational text) and, at
the next higher proficiency level, need review in the same reading and analysis skills when presented
with a new or more complex type of informational text.

Cross-Language Relationships

Research has demonstrated that the knowledge, skills, and abilities students have developed
in their primary language can transfer to their development of English language and literacy. For
example, phonological awareness, syntactic awareness, and alphabetic knowledge transfer across
languages, meaning that ELs who have already learned these skills in their primary languages do not
need to relearn them in English. This transfer works differently, however, depending on similarities
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and differences between the primary language and English. For example, ELs who already know how
to blend phonemes in their primary language are able to transfer this phonological awareness skill
to English. English learners who already decode in a language that uses the Latin alphabet (e.qg.,
Spanish, Romanian) are able to transfer decoding and writing skills more easily than students who
decode in languages with non-Latin alphabets (e.g., Arabic, Korean, Russian) or languages with a
nonalphabetic writing system (e.g., Chinese).

Just as ELs with primary languages with Latin alphabets do, ELs who already read proficiently in
a non-Latin alphabet primary language (e.g., Arabic, Chinese, Korean, Russian) are able to transfer
important knowledge about reading (e.g., how to make
inferences or summarize text while reading). However, they may
need targeted instruction to learn the Latin alphabet, writing

Properly evaluating an .
pery 9 system, and sentence structure, as compared or contrasted with

ELS primary language their native language writing system (e.g., direction of print,

and literacy skills and symbols representing whole words, syllables, or phonemes) and
understanding how cross- sentence structure (e.g., subject-verb-object vs. subject-object-
Ianguage transfer works verb word order). Properly evaluating an EL's primary language

and literacy skills and understanding how cross-language
transfer works are critical to designing appropriate instructional
programs. Effective programs ensure that students do not lose
programs. valuable time relearning what they already know or (conversely)
miss critical teaching their native English-speaking peers have
already received.

Learning English as an additional language is a complex and spiraling process that involves
multiple interrelated layers, and which is fostered through meaningful interactions, intellectually-rich
curricula, attention to language awareness, and appropriate scaffolding based on primary language
and English language proficiency, among other factors. The CA ELD Standards provide concise
information identifying what ELs can be expected to know and do with and through English as they
gain increasing English language proficiency. This ELA/ELD Framework (including the next section of
this chapter on ELD instruction) offers guidance on designing and implementing the type of instruction
that will ensure ELS’ rapid progression along the ELD continuum.

is critical to designing
appropriate instructional

ELD Instruction

All teachers should attend to the language learning needs of their ELs in strategic ways that
promote the simultaneous development of content knowledge and advanced levels of English. In this
section, ELD instruction is described first generally and then in terms of using the CA ELD Standards in
two ways:

1. Integrated ELD, in which all teachers with ELs in their classrooms use the CA ELD Standards
in tandem with the focal CA CCSS for ELA/ Literacy and other content standards

2. Designated ELD, or a protected time during the regular school day, in which teachers use the
CA ELD Standards as the focal standards in ways that build into and from content instruction in
order to develop critical language ELs need for content learning in English*

4 Integrated and designated ELD may be unfamiliar terms. These new terms encompass elements of previously used terms,
such as sheltered instruction, SDAIE, or dedicated ELD. It is beyond the scope of this framework to identify all previously
used or existing terms, and readers should examine this ELA/ELD Framework carefully to determine how the new terminology
reflects or differs from previous terms and understandings.
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Throughout the school day and across the disciplines,
ELs learn to use English as they simultaneously learn content
knowledge through English. English learners develop English Throughout the school day

primarily through meaningful interactions with others and across the dlisciplines, ELs
and through intellectually-rich content, texts, and tasks: learn to use English as they
interpreting and discussing literary and informational texts; simultaneously learn content

writing (both collaboratively and independently) a variety of
text types; or justifying their opinions by persuading others
with relevant evidence, for example. Through these activities,
ELs strengthen their abilities to use English successfully in school while also developing critical content
knowledge through English.

In addition to learning to use English and learning through English, ELs also need to learn about
English in order to develop advanced levels of English. In other words, ELs need to learn how English
works to communicate particular meanings in different ways, based on discipline, topic, audience,
task, and purpose. Language awareness (the conscious knowledge about language and how it works
to make meaning) is prominently featured in the CA ELD Standards for this purpose. When teachers
draw attention to language and how it works, ELs become conscious of how particular language
choices affect meanings. Examples include learning how the word reluctant to describe a person
produces a different effect than the word sad; how an argument is organized differently than a
narrative because its purpose is to persuade rather than to entertain; and why language used with
friends during lunch is different from language expected to be used in more academic settings.

Through the development of language awareness, ELs understand how they can adjust their
language use and select particular language resources based on audience, discipline, topic, and task.
As a result, ELs are able to draw on a wider range of language
resources when making meaning and to make more informed

knowledge through English.

Unigughh e clvclopinait choices about using English. Understanding how English

of Ianguage awareness, ELs works to make meaning in different contexts is important for
understand how they can all students, but it is critical for ELs, many of whom rely on
adjust their language use and ~ school experiences to develop the types of academic English
select pgrtjcu]qr Ianguage necessary for success in school and beyond.

resources based on audience, Figure 2.19 presents the three interrelated areas of

comprehensive ELD: learning to use English, learning through
English, and learning about English. Comprehensive ELD
incorporates both integrated ELD and designated ELD.

discipline, topic, and task.
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Figure 2.19. Three Interrelated Areas of Comprehensive ELD*
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*Comprehensive ELD includes both integrated and designated ELD.
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Integrated ELD

This framework uses the term integrated ELD to refer to ELD taught throughout the day and
across the disciplines. All teachers with ELs in their classrooms should use the CA ELD Standards in
addition to their focal CA CCSS for ELA/Literacy and other content standards to support their ELS’
linguistic and academic progress. The goal statement for each set of grade-level and grade-span CA
ELD Standards indicates that all ELs in California schools should read, analyze, interpret, discuss,
and create a variety of literary and informational text types. Through these experiences, ELs develop
an understanding of language as a complex and dynamic resource for making meaning, and they
develop language awareness, including an appreciation for their primary language as a valuable
resource in its own right and for learning English. They demonstrate knowledge of content through
oral presentations, writing, collaborative conversations, and multimedia, and they develop proficiency
in shifting language use based on task, purpose, audience, and text type.

As explained in chapter 1, the CA ELD Standards describe the key knowledge, skills, and abilities
in critical areas of English language development that students learning English as an additional
language need to develop in order to be successful in school. Along with the CA CCSS for ELA/Literacy
and other content standards, they call for instruction that includes an abundance of collaborative
discussions about content, meaningful interactions with complex texts, and engaging and intellectually
rich tasks. Part | of the CA ELD Standards, “Interacting in Meaningful Ways,” provides guidance on
instruction for ELs at different English language proficiency levels and sets the stage for deeper
learning about the language used in texts and tasks. Part II of the CA ELD Standards, “Learning About
How English Works,” offers guidance on instruction to help ELs develop proficiency in using academic
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English across a range of disciplines. Part Il of the CA ELD Standards guides teachers to support ELs
in ways appropriate to their grade level and English language proficiency level, to accomplish the
following:
e Unpack meanings in the written and oral texts they encounter in different content areas in order
to better comprehend them

o Make informed choices about how to use oral and written English powerfully and appropriately
based on discipline, topic, purpose, audience, and task

Part 111 of the CA ELD Standards, “Using Foundational
Literacy Skills,” signals to teache_rs that the_S(_a skills are a Part Ill of the CA ELD Standards,
fundamental component of reading and writing and that
the particular characteristics of individual ELs are taken =
into consideration in foundational skills instruction. These Skills,” signals to teachers that

“Using Foundational Literacy

characteristics include a student’s proficiency in literacy these skills are a fundamental
in the primary language, similarities and differences component ofreading and
between the student’s primary language and English, writing and that the particular

and the student_s oral Iangu_age proﬁagncy in Engllsh. characteristics of individual ELs
Generally speaking, foundational skills instruction, when i . o

needed, occurs during ELA instruction and not during are taken into consideration in
designated ELD time since designated ELD time focuses foundational skills instruction.
primarily on language development in ways that build

into and from content instruction. However, some newcomer ELs, particularly in upper elementary
and secondary settings, may need explicit instruction in foundational skills during designated ELD.
Teachers and specialists carefully assess students to make this determination. Guidance on providing
foundational skills instruction to ELs in transitional kindergarten through grade twelve is provided in
chapters 3—7.

Because content and language are inextricably linked, the three parts of the CA ELD Standards—
“Interacting in Meaningful Ways,” “Learning About How English Works,” and “Using Foundational
Literacy Skills"—should be interpreted as complementary and interrelated dimensions of a robust
instructional program for ELs. The integrated use of Parts | and Il throughout the day and across
the disciplines emphasizes the interrelated roles of content knowledge, purposes for using English
(e.g., explaining, entertaining, arguing), and the /language resources (e.g., vocabulary, grammatical

structures, discourse practices) available in English. Parts
The integrated use of Parts | | and Il are presented separately to highlight the need to
focus both on meaning and interaction and on building

dllth hout the d d
an roughoutthe ady an knowledge about the linguistic resources available in

across the disciplines emphasizes

] English.
the interrelated roles of content The CA ELD Standards are organized to focus first on
knowledge, purposes for meaning and interaction and then focus on knowledge
using English (e.g., explaining, about the English language and how it works afterward.
entertaining, arguing), and Accordingly, the standards in Part Il are not used in

isolation but rather are seen as nested within the context
of the standards in Part |. In other words, they are used in
: ' the context of intellectually and discourse-rich, meaningful
structures, discourse practices) interactions, as outlined in Part I. In turn, all three parts
available in English. of the CA ELD Standards are nested within the CA CCSS
for ELA/Literacy and are applied in all content areas.

the language resources (e.g.,
vocabulary, grammatical
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A Focus on Language Development and Content: Promoting Collaborative
Discussions About Content

The CA ELD Standards amplify the CA CCSS for ELA/ Literacy’s emphasis on language and
content development through collaborative literacy tasks, including discussions about the complex
literary and informational texts students read and the content they learn through a variety of tasks
and partner/group writing projects. In the collaborative mode of Part | of the CA ELD Standards,

exchanging information and ideas, interacting via written
Rich collaborative discussions English, offering opinions, and adapting language choices
: : are highlighted as critical principles corresponding to the
miwhich students develop CA CCSS for ELA/ Literacy. For example, the standards in
both content knowledge and the collaborative mode of Part I call for ELs to refine their

language most often occur abilities to actively and appropriately contribute to academic
when the topics students are discussions (e.g., following turn-taking rules, asking relevant
asked to discuss are worth questions, affirming others, adding relevant information,

building on responses). Rich collaborative discussions

in which students develop both content knowledge and

, language most often occur when the topics students are
reading. asked to discuss are worth discussing or the texts students
are asked to read are worth reading.

The CA ELD Standards guide teachers in supporting their ELs at different English language
proficiency levels to participate in collaborative discussions about rich content. For example, teaching
frequently used phrases (e.g., Can you say more? Can you explain that again? Yes, I agree with you.)
and sentence stems (Why do you think _____? What is your idea about ____? How do you ____?) to
ELs who are at the early Emerging level of English language proficiency supports active participation
in conversations and language development. Posting these phrases and sentence stems, along
with domain-specific vocabulary (with a picture or drawing, when needed), promotes their frequent
use during conversations about content. Equitable collaborative structures (e.g., think-pair-share,
structured group work, reciprocal teaching) in which students use the new language purposefully are
essential for ensuring that all ELs have opportunities to actively contribute to conversations and not
just listen passively. (See the section on collaborative learning in this chapter for additional ideas.)

As ELs progress along the ELD continuum, teachers adjust the level of support they provide to
meet their students’ language learning needs and promote the use of the academic English required
for specific topics. To promote the use of particular general academic or domain-specific vocabulary,
teachers can

e briefly preview some of the words that are critical for content understanding before students
read (e.qg., determination, mitosis, meiosis);

discussing or the texts students
are asked to read are worth

e explain some of the words while students read;

¢ explicitly teach a select group of high leverage general academic words after students have
encountered them in the text;

e post the words so students can refer to them; and

e encourage students to use the words during conversations or in writing, using a sentence frame
when needed (e.g., Rosa Parks showed determination when she ).

To promote the use of increasingly more complex grammatical structures (e.g., complex sentences
or sentences that incorporate particular subordinate conjunctions, such as although or despite),
teachers provide open sentence frames containing the target academic language (e.g., Although
mitosis and meiosis both involve cell division, they __.). Carefully crafted, open sentence frames
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provide opportunities for students to practice specific academic language while also providing
opportunities for extended discourse on a particular topic. In contrast, closed sentence frames (e.g.,
All objects are made up of tiny particles called _____.) limit student language production and are used
sparingly for very specific purposes (e.g., to provide a substantial level of support for an EL student at
the early Emerging level). These types of linguistic scaffolds support oral language development and
collaboration and also serve as a bridge to writing.

It is important to remember that the design of sentence frames and stems is highly dependent on
content and lesson objectives. Teachers incorporate the following when creating stems and frames:

e Content knowledge students need to develop (e.g., relationships between scientific concepts,
how a character evolves, a sequence of historical events)

e Language students need to develop to effectively convey understandings of content (e.g., new
vocabulary or grammatical structures, ways of organizing different types of writing), which may
vary depending on the level of English language proficiency

Importantly, scaffolding, such as sentence stems or frames, is used purposefully and judiciously,
and teachers determine if such scaffolding may in fact discourage or impede productive discourse
(e.g., when students feel they must use sentence frames in order to speak or write).

A Focus on Meaning Making and Content: Supporting Comprehension and
| nterpretation of Complex Texts

The CA ELD Standards also amplify the CA CCSS for ELA/Literacy’s emphasis on close readings of
complex literary and informational texts. In the interpretive mode of Part | of the CA ELD Standards,
listening actively, reading and viewing closely, and evaluating and analyzing language resources are
highlighted as critical principles corresponding to the CA CCSS for ELA/ Literacy. The CA ELD Standards
guide teachers in supporting their ELs at different English language proficiency levels to read and
actively listen to complex texts.

When approaching discussions about how English works,

teachers begin by asking students what they notice about the Th? CAELD Sta'ndards )
language used in the complex informational and literary texts guide teachers in supporting
they read, but soon, a more structured approach to analyzing their ELs at different English
and discussing the language of texts is useful. For example, Iangque proﬁciency levels
_teachers _e_xplain tq students _h(_)W the Ia_nguage writers choose to read and actively listen to
in a specific place in a text elicits a particular effect on readers

complex texts.

(e.g., employing a figurative use of the word erupt to show how
a character behaved, describing a historical figure’s career as
distinguished, or using the word extremely to add force to a statement, as in extremely dangerous).
Teachers also model how they locate instances in texts where writers use modality to present their
opinions or attitudes (e.g., The government should definitely pass this law.) or how particular language
helps guide readers through a text (e.g., the use of for example, or in addition). In terms of text
organization and structure, teachers call attention to particular places in a text where writers present
evidence to support an argument and draw distinctions between more successful and less successful
uses of language for this purpose. These examples model for ELs how particular language resources
are used to make meaning.

In addition, teachers provide students with guided opportunities to evaluate and analyze the
language they encounter in academic texts. For example, a teacher asks ELs at the Emerging level of
English language proficiency to explain how the use of different familiar words with similar meanings
to describe a character (e.g., choosing to use the word polite versus good) produces a different
effect on the reader. She asks ELs at the Expanding level to explain how the use of different general
academic words with similar meanings (e.g., describing a character as diplomatic versus respectful)
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or figurative language (e.g., The wind whispered through the night.) produce shades of meaning and
different effects on readers. Students work with peers to arrive at these explanations initially, and then
as students gain confidence with this type of analysis, they work more independently.

Teachers use Part Il of the CA ELD Standards as a guide for showing ELs how different text types
are organized and structured (e.g., how a story is structured or where in an argument evidence is
presented) or how language is used purposefully to make meaning (e.g., how sentences are combined
to show relationships between ideas). For example, a science teacher identifies a particular sentence
in the science textbook that is challenging for students but critical for understanding the topic. The
teacher leads a discussion in which the class unpacks the informationally dense sentence for its
meaning using more everyday language. Figure 2.20 presents an example. (Note: the main clause is
in italics.)

Figure 2.20. Sentence Unpacking

Original sentence:
“Although many countries are addressing pollution, environmental degradation continues
to create devastating human health problems each year.”

Meanings:
e Pollution is a big problem around the world.
e People are creating pollution and ruining the environment.
e The ruined environment leads to health problems in people.
* Health problems are still happening every year.
e The health problems are really, really bad.
e Alot of countries are doing something about pollution.
e Even though the countries are doing something about pollution, there are still big
problems.
What this sentence is mostly about: Environmental degradation

What it means in our own words: People are creating a lot of pollution and messing up the
environment all around the world, and even though a lot of countries are trying to do things
about it, a lot of people have big health problems because of it.

This type of analysis demystifies academic language and provides a model students can use to
tackle the often challenging language they encounter in their school texts. As students become more
comfortable discussing language, teachers guide them to analyze language more deeply based on
lesson objectives and students’ age and proficiency levels. For example, teachers discuss with their
students the density of information packed into the term environmental degradation and examine
why the writer used it instead of the word pollution. Teachers also discuss how using the subordinate
conjunction although creates a relationship of concession between the two ideas in the main and
subordinate clauses and how connecting ideas in this way is particularly useful—and common—in
academic writing.

Using the CA ELD Standards to conduct these types of analyses ensures that all ELs are engaged
with intellectually rich content and are able to read texts closely with scaffolding adapted to their
particular language learning needs.
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A Focus on Effective Expression and Content: Supporting Academic Writing and
Speaking

The CA ELD Standards emphasize the types of writing (opinion/argument, informative/explanatory,
and narrative) and formal oral presentations called for by the CA CCSS for ELA/Literacy by focusing
on how ELs successfully engage in these academic tasks using particular language resources. In the
productive mode of Part | of the CA ELD Standards, presenting,
writing, supporting opinions, and selecting language resources are

In the productive mode highlighted as critical principles corresponding to the CA CCSS for

of Part | of the CA ELD ELA/Literacy. The CA ELD Standards guide teachers in supporting
Standards, presenting, their ELs at different English language proficiency levels to write
writing, supporting different text types and present their ideas formally in speaking.
opinions, and selecting For example, in order to support ELs in writing cohesive stories

using an understanding of the ways stories are organized, a teacher

language resources are
guag refers to Part |1 of the CA ELD Standards to design lessons that

h’Sh”thed as critical , support her ELs at different proficiency levels. She begins by using
principles corresponding a story with which students are familiar to show how it is organized
to the CA CCSS for into predictable stages (orientation-complication-resolution or
ELA/Literacy. introduction-problem-resolution). She then draws students’

attention to the linking words and phrases (text connectives) that

help create cohesion and make the story flow. In the orientation
stage, text connectives may be once upon a time or long ago. In the complication stage, typical
text connectives for signaling a shift are suddenly or all of a sudden. In the resolution stage, text
connectives such as finally or in the end are used.

The teacher posts notes from an analysis the class conducted of the story to refer to as a model,
and she also provides them a graphic organizer with the same stages so they can begin to write their
first drafts in a structured way. In order to support her ELs at the Emerging level of English language
proficiency, the teacher pulls a small group of these students together to jointly construct a story to
facilitate their understanding of the organization of stories and their use of particular language (e.qg.,
text connectives, literary vocabulary).

In addition to focusing on text structure and organization,

over time she explicitly teaches some of the general The teacher posts notes from
academic words in the literary texts students read and an analysis the class conducted
encourages them to use the words in their story writing of the story to refer to as a

(e.q., ecstatic, murmured, reluctance) or oral retellings.
The teacher also shows them how to expand their ideas
(e.g., adding a prepositional phrase to show when or where

model, and she also provides
them a graphic organizer with

something happened) or connect their ideas and sentences the same stages so they can
in other ways. Carefully observing how students use the begin to write their first drafts
language she teaches helps her determine ways to work with in a structured way.

the whole class, small groups, and individuals to ensure that
all are supported to write their own stories.

The same instructional attention to language can be applied to other content areas and
informational texts. For example, a history teacher draws students’ attention to how a historical
argument is organized, shows the particular language resources used to create cohesion (e.g., At
the beginning of the century, . . . After reconstruction, . . .), and teaches the general academic and
domain-specific vocabulary students need to convey their understanding of the topic in writing. The
teacher provides ELs at the Emerging level of proficiency a graphic organizer with the stages of a
historical argument and paragraph frames to provide scaffolding for writing an initial draft of an essay.
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English Learners at the Expanding level may only need a graphic organizer and some texts to use as
a model, students at the Bridging level may only need model texts for reference. These instructional
decisions depend on a variety of factors, including students’ familiarity with topics and tasks as well as
their English language proficiency levels.

I mplications for | ntegrated ELD

The examples just described are among the many ways teachers can use Parts | and Il of the CA
ELD Standards throughout the day in tandem with the CA CCSS for ELA/Literacy and other content
standards to support their ELs in learning rich content and developing advanced levels of English.
Teachers, in each example:

¢ Routinely examine the texts and tasks used for instruction to identify language that may be
challenging for ELs
e Determine the opportunities to highlight and discuss Above all, ELs routinely and

particular language resources (e.g., powerful or frequently engage in discussions

precise vocabulary, different ways of combining to develop content knowledge

ideas in sentences, ways of starting paragraphs to . 2
use comprehension strategies

emphasize key ideas) and analytical skills to interpret
complex texts, produce oral and
written English that increasingly
meets the expectations of

the context, and develop an
awareness about how English
works to make meaning.

e Observe students to determine how they are using
the targeted language

¢ Adjust whole group instruction or work with small
groups or individuals to provide adequate and
appropriate support

Above all, ELs routinely and frequently engage
in discussions to develop content knowledge, use
comprehension strategies and analytical skills to interpret
complex texts, produce oral and written English that increasingly meets the expectations of the
context, and develop an awareness about how English works to make meaning.

Deeply grounded in theory and research, the CA ELD Standards promote effective instruction
for ELs that occurs throughout the day and across all disciplines: integrated ELD. See figure 2.21 for
a summary. For related research, see also Anstrom, and others 2010; August and Shanahan 2006;
Francis, and others 2006; Genesee, and other 2006; Short and Fitzsimmons 2007.

Figure 2.21. Integrated ELD

Effective instructional experiences for ELs throughout the day and across the disciplines:

e Are interactive and engaging, meaningful and relevant, and intellectually rich and
challenging

» Are appropriately scaffolded in order to provide strategic support that moves learners
toward independence

« Develop both content knowledge and academic English

* Value and build on primary language and culture and other forms of prior knowledge
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Designated ELD

As indicated in the discussion about integrated ELD, most ELs’ English language development
occurs throughout the day and across content areas as they learn to use English, learn content
through English, and learn—to varying degrees, depending on discipline and topic—about how English
works to make meaning. However, research and practical experience suggest that setting aside a
time during the day to focus strategically on language is beneficial (August and Shanahan 2006; CDE
2010a; Christie 2005; Genesee, and others, 2006; Saunders, Foorman, and Carlson 2006).

Designated ELD is a protected time during the regular

Designated ELD is a protected school day when teachers use the CA ELD Standards as the

time during the regular school focal standards in ways that build into and from content
instruction in order to develop critical English language
skills, knowledge, and abilities needed for content learning
in English. Designated ELD is not separate and isolated

day when teachers use the CA
ELD Standards as the focal

standards in ways that build into from ELA, science, social studies, mathematics, and other
and from content instruction in disciplines but rather is an opportunity during the regular
order to develop critical English school day to support ELs in developing the discourse

practices, grammatical structures, and vocabulary necessary
for successful participation in academic tasks in all content
T _ areas. During this protected time, ELs are actively engaged

learning in English. in collaborative discussions in which they build their

awareness of language and develop their skills and abilities

to use language. Accordingly, during designated ELD, there is a strong emphasis on oral language
development. Naturally, designated ELD instruction also addresses reading and writing tasks as
students learn to use English in new ways and develop their awareness of how English works in both
spoken and written language.

For students enrolled in an alternative bilingual program (e.g., dual language, two-way immersion,
developmental bilingual), it may be appropriate to focus on developing foundational literacy skills
during designated ELD time to ensure students have the requisite skills to read complex texts
in English when they enter the upper elementary grades. Depending on their development of
foundational skills in the primary language and the design of the instructional program at particular
schools, some newcomer ELs may also need explicit instruction in foundational skills during designated
ELD. In general, however, foundational skills are addressed during ELA and not during designated ELD.

Content plays a key role in designated ELD since it is not possible to develop advanced levels of
English using texts and tasks devoid of academic content language. However, designated ELD is not
a time to teach (or reteach) content; rather, it is a time
to focus on academic language derived from content
areas in ways that are closely aligned with content
instruction. For example, during designated ELD time, ELs

language skills, knowledge,
and abilities needed for content

Content plays a key role in
designated ELD since it is not

at the Expanding or Bridging level of English language possible to develop advanced
proficiency more closely examine the /anguage used in a levels of English using texts and
text they have already read in one of their content areas. tasks devoid of academic content

In other words, they learn about, analyze, and discuss the
language in the text to better understand how it conveys
particular meanings. They learn the meanings of some of
the general academic vocabulary and use the vocabulary reteach) content . ..

in different ways in speaking and writing over the course

of the week. They discuss the structure of the text type and identify its text connectives (e.g., at the

language. However, designated
ELD is not a time to teach (or
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end of the Civil War, predictably, for this reason). Or, they engage in a debate about the text’s content
using language they have learned, reinforcing by speaking the language they eventually write (e.g., an
argument).

Designated ELD instruction can build on the sentence unpacking activity from the text about
environmental degradation (discussed in the integrated ELD section) by focusing strategically on
sentence and clause structure. Focusing on grammatical structure helps students understand texts’
meanings and read them more closely. Figure 2.22 presents one way a teacher helps her students
deconstruct a challenging sentence that attends to structure while maintaining meaning making as the
primary goal.

Figure 2.22. Sentence Deconstruction Focusing on Structure and Meaning

Sentence:
Broken into clauses

Analysis:
Type of clause and how | know

Meaning:
What it means

Although many countries are
addressing pollution,

Dependent (subordinate clause) The clause gives credit to
a lot of countries for doing
something about pollution.
Using the word although
tells me that the rest of
the sentence will show that
what they are doing is not

enough.

It starts with although, so it can’t
stand on its own.

It depends on the other clause.

environmental degradation
continues to create
devastating human health
problems each year.

Independent (main clause)

It can stand on its own, even if |
take the other clause away.

The clause has the most
important information.
Pollution keeps hurting a lot
of people every year all over

the world.

Although students may engage to a limited extent in such language-focused activities during
subject matter instruction, during designated ELD teachers focus more intensively on the language of
the texts and on the language learning needs of ELs at different proficiency levels. Focusing intensly
on language in ways that build into and from content both reinforces content learning and promotes
academic language development. Discussions about language vary depending on students’ age,
English language proficiency level, content instruction emphases, the level of collaboration among
educators working with ELs, and many other factors. Importantly, discussions about language do not
focus solely on grammatical structures or vocabulary but expand students’ comprehension of all levels
and types of language, including text and discourse level understandings. Above all, teachers maintain
a clear focus on students’ meaningful interactions with texts and with other people (both peers and
adults) via intellectually rich tasks and content.

English learners at the Emerging level of English language proficiency use the same texts that
other students do. Alternatively and depending on students’ needs, a companion text addressing the
same content with more accessible language is useful as a temporary scaffold as students progress
toward reading grade-level texts. Similarly, different vocabulary can be taught more intensively, such
as everyday words that ELs very new to English need for basic communication. For ELs who are
not newcomers to English, vocabulary instruction focuses primarily on the development of general
academic and domain-specific words related to content area learning.

During designated ELD, teachers of younger ELs focus strategically on how the language of
teacher read alouds is structured and create opportunities for children to practice the language. For
example, after reading a complex informational text about bees, a teacher guides students to discuss,
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in pairs, what they learn from the text. During designated
ELD, she guides them in a joint text construction activity (in During designated ELD,
which she acts as the scribe and facilitator as the students teachers ofyounger ELs focus

offer ideas about what to write). When working with ELs
at the Expanding or Bridging levels of English language
proficiency, she prompts students to generate sentences that

strategically on how the
language of teacher read

she writes on a white board or using a document camera: alouds is structured and create

The bees pollinate the flowers.
They get pollen on their legs.

opportunities for children to
practice the language.

The pollen rubs off on another flower.
Next, through a lively discussion, she guides her students to combine these ideas to form one

sentence:

Bees pollinate the flowers when they get pollen on their legs from one flower, and then it rubs off

on another flower.

When working with ELs at the Emerging level who may find some of the domain-specific
vocabulary (e.g., pollen, pollinate) challenging, the teacher guides them to generate simple or

By jointly constructing
texts, teachers guide

ELs to generate
increasingly sophisticated
language—Ilanguage
that approaches what
students hear or read in
their complex texts.

compound sentences that contain the words. By jointly
constructing texts, teachers guide ELs to generate increasingly
sophisticated language—language that approaches what students
hear or read in their complex texts.

These are just a few examples of tailoring designated ELD
instruction to attend to ELs’ particular language learning needs in
ways that build into and from content instruction. The same types
of instructional practices discussed in the integrated ELD section
(e.g., collaborative discussions with a particular language focus,
analysis of the language in texts, explicit vocabulary instruction)
are also appropriate in designated ELD. In a designated ELD,
however, the focus on language is intensified. Figure 2.23
captures the essential features of designated ELD.

Figure 2.23. Essential Features of Designated ELD Instruction

1. Intellectual Quality: Students are provided with intellectually motivating, challenging, and
purposeful tasks, along with support to meet the tasks.

2. Academic English Focus: Students’ proficiency with academic English and literacy in the
content areas, as described in the CA ELD Standards, the CA CCSS for ELA/ Literacy, and
other content standards, is the main focus of instruction.

3. Extended Language | nteraction: Extended language interaction between students,
including ample opportunities for students to communicate in meaningful ways using
English, is central. Opportunities for listening or viewing and speaking or signing are
thoughtfully planned and not left to chance. As students progress along the ELD continuum,
these activities also increase in sophistication.

4. Focus on Meaning: Instruction predominantly focuses on meaning, connecting to the
language demands of ELA and other content areas, and identifies the language of texts and
tasks critical for understanding meaning.
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5. Focus on Forms: Congruent with the focus on meaning, instruction explicitly focuses on
learning about how English works based on purpose, audience, topic, and text type. This
includes attention to the discourse practices, text organization, grammatical structures, and
vocabulary that enable individuals to make meaning as members of discourse communities.

6. Planned and Sequenced Events: Lessons and units are carefully planned and sequenced
to strategically build language proficiency along with content knowledge.

7. Scaffolding: Teachers contextualize language instruction, build on background knowledge,
and provide appropriate levels of scaffolding based on individual differences and needs.
Scaffolding is both planned in advance and provided just in time.

8. Clear Lesson Objectives: Lessons are designed using the CA ELD Standards as the
primary standards and are grounded in appropriate content standards.

9. Corrective Feedback: Teachers provide students with judiciously selected corrective
feedback on language usage in ways that are transparent and meaningful to students.
Overcorrection or arbitrary corrective feedback is avoided.

10. Formative Assessment Practices: Teachers frequently monitor student progress through
informal observations and ongoing formative assessment practices; they analyze student
writing, work samples, and oral language production to prioritize student instructional needs.

Grouping for Designated ELD

During designated ELD—and only during designated ELD—ELs are grouped by English language
proficiency levels, as possible, so that teachers are able to strategically target students’ language
learning needs. It is important to note that designated ELD instruction time is not intended to
isolate or segregate ELs, nor should it preclude non-ELs from receiving similar instruction. Rather,
designated ELD instruction time is intended to be used as a protected time when ELs receive the
type of instruction that accelerates their English language and literacy development. Further, it is
imperative that grouping during the rest of the day be
heterogeneous to ensure that ELs interact with proficient

English speakers. However, some middle and high It is important to note that
school ELs who are newcomers to English and at the designated ELD instruction
Emerging level of English language proficiency benefit time is not intended to isolate
from specialized attention in ELA (and other content or segregate ELs, nor should it

areas) in order tq accele_zrqte th_eir Iingl_Jistic and academic preclude non-ELs from receiving
development. This specialized instruction should focus
on accelerating students’ English language and literacy
development while also providing them with full access

similar instruction. Rather,
designated ELD instruction time is

to core content, so they are able to participate in intended to be used as a protected
heterogeneous classrooms as quickly as possible. time when ELs receive the type of

The population of ELs in different schools and in instruction that accelerates their
different grade levels within schools varies, and each English language and literacy
school needs to carefully consider grouping options for development.

designated ELD. For example, in elementary schools with

large numbers of EL students, teachers at each grade

level may regroup for designated ELD by having one teacher work with ELs at the Emerging level of
English language proficiency, while another teacher works with ELs at the Expanding level, and
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another works with ELs at the Bridging level. In schools with a smaller student population of ELs (e.g.,
five ELs at a given grade level), individual classroom teachers may work with small groups of ELs at an
opportune time during the day.

Importantly, however a school decides to schedule designated ELD, ELs should not be removed
from other core content instruction (e.g., ELA, science) in order to receive designated ELD instruction.
Designated ELD must be provided in addition to all core content instruction. In secondary settings,
particularly in high school, ELs need full access to grade-level content in all disciplines, as well as
specialized instruction in academic English, to prepare for college and careers. Desighated ELD does
not replace rich content coursework across the disciplines. Conversely, ELs need specialized attention
to their English language development to be successful in their content coursework. Master scheduling
may be challenging for some schools. However, when both the academic and language learning needs
of ELs are prioritized, creative solutions are possible.

A Comprehensive Approach to ELD

English learners at all English proficiency levels and at all ages
require both integrated ELD and specialized attention to their

English Learners at all
English proficiency levels

particular language learning needs, or designated ELD. Such a and at all ages require
multilayered application of the CA ELD Standards requires deep both integrated ELD and
collaboration among educators, support for teachers, and, most specialized attention to
importantly, a sustained focus on the strengths and needs of their particular language
individual ELs and a persistent belief that all ELs can achieve the learning needs, or
highest levels of academic and linguistic excellence. designated ELD.
Conclusion

The purpose of this chapter has been to describe several essential considerations for curriculum,
instruction, and assessment in ELA, literacy, and ELD that set the stage for the remaining chapters and
serve as a reference point for many of the discussions that follow.
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Overview of the Span

children acquire the skills, knowledge, and dispositions that establish the foundation for a

T he first years of schooling are critical ones. In transitional kindergarten through grade one,

lifetime of learning. They develop new understandings about how the world works, and they

Children achieve these skills and
understandings through carefully
specified and strategically
sequenced instruction and

rich, authentic experiences in a
developmentally appropriate
environment that recognizes and
responds to their social-emotional,
physical, and cognitive needs, all
of which are critical to long-term
literacy development.

begin to build autonomy in their own learning. Children
experience and thoughtfully engage with a range of high-
quality literary and informational texts. They comprehend
and use increasingly varied vocabulary, grammatical
structures, and discourse practices as they share with
one another their understandings and ideas about texts
and other learning experiences. They learn about the
English written system and acquire the foundational

skills that enable them to interact independently with
print as readers and writers in the years ahead. Children
achieve these skills and understandings through carefully
specified and strategically sequenced instruction and rich,
authentic experiences in a developmentally appropriate
environment that recognizes and responds to their social-
emotional, physical, and cognitive needs, all of which

are critical to long-term literacy development (Dickinson,

McCabe, and Essex 2006; see also the position statement on developmentally appropriate practice
by the National Association for the Education of Young Children 2009 at http://www.naeyc.org/files/

naeyc/file/positions/PSDAP.pdf).

Children who are English learners (ELs) participate fully in the ELA and other content curricula
at the same time as they are learning English as an additional language. In transitional kindergarten
through grade one, EL children, too, learn to interact in meaningful ways with texts and with others.
They learn to collaborate with peers, exchanging information about the texts they are listening to
or reading and contributing their ideas and opinions in conversations. They produce language in an
increasing variety of ways through writing and discussing, and they develop an awareness about
how language works. They make great strides during the grade span by participating in a carefully
designed instructional program that immerses them in rigorous and meaningful content. It is important
to note that, even as children are learning English as an additional language, California values the
primary languages of its students and encourages their continued development. This is recognized by
the establishment of the State Seal of Biliteracy. (See the introduction to this ELA/ELD Framework.) In
addition, and as discussed in chapters 2 and 9, California takes
an additive stance to language development for all children.

This ELA/ELD Framework views the nonstandard dialects of It is important to note that,
English (such as African American English or Chicana/Chicano even as children are learning
English) that linguistically and culturally diverse students may English as an additional
bring to school from their homes and communities as valuable Ianguoge, California values

assets—resources in their own right and solid foundations to
be built upon for developing academic English.

California’s diverse population includes children
with disabilities. These children also participate in the

the primary languages of
its students and encourages
their continued development.

rigorous ELA/literacy curriculum. Expectations are high,
but accompanying high expectations are appropriate instruction (including collaborations among
specialists, teachers, and families) and supports and accommodations that allow for students’
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achievement of the skills and knowledge called for by the CA CCSS for ELA/Literacy and, as
appropriate, the CA ELD Standards.

This chapter provides guidance for supporting all children’s progress toward* and achievement
of the kindergarten and grade one CA CCSS for ELA/ Literacy, and additionally for ELs, the CA ELD
Standards. It begins with a brief discussion of the importance of the integrated and interdisciplinary
nature of the language arts, and then highlights the key themes of ELA/literacy and ELD instruction.
Grade-level sections provide additional guidance for transitional kindergarten, kindergarten, and grade
one.

An Integrated and Interdisciplinary Approach

The CA CCSS for ELA/Literacy include strands in Reading, Writing, Speaking and Listening?,
and Language. As noted in chapters 1 and 2 of this ELA/ELD Framework, although the strands are
presented separately in the standards, they are interrelated; they are not distinct, independent areas
of the curriculum. Just as adults discuss or write about what
they read in order to clarify or express their understandings,

children should have opportunities to confer and write in The strands of CA CCSS for
response to text. Just as adults read to learn more about ELA/Literacy and the CA

a topic under discussion or to inform their writing, children ELD Standards are not only
should have opportunities to engage with text to learn more integrated among themselves,

about a subject of interest, investigate questions raised in
discussions, and gather ideas for writing. Language is the
basis for each of these communicative acts, and vocabulary

they are deeply interwoven
with content learning. Reading,

and an understanding of conventions and the purposes writing, speaking, listening,
for using language are inseparable from reading, writing, and/anguage are inextricab/y
speaking, and listening. Both the CA CCSS for ELA/Literacy linked to every area of the

and the CA ELD Standards call for the integration of reading,
writing, speaking, and listening.

The strands of CA CCSS for ELA/Literacy and the CA
ELD Standards are not only integrated among themselves, they are deeply interwoven with content
learning. Reading, writing, speaking, listening, and language are inextricably linked to every area of
the curricula. Learning subject matter requires that students understand and use the language of the
subject to comprehend, clarify, and communicate concepts. The language arts are crucial tools for
the acquisition and construction of knowledge and the development of clear, effective communication
across the disciplines (National Research Council 2012). And, conversely, learning subject matter
enriches development of the language arts as children acquire new vocabulary, new ways of conveying
meaning, and new understandings to bring to subsequent interactions with written and spoken text.
Thus, this ELA/ELD Framework calls for an integrated and interdisciplinary approach to teaching the
language arts.

The relationship between the language arts and content learning is apparent throughout
California’s subject matter content standards. A few examples from kindergarten and grade one
standards in various content areas include the following:

curricula.

1 The CA CCSS and the CA ELD Standards do not include standards for transitional kindergarten. Children in transitional
kindergarten are expected to make progress toward the kindergarten CA CCSS and, as appropriate, the kindergarten CA ELD
Standards.

2 As noted throughout this framework, speaking and listening should be broadly interpreted. Speaking and listening should
include students who are deaf and hard of hearing using American Sign Language (ASL) as their primary language. Students
who are deaf and hard of hearing who do not use ASL as their primary language but use amplification, residual hearing,
listening and spoken language, cued speech and sign supported speech, access general education curriculum with varying
modes of communication.
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e Ask questions, based on observations, to classify different objects by their use and to identify
whether they occur naturally or are human-made. (NGSS K-PS1-c)

e Use the vocabulary of theatre, such as actor, character, cooperation, setting, the five senses,
and audience, to describe theatrical experiences. (California Kindergarten Visual and Performing
Arts Theatre Content Standard 1.1)

e Describe, extend, and explain ways to get a next element in simple repeating patterns.
(California CCSS Grade One Mathematics Standard 4.1)

e Educate family and peers to protect against skin damage from the sun. (California Grade One
Health Standard 8.1.P)

e Describe the rights and individual responsibilities h | :
of citizenship. (California Grade One History—Social SmEfEletl el Ongler g

Science Content Standard 1.1) practice presented in grade-level

California’s public school programs, including secliens o ihis diieizr disiets

transitional kindergarten, kindergarten, and grade one, how the CA CCSS for ELA/Literacy
ensure that the strands of Reading, Writing, Speaking strands, the CA ELD Standardis,
and Listening, and Language are taught as mutually and content area instruction
supportive elements of the language arts and are a rich can be integrated to create an
and thoughtful aspect of instruction in every subject

intellectually rich and engaging

area. :
early literacy program.

Similarly, in classrooms with ELs, the components
of the CA ELD Standards—"Interacting in Meaningful
Ways,” “Learning About How English Works,” and “Using Foundational Literacy Skills"—are integrated
throughout the curricula, rather than being addressed exclusively during designated ELD. (See
chapter 2 and subsequent sections of this chapter for discussions of integrated and designated ELD.)
Snapshots and longer vignettes of practice presented in grade-level sections of this chapter illustrate
how the CA CCSS for ELA/ Literacy strands, the CA ELD Standards, and content area instruction can be
integrated to create an intellectually rich and engaging early literacy program.

Key Themes of ELA/Literacy and ELD Instruction

This section discusses each of the five themes of California’s
ELA/literacy and ELD instruction described in the introduction

Teachers in the grade span to this framework and chapters 1 and 2 as they pertain to
recognize their critical transitional kindergarten through grade one (see figure 3.1):
role in ensuring children’s Meaning Making, Language Development, Effective

Expression, Content Know ledge, and Foundational
Skills. Impacting each of these for ELs is learning English
as an additional language, and impacting all students is the

initial steps on the exciting
pathway toward ultimately

achieving the.over arching context in which learning occurs. Displayed in the white field of
900/5 of ELA/liter acy and the figure are the characteristics of the context for instruction
ELD instruction . .. called for by this ELA/ELD Framework. Highlighted in figure 3.2

is research on motivation and engagement, discussed in

the introduction and chapter 2 of this framework. Teachers in
the grade span recognize their critical role in ensuring children’s initial steps on the exciting pathway
toward ultimately achieving the overarching goals of ELA/literacy and ELD instruction (displayed in the
outer ring of figure 3.1): students develop the readiness for college, careers, and civic life; attain the
capacities of literate individuals; become broadly literate; and acquire the skills for living and learning
in the 21st century.
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Figure 3.1. Circles of Implementation of ELA/Literacy and ELD Instruction

Meaning
Making

Effective
Expression

Figure 3.2. Motivation and Engagement

Educators should keep issues of motivation and engagement at the forefront
of their work to assist students in achieving the CA CCSS for ELA/Literacy and
CA ELD Standards. The panel report Improving Reading Comprehension in
Kindergarten Through 3rd Grade (Shanahan, and others 2010) makes clear the
importance of addressing motivation and engagement in primary grade literacy
programs and recommends the following practices:

« Help students discover the purpose and benefits of reading by modeling
enjoyment of text and an appreciation of the information it has to offer and
creating a print rich environment (including meaningful text on classroom
walls and well stocked, inviting, and comfortable libraries or literacy centers
that contain a range of print materials, including texts on topics relevant to
instructional experiences children are having in the content areas).

» Create opportunities for students to see themselves as successful readers.
Texts and tasks should be challenging, but within reach given appropriate
teaching and scaffolding.
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 Provide students reading choices, which includes allowing them choice on
literacy-related activities, texts, and even locations in the room in which to
engage with books independently. Teachers’ knowledge of their students’
abilities will enable them to provide appropriate guidance.

» Provide students the opportunity to learn by collaborating with their peers
to read texts, talk about texts, and engage in meaningful interactions with
texts, such as locating interesting information together.

Contributing to the motivation and engagement of diverse learners,
including ELs, is the teachers’ and the broader school community’s open
recognition that students’ primary languages, dialects of English used in the
home, and home cultures are valuable resources in their own right and also to
draw on to build proficiency in English and in all school learning (de Jong and
Harper 2011; Lindholm-Leary and Genesee 2010). Teachers are encouraged to
do the following:

 Create a welcoming classroom environment that exudes respect for cultural
and linguistic diversity.

» Get to know students’ cultural and linguistic backgrounds and how individual
students interact with their primary/home language and home cultures.

« Use the primary language or home dialect of English, as appropriate,
to acknowledge them as valuable assets and to support all learners to
fully develop academic English and engage meaningfully with the core
curriculum.

» Use texts that accurately reflect students’ cultural and social backgrounds so
that students see themselves in the curriculum.

» Continuously expand their understandings of culture and language so as
not to oversimplify approaches to culturally and linguistically responsive
pedagogy. (For guidance on implementing culturally and linguistically
responsive teaching, see chapters 2 and 9 of this ELA/ELD Framework.)

Meaning Making

Each of the kindergarten and grade one strands of the CA
CCSS for ELA/Literacy make clear the attention that meaning
making should receive throughout language arts instruction,
as do all components of the CA ELD Standards. The CA CCSS
reading standards center on meaningful interactions with
literary and informational text. For example, they require that
children learn to ask and answer questions about the content
of texts (RL/RI.K-1.1), attend to the meaning of words in texts
(RL/RI.K-1.4), learn about text structures as different ways to
tell stories and share information (RL/RI.K-1.1), explore the role
of illustrations in contributing to text meaning (RL/RI.K-1.7),
and make comparisons among events or information in one or
more texts (RL/RI.K-1.9). Much of this occurs during read aloud
experiences in this grade span.

H-ﬂ ,,i‘{;%

Reading, Wiiing,
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The writing standards, too, reflect an emphasis on meaning. Children’s writing (as dictated or
independently produced) is about something: the expression of opinions (W.K-1.1), the conveyance of
information (W.K-1.2), and the telling of stories (W.K-1.3). Furthermore, children share their writing

with others and respond to their questions and suggestions
to better communicate their ideas and information in written

... writing is not simply language (W.K-1.5). In other words, writing is not simply
copying text, a rote act devoid copying text, a rote act devoid of meaning. It is using the
ofmeaning. It is using the understanding that print is meaningful and purposeful in

concert with the skills that are being acquired to create and
communicate ideas and information.

The speaking and listening standards also focus on

understanding that print is
meaningful and purposeful

in concert with the skills that meaning. Beginning in the first years of schooling, children
are being acquired to create are taught to participate in conversations that center on the
and communicate ideas and meaning of texts, media, and peers’ and adults’ comments
information. (SL.K-1, Standards 1-3) as well as to express ideas and

thoughts so that others understand (SL.K-1, Standards 4-6).
Children learn to ask and answer questions in order to seek
help, get information, or provide clarification (SL.K-1, Standards 1-3).

Language standards, too, include a focus on meaning. Children determine and clarify the meaning
of words and phrases based on grade-level reading and content, and they use newly acquired
language meaningfully (L.K-1, Standards 4-6).

The CA ELD Standards also center on meaning making.

Children learn to interact in meaningful ways (Part I) through

three modes of communication: collaborative, interpretive, Many factors inﬂuence

and productive. In order to engage meaningfully with oral® comprehension of text,

and written texts, they continue to build their understanding
of how English works (Part 11) on a variety of levels. They
learn how different text types are organized and structured

including proficiency with
language (especially academic

to achieve particular social purposes, how texts can be language, that is, complex
expanded and enriched using particular language resources, sentence and discourse
and how ideas can be connected and condensed to convey structures and vocabulary),
particular meanings. content knowledge, and

In short, Meaning Making is a clear theme in the CA knowledge of and skill with the

CCSS for ELA/Literacy and the CA ELD Standards at all grade
levels, and the transitional kindergarten through grade one
span is no exception. In the next section, guidance centers
on meaning making with text.

alphabetic code.

Meaning Making with Text

In this section, which focuses on meaningful interactions with text, the terms meaning making and
comprehension are used interchangeably. (See a definition of meaning making in figure 2.6 in chapter
2 of this ELA/ELD Framework.) Many factors influence comprehension of text, including proficiency
with language (especially academic language, that is, complex sentence and discourse structures
and vocabulary), content knowledge, and knowledge of and skill with the alphabetic code. These are
addressed briefly in figure 3.3 and more extensively in subsequent subsections of this chapter.

3  For students who are deaf and hard of hearing who use American Sign Language as their primary language, the term
oral refers to the use of sign language.
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Figure 3.3. Contributors to Meaning Making with Text

Many strands or clusters of standards contribute to meaning making with text. Among
them are the following:

« Those that help students develop a deeper understanding of literary
and informational text. Students respond to probing questions, make
inferences, connect new ideas and information to previous knowledge, and engage
aesthetically and critically with a range of text. In the transitional kindergarten
through grade one span much of this work is done through interactive read alouds.
As students become more proficient in reading independently, a combination of
interactive read alouds and reading text is used.

» Those that help students understand more complex language and
discourse structures (i.e., academic language). Students build proficiency
with more grammatically complex clauses, expanded noun and verb phrases, and
complex sentences. Much of this work with young children is done orally at first,
and then it is blended with reading text.

» Those that focus on developing students’ vocabularies and knowledge
of the concepts underlying these words. Students cannot understand either
spoken or written text unless they know nearly all the words being used and the
concepts embodied in those words.

» Those that contribute to students’ knowledge about a subject and the
manner by which the content is communicated. Knowledge has a major
impact on readers’ ability to engage meaningfully with the content of a text. Thus,
material used in either oral or written form should contribute to students’ growing
knowledge about the world and of the ways in which that knowledge is conveyed
(e.g., different text structures and features).

» Those that lead to mastery of the foundational skills so that students
can independently—and with ease—access written language. Students
learn how print works. They learn to decode written words accurately and with
automaticity, that is, effortlessly and rapidly. They identify the sounds represented
by letters in printed words and blend those sounds into words. With practice, the
words become automatically recognized. Eventually, students reach the magic
moment when they can use the foundational skills they have been acquiring to
recognize enough decodable and high-frequency irregularly spelled words that
written text becomes like speech and they can decode and understand new (that
is, previously unencountered) text at their level. Most children should be able to
read simple text independently by mid-first grade. A significant, but by no means
exclusive, focus of the work in the transitional kindergarten through grade one
span is devoted to instruction in foundational skills. As children become familiar
with more complex spelling-sound patterns and have practiced enough words, their
growing lexicon of automatically recognized words allows them to read increasingly
complex text fluently and frees them to think about, enjoy, and learn from what
they are reading. As children progress through the grades and develop more
confidence in their reading ability, they can also productively struggle with text with
concept loads, vocabulary, and language structures somewhat above their level.
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» Those that contribute to motivation to read. A variety of interesting topics,
acclaimed stories, and engaging activities can be highly motivational and facilitate
learning to read. In addition, texts that reflect the cultural, home, and community
backgrounds of students enable them to see themselves as part of the literate
experience and therefore contribute to the motivation to engage in reading and
other literacy experiences. (See also figure 3.2.)

A panel of experts in its report Improving Reading

... young children should Comprehension in Kindergarten Through 3rd Grade
learn from the start that the (Shanahan, and others 2010, 5) makes clear the importance
purposes of written language of meaning making as children engage with text: “Students

include conveying ,'nformaﬁon, who read with understanding at an early age gain access
to a broader range of texts, knowledge, and educational
opportunities, making early reading comprehension
instruction particularly critical’ (italics added). In other

sharing ideas, provoking
questions, igniting curiosity,

persuading, and entertaining, words, young children should learn from the start that the
and they should be provided purposes of written language include conveying information,
instruction that facilitates sharing ideas, provoking questions, igniting curiosity,
thoughtful interactions with persuading, and entertaining, and they should be provided

instruction that facilitates thoughtful interactions with text.
Such thoughtful interactions include critical thinking, a
crucial 21st century skill (see chapter 10 of this ELA/ELD
Framework). To delay instruction that targets meaning making until after children have acquired
foundational skills is to serve children poorly.

Drawing on scientific evidence, the report outlines the following five recommendations for reading
comprehension instruction in kindergarten through grade three:

text.

e Teach students how to use reading comprehension strategies to help them understand and
retain what they read.

e Teach students to identify and use the text’s organizational structure to comprehend, learn, and
remember content.

e Guide students through focused, high-quality discussion on the meaning of text.
e Select texts purposefully to support comprehension development.

e [Establish an engaging and motivating context in which to teach reading comprehension.

Further, the panel notes that “To be successful, these five recommendations must be implemented
in concert, and clearly explained in a rich educational context that includes the following: a
comprehensive literacy curriculum, ample opportunity for students to read and write while being
coached and monitored by teachers, additional instruction and practice for students based on the
results of formal and informal assessments, and adequate resources for students and teachers” (8).
In the following sections, the first two bulleted recommendations are addressed. The final three
recommendations are included in other sections of this chapter (specifically, in the subsection on
discussion in the section on effective expression and in figure 3.2; see also chapter 2 in this ELA/ELD
Framework).

Teaching Comprehension Strategies. The research panel identifies in its report the following
effective comprehension strategies: activating prior knowledge or making predictions; questioning;
visualizing; monitoring, clarifying and fix-up strategies; inference making; and summarizing/retelling.
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Each of these should be modeled and encouraged as children listen to and read texts. (See figure 4.4
in chapter 4 of this ELA/ELD Framework for brief descriptions of these strategies.) Questioning is the
focus of this section.

During the transitional kindergarten through grade one span, children build skill in answering and
asking questions about grade- and age-appropriate text. Both processes are related to comprehension
(NICHD 2000). Teachers strategically use questions to guide and monitor children’s understanding of
the text. Because their purpose is to support children’s understanding of text, questions should be,
for the most part, text dependent; that is, they should require attention to the text. When teachers
use predominantly text-independent questions, they render engagement with the text unnecessary
as children are capable of participating in discussions without having listened to or read the text.
Text-dependent questions guide children in attending to, thinking about, and learning from the text.
Children learn to examine the text in order to answer questions. An emphasis on text-dependent
guestions in no way suggests that children are discouraged from drawing on their experiences and
understandings of the world to interpret text. In fact, this is what thinking, critical readers do.

Questions posed by teachers include ones that extend children’s thinking beyond literal
understandings of the text. Higher-level questions, those that prompt inference making, synthesis,
analysis, and critical thinking, are crucial for all children to consider throughout the years of schooling,
including during transitional kindergarten, kindergarten, and grade one, if they are to achieve the
goals described in the introduction and chapter 2 of this ELA/ELD Framework and displayed in the
outer ring of figure 3.1 in this chapter.

Figure 3.4 provides examples of text-dependent and, for contrast, text-independent questions for
Mr. Popper’s Penguins by Richard and Florence Atwater (Atwater, Atwater, and Lawson 1988). This
chapter book may serve as a read aloud selection for kindergarteners and grade one children who are
ready to engage with longer texts over a period of weeks.

Figure 3.4. Examples of Text-Dependent and Text-Independent Questions for Mr.
Popper’s Penguins by Richard and Florence Atwater

Text-Dependent Questions Text-1 ndependent Questions
Literal Comprehension Questions: » What surprise package would you like to
« What surprising package arrived in the receive in the mail?
mail? e Have you ever seen a penguin?
« Why was the package sent to Mr. Popper? * What do penguins look like?
« What reason is suspected for Captain * Have you been to a zoo? What animals
Cook’s declining health? most interested you?
« What is Captain Cook’s response to Greta? | * Penguins are birds that cannot fly. Why do
« How do the penguins affect the Poppers’ you suppose that is?
lives?  In this story, Captain Cook is sad. What
Inferential Comprehension Questions: are some reasons a character might be

sad?

* Would you like to own several penguins?
Why or why not? What animals do you
own?

» How do the Poppers feel about owning
so many penguins? What in the book
contributes to your conclusion?

» Based on the events in the story up to this
point, what do you think will become of
the penguins and the Poppers? Why do
you think so?
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In addition to responding to teacher-posed questions, children learn to generate their own
questions as they or the teacher reads. In doing so, they actively engage with the text and
comprehension is enhanced (NIHCD 2000, Shanahan, and others 2010). Teachers model asking
themselves questions as they read aloud with children; they prompt children’s questions by asking
them at points in a selection what they want to know or what the just-read event or information
makes them wonder; and they assist students in formulating questions. They discuss and provide
examples of who, what, when, where, why, and how questions. The gradual release of responsibility
model discussed in chapter 2 of this ELA/ELD Framework may be employed. Some children need more
modeling and scaffolding than others.

Developing a Sense of Text Structure. As noted
When teachers make transparent above, the panel examining research on improving reading
the different ways text types are comprehension in the primary grades concludes that
J C o children’s ability to identify and use a text’s organizational
organized and highlight the structure contributes to comprehension (Shanahan, and
language used in different texts others 2010). Furthermore, they note that children can
and tasks, all children, and ELs in develop a sense of text structure as early as kindergarten.
particular, are in a better position A narrative structure is generally used for stories, including
to comprehend the texts they fiction and nonfiction (such as Wendy Tokqda’s Humphrey
listen to and read. discuss the the Lost Whale: A True Story). It typically includes an
! i introduction to characters, a setting, a goal or problem,
content, and write their own texts. 5 plot focused on achievement of the goal or overcoming
the problem, and a resolution. Nonnarrative texts use
other structures, such as description, sequence, problem and solution, cause and effect, and compare
and contrast. Certain words often signal the type of structure. For example, compare and contrast
structures typically employ words such as both, different, alike, unlike, but, and however.

Beginning in the early years, children should have ample exposure to and sufficient instruction
in the range of text structures so that they can use their knowledge of text structures to understand
increasingly challenging texts in the grade span and the years ahead. Thus, making available and
engaging children as listeners, readers, and writers of a range of literary and informational texts is
crucial, as is talking explicitly about different text structures while sharing books and modeling writing
that employs the structures. (See figure 2.2 in chapter 2 for the range of text types.)

When teachers make transparent the different ways text types are organized and highlight the
language used in different texts and tasks, all children, and ELs in particular, are in a better position to
comprehend the texts they listen to and read, discuss the content, and write their own texts. Children
experiencing difficulty with meaning making may benefit from more instruction directed at and
opportunities to engage with and practice identifying a range of text structures.

Language Development

Language plays a major role in learning. Indeed, its ongoing
development is imperative if students are to achieve the goals set
forth in the introduction to this ELA/ELD Framework and displayed
in the outer ring of figure 3.1. Language development should be a
central focus of schooling, in all areas of the curricula, beginning in
the first years.

Both the CA CCSS for ELA/Literacy and CA ELD Standards for
kindergarten and grade one reflect the importance of language
development. Each strand of the CA CCSS for ELA/Literacy includes
attention to language. For example, children learn to determine the
meaning of words and phrases in texts in the Reading strand (RL/
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RI.K-1.4). Children make progress toward crafting their written language (including through dictation)
in such a way as to express an opinion (W.K-1.1), inform or explain (W.K-1.2), and narrate events
(W.K-1.3). In doing so they employ different text structures, grammatical structures, and vocabulary.
They build skill in the effective use of language as they engage in focused discussions on grade-level
topics and texts (SL.K-1.1). And, they build skill in determining the meaning of words that are used in
texts and in grade-level content (L.K-1.4), examining word relationships (L.K-1.5) and appropriately
using new language (L.K-1.6). The CA ELD Standards in total center on building ELs’ proficiency in
the range of rigorous academic English language skills necessary for participation in and achievement
of grade-level content. The CA ELD Standards amplify the emphasis on language development and
language awareness in the CA CCSS for ELA/Literacy.

Transitional kindergarten, kindergarten, and grade one instruction places a premium on language
development for all children. Because language is acquired largely through exposure to and purposeful
use of language in a range of meaningful contexts, teachers establish language-rich environments for
children. They model the use of broad vocabulary and varied grammatical and discourse structures as
they interact with children, deliver instruction and facilitate
learning experiences across the curricula, and discuss

classroom routines. They read aloud texts that stretch
children’s language, drawing attention to and commenting
on interesting sentences and discourse structures and

new or key vocabulary. They engage children in genuine
discussions about their experiences, their interests, current
events, and the curricula. They provide stimulating, social

learning activities and investigations that fuel conversations.

They act on the knowledge that children learn language by
using it.

These opportunities for oral language are crucial for
children’s language development, whatever the primary/
home language and language of instruction. They are also
central to learning an additional language (as in the case
of ELs learning English and children participating in dual

Transitional kindergarten,
kindergarten, and grade one
instruction places a premium
on language development for
all children. Because language
is acquired largely through
exposure to and purposeful
use of language in a range of
meaningful contexts, teachers
establish language-rich
environments for children.

immersion programs). In addition, they are vital for children who may have had limited exposure to
the kind of language found in written texts (Dickinson and Smith 1994).

The CA ELD Standards highlight and amplify language development. Part | of the CA ELD
Standards, “Interacting in Meaningful Ways,” ensures that EL children have opportunities to use
English to engage in dialogue with others (collaborative mode), comprehend and analyze texts
(interpretive mode), and create oral and written texts (productive mode). Part |1, “Learning About
How English Works,” focuses on developing children’s abilities to use the language resources English
affords for different purposes and contexts. Students learn how language is used to create different
text types (e.g., how a story is typically organized sequentially with predictable stages, how an opinion
piece is organized around a stated point of view and explained with reasons and information), how
descriptive vocabulary or prepositional phrases can enrich and expand their ideas (e.qg., I like pizza. —
Pizza is scrumptious.), and how language can be used to combine or condense their ideas in particular
ways (e.g., She’s a doctor. She’s amazing. She saved the animals. — She’s the amazing doctor who

saved the animals.)

The next section focuses on vocabulary instruction. It is followed by a brief discussion of the
impact of reading aloud to children on their language development. Teaching language conventions is

addressed in the forthcoming section on effective expression.
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Vocabulary I nstruction

In the transitional kindergarten through grade Some words are best previewed

one span, as in all grade levels, children are provided before engaging with a text or
thoughtful and deliberate vocabulary instruction that

involves providing children with extensive experiences
with language, creating a word conscious environment,

content area investigation (such
as those that substantially impact

teaching specific words, and teaching word-learning meaning), some are discussed
strategies. (See chapter 2 of this ELA/ELD Framework.) at the time of use (such as those
The latter two are discussed here. See the grade-level for which a synonym may be

sections of this chapter for additional information.

Selected words from literary and informational texts
and content area instruction (e.g., history—social science,
science, mathematics, and the arts) are defined and ,
discussed at different points in the instructional cycle. in many contexts).

Some words are best previewed before engaging with

a text or content area investigation (such as those that substantially impact meaning), some are
discussed at the time of use (such as those for which a synonym may be supplied), and some are
explored in depth afterwards (such as those that are likely to be encountered in many contexts). The
curriculum is designed so that children have multiple exposures to new vocabulary. For example, text
sets on a grade-level topic are created so that children experience a target word used in different
texts. And, content area curricula are well organized so that new concepts, and the accompanying
vocabulary, are developed coherently and over time. In addition, teachers intentionally use the new
vocabulary in written and oral interactions, including during discussions and hands-on experiences,
with children throughout the day in order to model appropriate and wide application of the words.

Students explore and build an understanding of the relationships among words and nuances in
word meanings (L.K-1.5). Importantly, words are learned in an instructional context that contributes
to meaning. There is a reason for learning the words: they are relevant to a text being read, the
children’s lives, or content under study. Words that are taught in depth are those that children need in
order to develop as literate individuals.

Word-learning strategies for determining the meaning of unknown words are also part of
instruction. Children learn about and use knowledge of word parts (such as the use of the prefixes un-
and pre-) to determine a word’s meaning (L.K.4b and L.1.4b and c). In grade one, they also learn to
use sentence-level context as a clue for the meaning of a word or phrase (L.1.4).

supplied), and some are explored
in depth afterwards (such as those
that are likely to be encountered

Reading Aloud

Reading aloud is a powerful way to develop young children’s language. Effective read alouds are
interactive, and teachers stop at strategic points in a text to model their thinking, ponder interesting
questions with children, and highlight features of language or plot. Teachers read aloud to students
daily from a range of texts, and they engage them in discussions about the content and language of

the texts. Reading aloud thus provides access for all children,

Eﬁective read alouds are ESDECia”y ELs and children who have limited read-aloud
experiences in English at home, to complex texts that contain
general academic and domain-specific vocabulary, a variety
of grammatical structures, and ideas worth discussing.

When reading aloud, teachers create a positive socio-

interactive, and teachers stop
at strategic points in a text to
model their thinking, ponder

interesting questions with emotional climate for young children. The read aloud is
children, and highlight features  an engaging experience for both the teacher and children.
of language or plot. To ensure that read alouds are optimally beneficial

for all children, teachers plan high-quality lessons in
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To ensure that read alouds
are optimally beneficial for all
children, teachers plan high-

quality lessons in advance, provide
appropriate levels of scaffolding
and accommodations, select texts
carefully, observe their students
during the read aloud, and adjust

their teaching accordingly.

advance, provide appropriate levels of scaffolding and
accommodations, select texts carefully, observe their
students during the read aloud, and adjust their teaching
accordingly.

The quality of the texts used for read alouds matters.
Informational texts are rich in content, contain both
domain-specific and general academic vocabulary,
and are interesting to young children. Narrative texts
contain an abundance of general academic vocabulary,
are entertaining, and provide multiple opportunities for
students to make inferences. They tell great stories,
promote reflection and conversation about ideas and
events, lend themselves to rich retellings, and are so

engaging that children want to experience them over and over again (Beck and McKeown 2001).
Questions posed during and after teacher read alouds not only focus on literal comprehension
(e.g., Who are the characters? What is the setting?), they also promote deeper student thinking and
extended discussions and provide opportunities for children to retell, infer, and elaborate (e.g., How
does Lilly feel about her little brother after he is born? How do you know?). Teachers observe how

students use comprehension strategies and how they develop understandings about content and

language during read aloud experiences.

When teachers read aloud texts that contain complex grammatical and discourse structures and
academic vocabulary, young children are provided access to language and content that they are
not yet able to interact with in written form themselves. Children who are not yet fluent readers
are then free to focus their mental energy on the language and ideas presented in the text. They
learn vocabulary, grammatical structures, and discourse practices as they gain familiarity with high-
quality literature and acquire content knowledge. These experiences help prepare them to read rich
and complex texts independently as they progress through the grades. Figures 3.5 and 3.6 present
examples of the rich language found in many high-quality literary and informational texts.

Figure 3.5. Selected Academic Vocabulary and Complex Grammatical Structures from

Rumpelstiltskin by Paul O. Zelinsky

CEUSEl A e Complex Grammatical Structures
Vocabulary

encountered * Now, the king had a passion for gold, and such an art intrigued

impress him.

passion » There sat the poor miller’s daughter, without the slightest idea

slightest how anyone could spin straw into gold.

delighted * So he led the miller’s daughter to a larger room filled with straw,

rejoiced and he ordered her to spin this straw too before dawn, if she

scarcely valued her life.

piteously

inquiries
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Figure 3.6. Selected Academic Vocabulary and Complex Grammatical Structures from
Surprising Sharks by Nicola Davies

General Academic: (-Domain-Specific Complex Grammatical Structures
Vocabulary Vocabulary
avoid (p. 10) fins (p. 14) « Inside the gill slits there is a very thin layer
blend (p. 10) scales (p. 15) _of skin that Ier oxygen from the water get
patterned (p. 11) gill (p. 15) into the shark’s blqoq, just as our lungs let
. oxygen from the air into our blood when

replace (p. 16) cartilage (p. 17) we breathe. (p. 15)
basic (p. 17 lankt .22

asm;t.(p )20 pan_ on (p23 ) « Every animal has nerves, which are like
sensitive (p. 20) species (p. 23) cables carrying electrical messages around
detect (p. 21) the body. (p. 21)

Teachers encourage reading aloud at home. They collaborate with parents and other caregivers to
share ways of reading aloud, including ways that support school learning. Parents or other caregivers
of ELs are encouraged to read aloud in the child’s primary language.

Teachers ensure that they and others read aloud from a wide range of books. In addition to
promoting language development, exposure to myriad genres and topics contributes to children’s
progress toward becoming broadly literate, which is one of the overarching goals of California’s
ELA/literacy and ELD instruction. (See the introduction and chapter 2 of this ELA/ELD Framework
and the outer ring of figure 3.1 for a discussion of goals. See also the section in chapter 2 on reading
aloud.)

Effective Expression

In the earliest grades, children begin to make progress toward " heanng |
expressing themselves effectively. They use their developing language
to make their wishes and opinions known. They convey information in L
such a way that others can understand. They ask questions to meet ;m |
their cognitive (and other) needs and satisfy their curiosity. Multiple T
standards across the strands of Reading, Writing, Speaking and
Listening, and Language contribute to children’s progress in effective
expression. This section includes an overview of effective expression
in writing, discussing, and presenting, as well as using grade- 7 , \
appropriate language conventions. Additional guidance is provided in | e | |
the grade-level sections of this chapter. Mg
Writing

The writing standards reflect an emphasis on meaningful and skillful communication. Children’s
writing (as dictated or independently produced) is about something: the expression of opinions
(W.K-1.1), sharing of information (W.K-1.2), and telling of stories (W.K-1.3). Furthermore, children
share their writing with others and respond to their questions and suggestions to more effectively
communicate their thinking in written language (W.K-1.5). In other words, as noted in the previous
section on meaning making, writing is not simply copying text. It is using the understanding that print
is purposeful in concert with the skills that are being acquired to create and communicate, to express
ideas and information—for oneself or for others.

In the transitional kindergarten through grade one span, children begin to express themselves
through writing by making marks, drawing, and dictating their ideas to an adult or older student.
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And, they begin to use the alphabetic code as their own
tool for their own purposes. (See chapter 4 for a discussion

Durmg fne equyyears of of spelling development.) Children are taught and observe
schooling, children are that writing is about conveying meaning, and that written
provided many exemplars of language is the communicative mode by which they can
high-quality written language, learn much about their world (through reading) and can
including through the texts express their thoughts and, if they wish, to make them

available for others to read (through writing). Young children
find satisfaction in their increasing abilities to express
themselves in print.

During the early years of schooling, children are provided

and for them on a daily basis. many exemplars of high-quality written language, including

through the texts they are exposed to and though the

models provided by their teacher who writes with and for them on a daily basis. They examine the
author’s craft (RL/RI.K-1, Standards 4-9). Children make progress toward developing and organizing
their ideas in writing. They, with more or less assistance depending upon the complexity of the task
relative to their skills, compose different types of text: opinion, informative/explanatory, and narrative
texts (W.K-1, Standards 1-3). They learn to add details to strengthen their writing (W.K-1.5). With
guidance and support, they produce and publish their literary and informational writing in a variety of
formats, sometimes with the use of technology (W.K-1.6).

In the transitional kindergarten through grade one span, children have many opportunities to
write in a range of contexts, for a range of purposes and audiences, and in a range of formats. They
write about imaginary or real experiences, about texts they have engaged with, and about subject
matter they are learning in every content area. They learn that writing is a powerful skill that can
provide an outlet for personal expression and reflection and that it can serve to entertain, inform, and
influence others. Children employ their developing writing skills to pursue their goals as learners and
as members of a community.

The CA ELD Standards serve as a guide to support ELs’ achievement toward effective expression
in writing. They highlight and amplify skills that contribute to writing: Children learn through
integrated and designated ELD about how texts are structured, how to expand their ideas using rich
language, and how to connect their ideas within sentences and throughout entire texts to create more
interesting, informative, or persuasive pieces of writing.

they are exposed to and
though the models provided by
their teacher who writes with

Discussing

The Speaking and Listening strand emphasizes skillful and meaningful informal and formal
communication with peers and adults. Beginning in the first years of schooling, children develop
their abilities to communicate clearly with others in academic
settings. They participate in discussions that center on texts and

topics, and they learn to ask and answer questions to clarify Teachers ensure that
understanding (SL.K-1, Standards 1-3). They communicate children converse with
their understandings and ideas as they engage in one-on-one, diverse partners, and they
small-group, and whole-class discussions. Teachers ensure that teach children how to

children converse with diverse partners, and they teach children
how to take turns, listen to others’ comments, build on others’
ideas, and ask for and provide clarification as needed. Teachers

take turns, listen to others’
comments, build on one

implement a variety of discussion structures to ensure equitable another’s ideas, and ask for
participation. Importantly, they provide interesting, intellectually and provide clarification as
stimulating environments that promote conversations about needed.

academic topics. Teachers of young children recognize the
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crucial role these years play in their students’ continuum of learning toward—years later—the
achievement of the College and Career Readiness Anchor Standards for Speaking and Listening in
Comprehension and Collaboration (CCR.SL.1-3).

Four factors contribute to the success of young children’s discussion of text, according to a
research panel (Shanahan, and others 2010, 23-28). Two are related to planning and two are
related to sustaining and expanding the discussion. In terms of planning, the panel recommends that
teachers:

e Ensure that texts are compelling enough to spark discussion; in other words, the topic should

be interesting to the children and the discussion should be worth having

e Prepare higher-order questions that prompt children to think more deeply about the text

In terms of sustaining and expanding discussions, the panel recommends that teachers:
e Ask follow-up questions to encourage and facilitate the discussion
e Provide opportunities, with ample scaffolding, for children to engage in peer-led discussions

As citizens of the 21st century, children begin to engage in discussions with others well beyond
the local setting. For example, some teachers facilitate online interactive video calls with partner
classrooms in another region or country.

Presenting Children are given many
Even in the earliest grades, children begin to build the opportunities, with age-
skills needed for the effective presentation of knowledge and appropriate guidance and

ideas so important to their educations, careers, and civic

t, t t both
participation in the years ahead (SL.K-1, Standards 4-6). SuEReG fo|prsat o e

Presenting requires more formal language use than discussion qu” and large QTOUPS
as well as a heightened awareness of audience. Presenting during the transitional
typically includes preparation, especially in organizing ideas or kindergarten through
points. It sometimes includes drawings or other visual displays grade onespan. ..

to provide detail or clarification (SL.K—1.4). Children are given

many opportunities, with age-appropriate guidance and support,

to present for both small and large groups during the transitional kindergarten through grade one
span—often (but not exclusively) in the form of “sharing” (or “show and tell”). Importantly, children
are taught how to respond positively, respectfully, and actively as listeners.

Effective presentations interest both speakers and listeners, and children have choices in what they
wish to present. Furthermore, presenting should be a psychologically safe and affirming experience for
all children.

Some presentations, such as small group presentations of songs or poetry, are recorded and
shared virtually, with appropriate permissions, with broad audiences. Multilingual presentations may
be developed drawing upon the languages of the children.

Using Language Conventions

One aspect of effective expression is the use of language conventions. Young children differ from
one another in their knowledge of and exposure to the conventions of standard English, and teachers
teach conventions explicitly, gently guiding young children toward their proficient use in both written
and spoken expression. It is important to note that grammar and its usage rarely develop in a linear
path, and that as children synthesize new grammatical knowledge with their current knowledge,
it may appear that they are making “errors” in areas of language development they have already
internalized. However, these incorrect usages (such as saying goed to signify past tense of go) are a
natural part of language development.
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Spelling is one of the language conventions in which children make great strides during the
transitional kindergarten through grade one span. The language standards related to spelling are
closely tied to the foundational skills discussed in a forthcoming section of this chapter. During the
span, children:

e Write a letter or letters for most consonant and short-vowel sounds (phonemes). (L.K.2c)

e Spell simple words phonetically, drawing on knowledge of sound-letter relationships. (L.K.2d)

e Use conventional spelling for words with common spelling patterns and for frequently occurring
irregular words. (L.1.2d)

e Spell untaught words phonetically, drawing on phonemic awareness and spelling conventions.
(L.1.2e)

See the grade-level sections for more information. See also chapter 4 in this ELA/ELD Framework for a
discussion of spelling development.

Content Knowledge .
Content knowledge other than ELA, is largely the purview .:' mﬂg ':
of other frameworks and model curricula published by the N -
California Department of Education (http://www.cde.ca.gov/). #T g '~ a2 — ~-.\
A few examples include frameworks on history—social science, | Laguage | éﬁw YW, / Effectve
| Deveiopment | e A | Expresson |

REadng, Writing, <
Speaking & Listening, = W A
and Language - 3

in All Drscaplines

health, visual and performing arts, and the Education and the \
Environment Initiative Curriculum (http://www.californiaeei.org/ 4"
Curriculum/). However, given the reciprocal relationship between
content knowledge and literacy and language development and
the call for integration of the curricula, discussions of content
knowledge are included throughout this ELA/ELD Framework.

Decades of research indicate that knowledge contributes to
reading and writing achievement. The more an individual knows
about a topic, the more success he or she likely has engaging
meaningfully with text and others about the topic. Furthermore, knowledge of subject matter is
accompanied by, and indeed cannot be separated from, language development. Words, sentence
structures, and discourse structures differ across subject matter (Shanahan and Shanahan 2012), and
so content learning contributes to the development of language, especially academic language. In
short, content knowledge facilitates literacy and language development.

The reciprocal is true as well. Not only does content
knowledge impact literacy and language development, but
literacy and language development provide students with the

!" Foundationa |
| Shils
™,

o

Words, sentence structures,

and discourse structures tools to independently access, acquire, and construct domain
differ across subject and general world knowledge. The more skilled children are
matter, and so content in the language arts (that is, reading, writing, speaking, and

listening), the more they can learn about the world.

Two points about content area instruction are crucial. First,
content area instruction should be given adequate time in the
school day, including during the earliest years of schooling.

language. Second, content area instruction should include attention to
literacy and language development in the subject matter along
with subject-matter appropriate pedagogy (e.g., meaningful hands-on investigations, explorations,
projects, demonstrations, and discussions).

Three aspects of the ELA/literacy instruction that support content learning are discussed here.

These include wide reading, engaging with informational texts, and engaging in research.

learning contributes to the
development of language,
especially academic
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Wide Reading

Interactions with texts contribute to knowledge (Cunningham and Stanovich 1998). Indeed, the
more individuals read, the more knowledge they acquire. This knowledge, in turn, supports further
literacy and language achievement. Children’s exposure to a wide range of texts occurs, in transitional
kindergarten through grade one, largely through listening to and engaging with a broad—and
cohesive—range of texts read aloud by an adult. As children achieve some independence with text,
teachers encourage their individual engagement with texts on
a daily basis while continuing to read aloud. They ensure that

each child interacts with a range of texts on a range of topics. They [teachers] have ample
(See chapter 2 of this ELA/ELD Framework for a discussion of selections, in English and
wide and independent reading.) in the Ianguages ofthe
Teachers are well versed in high-quality children’s literature children, available to share
of all genres; each genre, including fiction, can contribute to with children, both as read

children’s knowledge. They have ample selections, in English
and in the languages of the children, available to share with )
children, both as read alouds and for independent exploration. exploration.

Recommendations are exchanged with families. Colleagues,

teacher librarians, families, and communities are good resources of materials for classroom teachers.
Wide reading begins early and contributes to children’s progress toward becoming broadly literate, one
of the overarching goals for California’s students discussed in the introduction and chapter 2 of this
ELA/ELD Framework and displayed in the outer ring of figure 3.1.

alouds and for independent

Engaging with I nformational Text

The CA CCSS for ELA/Literacy include ten standards in the Reading strand that focus on reading
informational text (RI.K-1, Standards 1-10). These standards underscore the importance of building
children’s skill with this genre. Informational text is a valuable source of knowledge. However,
engaging with informational texts, though crucial, does not replace the learning experiences and
investigations that are essential aspects of content instruction. Instead, it complements them.

During the transitional kindergarten through grade one span, about half of the texts children
engage with (including those read aloud by teachers) are informational texts. Informational texts are
different from narrative texts in several ways, placing different demands on the reader (Duke 2000).
Informational texts convey disciplinary knowledge, such as concepts and content in history/social
studies, science, and the arts, and are characterized by use of domain-specific and general academic
vocabulary. In addition, some informational texts employ features not found in most narratives: tables
of contents, glossaries, diagrams, charts, bolded text, and headings. Furthermore, many informational

texts make use of organizational structures different than
Informational texts capitalize the story grammar (i.e., setting, characters, problem or goal,
sequence of events, resolution) used in most narratives, such
as cause-effect, problem-solution, and compare-contrast.
Experiences with informational texts provide children familiarity

on young children’s natural
curiosity in their world, and

their use is fundamental with the types of texts that predominate later schooling and

to building children’s careers. The important role of informational text in curriculum

competence with a variety of and instruction was recognized in California’s 2007 Reading/

genres as well as to building Language Arts Frame_work for Ca//forn/a_ Pub{/c Sc_hoo/s

their knowledge. (CDE 2007) and continues to be recognized in this ELA/ELD
Framework.

Informational texts capitalize on young children’s natural
curiosity in their world, and their use is fundamental to building children’s competence with a variety
of genres as well as to building their knowledge. To support the former, instruction is provided that
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addresses the features and structures of texts. To support the

latter, a coherent program of informational text interactions
Some texts are read aloud is implemented. That is, informational texts are not selected
randomly. They are chosen on the basis of children’s interests
and grade-level content standards, topics, and themes. If
children show an interest in reptiles, for example, teachers share

by the teacher due to their
more challenging nature

and some are read, with and make available many texts about reptiles, thus building
instructional support, by children’s knowledge of the subject, including its language.
children in small or large Some texts are read aloud by the teacher due to their more

challenging nature and some are read, with instructional
support, by children in small or large groups, or independently.

At the same time, teachers deliberately select informational
texts that contribute to grade-level science, social studies, and other curricula. For example, one
goal in the visual arts curriculum for California’s kindergarteners is that children explore principles of
design. When these concepts are introduced and developed, teachers share informational texts that
reinforce and extend understanding, such as Nancy Elizabeth Wallace and Linda K. Friedlaender’s
Look! Look! Look! and Molly Bang’s Picture This: How Pictures Work. The more children learn about
their worlds through hands-on experiences, discussions, and text interactions, the more they benefit
as future readers and writers in general and as learners in content areas.

groups, or independently.

Engaging in Research

Starting as transitional kindergarteners, children participate in shared research projects that may
be completed in a single day or that extend over several days or even longer (W.K-1.7). They work
in collaboration with peers, with ample guidance from an adult, to pursue topics of interest, seeking
information from a variety of sources, including texts (digital and paper), media, peers, and adults.
They also, with guidance and support, recall information from experiences or gather information
from provided sources to answer a question (W.K-1.8). Engaging in these projects contributes
to children’s knowledge. Notably, the collaborative nature of research projects, in which children
interact in meaningful ways with their peers about the rich content they are learning, also promotes
language development. Children express themselves, attend carefully to what their peers are saying,
interpret information from texts and other resources, and write or create a product that conveys
their understanding of the content. Reading and speaking and listening standards of the CA CCSS for
ELA/Literacy and the collaborative, interpretive, and productive skills outlined in the CA ELD Standards
are richly employed in joint research projects. Likewise, writing standards are addressed when children
record their questions, processes, and findings in writing.

Foundational Skills TR

Careful, systematic attention is given to development of the Tffﬂ’r'lf .;'
foundational skills during the early years, as these skills play a = o RS
critical role in reading success (Brady 2012, NICHD 2000) and A e X g
the achievement of the goals of ELA/ELD instruction discussed in | sl o) e 'r Peisrcl]|

the introduction and chapter 2 to this ELA/ELD Framework and N/ F
displayed in the outer ring of figure 3.1. The CA CCSS Reading
Standards for Foundational Skills and Part III of the CA ELD
Standards (“Using Foundational Literacy Skills”) are directed g
toward fostering children’s understanding and working knowledge r/"' -“‘\__
of concepts of print, phonological awareness, phonics and word [ fo};‘ge )
recognition, and fluency. Several standards in the Language W :
strand, especially those in which children learn to print upper- and

lowercase letters (L.K-1.1) and learn to write a letter or letters for

Speaking & Listening, & \\‘ .
and Languags _—

CA ELD
Standards

n Al Disciplines
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consonant and short-vowel sounds and spell words phonetically (L.K-1.2), are highly related to the
foundational skills standards.

The CA CCSS for ELA/Literacy state, “foundational skills are not an end in and of themselves;
rather, they are necessary and important components of an effective, comprehensive reading
program designed to develop proficient readers with the capacity
to comprehend texts across a range of types and disciplines” (CDE

2013a, 17). This section addresses foundational skills instruction in Acquzs:tl‘on of the
English. For guidance on teaching foundational skills in Spanish, see foundational skills of
the Spanish translation and linguistic augmentation of the CA CCSS reading is essential for
for ELA/Literacy (Common Core en Espafiol, https://commoncore- independence with

espanol.sdcoe.net/). Guidance on teaching foundational skills in other printed language.
languages, including American Sign Language, is forthcoming.

Acquisition of the foundational skills of reading is essential for independence with printed
language. (See figure 3.7.) During the transitional kindergarten through grade one span, children
develop concepts about print and achieve phonemic awareness, the most difficult level of phonological
awareness (RF.K-1, Standards 1-2). They develop phonics skills: Children learn letter-sound and
spelling-sound correspondences and how to use that knowledge to decode words (RF.K-1.3).

They make great strides in fluency, which emphasizes accuracy with progress also being made in
automaticity and prosody during this span (RF.K-1.4). When provided supports, accommodations, and
research-based instruction, students with disabilities master foundational literacy skills. An overview
of each of the foundational skills is presented here. Grade-level specific guidance is provided in the
grade-level sections.

Figure 3.7. Independence with the Code

A major goal of early reading instruction is to teach children the skills that allow them to
independently engage with print. One of these skills is decoding printed words. Mastering this
skill begins the process of automatically recognizing words, which frees readers to think about
what they read.

By sounding out or decoding a new word, the learner connects the letters or letter
combinations with the sounds they represent and blends those sounds into a recognizable
spoken word with its attendant meaning. (The spoken word should already be in the beginning
reader’s vocabulary, and the learner should understand that the point of decoding is to
access meaning.) After a word is decoded several times, this sound-symbol-meaning package
becomes established. In subsequent encounters with the word in print, the learner recognizes
and understands the word at a glance in much the way he or she understands a familiar
spoken word.

Ensuring that children know how to decode regularly spelled one-syllable words by mid-first
grade is crucial to their progress in becoming independent readers. (Instruction in decoding
simple words begins for many children in kindergarten.) Beginning readers need several skills
in order to decode printed words. Learners need to be phonemically aware (especially able to
segment and blend phonemes); know the letters of the alphabet, letter-sound and spelling-
sound correspondences, and other print concepts; and understand the alphabetic principle
(that is, that letters and letter combinations represent the sounds of spoken language).
Beginning readers are taught to use this knowledge to generate and blend sounds represented
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Beginning readers are taught to use this knowledge to generate and blend sounds represented
in print to form recognizable words. Instruction begins with simple letter-sound relationships
and systematically progresses to more complex ones. Sequences of letter-sound instruction
usually start with consonants and short vowels and reading and spelling consonant-vowel-
consonant (CVC) words. Instruction in long vowels (those spelled with an ending €), consonant
blends, diphthongs, and other letter combinations follows and progresses from high-frequency
to less common letter-sound relationships. By the end of second grade, students know all
useful spelling patterns and the sounds they represent and can accurately decode words that
contain them, including two-syllable words. To develop automaticity with decoding (that is,

to decode nearly effortlessly and with little conscious attention), learners need practice in
decoding a variety of words containing the letter-sound and spelling-sound patterns they are
learning. The amount of practice needed varies by child.

Students also need to learn to rapidly recognize high-frequency words with irregular
or uncommon spelling-sound patterns—words for which decoding is less useful. Multiple
exposures, in isolation and in context, are typically required. Moreover, learners need to expand
their vocabularies so that decoding and sight word recognition result in meaning making.
Learning to spell words containing the spelling-sound patterns being introduced reinforces
students’ understanding of the alphabetic principle.

Gaining independence with English orthography can be difficult. English is not a transparent
orthography, like Spanish, in which there is a one-to-one match between letters and sounds.
Rather, English is an opaque or deep orthography and uses 26 letters to represent more than
40 sounds. Some letters represent more than one sound, such as the sounds represented by
the letter a in ape, apple, and again. Some sounds are represented by two letters, such as th
and sh, and some sounds are represented in more than one way, such as the long a (a) sound
in fate, bait, way, hey, straight, freight. As a result, learning about the relationship between
letters and sounds is complex.

The complexity of English can be confusing to many students. Therefore, instruction
should begin with simple patterns and build to more complex ones. This systematic approach
uses words in beginning reading instruction that are more regular and thus more similar
to transparent languages. Ultimately, all of these practices support children in becoming
independent with the code.

Print Concepts

Print concepts are the organization and basic features of written English. Children learn the
directionality of written English; that spoken words are represented by specific sequences of letters;
that written words are separated by spaces, upper- and lowercase letters of the alphabet; and
distinguishing features of sentences (RF.K—1.1a—d). Some of the print concepts standards are related
to phonics and word recognition standards (e.g., RF.K=1.3a whereby children learn letter-sound and
spelling-sound correspondences) and language standards (e.g., L.K-1.1a whereby children learn to
print letters). See the grade-level sections in this chapter for further discussion.

Phonological Aw areness

Phonological awareness is the awareness of and ability to manipulate the sound units in spoken
language. It includes attending to syllables, onsets and rimes, or phonemes, the smallest unit of
sound in a spoken language. Figure 3.8 provides information about these units.
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It is essential that children develop phonological awareness early in the elementary school years,
with the goal of attaining phonemic awareness, the most difficult and important level, by the end
of grade one, if not well before (RF1.2). The reason phonemic awareness development is crucial
is that English is predominantly an alphabetic orthography, one in which written symbols represent
phonemes. Children are best positioned to understand the logic of and gain independence with the
English written system when they are aware that spoken language consists of phonemes. Phonemic
awareness is crucial for developing an understanding of the alphabetic principle, which is that
individual sounds in spoken words can be represented by letters or groups of letters in print. The
relationship between phonemic awareness and success in reading acquisition is well documented
(NICHD 2000).

Figure 3.8. Phonological Units of Speech

Phonolc_)glcal Definition Example
Unit
Syllable* A unit of speech consisting of one uninterrupted | The spoken word man has
vowel sound, which may or may not be flanked one syllable: /man/
by one or more consonants, uttered with a going has two syllables:
single impulse of the voice /gol-/ing/
computer has three syllables:
/com/-/pu/-/ter/
information has four syllables:
/in/-/for/-/ma/-/tion/
Onset The part of a spoken syllable (consonant or /bl/ in the spoken word black
blend) that precedes the vowel /st/ in stop
Some syllables do not have an onset. [vl'in run
There is no onset in the
syllable on.
Rime The part of a spoken syllable that includes the /og/ in the spoken word dog
vowel and any consonants that follow /on/ in on
All syllables have a rime because all syllables /and/ in sand
have a vowel sound.
Phoneme The smallest unit of sound in speech /p/ /3/ and /n/ in the spoken
English [ f about 43 ph ** word pan
glish consists of about 43 phonemes. Jth/ /r/ and /&/ in three
/U/ and /p/ in up
*The six syllable types in written English are described in chapter 4.
**The number of phonemes in English identified by linguists varies depending upon the phonetic description used
(Moats 2000).
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Figure 3.9 provides the 43 commonly identified English phonemes. Other languages have more or
fewer phonemes.

Figure 3.9. English Phonemes

Symbol As heardin . .. Symbol As heardin . ..
/a/ angel, rain /g/ gift, dog
/a/ cat, apple /h/ happy, hat
/€] eat, seed 1jl jump, bridge
/é/ echo, red 1/ lip, fall
// island, light m/ mother, home
N/ in, sit In/ nose, on
/0/ oatmeal, bone Ipl pencil, pop
/0/ octopus, mom It/ rain, care
/u/ up, hum /sl soup, face
/oo/ oodles, moon It/ time, cat
/0ol put, book i vine, of
/3/ above, sofa Iwh/ w hat, w hy
/oil, 1oyl oil, boy Iw/ wet, wind
loul/, [ow/ out, cow 1yl yes, beyond
lawl/, 16/ aw ful, caught /z/ Z00, because
ar car, far /th/ thing, health
or four, or /th/ this, brother
ar her, bird, turn /sh/ shout, machine
/bl baby, crib /zh/ pleasure, vision
[kl cup, stick [ch/ children, scratch
/d/ dog, end Ing/ ring, finger
/1l phone, golf
Source
Yopp, Hallie K., and Ruth H. Yopp. 2011. Purposeful Play for Early Childhood Phonological
Awareness, 13. Huntington Beach, CA: Shell Education. Reprinted with permission.
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Phonological awareness develops along a multidimensional

continuum (Phillips, Clancy-Menchetti, and Lonigan 2008),
which should be considered when designing a sequence

Phonological awareness

of instruction. Generally, children learn to attend to and develops along a

manipulate larger units before smaller units. Although less a multidimensional continuum,
phonological than a meaningful unit of speech, the concept which should be considered
of word is learned (as demonstrated when children count the when designing a sequence

number of words in a spoken sentence, for example). The
general progression of phonological skills, from least to most

of instruction.

difficult, is as follows (NGA/CCSSO 2010a, Appendix A):

e Rhyme recognition

¢ Repetition and creation of alliteration

¢ Syllable counting or identification
e Onset and rime manipulation

e Phoneme manipulation

In addition, sound units can be manipulated a number of ways. The general progression, from least to

most difficult, is as follows:
e Sound unit identity
e Sound unit isolation
e Sound unit blending
e Sound unit segmentation
e Sound unit addition
e Sound unit substitution
e Sound unit deletion

The most important among these are phoneme blending and segmentation.

Finally, the type of sounds determines the ease or difficulty with which they can be identified and
manipulated. For example, continuous sounds (e.g., /m/ and /s/) are generally easier to segment and
blend than stops (e.g., /p/ and /t/) because the former can be exaggerated (e.g., /mmmmm/) without

the addition of a sound (e.g., /puuhh/).

Instruction should be sequenced in accordance with these progressions; however, teachers
recognize that children do not necessarily develop phonological skills in this order. They may be able
to isolate the initial phoneme in their names, for example, before they are able to engage in other

Teachers provide direct
instruction in phonological
awareness as well as a
language rich environment
that includes frequent explicit
play with sounds through
songs, games, and books.

Transitional Kindergarten to Grade 1

typically easier skills. Teachers provide direct instruction

in phonological awareness as well as a language rich
environment that includes frequent explicit play with sounds
through songs, games, and books. They are responsive to
children’s spontaneous manipulations of sounds. They monitor
children’s progress closely, especially through formative
assessment, and provide additional support and carefully
tailored instruction to individuals as needed. Some children
benefit from explicit attention given to the place and manner
of articulation of phonemes; that is, they learn about where
and how sounds are made in the mouth (Castiglioni-Spalten
and Ehri 2003).
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Phonics and Word Recognition

During transitional kindergarten through grade one, children make great strides in their ability
to access print independently. They acquire sight words, that is, printed words that they can identify
immediately on sight. During this grade span, sight words include words that are important in their
lives and environment (e.g., their own names, names of significant others, classroom labels) and
common high-frequency words. These words have high utility; they are seen often in a variety of
texts and contexts. Some of the words are irregularly spelled (e.g., they, said, was), and some are
regularly spelled but the children have not yet learned the relevant letter-sound or spelling-sound
correspondences. In other words, he may be learned as a whole before children learn the letter-sound
correspondences for /h/ and /€/.

Children become familiar with the purposes of English symbols and they learn how the alphabetic
code works, that is that sounds in words are represented by letters or combinations of letters (the
alphabetic principle). They build skill in using that knowledge to accurately decode words they do not
recognize by sight, and they begin to develop automaticity
(the ability to recognize a word effortlessly and rapidly) with

print. Instruction is systematic and explicit, and new learning The acquisition of phonics and

is applied to words in isolation and in text (RFK-1.3). The word recognition skills and
goal is for children to be able to rapidly recognize sight the development of phonemic
words and rapidly employ phonics skills to identify words awareness are significant
they do not know by sight. Ongoing formative assessment foci of the ear/yyears as

and interim assessments of children’s developing skills are
crucial in determining the targets of instruction for each child
and tailoring instruction to meet their needs and advance ]
their skills. (See chapter 8 in this ELA/ELD Framework for a written language.

discussion of assessment.)

Relatedly, children also encode words (that is, put into print words they hear or are thinking about)
as they record their ideas in written form. They are encouraged to use their phonemic awareness
along with their growing knowledge of letter-sound and spelling-sound correspondences to do so, and
many words are spelled phonetically during this grade span. By the end of grade one, conventional
spellings are used for words with common spelling patterns (L.K—1.2d; see also the discussion of
spelling in chapter 4 of this ELA/ELD Framework). Decoding and encoding are mutually supportive
processes; instruction co-occurs and is complementary. Linking spelling and decoding instruction
deepens children’s knowledge of the written system (Brady 2012).

The acquisition of phonics and word recognition skills and the development of phonemic
awareness are significant foci of the early years as development of these skills provides children with
access to written language. Children who learn the alphabetic system and can employ decoding skills
rather effortlessly reap notable benefits: They can devote their mental energy to comprehension and
therefore experience the joy and satisfaction of independent engagement with text. They can access
a wide variety of texts; wide reading contributes to further skill development, vocabulary enrichment,
and content acquisition (Brady 2012). Research indicates that children have better future prospects
as readers if they develop understandings about and facility with the alphabetic code by the end of
second grade (Moats 2012), which makes progress in the transitional kindergarten through grade one
span crucial.

Figure 3.10 provides definitions of key phonics and word recognition terminology. Included are
terms related to morphology, linguistic units that contribute to the meaning of a word. These are
included because knowledge of morphology contributes to children’s ability to recognize a word.

development of these skills
provides children with access to
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Figure 3.10. Phonics and Word Recognition Terminology, Including Morphology

Term Definition Example
Consonant A phoneme that is articulated with partial |/b/ in boy
or complete closure of the vocal track /t/ in at
/r/ and /n/ in run
Short Vowel An open phoneme (that is, one for which |/3/ in cat
there is no obstruction by the tongue, /&/ in jet
lips, or teeth of air flow) [/ in kick
Sho¢ vo_wels are lax in that there is little /8/ in stop
tension in the vocal cords o
/u/ in cup
/60/ in book
Long Vowel An open phoneme /a/ in cake
Long vowels are tense in that they are /€/ in feet
spoken with more tension in the tongue | /i/ in night*
muscles /5] in boat
/u/ in use
/00/ in school
Diphthong A vowel sound that involves the shifting | /oi/ in boil; oy in toy
of mouth position when spoken /ou/ in out; ow in cow
Consonant Two or three adjacent consonants in a /tw/ in twin
Blend syllable, each of which is heard /sk/ in mask
/str/ in street
Consonant Two or more consonants that together sh in ship
Digraph represent a single sound ch in chin and tch in watch
th in this (voiced /th/) and thin
(unvoiced /th/)
Grapheme The letter or combination of letters that | fin leaf
represent a single sound (phoneme) oa in boat
(See letter-sound correspondence and igh in night
spelling-sound correspondence) ough in through
Letter-Sound A single letter and its corresponding m represents /my/
Correspondence sound k represents /k/
Spelling-Sound Letter combinations and their igh represents /i/
Correspondence | corresponding sound dge represents /j/
Morpheme The smallest meaningful part of a word cat
cat-s
un-happy
Affix A morpheme attached to the beginning or | See prefixes, suffixes, and
end of a root inflectional endings
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word’s part of speech or grammatical role

Term Definition Example
Prefix An affix attached to the beginning of a re in redo
root word un in unkind
pre in preschool
Suffix An affix attached to the end of a root ing in discussing
word less in useless
(See inflectional ending and derivation) ful in helpful
Inflectional A type of suffix that does not change a
Ending word’s part of speech but does change
its:
e tense ed in jumped; ing in flying
e number s in dogs; es in wishes
. Comparison erin faster; est in hardest
* person S in plays
Derivation A type of suffix that changes the root ly in swiftly

tion in projection

Decodable Words

Words that are wholly decodable on the
basis of the letter-sound and spelling-
sound correspondences already taught

Assuming the relevant letter-
sound and spelling-sound
correspondences have been
taught:

rules

dog
run
ship
Sight Words (1) Words that are taught as whole they
units because they are irregularly there
spelled or because the spelling-sound could
correspondences have not yet been
taught i the rel |
(2) Regularly spelled words that have Assuming the re evant letter-
: sound and spelling-sound
been decoded enough times that they
: . I correspondences have been
are recognized on sight, that is with little .
: taught and practiced enough
conscious effort . : ”
times for automatic recognition:
fish
Jjump
catch
I rregularly High-frequency words that are not said
Spelled High- decodable in that the letter-sound or of
Frequency Words | spelling-sound correspondences are was
uncommon or do not conform to phonics come

*The long /1/ sound is classified by some as a diphthong.
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During the grade span, phonics and word recognition

During the grade span, instrl_Jction focuses on knowledge of Iette_r-sound and

; o spelling-sound correspondences and, during grade one,
PhOI‘)ICS‘ and word recognition use of that knowledge to decode regular one- and two-
instruction focuses on syllable words (that is, those that follow basic patterns).
knowledge of letter-sound and General guidelines for teaching the correspondences and

spe]]ing-sound correspondenceg early decoding follow; however, it is important to note that

and, during grade one, use phlldrgn and thel_r_prlor experiences with prlnt at hgme,

ofthat knowledge to decode in their (_:ommunltles, and in (_)th(_er educational settings
vary. This means the generalizations presented here may

regular one- and two-syllable have more or less applicability to individual children. These
words (that is, those that follow generalizations may be most helpful in providing instruction
basic patterns). to children who are experiencing difficulty learning letter-

sound correspondences and basic decoding.

e C(Capitalize on children’s knowledge of letter names. Letter-sound correspondences are generally
more difficult to learn in cases where the letter name does not contain the relevant phoneme
(letter sound). For example, the letter name for h is not pronounced with the sound /h/.
Likewise, the pronunciation of the letter name for w provides no clue to the corresponding
sound, /w/. Easier to learn are letter-sound correspondences for letters in which the name of
the letter contains the sound. Furthermore, there is evidence that letters for which the letter
sound is heard in the initial position of the corresponding letter names are easier to learn than
those for which the letter sound is heard in the final position. For example, the letter name for
b is pronounced /b€/, z is /z€/, and k is /ka/. The sounds are heard in the initial position of the
letter name. In contrast, the letter name for m is pronounced /ém/ and f is pronounced /éf/.
The sounds are heard in the final position of the letter name. The former—sounds in the initial
position of the letter name—are generally easier to learn than the latter (Treiman, Pennington,
Shriberg, and Boada 2008).

e Avoid distorting sounds. For example, the phoneme /m/ is pronounced /mmm/, not /muh/.

e Be very clear when introducing letter-sound correspondences that are easily confused visually
(e.g., b, p, d, q) or auditorily (e.g., /p/, /b/, /v/ and /&/, /i/). Draw explicit attention to the
similarities and differences.

e Teach high-utility letter sounds early in the instructional
sequence (e.g., /m/, /s/, /@/, /t/). These are ones that can
be used to form many beginning one-syllable words.

e Include a few short vowels early in the sequence so that

Be very clear when
introducing letter-sound
correspondences that are

students can use letter-sound knowledge to form and easily confused visually (e.g.,

decode words. b, p, d, q) or auditorily (e.g.,
e Introduce several continuous sounds early (e.g., /I/, /1/, /p/, /b/, v/ and /é/, /i/). Draw

/sl) because they can be elongated easily and so facilitate explicit attention to the

blending. Stop sounds (e.g., /p/, /t/, /k/), more difficult similarities and differences.

in the initial position, may be used in the final position of

words.

e Introduce simple word reading as soon as children have learned a small number of letter-sound
correspondences. Generally, begin with one-syllable words (containing letter sounds that have
been taught) that have a continuous sound in the initial position, such as VC (vowel-consonant)
words, (e.g., am and on) and some CVC (consonant-vowel-consonant) words, (e.g., rat and fun)
because continuous sounds can be elongated, making them easier to blend with subsequent
sounds. (Note: All vowel sounds are continuous.)
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e Target words that represent vocabulary and concepts with which the children are familiar.

e Teach blending explicitly. Blending will be supported if continuous sounds are elongated and no
sounds are distorted with the addition of /uh/ (as in /tuh/). (See figure 3.34.)

Children should have ample opportunities to practice decoding and encoding words that reflect
the letter-sound and spelling-sound correspondences they are learning. They practice reading words
and building words with tiles or other manipulatives. They
The value of decodable texts read the words in decodable texts. Decodable texts are books
and other reading materials that consist of words learned
by sight (such as irregularly spelled high-frequency words)
and, importantly and most prominently, words that consist

is time-limited but significant
for beginning readers. These

materials provide children of regular letter-sound and spelling-sound correspondences,
the opportunity to apply especially those the children have already learned.
and practice what they are Specifically, decodable texts are reading materials designed to

prompt beginning readers to apply their increasing knowledge
of phonics and practice full alphabetic decoding (that is, use
of all letter-sound and spelling-sound correspondences in

a word [Ehri 2005]) to identify words. In decodable texts,
75-80 percent of words consist solely of previously taught
letter-sound and spelling-sound correspondences and the remaining 20-25 percent of the words are
previously taught high-frequency irregularly spelled words and story or content words.

The value of decodable texts is time-limited but significant for beginning readers. These materials
provide children the opportunity to apply and practice what they are learning about the alphabetic
code, which enhances their reading acquisition (Cheatham and Allor 2012). Adams (2009) notes that
children’s use of acquired skills (not simply their learning of the skills) to decode new words is crucial
and that decodable text prompts that use. The amount of time devoted to decodable text depends
on how quickly children grasp the code and develop automaticity. Some children need considerable
practice with decodable text. Others need less practice with decodable text. Instruction, therefore, is
differentiated. Children are provided instruction and texts that reflect and extend their skills. Formative
assessment and interim assessments inform these decisions.

Importantly, decoding involves matching the product of Importantly, decoding
attempts at sounding and blending a word with words that
already exist in children’s phonological and semantic memories

learning about the alphabetic
code, which enhances their
reading acquisition.

involves matching the

(Cunningham, J. and others, 1999; Cunningham, P. 1975-76). In produ'ct g eeigs gt
other words, as children learn to decode, they are taught to match sounding and blending
possible pronunciations of a printed word with their lexicon to a word with words that
determine the likely pronunciation. For example, the “ow” spelling already exist in children’s
can represent more than one sound: phonological and

e /0/ as in shown, blown, and grown semantic memories.

e /ow/ as in clown, brown, and down

When beginning readers attempt to decode the word frown, they might reasonably sound and blend
/f/-/r/-/6/-/n/. Not recognizing the resulting word, they might try another reasonable possibility,
[fl-Irl-low/-/n/. When children know reading is a meaning making act, they expect to match the
product of their efforts with a word in their memories. In other words, they expect to generate a word
that is meaningful. Thus, initial decoding instruction should target words in children’s vocabularies
(which are continually expanding). Children also learn to use context to confirm or self-correct word
recognition (RF.1-5.4c).
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Teachers coordinate spelling,
phonemic awareness, decoding,
word recognition instruction (and
to a certain extent, vocabulary,
especially as children move through

Instruction in phonics and word recognition
closely complements and coincides with instruction
related to other standards, strands, and domains of
the CA CCSS for ELA/Literacy. These include concepts
about print, phonological awareness, and fluency.

In addition, learning to spell (L.K-1.2), as discussed
previously, contributes to progress in decoding as
children encode language; that is, as they work

the grades) because these skills

are interdependent and mutually
supportive. They make accuracy in
decoding a high priority, and they
ensure that students have ample
opportunities to practice newly
acquired skills in authentic contexts.

to put their thoughts into printed language. And,
instruction in phonics and word recognition supports,
and is supported by, children’s acquisition of
vocabulary (RL/RI.K-1.4, L.K-1.5, Standards 4-5).
Teachers coordinate spelling, phonemic awareness,
decoding, word recognition instruction (and to a
certain extent, vocabulary, especially as children
move through the grades) because these skills are
interdependent and mutually supportive. They make
accuracy in decoding a high priority, and they ensure that students have ample opportunities to
practice newly acquired skills in authentic contexts.

It is important to note that letter-sound and spelling-sound correspondences are not accessible
to all students. Spoken and signed languages are less likely to share formal properties, such as
phonological structure, than two spoken languages (Stokoe, Croneberg, and Casterline 1965; Brentari
2007). Students who are deaf and hard of hearing need to understand the metalinguistic structure of
American Sign Language, and then apply this understanding to the structure of English. For example,
students who are deaf who use a visual language learn that fingerspelling is a critical link in word
learning (Haptonstall-Nykaza and Schick 2007). Because there is not a direct relationship between
American Sign Language and English text, teachers employ strategies that have been shown to be
effective in making this connection.

Students who are deaf and do not have auditory access to spoken language face challenges
when asked to orally pronounce words because they cannot hear themselves or spoken language
models in their environment. Rather than focus on the pronunciation of words, teachers monitor the
comprehension of words for students who are deaf through American Sign Language as they are
reading.

Fluency

Fluency is the ability to read with accuracy, appropriate
rate (which requires automaticity), and prosody (that is,
expression, which includes rhythm, phrasing, and intonation).
Accuracy is given the highest priority in the grade span.
Fluency develops when children have multiple opportunities
to practice a skill. Decodable texts, discussed in the previous
section, provide the opportunity for beginning readers, and
wide reading, discussed earlier, provides the opportunity as
children gain independence with the code.

Although fluency is important when children read aloud
written text (including their own) for an audience, such as
their peers or family members, the primary importance of
fluency is that it supports comprehension. Children who are fluent, automatic decoders have the
mental energy to attend to meaning making. Children work toward fluency with grade-level text in

Although fluency is important
when children read aloud
written text (including their
own) for an audience, such

as their peers or family
members, the primary
importance of fluency is that
it supports comprehension.

Transitional Kindergarten to Grade 1 Chapter 3| 161



the context of purposeful and meaningful reading activities, and because they read for meaning, they
are guided by the teacher to use context to confirm or self-correct word recognition (RF.1.4c). Time is
provided for independent reading in school, and children and their families are encouraged to read at
home.

Foundational Skills for English Learners

English learners can and should develop foundational English learners can and
reading skills at the same pace as their non-EL peers, provided
that additional considerations for their particular learning needs
are taken into account. Issues related to transfer, fluency, and

should develop foundational
reading skills at the same

meaning making are especially important. pace as their non-EL peers,

Many skills are transferable between languages. Teachers provided that additional
or other qualified educators carefully assess, when possible, considerations for their
which skills students already possess in their primary language. particular Iearning needs
For example, teachers determine the extent to which their EL are taken into account.

students have already developed phonological awareness in
their primary language. Since phonological awareness transfers
across languages, teachers build on the primary language phonological awareness skills their students
already have. They save valuable time by not reteaching what children already know. Instruction in
foundational skills in English is differentiated based on similarities and differences between ELS’ native
language phonology and writing systems and English. For example, children who already know letter
sounds or names in a language that uses the Latin alphabet (e.g., Spanish) transfer this knowledge
more readily than students who are able to decode in a language with a non-Latin alphabet (e.g.,
Arabic, Korean, Russian), a nonalphabetic writing system (e.g., Chinese), or visual languages
(e.g., American Sign Language). However, even when EL children bring phonological awareness or
knowledge of the alphabet from their home/primary language, they need targeted instruction in
sounds that are different in the new language and decoding English graphemes that are nonexistent
in their native language. (See Yopp and Stapleton 2008 for a discussion of transfer of phonemic
awareness.)
In the area of of fluency, teachers are aware that
Teachers actively and pronunciation differences do not necessarily reflect inaccuracies
in decoding. Sometimes, pronunciation differences are due

to influences of the child’s primary language, home dialect of
English, or regional accent. Teachers listen to their students

frequently model fluent
reading of narrative

and informational texts. carefully as they speak and read to determine when to provide
Although such modeling is judicious feedback on pronunciation, and they accept children’s
good for all students, it is approximate pronunciations as they practice orally blending or
especially important for EL reading words containing sounds that are new to them.
children for whom teachers Teachers actively and frequently model fluent reading of
may be the only models of narrative and informational texts. Although such modeling is

good for all students, it is especially important for EL children
for whom teachers may be the only models of English reading.
As they a read aloud to students or read a chant or poem as
students read with them, teachers draw EL children’s attention to the cadences and intonation of their
voices or signs (for EL children who are deaf or hard of hearing and who use ASL) and encourage the
children to imitate them. In addition, teachers ask children to practice reading with expression while
reading independently, pausing and allowing their voices or signs as appropriate to the text.

English reading.
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Great care is taken to ensure that EL children who are learning

Great care is taken to
ensure that EL children
who are learning to read
in English understand the
importance of making
meaning when practicing
decoding skills and
building automaticity.

to read in English understand the importance of making meaning
when practicing decoding skills and building automaticity. Some
EL children may not know the meaning of the words they decode.
Teachers help children understand that the goal of reading is

to make meaning, not simply to decode words. For example,
teachers anticipate which words or phrases children may not
know in the texts and briefly explain what the words mean before
students read. Teachers cannot teach all the new words students
encounter as they practice decoding, but providing students with
the meaning of some words aids comprehension and also signals

to students that meaning is important. In addition, teachers build
students’ autonomy in monitoring their own comprehension while reading by continuously reminding
them that, even when they are practicing fluent decoding, the text should make sense. Children
learn to slow down and stop periodically to think about what they just read and determine what they

understand.

In general, the development of foundational literacy
skills in English is addressed during ELA instruction, and
teachers take into account the factors outlined previously
when designing instruction. During designated ELD
instruction, foundational literacy practices, strategies, and
skills that children are learning are reinforced. Children
enrolled in alternative bilingual programs in which they
develop foundational literacy skills in a language other
than English may be provided some instruction in English
foundational skills during designated ELD. For the most
part, designated ELD instructional time is devoted
to developing the academic vocabulary, grammatical
understandings, and discourse practices children need for
comprehending and conveying understanding of ELA and
other disciplinary content. Figure 3.11 provides general
guidance for supporting ELs’ acquisition of foundational
skills.

In general, the development

of foundational literacy skills in
English is addressed during ELA
instruction, and teachers take
into account the factors outlined
previously when designing
instruction. During designated
ELD instruction, foundational
literacy practices, strategies, and
skills that children are learning
are reinforced.

Figure 3.11. Foundational Literacy Skills for ELs in the Transitional Kindergarten through

Grade One Span

Considerations for
Foundational

Student Language and
Literacy Characteristics

Literacy Skills | nstruction

CA CCSS for ELA/ Literacy
Reading Standards:
Foundational Skills

No or little spoken
English proficiency

Oral Skills

Students will need instruction in
recognizing and distinguishing
the sounds of English as
compared or contrasted with
sounds in their native language
(e.g., vowels, consonants,
consonant blends, syllable
structures).

Phonological Aw areness

2. Demonstrate understanding
of spoken words, syllables, and
sounds (phonemes).

RFK-1.2
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1% Spoken English Students will need instruction Review of Phonological
'S . | proficiency in applying their knowledge of Aw areness skills as needed.
s the English sound system to
© o foundational literacy learning.
o
No or little native Students will need instruction in | Print Concepts
language literacy print concepts. 1. Demonstrate understanding of
Some foundational | Students will be familiar with the organization and basic features
literacy proficiency | print concepts, and will need of print.
in a language not instruction in learning the RFK-1.1
using the Latin Latin alphabet for English, as Phonics and Word Recognition
alphabet (e.g., compared or contrasted with 3. Know and apply grade-level
Arabic, Chinese, their native language writing phonics and word analysis skills in
Korean, Russian) system (e.g., direction of print, decoding words.
symbols representing whole REK-1.3
i) words, syllables or phonemes). T
= _ _ _ _ Fluency
2 $ome found_aponal _Student_s will n_eed instruction 4. Read emergent-reader texts
€ !lteracy proﬁC|en_cy in ap_plylng their knowle_:dge with purpose and understanding.
= |ina language using | of print concepts, phonics and REK-1.4
the Latin alphabet | word recognition to the English o
(e.g., Spanish) writing system, as compared
or contrasted with their native
language alphabet (e.qg., letters
that are the same or different, or
represent the same or different
sounds) and native language
vocabulary (e.g., cognates) and
sentence structure (e.g., subject-
verb-object vs. subject-object-
verb word order).

Supporting Students Strategically

Supporting students strategically begins with knowing the children. Educators should converse
with families to learn about children’s experiences with language and literacy; their attitudes, interests,
and expectations; and their prior schooling. Families are the source of valuable information, and
respectful, collaborative relationships between homes and schools greatly benefit students and those
who teach them.
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Educators also learn about the children in their classrooms
through skillful assessment of their strengths and needs. Early
in the school year, they employ universal screening to gain an
initial view of children’s skills. Daily, they engage in formative

Supporting students
strategically begins with

knowing the children. assessment. (See chapter 8 in this ELA/ELD Framework.)
Educators should converse Periodically, they use interim or benchmark assessments to
with families to learn about determine children’s progress. Teachers use what they learn to

tailor instruction that systematically builds on children’s existing
skills and knowledge.
Teachers in the transitional kindergarten through grade
one span recognize the extraordinary importance of the early
expectations; and their prior years in launching children along the path toward achieving the
schooling. goals of ELA/literacy and ELD instruction. Thus, they carefully
plan and execute effective lessons for the range of learners and
capitalize on the system of supports available at their site and in the district to ensure all children’s
advancement toward attaining the standards. Teacher librarians, administrators, and specialists share
in the responsibility with the general education teacher to offer the best education possible to all
children. Professional learning, co-planning, and co-teaching occur regularly. (See chapter 11 in this
ELA/ELD Framework.)

Teachers attend closely to children’s progress in

children’s experiences with
language and literacy; their
attitudes, interests, and

meaning making, effective expression (including language And, because the achievement
conventions, such as printing letters and spelling simple of foundational skills lays the
words phonetically), and the acquisition of content groundwork for independence
knowledge. They know that adults have a major role with reading and writing,

in children’s language development. And, because the
achievement of foundational skills lays the groundwork
for independence with reading and writing, teachers give

teachers give considerable
attention to their students’

considerable attention to their students’ development development of print concepts,
of print concepts, phonological awareness (especially phonological awareness
phonemic awareness), phonics and word recognition, and (especially phonemic awareness),

fluency during these years. Importantly, they recognize
that in spite of a well-organized curriculum and excellent
instruction, some children experience difficulty acquiring
foundational skills. These children receive additional,
more intensive, and highly targeted instruction. (See chapter 9 in this ELA/ELD Framework.) Teachers
organize the school day to meet with children in small groups to ensure all children receive the
instruction they need to advance their skills.
Research with children experiencing difficulties or those with learning disabilities suggests the
following for foundational skills:
¢ Integrating explicit references to print during adult/child read aloud interactions advances young
children’s knowledge of the forms and functions of print. This is especially important for children
entering school with relatively limited print knowledge (Justice and Piasta 2011).

¢ |n terms of phonemic awareness, short, well-planned lessons focused on blending and
segmenting phonemes, along with a few letter-sound correspondences, delivered frequently
during the week to small groups have positive effects for most children. However, some children
need more intensive support (O'Connor 2011).

e Linking instruction in phonemic awareness and letter-sound correspondences is especially
important for children experiencing difficulty with the alphabetic principle (O'Connor 2011).

phonics and word recognition,
and fluency during these years.
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e Having children focus on how phonemes are produced
enhances phonemic awareness (Castiglioni-Spalten
and Ehri 2003). Children may view pictures of mouth
movements, talk about what happens when they produce
a sound, and watch the teacher’s mouth or their own

Decoding instruction should
be explicit, systematic, and
intensive, it targets some

mouths using mirrors as they produce sounds. Accurate words the children are
pronunciation is important. unlikely to know by sight to

e Decoding instruction should be explicit, systematic, ensure children are applying
and intensive; it targets some words the children are decoding skills rather than
unlikely to know by sight to ensure children are applying simply recalling a word.

decoding skills rather than simply recalling a word.

Learning skills out of context (such as with word lists) is

important, but children should have many opportunities to apply their skills in context (that is,
while reading passages or books). Practicing with texts that contain a high proportion of words
children can decode successfully along with teacher feedback that encourages application of
decoding skills is important (Spear-Swerling 2011).

e Word building activities, in which children manipulate letter cards or tiles to build words, are
effective in developing the decoding skills of children experiencing difficulty with decoding
(Spear-Swerling 2011).

In terms of other aspects of literacy development, research indicates the following:

e Engaging young children in enactive representation of what they have read increases the
likelihood they will remember what they have read, even after some time has passed. Research
demonstrates that when young children manipulate toys and watch or imagine toys being
manipulated (acting out a text), children’s comprehension of stories generally increases (Connor,
and others 2014).

¢ Children “at risk for language disabilities” improve with extensive opportunities to hear and use
complex oral language (Connor, and others 2014, x).

o [Effective interventions for oral language development in young children include reading
aloud (especially rereadings, explanations of word meanings, and interactions around the
text), explicit vocabulary instruction, language-rich and responsive

interactions, and complex dramatic play (Roberts 2011).

To reiterate, the first years of schooling are a profoundly
important time on the pathway to literacy, and the quality of the
curriculum and instruction offered to children in the transitional

... actions taken in
kindergarten and first
grade can prevent

future reading kindergarten through grade one span has long lasting implications.
difficulties for many The 2014 report from the Institute of Education Sciences (Connor,
students. and others) notes that actions taken in kindergarten and first grade

can prevent future reading difficulties for many students.

English Language Development in the Grade Span

The content and instructional practices described in this chapter are important for all children, but
they are critical for EL children if they are to develop English language proficiency and fully participate
in intellectually rich curricula across the disciplines. Instruction is provided by highly-skilled teachers
who understand not only the core instructional practices in transitional kindergarten through grade
one, but also how to identify and address the particular language and academic learning strengths and
needs of their EL students. To support the simultaneous development of English, content knowledge,
and the ability to express content knowledge effectively, teachers consider how EL children learn
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English as an additional language, how to meet these
needs throughout the day during ELA and other content ;
areas (through integrated ELD), and how to address these ; .h..llsachlers COZSIdﬁ;’hOW Al
needs strategically during a time specifically designated for i .r gn earn tngiish as an
this purpose (through designated ELD). additional language, how to

The CA ELD Standards serve as a guide for teachers to meet these needs throughout
design integrated ELD and designated ELD. They highlight the day during ELA and
and amplify the language in the CA CCSS for ELA/Literacy other content areas (through
critical for children in transitional kindergarten through integrated ELD), and how to
grade one to develop to maintain a steady academic and address these needs strategically
linguistic trajectory. They identify goals and expectations i : i
for how EL children at various levels of English language during a time specifically
proficiency interact with content and use English in designated for this purpose
meaningful ways while developing English as an additional (through designated ELD).
language.

Integrated and Designated English Language Development

Integrated ELD refers to ELD throughout the day and across the disciplines for all EL children.

In integrated ELD, the CA ELD Standards are used in ELA and in all other subjects in tandem with
the CA CCSS for ELA/Literacy and other content standards to support ELS’ linguistic and academic
progress. Throughout the school day, EL children in transitional kindergarten through grade one
engage in activities in which they listen to, read, interpret, discuss, and create a variety of literary
and informational text types. They build confidence and proficiency in demonstrating their content
knowledge through oral presentations, writing and creating, collaborative conversations, and using
multimedia. In addition, when teachers support children’s development of language awareness,

or knowledge of how English works in different situations, EL children gain an understanding of
how language functions as a complex, dynamic, and social resource for making meaning. Through
intellectually rich activities that occur across the disciplines and throughout the day, EL children
develop proficiency in understanding and using increasingly advanced levels of English.

In transitional kindergarten through grade one, ELs’ language and literacy skills and content
knowledge are enhanced through engaging and playful ways of using English. These include teacher
read alouds of complex texts, shared book reading, singing songs and chanting poems and rhymes,
and drama (including Readers Theater) during which children act out characters. Shared book reading

experiences (also known as dialogic reading or interactive
shared book reading) are designed to simulate the parent-
Integrated ELD refers to ELD child at-home reading experience in which children interact
throughout the day and with an experienced reader around a text. The experienced
reader reads aloud to children using texts large enough for
everyone to see (e.g., big books, poems on chart paper) so
that children can follow along visually and simultaneously

across the disciplines for all EL
children. In integrated ELD, the

CA ELD Standards are used in hear a fluent reading of the text. Children are encouraged
ELA and in all other subjects to participate in the reading of the text by asking and

in tandem with the CA CCSS answering questions, reading along chorally, retelling the
for ELA/Literacy and other text, or offering alternate endings.

Teacher read alouds of complex literary and informational
texts that include rich discussions about the content of the
texts are critical for EL children. Interactive read alouds are
RS also an effective way to develop young children’s general
academic and domain specific vocabulary, especially when

content standards to support
ELs’ linguistic and academic
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texts are read aloud repeatedly. For example, when a general academic word is encountered (e.qg.,
when words like extraordinary, magnificent, or spectacular are used instead of good), teachers
explicitly draw their students’ attention to the word, provide
a quick explanation of the word, distinguish it from the
more everyday word (good), and discuss the contribution
of the more sophisticated word to the meaning of the

Discussing what is happening
in books and devoting explicit

attention to vocabulary is story. In addition, teachers encourage children to use the
important for all children, words and emphasize that learning lots of “fancy” or “big
but it is critical for EL children kid” words gives children more flexibility in expressing their

ideas, thereby developing students’ awareness of language
as well as their abilities to use academic language. Some
: of the general academic words from the text are taught
English. more intensively so that students begin to use the words
confidently in their speaking and writing. Discussing what
is happening in books and devoting explicit attention to vocabulary is important for all children, but
it is critical for EL children because school may be the only place where this occurs in English. While
the principal content objectives during a teacher read aloud in ELA are driven by the CA CCSS for
ELA/ Literacy, these examples illustrate how the CA ELD Standards are used in tandem with content
standards.

Designated ELD is a protected time during the regular school day during which teachers use the
CA ELD Standards as the focal standards in ways that build into and from content instruction so that
ELs develop critical English language skills, knowledge, and abilities needed for learning content in
English. Designated ELD is not separate and isolated from ELA, science, social studies, mathematics,
and other disciplines. It is a protected opportunity during the regular school day designed to support
ELs in developing the discourse practices, grammatical structures, and vocabulary necessary for
successful participation in school tasks across content areas. A logical scope and sequence for English
language development is aligned with the texts used and tasks implemented in ELA and other content
instruction.

Designated ELD is an opportunity to amplify the language ELs need to develop in order to be
successful in school; it is also an opportunity to augment instruction to meet the particular language
learning needs of ELs at different English language proficiency
levels. The main instructional emphasis in designated ELD in
transitional kindergarten through grade one is oral language

because school may be the
only place where this occurs in

The main instructional

development, including collaborative conversations and empbhasis in designated ELD
vocabulary. Desighated ELD instruction also involves some level in transitional kindergarten
of reading and writing, including reinforcement of foundational through grade one is oral
skills in English, since designated ELD builds into and from Ianguage development,

content instruction.

Examples of designated ELD that builds into and from
content instruction are provided in selected snapshots in the
grade-level sections of this chapter. Lengthier vignettes for
ELA/literacy and designated ELD instruction also are provided
in the grade-level sections. (For an extended discussion of integrated and designated English language
development, see chapter 2 in this ELA/ELD Framework.)

including collaborative
conversations and
vocabulary.
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Transitional Kindergarten

Transitional kindergarten provides young learners a
literacy and language rich curriculum and environment

Transitional kindergarten
programs capitalize on young

that undergird future learning. Transitional kindergarten children’s active, social, and
programs capitalize on young children’s active, social, and inquisitive natures. Rich models
inquisitive natures. Rich models of literacy are provided of literacy are provided as

as children engage daily in teacher-led and child-initiated
projects and play activities. In transitional kindergarten
classrooms, a modified kindergarten literacy and language . o
curriculum is implemented in developmentally appropriate projects and play activities.
contexts that builds on the California preschool learning

foundations (http://www.cde.ca.gov/sp/cd/re/documents/preschoollf.pdf) in language and literacy
and, as appropriate, English language development. The additional year allows more time for social
and emotional development along with more time to develop language and literacy skills, knowledge,
and dispositions that contribute to success in the subsequent year of kindergarten, including curiosity
about the world and how a variety of texts may contribute to satisfying that curiosity. (See the Social
and Emotional Foundations of Transitional Kindergarten at http://www4.scoe.net/ims/webcasts/cf/
index.cfm?fuseaction=archivedDetail&eventID=135.)

The chief differences between transitional kindergarten and kindergarten programs are the
pacing, expectations, and amount of learning situated in play. Transitional kindergarteners move
more slowly through the curricula, making progress toward achievement of the kindergarten CA CCSS
for ELA/Literacy without the expectation of mastery, and they have more opportunities to engage in
literacy and language activities in playful contexts. (Importantly, throughout the grade span children
learn a great deal through play and should be provided ample opportunities to engage in activities
similar to those recommended for transitional kindergarteners.)

The Kindergarten Readiness Act of 2010 (Senate Bill 1381, Chapter 705, Statutes of 2010) requires
that districts provide children in transitional kindergarten instruction with a modified curriculum that

is age and developmentally appropriate, but it does not

The additional year allows more specify what that curriculum should be. This ELA/ELD
Framework offers guidance, drawing on both the CA

children engage daily in
teacher-led and child-initiated

time for social and emotional CCSS for ELA/Literacy and the California Preschool

development along with more time  cjcyyjum Framework, Volume 1 (http://www.cde.
to develop language and literacy ca.gov/sp/cd/re/documents/psframeworkkvold.pdf,

skills, knowledge, and dispositions California Department of Education 2008).
that contribute to success in the Importantly, transitional kindergartens provide
subsequent year of kindergarten, curriculum and instruction that promote young

children’s progress toward the Kindergarten CA CCSS
for ELA/Literacy in a developmentally appropriate
) -7 manner. Figure 3.12 offers guidelines for ensuring
may contribute to satisfying that developmentally appropriate practice in literacy and
curiosity. language. See also the Transitional Kindergarten
Implementation Guide and Videos (http://www.cde.
ca.gov/ci/gs/em/, CDE 2013b), the Professional Development Modules to Support the Implementation
of Transitional Kindergarten (http://www.tkcalifornia.org/learn-with-us/professional-development.html,
TK California), and the Transitional Kindergarten in California Modules (http://teachingcommons.cdl.
edu/tk/index.html) developed by the California State University (2013).

including curiosity about the
world and how a variety of texts
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Figure 3.12. Literacy and Language Environments and Practices for Young Children

Programs provide the following:

Caring and know ledgeable educators who
* are physically, emotionally, cognitively, and verbally present
 respectfully partner with families and communities

» understand, respond to, and prepare appropriately for differences in ability,
backgrounds (including language variety), and interests

* are intentional in the experiences they offer children while also being responsive
to child-initiated inquiry

 provide individualized attention and engage in adult-child interactions

» have high expectations and clear, appropriate learning goals for all children

The full range of experiences that foster literacy development, including

» well-conceived, well-delivered, and comprehensive instruction and experiences
in each of the components of early literacy situated within a nurturing
environment that fosters the development of the child in all domains

* arich and coherent curriculum in the content areas situated within a nurturing
environment that fosters the development of the child in all domains

e an integrated curriculum in which learning experiences are organized around
big ideas and themes so that content area and literacy experiences support and
build on one another.

Environments that support literacy learning by being

* physically and psychologically safe environments

e environments that encourage and foster imaginative play

» language-rich environments

 print-rich (or tactilely rich) environments

* writing-rich environments

 cognitively stimulating environments

Access to numerous high-quality books and myriad other print, visual,

and auditory media

» of all genres and that represent diverse populations and human perspectives

« that reflect children’s interests and backgrounds and also expand their interests
and build their background knowledge

* that include books and other media in the primary language(s) of the children
* in well-stocked libraries and throughout the setting

« that children can explore on their own in comfortable and quiet locations
 that are read aloud to individuals, small groups, and the whole group

 that are read repeatedly and daily

Source
Reprinted from

Center for the Advancement of Reading. 2010. The Early Years: Promoting a Promising Start in Literacy
Development, 15. Long Beach, CA: California State University.
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Key Themes of ELA/Literacy and ELD Instruction in

Transitional Kindergarten

ELA/literacy and ELD instruction focus on the key instructional themes of Meaning Making,
Language Development, Effective Expression, Content Knowledge, and Foundational
Skills, as discussed in the introduction and chapter 2 of this ELA/ELD Framework. Each of these
themes is displayed in figure 3.13 and discussed briefly here; the kindergarten section of this chapter
provides additional guidance relevant to transitional kindergarten.

Figure 3.13. Circles of Implementation of ELA/Literacy and ELD Instruction

Effective

Expression

in Al DescCiplines
F Foundational

Meaning Making

In transitional kindergarten (and throughout the grades),
meaning making is the heart of all instruction. Children’s
learning is purposeful. Children engage with a range of texts
(largely through read alouds), participate in learning experiences
in all the content areas, and interact with one another in
meaningful ways. They have access to a comfortable and
child-friendly classroom library and space to explore books
independently and with peers. They are read aloud to daily from
books they may later pick up and recite from memory (such as
predictable books) and from texts that stretch their language
and build their knowledge of literature, genres, and content.
They see printed materials used in purposeful ways throughout
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the day and in a variety of the settings, such as in centers, during instruction, and on walls.
Discussions about texts and other learning experiences focus on understanding the content or author’s
message and on making connections with the children’s lives and
Discussions about texts and their learning. Teachers guide children to make inferences and to
other learning experiences think critically as they engage with texts and topics. They model
reasoning, especially through thinking aloud as they read. They
demonstrate enjoyment and satisfaction in learning from books.

Transitional kindergarteners make progress toward

focus on understanding
the content or author's

message and on making achievement of the kindergarten CA CCSS for ELA/Literacy
connections with the related to meaning making, building from several of the
children’s lives and their California Preschool Learning Foundations, particularly the
learning. following foundations in Comprehension and Analysis of Age-

Appropriate Text (California Department of Education 2008).
In preschool, at around age 60 months, children:

4.1 Demonstrate knowledge of details in a familiar story, including characters, events, and
ordering of events through answering questions (particularly summarizing, predicting, and
inferences), retelling, reenacting, or creating artwork.

4.2 Use information from informational text in a variety of ways, including describing,
relating, categorizing, or comparing and contrasting.

See the kindergarten section of this chapter for more information.

Language Development

Language development is the cornerstone of transitional
kindergarten programs, and children engage in many verbal
exchanges throughout each day. They discuss a broad range of
texts and topics with diverse partners, including adults. They
share their thoughts and experiences and are encouraged
to ask questions of one another. Teachers demonstrate a
genuine interest in their ideas and prompt them to share their
knowledge, feelings, and opinions. They guide children in using  CAELD |
language to reflect on, clarify, and share the experiences they b
have across the curricula. S

Teachers support children’s language development by
building from the California Preschool Learning Foundations : ’ :
(http://www.cde.ca.gov/sp/cd/re/psfoundations.asp) in Listening Sy s
and Speaking (See figure 3.14) and supporting children’s
progress toward achievement of the kindergarten CA CCSS for ELA/Literacy (See the kindergarten
section of this chapter).

and Languadge

in All Disciplines
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Figure 3.14. California Preschool Learning Foundations Related to Language Development
At around 60 months of age, children:

Language Use and Conventions

Foundation Examples
1.4 Use language to construct extended [ The child tells a brief story that unfolds over time: “I
narratives that are real or fictional. went to the park with my mommy, and we played in the
sandbox. Then we had a picnic. After that, we went to
the store.”
Vocabulary
Foundation Examples

2.1 Understand and use an increasing Nouns/Objects: The child hands a friend the fire truck,
variety and specificity of accepted words |the dump truck, and the semitruck when the friend says,

for objects, actions, and attributes “l want to play with the fire truck, dump truck, and
encountered in both real and symbolic semi,” during play.
contexts. Verbs/Actions: The child says to a parent volunteer, I

have a story. Can you type it on the computer for me?”
Attributes: During a cooking project, the child gives the
teacher the plastic fork when the teacher says, “Hand me
the plastic one.”

2.2 Understand and use accepted words | After reading a book about reptiles, the child points
for categories of objects encountered in | to pictures of a snhake, a lizard, and a turtle when the

everyday life. teacher asks the children to find the pictures of reptiles.
2.3 Understand and use both simple While playing in the block center, DeAndre tells Susan,
and complex words that describe the “Put the red block in front of the tower.”
relations between objects.
Grammar

Foundation Examples
3.1 Understand and use increasingly The child produces a two-part sentence through
complex and longer sentences, including | coordination, using and and but (e.g., “I’'m pushing the
sentences that combine two to three wagon, and he is pulling it” and “It's naptime, but I'm
phrases or three to four concepts to not tired.”
communicate ideas.
Source

California Department of Education. 2008. California Preschool Learning Foundations, Volume 1. Sacramento: California
Department of Education.

The transitional kindergarten environment is language rich; speaking, listening, and learning about
language are significant parts of each day. Children have multiple opportunities to express themselves
verbally, informally and in more structured ways, about intellectually-stimulating subjects. Teachers
serve as excellent language models, participate in one-on-one conversations with children that include
multiple exchanges on the same subject, use and engage children in decontextualized (beyond the
here and now) language, and provide opportunities for pretend language, such as in dramatic play
areas.
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Vocabulary development receives special attention. The number and diversity of the words young
children know is related to later school success (Sénéchal, Ouelette, and Rodney 2006). Transitional

kindergarten teachers are aware of the crucial role they
play in expanding children’s vocabulary. They ensure that
they are rich models, provide stimulating curricula that
introduce children to new concepts (with accompanying
words), read aloud from books that use more sophisticated
language than that used by the children, and provide child-
friendly definitions of unknown words. Words are taught in
meaningful contexts, and children have many opportunities
to use them as they engage in discussions and learning
activities.

Meaningful uses of English include engaging in

collaborative oral discussions with a peer or a small group of
peers about texts or content topics, reciting poems or singing

songs, or making grade-appropriate oral presentations (e.g.,
sharing a favorite book during circle time). Not all students
come to school knowing how to engage in these interactive

They [teachers] ensure that
they are rich models, provide
stimulating curricula that
introduce children to new
concepts (with accompanying
words), read aloud from books
that use more sophisticated
language than that used by
the children, and provide child-
friendly definitions of unknown
words.

processes with other students. However, research in classrooms with ELs has demonstrated that
teachers can successfully apprentice their students into engaging in more school-based or academic
ways of interacting with one another, using specific content language, acquiring the language of
academic discourse, and developing content knowledge (Gibbons 2009; Walqui and van Lier 2010).

Language development is fostered when teachers establish routines and expectations for equitable
and accountable conversations; carefully construct questions that promote extended discussions

... research in classrooms

with ELs has demonstrated

that teachers can successfully
apprentice their students into
engaging in more school-based
or academic ways of interacting
with one another, using specific
content language, acquiring the
language of academic discourse,
and developing content
knowledge.

about academic content (e.g., questions that require
students to describe or explain something for which they
have sufficient background knowledge); ignite children’s
curiosity and spark their imaginations; and, as appropriate,
provide linguistic support (e.g., a sentence frame, such
as “At school, I'm determined to ____ because _____.").
With strategic scaffolding, EL children can learn to adopt
particular ways of using English that approach the more
literate ways of communicating that are highly valued in
school (Dutro and Kinsella 2010; Gibbons 2009; Merino
and Scarcella 2005; Schleppegrell 2010).

Kaiser, Roberts, and McLeod (2011, 167) recommend
several practices for supporting the language development
of young children who appear to have language delays.
They are also useful with typically developing children.
They include the following:

¢ Modifications in teacher interactional style (e.g., more responsive to child communication)

e Use of specific instructional strategies in a group context (e.g., language modeling, prompting
child responses, using expansions and other contingent feedback strategies)

e Arrangement of the environment to support child engagement and learning from the curriculum

Some children with disabilities may need additional encouragement or cues to participate.
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Effective Expression -

. . . rd ™

A third major theme of the CA CCSS for ELA/Literacy and the { Masring \

CA ELD Standards is effective expression. The standards call for \ .-
children to learn to convey their ideas, opinions, and knowledge — " N

about texts and topics in all subject matter. This section provides ’/L I
guidance on writing, discussing, presenting, and using language | peveispment |
Y

conventions in transitional kindergarten. - _',.f
Writing

Children see print used purposefully, such as when menus,
routines, and the day’s news are posted and discussed. They A _ Pt
observe adults record their thoughts as children dictate them. I i R 1 A Dicotres r-’mmam,"-.
They find magazines, books, posters, brochures, coupons, \ Nl f .
and catalogs throughout the environment, such as in block, N Mo o

dramatic play, art, and science centers. They have available
throughout the room a variety of writing instruments and surfaces on which to write and draw,
including stationery, envelopes, postcards, message pads, note pads, and poster paper. Children are
prompted to use written language for their own purposes. They are encouraged to scribble, draw,
and make letter like marks on paper and other appropriate surfaces. They have access to computers
and letter tiles. They are given numerous opportunities to express themselves in writing, and teachers
guide them to employ the print concepts, phonological awareness skills, and phonics and word/
print recognition skills they are learning. Writing activities occur daily and are systematically and
strategically planned.

Teachers build from the following California Preschool Learning Foundations in Writing (California
Department of Education 2008). In preschool, at around age 60 months, children:

1.1 Adjust grasp and body position for increased control in drawing and writing.
1.2 Write letters or letter-like shapes to represent words or ideas.
1.3 Write first name nearly correctly.

Transitional kindergarteners make considerable progress toward the kindergarten writing CA CCSS
for ELA/Literacy. They learn to draw, dictate and use emerging knowledge of the alphabetic code to
compose opinion pieces, informative/explanatory texts, and narrations (W.K.1-3).

Discussing

In transitional kindergarten, teachers support children’s skill in discussion by building from the
following California Preschool Learning Foundations in Listening and Speaking (California Department
of Education 2008). In preschool, at around age 60 months, children:

1.1 Use language to communicate with others in both familiar and unfamiliar social situations
for a variety of basic and advanced purposes, including reasoning, predicting, problem
solving, and seeking new information.

1.2 Speak clearly enough to be understood by both familiar and unfamiliar adults and
children.

1.3 Use accepted language and style during communication with both familiar and unfamiliar
adults and children.

Using the preschool foundations as a springboard, teachers guide transitional kindergarteners
to make progress toward achievement of the kindergarten CA CCSS for ELA/Literacy in the strand
of Speaking and Listening, which include following agreed-upon rules for discussion (e.g., listening
to others and taking turns speaking about the topics and texts under discussion) and continuing
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a conversation through multiple exchanges (SL.K.1a, b),
asking and answering questions and requesting clarification

(SL.K.2) as well as providing clarification (SL.K.3). Teachers Teachers involve children in
use some of the following approaches, among others and as determmmg expectations for
appropriate, to support children’s progress in discussion: discussions, model effective
e Encouraging children to address one another, discussion behaviors and
modeling and teaching students to make eye contact comments, and provide many
V\r/]ith s;]ngle and multiple listeners as they share their opportunities for children
thoughts

to dliscuss texts and topics

¢ Providing wait time in teacher-facilitated group with one another across the
discussions before calling on a child, thus giving
everyone think time, which is especially important for
ELs and for children who are, at this point, less verbal
than their peers

curricula.

e Making use of a prop (such as a foam ball or stuffed toy), which is passed from one child to
another, to signal who has the floor

e Strategically asking questions that prompt children to build on or respond to one another’s
comments, such as “Can someone add to what Nga just said?’ “What questions do you have for
Jean?’ and “What else do you know about what Frank just said?’, thus guiding children to listen
to one another and to stay on topic

e Encouraging children to address one another in a group discussion

¢ Avoiding responding to every child’s comment during a group discussion, thereby allowing
children to continue the conversation and converse with one another (in other words, teachers
become one member of the group rather than the dominant member; group conversations are
held, rather than a series of one-on-one dialogs with the teacher)

e Helping the most enthusiastic contributors give others the opportunity to speak

In addition to posing questions, such as those discussed in the overview of the span in this
chapter, teachers may provide sentence starters to prompt small group or partner discussions. For
example, teachers may pause during a read aloud and ask children to think about and then turn to a
neighbor and complete one or more of the following sentences:

| think
The character is

What is really interesting about what our teacher just read is

Something | learned about my world is

This made me think of

| wonder
The author

It takes time for young children to learn to effectively engage in discussions. Teachers involve
children in determining expectations for discussions, model effective discussion behaviors and
comments, and provide many opportunities for children to discuss texts and topics with one another
across the curricula.
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Presenting

In transitional kindergarten, children make progress toward Presenting requires more
the kindergarten standards of the CA CCSS for ELA/Literacy formal language use and
related to presenting. Specifically, they begin to describe awareness of audience than

familiar people, pl_aces, thlngs, and gvents, and, with pro_mptlng P — Among other
and support, provide additional detail (SL.K.4), add drawings hildren i tional
or other visual displays to descriptions as desired to provide wgys, chiiaren in transrttoz.va
additional detail (SL.K.5), and speak audibly and express kindergarten present during
thoughts, feelings, and ideas clearly (SL.K.6). “show and tell”

Presenting requires more formal language use and
awareness of audience than discussions. Among other ways, children in transitional kindergarten
present during “show and tell.” They show a small or large group of peers:

¢ A favorite book

e An interesting toy

e A project they are working on (such as a painting or a clay figure)

e A photograph

e [tems from home that carry special meaning

e Other items of their choice

Children are encouraged to prepare what they wish to tell their peers about their object and
sometimes scaffolds are provided, such as prompts (“Tell us about a character in the book.” “Tell us
about a favorite page or illustration in the book.”) and sentence frames (“This photograph shows

. “This object is a . It is special to me because ).

Children also present to family members, either virtually, such as recording and posting a group
poem recitation on the class Web page, or face-to-face, such as when parents are invited to attend a
performance.

Teachers provide instruction in speaking clearly, making eye contact with the audience, and
responding to questions.

Using Language Conventions

Children in transitional kindergarten make progress toward the
They [teachers] plan language conventions outlined in the Kindergarten CA CCSS for
game-like activities ELA/Literacy. (See the kindergarten section of this chapter for a
discussion of the kindergarten grammar and usage expectations
for writing and speaking and the capitalization, punctuation, and
spelling expectations for writing.) Transitional kindergarteners are

that guide children’s
correct usage, and they

recognizg the v.alue , provided instruction as well as meaningful contexts in which to apply
ofrecastmg children’s their learning. Teachers build from the California Preschool Learning
comments. Foundations (California Department of Education 2008) in grammar.

In preschool, at around age 60 months, children:

3.1 Understand and typically use age-appropriate grammar, including accepted word forms,

such as subject-verb agreement, progressive tense, regular and irregular past tense,
regular and irregular plurals, pronouns, and possessives.

Teachers attend to children’s usage and ensure that children hear accurate models of usage. They
plan game-like activities that guide children’s correct usage, and they recognize the value of recasting
children’s comments. They know that language conventions develop over time and that children may
overgeneralize new understandings (e.g., saying runned when using past tense).
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Content Knowledge 5

The content areas are given systematic attention in | Making
transitional kindergarten. Teachers examine the California X 4 N
Preschool Learning Foundations in mathematics, social sciences, = ™, w,/ / h”
science, health, and the visual and performing arts and use the [ 2= | 4 2, W (il
foundations along with the kindergarten content standards as N B T Seatiog b Liseg, O i
guideposts for instruction. Much is learned through play and s e =g
hands-on experiences, but these are intentionally designed CAELD
with clear objectives in mind. Content knowledge is built in a Stendards
cohesive, not haphazard, fashion. Sl

Wide reading experiences contribute to the development b
of content knowledge. At transitional kindergarten children
examine picture books and participate in teacher read alouds.
Teachers ensure that about half of the books they read aloud
and make available are informational books, which have been scarce in the lives of young children
(Duke 2000, Yopp, R. H. and Yopp 2006). Books are selected wisely so that knowledge is built and
domain-specific words are heard and viewed multiple times, thus increasing the chance that they
become a part of children’s vocabularies. Figure 3.15 provides guidance for ensuring young children’s
exposure to informational text.

/S
! Foundational |
Skils |

%, A

Figure 3.15. Ensuring Young Children’s Access to Informational Text

* Have an inviting and well-stocked classroom library that includes informational
text, and ensure that it is accessible to children. The library area should have
visual appeal and comfortable furniture (a rug and bean bags, for example), and children
should be provided with easy access to books and other text materials such as magazines
and pamphlets. Consider placing books so that covers face out (as opposed to spine
out) in order to capture children’s attention and interest. Teachers keep informed about
informational books they might want to include in their classroom libraries by visiting
public libraries and book stores and searching the Internet. The National Science Teachers
Association, for example, publishes a list of Outstanding Science Trade Books for children
each year. This list can be found at http://www.nsta.org/publications/ostb/.

e Place informational books in centers. Children’s books about forces and motion might
be placed in a science center. Books about fish might be displayed by a class aquarium.
Books about lines, shapes, and colors might be placed in an art center. Having books
available where the children are engaged in activities invites children to pick them up and
look through them and often inspires children to ask the teacher to read them aloud.

« Make informational texts a regular part of your read aloud routine. Children are
curious and are eager to learn about their natural and social worlds. Reading aloud from
books about plants and animals or national and state symbols, for example, answers
children’s questions about the world and inspire more questions. After reading, leave the
books accessible so children can explore them on their own if they choose. Select books
related to children’s interests as well as those related to current topics of study.
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* I nclude informational text in all areas of the curricula. When children are exploring
music, use books about musical instruments to convey information. When children are
investigating weather, share books about rain, snow, and wind. Invite students to observe
and talk about words and images in books.

» Display informational text on classroom w alls. Teachers of young children are well
aware of the importance of creating a print-rich environment for their students. Include in
that environment informational text such as posters with diagrams and labels and pictures
with captions.

* Provide children with opportunities to be writers of informational text. Let them
write or dictate what they know and have learned or experienced. Share their writing
with the class by reading it aloud or having the children read it aloud and posting it on
classroom walls.

* Monitor student access and exposure to informational text. Observe children, and
notice their interests and the books they handle. Use your observations to make decisions
about additional books for the classroom and to gently spark interest in the variety of
materials you make available. Keep a record of the materials you share with students, and
be sure to balance informational text with other text types such as stories and poetry.

e Teach with and about informational texts. The CA CCSS for ELA/Literacy acknowledge
the importance of including informational text in early childhood classrooms and require
kindergarten teachers to address standards related to reading informational text.
Transitional Kindergarten teachers play an important role in laying the groundwork for
children to achieve the reading standards for informational text by offering developmentally
appropriate experiences with these books.

» Raise family aw areness of the importance of sharing a variety of text types.
Some teachers share lists of books with family members for reading aloud at home to their
young children. Others send home small backpacks containing books and ask that children
share them with their families over the weekend. Be sure that informational texts are
included on the lists and in the backpacks. At formal and informal meetings, talk to parents
and other important adults about the value of reading aloud and sharing a variety of text
types. Provide information about books in a school or classroom newsletter. Solicit parents’
and families’ input on favorite informational texts and topics.

Source
Reprinted with slight modifications from

Yopp, Ruth H. 2007. “Informational Text in the Preschool Classroom.” The California Reader 41 (1): 46-52.
Permission granted by the California Reading Association.
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Foundational Skills —

3 N
Children in transitional kindergarten make progress toward ,-"f Meaning ".I
achievement of the kindergarten CA CCSS for ELA/Literacy \ Meo
foundational skills in reading. Instruction takes many forms — p Xﬁﬂ_m‘-/ B —
and includes direct instruction, modeling, and meaningful i \ , N
. . .. . [ Language N |
exploration. Children participate in whole-class, small group, | peveiopment | S | Expression |

and individual lessons. The foundational skills are taughtina *._
purposeful context that ensures children are eager to learn.
Alphabet letters, for example, are not taught merely for their

own sake. Children witness the symbols’ importance in many

classroom routines: books read aloud, their dictated thoughts R

. . . . . . II('/ % in Al Diésciplines
recorded in print, information accessed in center materials, [ coment
and a range of other activities. Children recognize that the | Mwdee N

alphabetic code is important and has a valuable role to play \‘h__F,/
in their lives. At the same time, teachers do not assume

that children learn the letters and their corresponding sounds simply through exposure. They provide
systematic and thoughtful instruction and make explicit links with the print children see and use in the
room and in their lives.

Figure 3.16 provides the California Preschool Learning Foundations for Language and Literacy that
are related to the kindergarten reading foundations of the CA CCSS for ELA/Literacy. The preschool
foundations serve as a guide to transitional kindergarten teachers as they consider precursors to

the kindergarten standards. The alignment between the
preschool foundations and the kindergarten standards
... teachers do not assume that is displayed in multiple tables in The Alignment of the

children learn the letters and California Preschool Learning Foundations with Key Early
their corresponding sounds Education Resources http://www.cde.ca.gov/sp/cd/re/

documents/psalignment.pdf (California Department of
Education 2012).

See the overview of the span in this chapter for guidance

simply through exposure.
They provide systematic and

thoughtful instruction and on addressing foundational literacy skills instruction for

make explicit links with the ELs in the early years. See also the English-Language

print children see and use in Development foundations and discussions in the California

the room and in their lives. Preschool Learning Foundations, Volume 1, and the
California Preschool Curriculum Framework, Volume 1 for
guidance.
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Figure 3.16. California Preschool Learning Foundations Related to Reading

At around 60 months of age, children:

Concepts about Print

Foundation

Examples

1.1 Display appropriate book-handling
behaviors and knowledge of print
conventions.

The child orients a book correctly for reading (i.e.,
right-side up with the front cover facing the child).

1.2 Understand that print is something
that is read and has specific meaning.

The child asks the teacher, “What does this say?’when
pointing to text in a book.

Phonological Aw areness

Foundation

Examples

2.1 Orally blend and delete words and
syllables without the support of pictures
or objects.

Blend words: The child plays the “What’s That Word?”
game while on a swing. With each push of the swing,
the teacher says one part of a compound word (e.g.,
sun, shine) and then asks the child, “What'’s that
word?” The child responds, “Sunshine.”

Blend syllables: The child chants, “sister” after singing
along to, “What word do you get when you say ‘sis’ and
‘ter’ together?

Delete words: The child responds, “table” when asked,
“What word do you get when you say ‘tablecloth’
without ‘cloth’?”’

Delete syllables: The child responds, “door’ when

asked, “What word do you get when you say ‘doorknob’
without ‘knob’?”

2.2 Orally blend the onsets, rimes, and
phonemes of words and orally delete
the onsets of words, with the support of
pictures or objects.

Blend onsets and rimes: While engaged in a game, the
child selects the picture of a bed from among three

or four pictures (or says, “bed”) when asked to put
together the letter sounds b-ed.

Blend phonemes: While playing a “bingo game” during
small group time, the child chooses and marks pictures
corresponding to the words for which the teacher
sounds out the individual phonemes (e.g., h-a-t, m-o-p,
c-u-p).

Delete onsets: The child selects the picture of ants from
among three or four pictures (or says, “ants”) when
asked to say “pants” without the “p” letter sound.

Transitional Kindergarten
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Alphabetics and Word/ Print Recognition

Foundation Examples
3.1 Recognize own name or other The child recognizes his or her name on a sign-in
common words in print. sheet, helper chart, artwork, or name tag (e.g., name

tag, label for the cubby, or place at the table).

3.2 Match more than half of uppercase When shown an upper- or lowercase letter, the child
letter names and more than half of can say its name.

lowercase letter names to their printed
form.

3.3 Begin to recognize that letters have The child says the correct letter sound while pointing to
sounds. the letter in a book.

Source
California Department of Education. 2008. California Preschool Learning Foundations, Volume 1. Sacramento: California
Department of Education.

Print Concepts

As noted in the overview of the span of this chapter, children learn print concepts through teacher
modeling of book handling and ample exposure to and engagement with a variety of print materials,
particularly through shared reading and writing. They make progress in learning upper- and lowercase
letters through explicit instruction that is applied to rich and relevant contexts. Teachers model daily
how print works, and children interact meaningfully and purposefully with print in a range of contexts.
(Note: Alphabet knowledge is identified as a “Print Concept” in the reading foundational skills of the
CA CCsSS for ELA/Literacy, but it is not listed in the “Concepts about Print” substrand of the California
Preschool Learning Foundations. Rather, in the latter it is listed in the “Alphabetics and Word/Print
Recognition” substrand.)

Phonological Aw areness

Transitional kindergarteners build phonological awareness
through both direct instruction and frequent play with the

sounds of language. Children learn that spoken words consist of Children learn that spoken
smaller units (syllables, onsets and rimes, and phonemes), and words consist of smaller
they manipulate and reflect on those units as they sing, recite units (syllables, onsets and
poems, engage with books, and play language games. Examples rimes, and phonemes), and

include the following (Yopp, H.K. and Yopp 2009):

e Children sing “Old MacDonald” and, with teacher
prompting, add a phoneme to the initial position of E-I1-E-
I-O, singing BE-BI-BE-BI-BO or HE-HI-HE-HI-HO.

e Children learn and recite Hickory Dickory Dock. The
teacher later changes “Dock” to “Dare” and the children
contribute a corresponding rhyme, chanting “Hickory
Dickory Dare/ The mouse ran up the . . . stair!” or “bear!”

they manipulate and reflect
on those units as they sing,
recite poems, engage with
books, and play language
games.
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e The teacher reads aloud The Hungry Thing by Jan Slepian and Ann Seidler (1967) and children
determine the actual food that rhymes with a nonsense word given by the Hungry Thing. For
example, when the Hungry Thing requests fancakes, children exclaim pancakes! (See figure
3.17 for several books that play with sounds.)

e Children play | Spy, in which an adult spies something in the room and gives a clue by
segmenting the name of the object into its onset and rime: “I spy with my little eye a /r/-/ug/.”
Children call out, “rug!”

e Children go on a word hunt. The teacher provides a clue to a word by sharing its segmented
onset and rime. The children blend the units together to determine the word: /mmmmm/-/op/
is mop.

e Children play guessing games with the teacher. The teacher has an image or object in a bag
and provides a sound clue (such as the segmented word, /I/-/&/-/f/ for a leaf). The children
blend the sounds orally to guess the object.

Teachers model the activities (thinking aloud and talking about the manipulations) and closely
observe children’s cognitive, social, and emotional responses to activities. As with all instruction,
they consider their reasons for selecting particular activities; the supports, accommodations, or
modifications that might be necessary for individuals; the evidence of understanding they will look for;
and, based on the progression of learning and their observations of the children, the next steps.

Figure 3.17. Read Aloud Books that Play with Language

English Books

Spanish Books for Alternative Programs*

Bynum, Janie. 1999. Altoona Baboona. San
Diego: Harcourt.

Waber, Bernard. 1997. Bearsie Bear and the
Surprise Sleepover Party. New York:
Houghton Mifflin.

Martin, Bill Jr. 1970. The Happy Hippopotami.

San Diego: Voyager.
Dewdney, Anna. 2005. Llama Llama Red
Pajama. New York: Viking.

Pomerantz, Charlotte. 1974. The Piggy in the
Puddle. New York: Simon & Schuster.

Seuss. 1974. There’s a Wocket in My Pocket!
New York: Random House.

Ada, Aima F, and Isabel Campoy. 2003. jPio
Peep! Rimas Tradicionales en Espafiol,
Edicion Especial. New York: Harpor
Collins.

Delgado, Henry G. 2002. Destrabalenguerias
para Trabalengueros. Bogota, Colbumia:
Intermedio.

Griego, Margot C.,, and others. 1981. Tortillitas
Para Mama and Other Nursery Rhymes:
Spanish and English. New York: Henry
Holt.

Robleda, Margarita. 2003. Numeros
Tragaldabas. Mexico: Ediciones Destino.

*Teachers who do not teach in alternative bilingual programs may provide guidance on high-quality read aloud texts
in Spanish to parents who primarily speak Spanish so that they can engage their children with these texts.

Phonics and Word Recognition

In terms of the phonics and word recognition standards of the kindergarten CA CCSS for
ELA/Literacy, children make progress toward learning letter-sound correspondences for consonants
and vowels (RF.K.3a-b). They also begin to learn some high-frequency words by sight (RF.K.3c) and
begin to distinguish between similarly spelled words (REK.3d). These skills build from the preschool
foundations. (See figure 3.16.) They are taught directly, but not without relevance in the children’s
worlds. In other words, teachers make connections between explicit instruction in a letter sound and
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the appearance of those letters and their corresponding sounds in shared readings and in children’s
dictated, shared, and independent writing. See the discussion of phonics and word recognition in the
overview of the span and the kindergarten section of this chapter.

Fluency

In transitional kindergarten, children make progress toward rapid recognition of important sight
words (such as their names) and letters of the alphabet. They hear books read aloud fluently by adults
daily, and they participate in chanting along with the adult. They mimic prosody and appropriate rate
as they engage in “reading” favorite familiar texts.

An Integrated and Interdisciplinary Approach

The strands of English language arts and literacy (Reading, Writing, Speaking and Listening, and
Language) are integrated among themselves as well as with content learning and, for EL children,
with English language development. Guests entering the classroom might have difficulty determining
whether they are witnessing science, language, or writing instruction, for example, because in fact all
three likely occur at the same time. Snapshots 3.1, 3.2, and 3.3 provide brief glimpses at integrated
instruction in transitional kindergarten classrooms.

Snapshot 3.1. Tingo Tango Mango Tree

Integrated ELA and Mathematics in Transitional Kindergarten

Ms. Watson reads Tingo Tango Mango Tree by Marcia Vaughan to her transitional
kindergarteners seated in front of her at the carpet area. After a lively discussion of the story,
she asks the children what they notice about the animals’ names. She repeats them and
encourages the children to join her in saying the animals’ names aloud. The iguana is named
Sombala Bombala Rombala Roh. The flamingo is Kokio Lokio Mokio Koh. The parrot is Willaby
Dillaby Dallaby Doh. The turtle is Nanaba Panaba Tanaba Goh. The bat is Bitteo Biteo. They
repeat the names several times and comment that most of the names are longer than any
they have ever heard! Together, with Ms. Watson’s support, the children clap the syllables in
each character’'s name. They determine that all the names except the bat’s are composed of
ten syllables! Bitteo Biteo contains six syllables. Ms. Watson suggests the children clap the
syllables in their own names. Modeling her name first, she claps twice noting that Wat-son has
two syllables. The children turn to a neighbor to share and confirm the number of syllables in
their own names.

Ms. Watson asks each individual to clap his or her name for the group, and corrective
feedback is gently, but clearly, provided. The children next organize themselves into groups
in different areas of the room. Those with one-syllable names stand in one area, those with
two syllables stand in another area, and so on. With Ms. Watson’s guidance, the children form
a human histogram, defining the term. With a common starting point, they line up with all
children having one syllable in one line, those with two-syllable names in another, and so on.
They converse with their peers about their observations of the lines. Which line has the most
children? Which has the fewest? What does the length of each line mean?

Following the activity, the children return to their tables and write their names on sticky
notes. These will be used to construct a paper histogram. The children affix the notes to
a group chart, creating columns above the appropriate number on the horizontal axis. For
example, Jean places her sticky note in the column above the number “1,” signifying that her
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Snapshot 3.1. Tingo Tango Mango Tree

Integrated ELA and Mathematics in Transitional Kindergarten (cont.)

name consists of one syllable. Michi places her sticky note in the column above the number
"2, Makayla places her sticky note in the column above the number “3,” and Jeremiah places
his sticky note in the column above the number “4.” The children talk with one another about
their observations of the developing histogram, exclaiming over the data. Ms. Watson listens
to the children as they converse informally, and she purposefully prompts them to use specific
terms to describe the mathematical ideas (such as more than, fewer than, the same number
as). As needed, she models using mathematical language for her EL students and then asks
them to say the words with her.

Ms. Watson then gathers all the children together at the carpet area and solicits comments
about any conclusions they are drawing. The children’s comments are written on the chart
alongside the histogram. For example, one child observes that “There are more people with
two-syllable names than any other number of syllables.” Another child observes that “There
are the same number of children with one-and four-syllable names.” A few children suggest
that the story character’s names be included on the graph, and they all chant the unusual
names together, giggling as Ms. Watson creates sticky notes for them. Together they decide
the horizontal axis needs to be extended to have a place for 10-syllable nhames, and they
affix each character’s sticky note where it belongs. Strategically, and by popular demand, the
teacher rereads the book several times over the next several days and engages the children in
syllable clapping. The book and chart remain accessible for a couple of weeks, so students can
continue to look at and converse about them informally.

Resource
Vaughan, Marcia. 1995. Tingo, Tango, Mango Tree. Englewood Cliffs, NJ: Silver, Burdett Press.

CA CCSS for ELA/Literacy: RL.K.2b; REK.2b; W.K.2; SL.K.1, 6; L.K.6
CA ELD Standards: ELD.PI.K.1, 2, 3, 5; ELD.PII.K.5

Related CA CCSS for Mathematics:

K.CC.5 Count to answer “how many?” questions . . .

K.CC.6 Identify whether the number of objects in one group is greater than, less than, or equal to the number of
objects in another group . . .

K.MD.2 Directly compare two objects with a measurable attribute in common to see which object has “more
of”/“less of” the attribute, and describe the difference.

K.MD.3 Classify objects into given categories; count the numbers of objects in each category and sort the
categories by count.

Related California Preschool Learning Foundations (60 months):
Reading 2.1 Orally blend and delete words and syllables without the support of pictures or objects.
Number Sense 1.4 Count up to ten objects, using one-to-one correspondence . . .

Number Sense 2.1 Compare, by counting or matching, two groups of up to five objects and communicate, “more,”
“same as,” or “fewer” (or “less”).

Algebra and Functions 1.1 Sort and classify objects by one or more attributes, into two or more groups . . .

Source
Snapshot based on

Yopp, Hallie K., and Ruth H. Yopp. 2000. “Supporting Phonemic Awareness Development in the Classroom.” The
Reading Teacher 54 (2): 130-143.
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Snapshot 3.2. Goldilocks and the Three Bears

Integrated ELA and ELD in Transitional Kindergarten

Transitional kindergarteners listen to, enjoy, and discuss the book, Goldilocks and the
Three Bears, several times over the course of a week. They chant along when there are
repetitive phrases, ask and answer questions about the story, and talk about the illustrations.
Their teacher, Mrs. Haddad, guides children’s identification of key story details by using its
narrative structure and recording the characters, settings, and events of the plot on a large
chart. With support, children use 12” x 18” construction paper to construct individual books.
Drawing or using cut paper, each child designs a cover page, a page with a home in the
forest, a third page with three bowls, a fourth with three chairs, and a fifth page with three
beds. Paper cutouts of Goldilocks and the bears are given to the children to use as props. The
children move the props through the pages of their books as they read, using the cutouts as
scaffolds as they retell the story to one another.

Mrs. Haddad thoughtfully selected the book for the retelling activity because there are
objects, such as bowls, chairs, and beds that can serve as memory triggers for story events
and structures and phrases used repeatedly throughout the story: “This porridge is too hot!
This porridge is too cold! This porridge is just right.” Before they use their books to retell
the story, and while the other children are engaged in collaborative tasks at literacy stations,
Mrs. Haddad spends extra time with her EL children who are at the Emerging level of English
language proficiency. Using a book she has constructed, which is similar to the one the
children each made, she collaboratively retells the story with the children. She also prompts
the children to use transition terms, such as then and next, and draws their attention to past
tense verbs (e.g., Baby Bear said). She intentionally models enthusiasm and intonation, and
she invites the children to do the same. This way, she is helping to build the language and
confidence EL children will need to participate in the retelling of the story with other children.

The children have multiple opportunities to retell the story using their books with different
partners. Mrs. Haddad offers to video record those who wish to be recorded so that the story
may be viewed on a class computer during independent choice time. Eventually, the books are
taken home so that children may tell the story to their families.

Resource
Cauley, Lorinda B. 1981. Goldilocks and the Three Bears. New York: Putnam.

CA CCsSS for ELA/Literacy: RL.K.1-3; W.K.3; SL.K.1-2; L.K.6

CA ELD Standards: ELD.PI.K.12a; ELD.PII.K.1, 2, 3b

Related California Preschool Learning Foundations (60 months):

Listening and Speaking 1.4 Use language to construct extended narratives that are real or fictional.

Reading 4.1 Demonstrate knowledge of details in a familiar story, including characters, events, and ordering of
events through answering questions (particularly summarizing, predicting, and inferences), retelling, reenacting, or
creating artwork.

Source
Snapshot based on

Yopp, Hallie K., and Ruth H. Yopp. 2014. Literature-Based Reading Activities: Engaging Students with Literary and
Informational Text. 6th ed. Boston: Pearson. Reprinted by permission of Pearson Education, Inc., New York, NY.
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Snapshot 3.3. Animal Informational Alphabet Books

Integrated ELA, Science, and Visual Arts in Transitional Kindergarten

It is spring and most of the transitional kindergarteners know many of the letters of
the alphabet; some know them all. Mrs. Heaton has been sharing a variety of informational
animal alphabet books with the students in recent weeks, including Jerry Pallotta’s The Ocean
Alphabet Book, The Sea Mammal Alphabet Book, and The Butterfly Alphabet Book, to reinforce
their letter knowledge as well as expose them to informational text and life science concepts.
The children are enraptured by the interesting information they are learning about animals
and they enthusiastically ask and answer questions about the content. Mrs. Heaton leaves the
books at a classroom center so the children can explore and enjoy them on their own.

One morning, the children enter the classroom to find butcher paper stretched all the way
across one wall of the room. Spanning the length of the paper are the letters of the alphabet.
Mrs. Heaton tells the children they are going to create a mural using many of the animals
they have been reading about and add any other animals they would like to learn about.
Throughout the week, the children use the books and other materials, including printed and
digital images, to paint one or more animals of their choice. They ask Mrs. Heaton to read
and reread sections of the alphabet books to help them remember interesting information
and they dictate sentences about their animals to Mrs. Heaton, who prints the name of the
animal and the student’s corresponding sentence on a large index card. As they dictate their
sentences, Mrs. Heaton takes the opportunity to broaden the children’s language repertoires
by prompting them to provide more details about their animals (such as, it swims in the
ocean) and to use precise vocabulary to describe them (such as, it uses its enormous mouth
to get lots of plankton). She is mindful of how important this is for all children, but especially
for her EL children.

With support from Mrs. Heaton or a family volunteer, the children cut out their painted
animals and identify where to position them on the alphabet mural. Daniel, for example,
who drew a jellyish, finds the letter “J” on the mural and requests that his teacher tape his
painting and sentence under it. While the mural is under construction, and for several
weeks thereafter, the students enjoy viewing the animals and listening to the teacher and
other adults read the information they dictated onto the index cards.

Resources

Pallotta, Jerry. 1989. The Ocean Alphabet Book. Watertown, MA: Charlesbridge.

Pallotta, Jerry. 1995. The Butterfly Alphabet Book. Watertown, MA: Charlesbridge.
Pallotta, Jerry. 2012. The Sea Mammal Alphabet Book. Watertown, MA: Bald Eagle Books.

CA CCSS for ELA/Literacy: RI.K.1; RF.K.1; RF.K.3a, b; W.K.2; L.K.6

CA ELD Standards: ELD.P1.K.2, 10, 12b; ELD.PII.K.4, 5

Related CA Next Generation Science Standards:

K-LS1-1 Use observations to describe patterns of what plants and animals (including humans) need to survive.
K-ESS2-1 Construct an argument supported by evidence for how plants and animals (including humans) can change
the environment to meet their needs.

K-ESS3-1 Use a model to represent the relationship between the needs of different plants or animals (including
humans) and the places they live.

Related Visual and Performing Arts Content Standards:

Visual Arts K.2.5 Use lines in drawings and paintings to express feelings.
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Snapshot 3.3. Animal Informational Alphabet Books

Integrated ELA, Science, and Visual Arts in Transitional Kindergarten (cont.)

Related California Preschool Learning Foundations (60 months):

Reading 3.2 Match more than half of uppercase letter names and more than half of lowercase letter names to their
printed form.

Reading 3.3 Begin to recognize that letters have sounds.

Scientific Inquiry 2.1 Record information more regularly and in greater detail in various ways, with adult assistance,
including pictures, words (dictated to adults) . . .

Life Sciences 1.1 Identify characteristics of a greater variety of animals and plants . . .

English Language Development in Transitional Kindergarten

From their first days in transitional kindergarten, EL children learn English, learn content
knowledge through English, and learn about how English works. English language development occurs
throughout the day and across the disciplines (integrated ELD)
and also during a time specifically designated for developing

From their first days n English based on EL student’s language learning needs

transitional kindergarten, (designated ELD). Approaches to integrated and designated ELD
EL children learn English, vary depending on the program of instruction (e.g., mainstream
learn content knowledge English, alternative bilingual programs). The CA ELD Standards
through English, and learn serve as a guide for teachers to meet the English language

development needs of their EL students in both integrated and
designated ELD. The CA ELD Standards are used in tandem

with California’s Preschool Learning Foundations (including the
Foundations in English Language Development) and the CA CCSS for ELA/Literacy for Kindergarten, as
well as other related content standards.

While integrated ELD occurs throughout the school day, designated ELD is a time during the
regular school day when teachers work with EL children grouped by similar English language
proficiency levels and focus on critical language the students need to be successful in school tasks.
Emphasis is placed on supporting even the youngest learners to develop more sophisticated, or
academic use of English (e.g., using the verb trampled rather than walked on). Conversational, or
everyday, English is also a focus for development, particularly for ELs at the Emerging levels of
proficiency who need this type of English to communicate
in everyday school tasks and engage meaningfully with
their peers. Designated ELD time is an opportunity to
focus on and delve deeper into the linguistic resources

about how English works.

While integrated ELD occurs
throughout the school day,

of English that EL children need in order to engage with designated ELD is a time during
content, make meaning from it, and create oral and the regular school day when
written texts in ways that meet the expectations of the CA teachers work with EL children

CCSS for ELA/Literacy, the California Preschool Learning
Foundations, and other content standards. Accordingly,
the CA ELD Standards, along with the English-Language

grouped by similar English
language proficiency levels and

Development Foundations of the California Preschool focus on critical language the
Learning Foundations, are the primary standards used students need to be successful in
during this designated time. However, the content focus is school tasks.

derived from other areas of the curricula.
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The main instructional emphasis in designated ELD is oral language development, including
collaborative discussions, retellings of events and stories, language awareness, and a strong emphasis
on general academic and domain-specific vocabulary knowledge. However, other understandings
about literary and informational texts enter into designated ELD instruction, as well. During designated
ELD children discuss ideas and information from ELA and other content areas using the language
(e.g., vocabulary, grammatical structures) of those content areas and also discuss the new language
they are learning to use. For example, a teacher leads her students in a discussion about a word used
to describe a character (e.g., She stomped out of the room.) and how the word creates a nuance
in understanding that is different from other words (e.g., skipped). This leads to a discussion of the
effect that different words have on readers and listeners and how speakers and writers can make
choices about the language to achieve different effects.

Snapshots of designated ELD instruction linked to particular
Because young children’s content areas are provided in the kindergarten and grade one
sections of this chapter. Two vignettes—one for ELA instruction

listening comprehension -HO! : _
(with integrated ELD) and a second for designated ELD that builds

gen.erall.y. outpaces into and from the first vignette—are provided in the next section.
their ability to read For an extended discussion of how the CA ELD Standards are used
independently, teacher throughout the day in tandem with the CA CCSS for ELA/ Literacy
read alouds are of critical and other content standards and as the principal standards during
importance. designated ELD, see the overview of the span in this chapter. See

also chapter 2 in this ELA/ELD Framework.

ELA/Literacy and ELD in Action in Transitional Kindergarten

The research-based implications for ELA/literacy and ELD instruction are outlined in the overview
of the span of this chapter and in chapters 1 and 2. In the following section, detailed examples
illustrate how the principles and practices discussed in the preceding sections look in California
classrooms. The vignettes provided here are not intended to present the only approaches to teaching
and learning. Rather, they are intended to provide two concrete illustrations of how teachers enact the
CA CCSS for ELA/Literacy and the CA ELD Standards in integrated and strategic ways to support deep
learning for all students.

Both the CA CCSS for ELA/Literacy and the CA ELD Standards emphasize the importance of oral
language development and frequent exposure to rich texts in the early years of schooling. Because
young children’s listening comprehension generally outpaces their ability to read independently,
teacher read alouds are of critical importance. (See the discussion on reading aloud earlier in this
chapter. See also the discussion and figure 2.3 in chapter
2.) When teachers read aloud sophisticated literary and
informational texts, they expose children to rich language
(including general academic and domain-specific vocabulary

Rich read-aloud experiences
using complex texts in English

and complex grammatical structures), new ideas, and are especially critical for EL
content knowledge that children may not be able to access children, who may not have
through independent reading. Rich read-aloud experiences these experiences at home. In
using complex texts in English are especially critical for EL bilingual programs, teacher

children, who may not have these experiences at home. In
bilingual programs, teacher read alouds in both languages of
instruction are essential for biliteracy development. Equally »
important as listening to teacher read alouds and other biliteracy development.
opportunities to hear rich language models, young children

read alouds in both languages
of instruction are essential for
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need many opportunities to discuss the texts teachers read aloud. Strong oral language development
is fostered through meaningful listening and speaking opportunities and instruction (or signed

language for students who are deaf or hard of hearing).

When planning lessons, teachers consider the principles and practices discussed in this chapter
and throughout this ELA/ELD Framework. Lesson planning incorporates the cultural, linguistic,
and background experiences students bring to the classroom; the assessed and observed needs
of students; and year-end and unit goals. The framing questions in figure 3.18 provide a tool for

planning.

Figure 3.18. Framing Questions for Lesson Planning

Framing Questions for All Students

Add for English Learners

* What are the big ideas and culminating performance
tasks of the larger unit of study, and how does this lesson
build toward them?

* What are the learning targets for this lesson, and what
should students be able to do at the end of the lesson?

» Which clusters of CA CCSS for ELA/Literacy does this
lesson address?

» What background knowledge, skills, and experiences do
my students have related to this lesson?

» How complex are the texts and tasks?

* How will students make meaning, express themselves
effectively, develop language, and learn content? How will
they apply or learn foundational skills?

* What types of scaffolding, accommodations, or
modifications will individual students need for effectively
engaging in the lesson tasks?

e How will my students and | monitor learning during and
after the lesson, and how will that inform instruction?

What are the English language
proficiency levels of my
students?

Which CA ELD Standards amplify
the CA CCSS for ELA/Literacy

at students’ English language
proficiency levels?

What language might be new
for students and/or present
challenges?

How will students interact in
meaningful ways and learn
about how English works in
collaborative, interpretive,
and/or productive modes?
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ELA/Literacy and ELD Vignettes

The following vignettes illustrate how teachers might implement selected CA CCSS for ELA/Literacy
and the CA ELD Standards using the framing questions provided in figure 3.18. Vignette 3.1 presents
a portion of an ELA/literacy instructional unit and a closer look at a lesson. The vignette is an example
of appropriate instruction for all California classrooms, and additional attention is provided for using
the CA CCSS for ELA/Literacy and CA ELD Standards in tandem for EL children. Vignette 3.2 presents a
designated ELD lesson that builds into and from the ELA/literacy lesson in order to support EL children
in their steady development of both conversational and academic English.

ELA/ Literacy Vignette

In vignette 3.1, the teacher uses a graphic organizer to support children in retelling a story that
they have heard multiple times. The graphic organizer uses terms for talking about language (or
metalanguage). The terms—orientation, complication, and resolution—help children organize the story
grammar (e.g., characters, setting, plot) into meaningful stages of the story in sequence. The terms
also provide a meaningful way of discussing the organization of the text and the types of language
features used in different parts of stories.

Vignette 3.1. Retelling and Rewriting The Three Little Pigs
I ntegrated ELA/ Literacy and ELD | nstruction in Transitional Kindergarten

Background

Ms. Campbell teaches in a two-way immersion school where the children learn in both
Spanish and English. Half of her class of 24 transitional kindergarteners is composed of native
English speakers, and half is composed of EL children dominant in Spanish at the Emerging
and Expanding levels of English language proficiency. The school’s goals include promoting
biliteracy and an appreciation for cultural diversity. Ms. Campbell engages her students in many
rich language activities every day, half of the time in English, and half of the time in Spanish.
She reads aloud to her students daily in both languages. She collaboratively plans lessons with
her transitional kindergarten (TK) and kindergarten (K) colleagues, and the team routinely
exchanges lesson plans.

Lesson Context

Over the past two weeks, Ms. Campbell has read aloud several versions of the story, The
Three Little Pigs, both in English and in Spanish. The big ideas of the unit are that people tell
stories to entertain and communicate life lessons. At the end of the unit, children will be able to
retell stories using key details and vocabulary, applying their understandings of how stories are
organized. They will also be able to discuss some of the lessons the stories convey.

Ms. Campbell’s interactive read alouds have included much discussion about the characters
and plot, the vocabulary used, and similarities and differences between the different versions
of the story. Last week, the class made a story map containing important details: the setting,
characters, problem, and sequence of events. Yesterday, Ms. Campbell guided her students to
retell the story with a partner using three aids: pictures from the texts glued onto cards, simple
props of the characters, and the story map. Today, Ms. Campbell will guide her students to retell
the story again and then collaboratively rewrite it. The learning target and cluster of CA CCSS
for ELA/Literacy and CA ELD Standards Ms. Campbell is focusing on are the following:
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Vignette 3.1. Retelling and Rewriting The Three Little Pigs
Integrated ELA/Literacy and ELD Instruction in Transitional Kindergarten (cont.)

Learning Target: The children will retell and rewrite the story using colorful words and key
details to convey the series of events in the sequence in which they occurred.

CA CCSS for ELA/Literacy: RL.K.2 — With prompting and support, retell familiar stories,
including key details; SL.K.2 — Confirm understanding of a text read aloud . . . ; W.K.3 -

Use a combination of drawing, dictating, and writing to narrate a single event or several
loosely linked events, tell about the events in the order in which they occurred . . . [ L.K.6 —
Use words and phrases acquired through conversations, reading and being read to, and
responding to texts.

CA ELD Standards (Expanding): ELD.PI.K.12a - Retell texts and recount experiences
using complete sentences and key words; ELD.PII.K.1 — Apply understanding of how
different text types are organized to express ideas (e.g., how a story is organized sequentially
with predictable stages . . . ; ELD.PIL.K.2 — Apply understanding of how ideas, events, or
reasons are linked throughout a text using a growing number of connecting words or phrases
(e.g., next, after a long time) . . .

Lesson Excerpts

Ms. Campbell calls her students to the carpet and reminds them that they have been
reading lots of different versions of The Three Little Pigs. She recalls that yesterday, they spent
a lot of time retelling the story to one another and explains that today, they are going to use
all of that great oral retelling to rewrite the story together. Using her computer tablet and a
projector, Ms. Campbell projects five pictures depicting important events from the story. She
asks her students to take turns with a partner retelling the story, using the pictures. She listens
to the children as they share, noting the language they use, their ability to sequence events,
and any misunderstandings.

Ms. Campbell: Children, | really enjoyed listening to your retellings of the story. Today,
when | write down what you say, we need to make sure we get all those
great details, including the setting, the characters, the problem, and the
important events into our reconstructed story. Let’s remind ourselves what
we included in our story map.

Ms. Campbell points to the story map the class generated together (see vignette 3.2 for the
story map) and guides them in reading it. She then sets the purpose for engaging in the next
task.

Ms. Campbell: When we rewrite, or reconstruct, the story together, we also need to
remember that one of the main purposes for telling stories is to entertain
other people. So we have to make sure that the language we use is really
colorful and interesting. For example, we can’t just say that the pig built a
house and the wolf blew it down. That would be kind of boring, wouldn't it?
(The children enthusiastically agree.) Instead, we need to use descriptive, or
colorful, words and interesting dialogue. We could say something like, “The
wolf (taking a deep breath and inviting students to join her by motioning
with her hand) huffed and he puffed and he blew the house down.”

Tania: He destroy the house!

Ms. Campbell: That’s right! He destroyed the house. He absolutely demolished it. Can you
say more about that?
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Vignette 3.1. Retelling and Rewriting The Three Little Pigs
Integrated ELA/Literacy and ELD Instruction in Transitional Kindergarten (cont.)

Tania: He destroy the house and he say “I huff and | puff and | blow you house
down!” And the house, it crash on the floor!

Ms. Campbell: Wow! That is a great way to retell the story! When we retell and rewrite the
story, let’s make sure we remember to use lots of that colorful language and
dialogue.

Ms. Campbell uses her computer tablet to project the “Story Rewriting Template” the class
will use. The template uses the same terms as the story map and organizes the story grammar
and sequence into three stages: orientation, complication, and resolution. Rather than using
the terms beginning, middle, and end (which all text types have), Ms. Campbell finds that using
the terms orientation, complication, and resolution helps students discuss story organization
because the terms are related to what is happening at each stage of the narrative. She uses the
template to guide students as they jointly reconstruct the story aloud. In the Story Rewriting
Template below, the template Ms. Campbell uses with students is on the left while her notes to
herself about the function of each stage are on the right.

Story Rewriting Template

Template to use with students Ms. Campbell’s lesson plan notes for herself
Story Title The Three Little Pigs
Orientation Orients readers to the story — Introduces
the characters and setting, foreshadows the
problem
Complication Complicates the story — Introduces the problem

and shows how things get complicated
Lots of events and dialogue here

Resolution Resolves the problem in the story and wraps
everything up

(Optional) Story Theme(s) Articulates the life lesson(s) of the story

Ms. Campbell: When | look at our notes in the story map, it says that at the beginning of
the story, Mama pig says goodbye. The three little pigs go to build their
houses. Should | just write that?

Children: No!
Ms. Campbell: What should | write then. Ysenia, what do you think?
Ysenia: We should start like, “Once upon a time.”

Ms. Campbell: Oh, that's a great way to start a story. What does everyone think about
beginning the story like that?

Children: (Nodding.) Yeah! Once upon a time!

Ms. Campbell: Okay then. (Writing.) Once upon a time . . . Then what? Turn to your
partner and see if you can come up with our first sentence.
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Vignette 3.1. Retelling and Rewriting The Three Little Pigs
Integrated ELA/Literacy and ELD Instruction in Transitional Kindergarten (cont.)

Ms. Campbell continues to guide the children to jointly reconstruct, the orientation stage
of the story, using the details in the story map and the colorful language that characterizes
engaging storybooks. At the complication stage, she prompts the children to use language to
signal to readers that something is shifting in the story.

Ms. Campbell: Okay, so now that we have the orientation stage written, we need to get
into the complication stage. Remember, that’s where the problem comes
in and where things get complicated. What was the problem in this story?
Martin, what do you think?

Martin: The wolf wants to eat the pigs, but they don’t want to get eaten.

Ms. Campbell: Yes, but things got a little complicated because the houses the pigs built
weren’t so sturdy, were they? Were the pigs surprised when the wolf comes?
How can we use descriptive words to communicate what happened?

Jordan: We could write the pigs built their houses. And then a wolf came.

Ms. Campbell: Oh, you used “and then!” That’s a great idea, Jordan. When you said that,
it made me think something was changing in the story, that there was a
problem coming. Is there a word we could use to let readers know that
something is changing and that things are getting complicated?

Several Children: Suddenly!

Ms. Campbell: Yes, we learned that word “suddenly” when we were reading The Three
Little Pigs stories last week, didn't we? That really tells us something is
changing and that it happens unexpectedly. So, how about if we write,
“Suddenly, a wolf came along.” How does that sound?

Children: (Nodding.)

Ariel: And he was very hungry.
Rashidi: Very, very hungry.
Juanita: jEra muy feroz!

Ms. Campbell: Yes, he was ferocious! Let’s all say that word together—ferocious. Oh, that
adds a lot of colorful detail. These words are giving us important details
about the wolf. How about if | write, “Suddenly, a ferocious wolf came
along, and he was very, very hungry.” How'’s that? That really lets me know
things are going to get complicated, doesn’t it?

As they jointly reconstruct the story, Ms. Campbell and the children choose colorful language

from the stories they have been reading. They also use dialogue and general academic
vocabulary.

Ms. Campbell: And what does the wolf do when he knocks on the first little pig’s door?
What does he say?

Children: “Little pig, little pig, let me in!” (The other children agree.)

Ms. Campbell: (Writing.) And how does the wolf say it? Does he whisper it, like this?
(Whispering.)

Children: No!
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Vignette 3.1. Retelling and Rewriting The Three Little Pigs
Integrated ELA/Literacy and ELD Instruction in Transitional Kindergarten (cont.)
Sara: He roars!

Ms. Campbell: Does everyone like that? (The children nod and say “yes,” and Ms. Campbell
adds it to the story.) And then what does the little pig say?

Children: “Not by the hair of my chinny chin chin!”
Ms. Campbell: And how does he say that, Miguel?
Miguel: He scare.

Ms. Campbell: Yes, he’s scared, isn't he. So does he shout it, like this (shouting)? Does he
whimper, like this (whimpering)?

Miguel: | think he whimper.
Ms. Campbell: | think so, too!

When the children and Ms. Campbell are finished reconstructing the story, they read the
story together chorally. As they do, Ms. Campbell models enthusiastic reading and prosody,
and she encourages the children to do the same. The next day, Ms. Campbell will guide the
children to rewrite the story in Spanish. Then, she will use the text from the reconstructed story
in English and Spanish to make a bilingual big book illustrated with photographs she has taken
of the children acting out the story in the dramatic play center. The big book will remain in the
classroom library corner for the students to read and re-read to themselves, to one another, and
to visitors.

Teacher Reflection and Next Steps

Ms. Campbell brings her observation notes and the reconstructed stories to the next
regularly scheduled collaborative planning meeting she has with her TK and K colleagues. She
describes guiding her students to use new language and recognize story structure as well as
language features, and she shares how some students have begun using some of the new
language in their oral retellings and in the stories they dictate to other adults who work in the
classroom. One colleague asks Ms. Campbell if he can make use of her lesson plan for The
Three Little Pigs and observe the next time she engages her students in a story reconstruction
activity.

Sources
Lesson adapted from

Derewianka, Beverly, and Pauline Jones. 2012. Teaching Language in Context. South Melbourne, Victoria: Oxford
University Press.

Gibbons, Pauline. 2002. Scaffolding Language, Scaffolding Learning. Portsmouth, NH: Heineman.

Additional | nformation

Web sites
» Reading Rockets has ideas for reading aloud (http://www.readingrockets.org/reading-topics/reading-aloud).
« D.EAR. (drop everything and read) with families short video_(https://www.teachingchannel.org/videos/dear-

reading?fd=1) on https://www.teachingchannel.org/.

Recommended reading

Collins, Molly F 2012. “Sagacious, Sophisticated, and Sedulous: The Importance of Discussing 50-cent Words with
Preschoolers.” Young Children. NAEYC. (http://www.naeyc.org/yc/files/yc/file/201211/YCCollins.pdf)

Shedd, Meagan K., and Nell K. Duke. 2008. “The Power of Planning: Developing Effective Read Alouds.” Beyond the
Journal: Young Children on the Web. NAEYC. (http://www.naeyc.org/files/yc/file/200811/BTIReadingAloud.pdf)
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Designated ELD Vignette

Vignette 3.1 illustrates good teaching for all students, with particular attention to the learning
needs of ELs and other learners who have specialized learning needs. In addition to good first
teaching with integrated ELD, EL children benefit from intentional and purposeful designated ELD
instruction that builds into and from ELA and other content instruction. Vignette 3.2 provides an
example of designated ELD that builds into and from the ELA/literacy instruction described in vignette
3.1

Vignette 3.2. Retelling The Three Little Pigs Using Past Tense Verbs
and Expanded Sentences
Designated ELD | nstruction in Transitional Kindergarten

Background

At the beginning of the year, six of Ms. Campbell’s EL students were at the early Emerging
level of English language proficiency. By this point in the year, they are able to express
themselves using short sentences and learned phrases when they interact with peers in English.
The other six EL children came into her classroom at the early Expanding level and are now
able to interact using English about a variety of topics and in more extended exchanges. Ms.
Campbell and her TK and K colleagues plan their designated ELD lessons at the same time that
they plan their ELA and other content area lessons. As they plan, they focus on anticipating
students’ language development needs for these content areas, and they make adjustments,
based on recent observations of their students during lessons.

Lesson Context

Ms. Campbell works with her twelve EL children in two small groups of six in order to
provide designated ELD instruction tailored to their specific language learning needs. While she
works with these groups, the other children in the class engage in collaborative tasks at learning
centers, some of them supervised by parent volunteers. In ELA instruction, Ms. Campbell has
just guided her students to rewrite, or jointly reconstruct, the story of The Three Little Pigs (see
vignette 3.1). As she observed students during their oral retellings of the story in English, she
noticed that ELs at the Emerging level of English language proficiency were not consistently
using past tense verbs or expanding their sentences with much detail. She would like the
children to feel more confident orally retelling stories in general and using past tense verb forms
and particular language resources to expand and enrich their sentences, so she plans to focus
on these two areas in her designated ELD lessons this week. Ms. Campbell’s learning targets
and the cluster of CA ELD Standards she will highlight in today’s lesson are the following:

Learning Target: The children will retell the story in order using past tense verbs
and expanded and enriched sentences.

CA ELD Standards Addressed (Emerging): ELD.PI.K.12a - Retell texts and
recount experiences using complete sentences and key words; ELD.PII.K.3b — Use
simple verb tenses appropriate for the text type and discipline to convey time . . . ;
ELD.PII.K.4 — Expand noun phrases in simple ways (e.g., adding a familiar adjective
to describe a noun) . . . ; ELD.PIL.K.5 — Expand sentences with frequently used
prepositional phrases (e.g., in the house, on the boat) to provide details (e.g., time,
manner, place, cause) . . .
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Vignette 3.2. Retelling The Three Little Pigs Using Past Tense Verbs

and Expanded Sentences

Designated ELD Instruction in Transitional Kindergarten (cont.)

Lesson Excerpts

Ms. Campbell invites the six EL children at the Emerging level of English language
proficiency over to the teaching table. She tells them that today, they are going to retell the
story of The Three Little Pigs again, but that this time, they are going to focus on adding a lot
of details to their retellings and making sure listeners know that the events in the story took
place in the past. She points to the story map that the class generated the previous week.

houses.

The Three Little Pigs
Characters Setting Problem
Three little pigs The countryside The wolf wants to eat the
Big bad wolf Next to the forest pigs, and the pigs don’t want
Mama pig to be eaten
Events
Once upon a time > = = » The end
Orientation Complication Resolution
Mama pig says The first little The second The third little The third little
goodbye. The pig builds a little pig builds pig builds a pig tricks the
three little pigs house of straw. a house of house of bricks. | wolf, and the

go to build their

The wolf can’t
blow it down.

sticks. The wolf
blows it down.

The wolf blows
it down.

three pigs live
together in the
brick house.

Ms. Campbell places the same five pictures the students have already used for orally
retelling the story in ELA (see vignette 3.1) on the table in front of them. She hands each of the
six children a popsicle stick puppet (three pigs and three wolves). She explains that when there
is dialogue, they will each have a chance to act out how the character is saying the dialogue

using the puppets.
Ms. Campbell:

Maria:
Ms. Campbell:

Transitional Kindergarten

Children, let’s retell the story together. The first time, I'm going to say what'’s
happening, and then you're going to repeat what | say. | want you to notice
how when we tell stories, we use words, or verbs, that tell us that the story
already happened in the past. So, we don’t say, there are three little pigs.
We say, there were three little pigs because it happened in the past.

Once upon a time.

Yes, “once upon a time.” That means it happened a long time ago. And

we don't say, the wolf blows the house down because that would mean

it's happening right now. It happened a long time ago, so we say, the wolf
blew the house down. Say that with me — blew. (Students repeat the word.)
| want you to listen for the words, or verbs, that let us know the story
happened a long time ago. I'll retell what's happening in each picture, and
then you repeat after me. (Pointing to the first picture.) Once upon a time,
there were three little pigs.
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Vignette 3.2. Retelling The Three Little Pigs Using Past Tense Verbs
and Expanded Sentences
Designated ELD Instruction in Transitional Kindergarten (cont.)

The children repeat what Ms. Campbell says as they retell the story using the pictures. In
her retelling, she intentionally models enthusiastic rhythm and intonation (prosody). She also
models the use of expanded sentences (using descriptive adjectives and prepositional phrases)
that contain details about the characters and events.

Ms. Campbell: The frightened little pig ran into his house.
Two of the Children: The frighten little pig run to his house.

Ms. Campbell: Let’s all say that together. Listen carefully first. The frightened little pig ran
into his house.

Children: (all six together) The frightened little pig ran into his house.

After the children have retold the story with Ms. Campbell, she asks them to work in
partners to retell the story (one partner has a wolf puppet; the other has a pig puppet). As the
children retell the story, Ms. Campbell listens carefully and provides “just-in-time” scaffolding.

Maria: The pig saw the wolf and he scared and he ran away.

Ms. Campbell: Yes, that’s right. And how can we let people who are listening know a little
more about the pig and the wolf? Are they little, are they big, are they nice,
are they scary?

Maria: The little pig saw the big, scary wolf and he scared. He ran away to his
house.
Rafael: The wolf huff and he puff and he blew the house down.

Ms. Campbell: That’s wonderful that you said blew, Rafael! That lets us know the story
happened in the past. But remember we have to show with all the action
words that the story happened in the past, or a long time ago, so we have
to say the wolf huffed and he puffed and he blew the house down. Say it
with me.

Ms. Campbell stresses the —ed suffix in the words “huffed” and “puffed” to make sure Rafael
hears the past tense endings, and she has him say the sentence with her to make sure he has
guided practice. She doesn’t correct everything the children say, as she knows this might make
them feel overly self-conscious and detract from their focus on meaning making. Instead, she
is strategic with corrective feedback, focusing primarily on past tense verbs and expanded
sentences.

As the children retell the story, Ms. Campbell uses a rubric based on the CA ELD Standards,
to guide her observations of their oral retellings. The rubric provides her with information about
individual students’ progress in particular areas of English language development, and this
information in turn helps her strategically plan subsequent instruction.
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Vignette 3.2. Retelling The Three Little Pigs Using Past Tense Verbs
and Expanded Sentences
Designated ELD Instruction in Transitional Kindergarten (cont.)

Teacher Reflection and Next Steps

Based on information from the rubric, Ms. Campbell makes a note to continue to work on
past tense verb forms and expanded sentences with these six children during designated ELD
for the rest of the week. She also makes a note to listen to the children carefully over the next
couple of weeks as they retell stories during ELA instruction and at literacy stations to see if
they use past tense verbs and expand their sentences independently.

Ms. Campbell sends all children home with a packet that contains the five pictures from
the story, the popsicle stick puppets of the wolf and pig, and the text of The Three Little
Pigs in English and Spanish with suggestions for parents about reading aloud and facilitating
oral retellings at home in both languages. For the six EL children in today’s lesson, she adds
additional instructions for parents in Spanish asking them to support their children to use past
tense verbs and expanded sentences in their oral retellings in English.

Sources
Lesson adapted from

Derewianka, Beverly, and Pauline Jones. 2012. Teaching Language in Context. South Melbourne, Victoria: Oxford
University Press.

Gibbons, Pauline. 2002. Scaffolding Language, Scaffolding Learning. Portsmouth, NH: Heineman.

Additional | nformation
Web sites
« Colorin Colorado has resources for ELs (http://www.colorincolorado.org/educators/ell_resources/prek/) in
preschool and TK (http://www.colorincolorado.org).

* NAEYC has many “Messages in a Backpack” (http://www.naeyc.org/tyc/backpack) in both English and Spanish
about how families can support their children’s language and literacy development (http://www.naeyc.org).

Recommended reading

Berkowitz, Doriet. 2011. “Oral Storytelling: Building Community through Dialogue, Engagement, and Problem
Solving.” Young Children. March: 36-40. (http://www.naeyc.org/tyc/files/tyc/file/V512/Oral%?20Storytelling.pdf)

Conclusion

The information and ideas in this grade-level section are provided to guide teachers of transitional
kindergarten children in their instructional planning. Recognizing California’s richly diverse student
population is critical for instructional and program planning and delivery. Teachers are responsible
for educating a variety of learners, including advanced learners, students with disabilities,
ELs at different English language proficiency levels, standard English learners, and other
culturally and linguistically diverse learners, as well as students experiencing difficulties
with one or more of the themes of ELA/literacy and ELD instruction (Meaning Making, Effective
Expression, Language Development, Content Knowledge, and Foundational Skills).

It is beyond the scope of a curriculum framework to provide guidance on meeting the learning
needs of every child because each child comes to teachers with unique dispositions, skills, histories,
and circumstances. Teachers need to know their students well through appropriate assessment
practices and collaborations with families in order to design effective instruction. They need to adapt
and refine instruction as appropriate for individual learners. Information about meeting the needs of
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diverse learners, scaffolding, and modifying or adapting instruction is provided in chapters 2 and 9 of
this ELA/ELD Framework.

Some children have had extensive experiences with language and literacy (in English or another
language) prior to entering transitional kindergarten. They should not simply repeat those experiences
in transitional kindergarten; instead they should be challenged to engage with texts and other
materials that interest and stretch them; extend their skills with printed language in meaningful
contexts; and communicate and collaborate with peers and others (within and beyond the classroom)
on interesting projects, investigations, and learning experiences in all areas of the curricula.

Some children have had fewer experiences with language and literacy prior to entering transitional
kindergarten. They, too, are provided appropriately challenging instruction in an environment
that facilitates their progress toward the kindergarten standards and that contributes to their
understandings of the relevance and power of language and literacy in the curricula and their lives.

With careful planning, articulation, and collaboration (see figure 3.19), transitional kindergarten
can meet its promise of preparing children for success in the school years ahead with a unique
curriculum and developmentally appropriate instruction that builds on children’s natural curiosity about
themselves, their peers, and their world and that actively engages them in learning.

Transitional kindergarten children are just beginning their journey in school. As young children,
they bring the joys and enthusiasms of new travelers to the enterprise of schooling. Experiences in
transitional kindergarten boost children’s confidence about the possibilities that await them in future
years.

Figure 3.19. Collaboration

Collaboration: A Necessity

Frequent and meaningful collaboration with colleagues and parents/families is critical for
ensuring that all students meet the expectations of the CA CCSS for ELA/Literacy and the CA
ELD Standards. Teachers are at their best when they frequently collaborate with their teaching
colleagues to plan instruction, analyze students’ work, discuss students’ progress, integrate
new learning into their practice, and refine lessons or identify interventions when students
experience difficulties. Students are at their best when teachers enlist the collaboration of
parents and families—and the students themselves—as partners in their education. Schools
are at their best when educators are supported by administrators and other support staff
to implement the type of instruction called for in this ELA/ELD Framework. School districts
are at their best when teachers across the district have an expanded professional learning
community they can rely upon as thoughtful partners and for tangible instructional resources.
More information about these types of collaboration can be found in chapter 11 and
throughout this ELA/ELD Framework.
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Kindergarten

Kindergarten is a highly anticipated year by many
children and their families. It is a time of hope and In kindergarten, children
expectation, much of it centered on gaining independence learn the purposes of print
with written language. The kindergarten ELA/ literacy
program is designed to facilitate children’s acquisition
of the skills, knowledge, and dispositions that set them

through engagement with a
wide variety of texts across

on the path to become lifelong readers and writers and content areas and in their own
effective communicators in the global 21st century. The CA attempts to express their ideas
ELD Standards provide additional guidance to teachers for and knowledge in writing.

supporting EL students as they learn the range of subject
matter and develop proficiency in English.

In kindergarten, children learn the purposes of print through engagement with a wide variety of
texts across content areas and in their own attempts to express their ideas and knowledge in writing.
They recognize that reading is a meaning-making act and are provided instruction in comprehension
that promotes literal and higher-level thinking about texts and topics. They make great advances in
the acquisition of vocabulary and in the understanding and use of varied and increasingly complex
sentence structures, and they use their developing language to share ideas about texts and topics
under study. Instruction includes a significant focus on how print works, and kindergarten children
make considerable progress in understanding the logic of the alphabetic code. At the same time,
children have rich exposure to excellent literature that stirs their imaginations and ignites their
curiosity about their worlds. ELA/literacy and ELD instruction are part of a much broader kindergarten
program that provides rich, engaging, hands-on learning experiences that build content knowledge in
science, social studies, mathematics, health, the arts, and more.

This grade-level section provides an overview of the key themes of ELA/literacy and ELD
instruction and then focuses on ELD instruction. Snapshots and longer vignettes bring several of the
concepts to life.

Key Themes of ELA/Literacy and ELD Instruction in
Kindergarten

Kindergarten ELA/literacy and ELD instruction should be age-appropriate, carefully sequenced,
thoughtfully planned, and focused on clear objectives and needs. Furthermore, instruction should
occur in an environment that is responsive to the social, emotional, physical, linguistic, and
cognitive needs of young children as it conveys the thrill of becoming literate. This section includes
discussions of the key themes of ELA/Literacy and ELD instruction as they apply to kindergarten:
Meaning Making, Language Development, Effective Expression, Content Know ledge,

and Foundational Skills. (See figure 3.20.) These themes are
Kindergarten ELA/Iiteracy situated in a motivating, engaging, respectful, and intellectually

and ELD instruction challenging context, and they are integrated across the curricula.
should be age- Children’s achievement of the grade-level standards reflected

) in these themes are a preliminary—and essential—step toward
appropriate, carefully their ultimate realization of the overarching goals of ELA/literacy
sequenced, thoughtfully and ELD instruction: Students develop the readiness for college,
planned, and focused careers, and civic life; attain the capacities of literate individuals;
on clear objectives and and acquire the skills for living and learning in the complex,
needs. information and technologically rich, and global world of the 21st

century. Moreover, the ELA/literacy instruction called for in this

Kindergarten Chapter 3| 201



ELA/ELD Framework in every grade level contributes to students’ progress in becoming broadly literate
as they engage deeply as readers and viewers of a wide range of high-quality texts and media (See
the introduction and chapter 2 to this ELA/ELD Framework for a discussion of these goals, which are
displayed in the outer ring of figure 3.20.)

Figure 3.20. Circles of Implementation of ELA/Literacy and ELD Instruction

Meaning
Making

Language W 7 R Effective
Devalnpment o & Expression

in Al Disciplines
¥ Foundaticnal

Meaning Making

As discussed throughout this framework, meaning making is
central in each of the strands of the CA CCSS for ELA/Literacy and in
all aspects of the CA ELD Standards. In this section, the focus is on
meaning making with text.

Meaning Making with Text

Enjoying text, appreciating its role in daily life, and learning
from it are goals of reading instruction. Thus, meaning making—or
comprehension (see figure 2.6 in chapter 2)—is crucial and is a
dominant focus of the ELA/literacy program. In the kindergarten
year, comprehension instruction occurs primarily during times when
the teacher is reading aloud to the entire group, small groups,
or individuals. While reading aloud, teachers regularly engage
in thinking aloud, initially with simple texts and eventually with more challenging texts. In doing
so, teachers model the strategies they employ to make sense of print. For example, knowing that
predicting is an effective comprehension strategy, teachers occasionally pause as they read aloud to
comment on what they anticipate will happen next. Importantly, they provide their reasons for their
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predictions, referring explicitly to language or illustrations
in th_e t_ext and making obvious_ the Iinks_betvygen their_ While reading aloud, teachers
predictions and the text. Knowing that visualizing contributes L.

to comprehension, they comment on what they see in regularly engage in thinking
their mind’s eye at certain points in the text. Knowing that aloud, initially with simple
monitoring comprehension is important, they reread some texts and eventually with more
sentences or slightly longer sections of text that are especially challenging texts. In doing S0,
dense or that include unusual words, and they explain to
children that stopping to reread a difficult passage may help
with understanding. Questioning, retelling and summarizing, ]
and drawing inferences, too, are key comprehension print.

strategies that should be modeled (Shanahan, and others

2010; see descriptions in figure 4.4 in chapter 4 of this ELA/ELD Framework).

In addition to observing their teachers’ use of strategies, children are taught to use the strategies
themselves. As teachers read aloud, they prompt children to share with the group their questions,
inferences, predictions, and so forth. Teachers support children as they provide the reasons for their
thinking. They ask text-dependent questions that take children into the text and that foster inference-
making and critical thinking. (See the overview of the span in this chapter for a discussion of text-
dependent questions.)

Teacher guidance is vital. For example, to build a sense of story structure with narrative text,
kindergarten teachers begin with simple stories, those that have only a few characters, a single
setting, and a straightforward plot. During a second or third reading of the story, teachers guide
children in thinking closely about the structure. They may create a story map, prompting and
supporting children to contribute their thoughts to a chart, such as the one in figure 3.21 developed
for Uncle Peter’'s Amazing Chinese Wedding.

teachers model the strategies
they employ to make sense of

Figure 3.21. Story Map for Uncle Peter's Amazing Chinese Wedding by Lenore Look

Characters A young girl, her Uncle Peter, his fiancée Stella, and family members

Setting Uncle Peter’s home and Stella’s home on their wedding day

Problem Peter is getting married and his niece worries that she will no longer be his
special girl.

Action The girl participates in the wedding activities, deliberately ruins the

wedding tea, tells her mother her fears, and the wedding occurs.

Resolution Stella tells the young girl she is happy to have a new niece. Uncle Peter
calls her his special girl.

Theme There is no limit on people’s love.

When teachers engage children with interesting stories and entertaining poetry, and when they
pique children’s curiosity and model enthusiasm for and attention to ideas and craft, they are helping
children understand the purpose of printed materials: to communicate ideas. Children learn that books
and other printed media are interesting, entertaining, and instructive.

Just as they have many experiences engaging with literary texts (such as stories and poems),
kindergarten children should have many opportunities to actively engage in group reading activities
focused on a range of informational text. They learn to draw on prior knowledge relevant to the
information and events in texts and to use the illustrations and context to make predictions about text.
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The reading standards for informational text are similar to
those for reading literature. They, however, focus on the genre
that predominates later schooling and life: informational text.
The standards call for kindergarten children, with prompting

Just as they have many
experiences engaging with

literary texts (such as stories and support, to ask and answer questions about essential
and poems), kindergarten elements of the text; identify the main topic of a text and retell
children should have many key details of the text; and describe the connection between

- . two individuals, events, ideas, or pieces of information in a
°PP OrtUI?ItleS fo ad've{y text (RI.K.1-3). With prompting and support, children ask and
eng_qg_e in group reading answer questions about unknown words, identify the front
activities focusedon arange | and back covers and the title of a book, name the author
of informational text. and illustrator and define their roles in presenting ideas or

information in a text, and describe the relationship between
illustrations and the text (RI.K.4—7). They identify basic similarities in and differences between two
texts on the same topic, such as illustrations, descriptions, or procedures (RI.K-9). With assistance,
children also identify the reasons an author gives to support points in a text (RI.K.8). This task is an
important precursor to constructing evidence-based arguments, which comes into play strongly later in
elementary school.

Kindergarteners who are ELs benefit from and participate in all of the instructional activities
described in this chapter. Some EL children may not have had experiences actively engaging in group
reading activities in which they exchange information and share ideas and opinions with a partner.
This lack of experience may prevent them from participating in discussions, which limits their oral
language development. Teachers ensure equity of participation in discussion activities by providing
structured routines and frequent opportunities for students to interact with texts and peers. For
example, during a read aloud, when teachers pose a comprehension question, instead of calling on
raised hands they ask all students to think about the question for a few seconds and then discuss
their thinking with a partner. This think-pair-share routine can be loosely structured (turn and talk) or
highly structured (by using designated partners, identified roles, sentence frames) depending on the
purpose. If teachers want students to use a specific word, they provide an open sentence frame that
contains the word (e.g., Bees are extraordinary because___.).

To support EL students in asking questions, teachers also model how to ask initial questions (Why
are bees extraordinary?) and follow up questions (Can you say more? Can you explain how/why?) and
encourages students to ask these same types of questions to extend their conversations, rather than
merely saying one sentence.

When students are first learning a routine like think-pair-
share, teachers typically begin with a single sentence and
model responses. Over time, teachers encourage children

Teachers ensure equity of
participation in discussion

to have more extended conversations about the content. activities by providing

Children ask, as well as answer, multiple questions to structured routines and

exchange ideas. frequent opportunities for
Teachers encourage parents and other caregivers of EL students to interact with texts

children to read aloud often (in the primary language and,
to the extent possible, in English) and ask in the primary
language the same types of questions asked during school
read alouds. In addition to fostering biliteracy, the development of comprehension skills in the primary
language enhances comprehension in English because these types of skills transfer across languages.

and peers.
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Language Development g

As the foundation of literacy and all learning (and social [ Maaning |
competence), language development is crucial, particularly
academic language. Children’s language expands considerably
as they engage with texts and learn to discuss and communicate
their ideas and questions about texts, experiences, and
concepts. Language development is a high priority in
kindergarten.

In kindergarten, teachers do the following to support
language development, including the acquisition of academic

_ TN TN
language: { contant .'l- { Foundational |
¢ Use sophisticated, but not excessively challenging, '-._k""“’““‘-““‘?‘“ s
language in meaningful interactions with children. For - ~

example, when greeting children in the morning, they say,
“It's a spectacular morning, isn't it?” When providing direction on how to fold a piece of paper,
they say, “Make a vertical fold,” instead of “Fold it hot dog style.”

e Read aloud daily from a broad range of literary and informational texts, including those that
are related to content area curricula and those that reflect children’s interests. Some texts are
selected because they promote thinking and reflection and model rich language, and some
are selected because, after several readings, they can be retold by children when holding the
book or using props as memory aids. Some texts, such as poems or pattern books, are selected
because they allow children to practice the rhythm, tempo, and pauses of English as they read
along with their teacher.

¢ Discuss language, including the interesting words, sentence constructions, and more extended
discourse structures in read aloud texts, thus building language awareness.

¢ Provide ample time for children to interact in both teacher-directed and child-centered contexts
about texts, investigations, discoveries, and other learning experiences throughout the day.

e Provide independent time in intellectually stimulating centers of children’s choice that encourage
language exchanges, such as hands-on science and art exploration centers.

¢ Facilitate children’s collaboration in joint projects, such as organizing a center together for
future use by peers or working together to draw a map of the classroom.

e Engage children in guided and self-directed
sociodramatic play, providing simple props, offering

occasional prompts to extend their language, and Children’s language expands

modeling the use of puppets to retell or create stories. considerably as they engage
e Engage children in interesting learning experiences that with texts and learn to discuss

evoke questions and expressions of wonder. and communicate their ideas
¢ Engage in multiple exchanges with individual children and questions about texts,

daily, using decontextualized language (that is,
language focused on issues beyond the here and now).

e Engage children in conversations about text, asking
high-level, text-dependent questions that elicit rather
than limit language. See figure 3.22.

experiences, and concepts.
Language development is a
high priority in kindergarten.
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Figure 3.22. Questions for The Little Red Hen by Vera Southgate

Questions that Limit Language

Questions that Elicit Language

» What color is the hen?

» Will the others help her?

* What did they say?

¢ |s she happy with the others?

What is the little red hen planning?
What just happened?

What do you suppose the little red hen is
thinking? What makes you think so?

* What does the author do to make us

* How many animals are on this page? X _
aware that that little red hen is unhappy?

e What is this animal?
e How does the author help us understand

» Did they get to have bread at the end of what a mill is?

the story? _
* What does the hen do once her bread is

* Do you like the story? ready to eat? Why?

* What do you think the author is telling us?

The focus on oral language development in English is important for all children, but it is critical
for ELs and children who have not been exposed elsewhere to the kind of language found in written
texts (Dickinson and Smith 1994). During kindergarten, EL children make tremendous growth in
their English language development when teachers pay attention to how language works and build
children’s language awareness. Children who are aware of the various types of language resources
available to them (e.g., when to use prance versus strut or how to add details to a sentence with
a prepositional phrase, such as at my house) and how these resources are used to achieve specific
purposes for particular audiences are able to make more informed choices when speaking and writing.
Oral language development in the primary language should also be promoted and fostered, whether
in an alternative bilingual program, an extracurricular heritage language program, or in the home with
close collaboration and support provided by teachers.

Vocabulary | nstruction

Teachers ensure vocabulary instruction is a key component of the kindergarten program. They
implement each of the four aspects of vocabulary instruction described in chapter 2: They provide
extensive experiences with language, establish word conscious environments, teach targeted
vocabulary, and provide instruction in word-learning strategies.

Extensive experiences with language are described
in the previous section in the context of overall language
development. Children have numerous opportunities to
converse with peers and adults while they engage in
stimulating learning experiences, participate in structured
discussions, and listen to and discuss books read aloud.

Word conscious environments are those in which
children and adults notice and discuss words. Children may

Word conscious environments
are those in which children and
adults notice and discuss words.
Children may create word walls,
word jars, or word journals in

create word walls, word jars, or word journals in which
they record words that are important, fascinating, or that
otherwise capture their attention. They talk about words in
different contexts, and notice relationships among words
and similarities among words in different languages. They
think about author’s choices and their own choices. Their
awareness of words is heightened.
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Educators selectively identify individual words to teach directly. They draw words from texts or
subject matter and provide child-friendly definitions. Children act out words, render drawings that
capture word meanings, generate charts of multiple meaning words (L.K.4) or antonyms (L.K.5b), or
develop semantic maps of related words. Target words are used repeatedly, and children discover and
learn about their applicability in numerous contexts.

Another component of a multi-faceted vocabulary program is teaching word learning strategies,
such as using word parts to determine the meaning of words. For example, kindergarteners learn
about the meaning of the prefix un- (L.K.4b). This understanding helps them determine the meaning
of other words with the same prefix. Teachers deliberately model the use of words with un- (e.g.,
unable, unwilling, unhappy) in the classroom context to reinforce meaning. They also select books
that include words with the prefix, such as Something from Nothing by Phoebe Gilman (1992) in which
an unsightly blanket is described, and they discuss the meaning of the word. They write several words
with the prefix on a chart, soliciting contributions from children, and discuss their meanings. They help
children understand that the prefix adds meaning; in this case it means not. They later draw attention,
as appropriate in the moment, to words with the prefix when they are used in texts and discussions,
and they prompt children’s use of words containing the prefix. Instruction occurs in contexts in which
meaningful communication is the focus, but instruction also includes additional explorations of words.

Effective Expression

Adults experience more success in college, careers, and
civic participation when they can express their opinions and
knowledge clearly and coherently. Kindergarten programs
contribute to the stair-step development of effective expression
by ensuring that students are provided excellent instruction in
writing, discussing, and presenting, as well as in using language
conventions.

Writing

Children’s emerging writing abilities are exciting to observe.
These abilities develop within a writing-rich environment with
instruction that carefully guides and supports children as they
learn to write. Children learn to write as their teachers share
excellent examples of writing, model writing themselves, provide
numerous opportunities for children to respond in writing to texts and learning experiences across
content areas, and provide explicit instruction.

A great deal of writing in kindergarten occurs when children—as an entire class, in small groups,
or as individuals—dictate their ideas to an adult who records them. Children also express themselves
in writing independently, beginning with marks and scribbles that soon become strings of letters.
Eventually, as they learn about the sound structure of language (that is, they become phonemically
aware) and about the symbols that represent sounds (that is, the letters of the alphabet), children
begin to use that knowledge in their writing. Words are phonetically spelled at this stage of learning.
This is an important milestone representing children’s growing understanding of the alphabetic
principle—crucial for independence in both writing and reading. Children who are deaf and hard of
hearing whose primary language is American Sign Language (ASL) follow a different path. Skills in
ASL, fingerspelling, reading, and writing are interwoven, and the merging of these skills enables
the development of the alphabetic principle for students who are deaf (Visual Language and Visual
Learning Science of Learning Center 2010).

In kindergarten, teachers do the following to support children’s writing development:
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¢ Read aloud daily from a broad range of literary and informational texts, highlighting their varied
purposes (e.g., tell a story, share an opinion, inform or explain); structures or organizations
(e.g., narrative, description, cause and effect); and features (e.g., tables of contents). Ample
familiarity with different types and purposes of text facilitates children’s ability to write their own
texts of varied types for varied purposes. Some texts
serve as mentor texts, that is, excellent models of a » ; :
targeted type or structure of writing. Model writing daily. Write

for real purposes, such as to

e Provide a well-stocked writing area where children
make a request of the front

can find a variety of writing instruments (e.g., pencils,

pens, colored pencils, chalk), surfaces on which to write office staff, share information
(e.g., postcards, paper, charts, sticky labels), envelopes, with families, record the
clipboards, and a computer. Include examples of a schedule for the day, make

variety of texts (e.g., letters, posters, lists, books,

_ _ a list of items to take home,
magazines, and signs).

and appeal to a community
e Provide writing materials in all areas of the classroom member for assistance with a
and outdoors, as appropriate: in the puppet area,

, o research project.
science center, painting center, and other areas.

e Model writing daily. Write for real purposes, such as to make a request of the front office staff,
share information with families, record the schedule for the day, make a list of items to take
home, and appeal to a community member for assistance with a research project.

e Engage children in constructing and reconstructing text, guiding children to collaboratively tell
or retell a story or other type of text while writing it for them (e.g., on chart paper or using a
document camera).

¢ Provide opportunities for children to write in response to texts, particularly after sharing their
ideas orally.

¢ Include writing as part of learning in content areas. For example, children draw their
observations of a leaf and then dictate language to describe it. They share their comments
about the value of classroom rules during a social studies lesson.

e Teach children explicitly how to write letters, words, and connected text.

The goal of writing instruction in kindergarten is to support young children’s abilities to express
their thoughts in increasingly skilled ways, as well as to support their awareness of the purposes
for writing and of different text types. Although copying letters and words may be part of direct
instruction (e.g., for forming letters or encoding), it is not the primary focus of writing instruction.
(However, it is important to note that building fluency with printing and, later, with handwriting,
facilitates children’s ease with translating their thoughts into written language.) Importantly, children
begin expressing themselves through writing from the first day in kindergarten. The CA ELD Standards
highlight skills that support ELS’ progress in writing.

An example of a kindergartener’s narrative is displayed in figure 3.23 along with an annotation.
Clearly, this child has learned how stories work (note the opening, detailed events, and closing) and
knows and can use the symbols and basic conventions of the English writing system (i.e., letters of
the alphabet, capitalization, and punctuation). Examples of informative/ explanatory and argument
(opinion) writing are available in Appendix C of the CCSS for ELA/Literacy (http://www.corestandards.
org/assets/ Appendix_C.pdf, NGA/CCSSO 2010b).
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Figure 3.23. Kindergarten Writing Sample

v 5 - ;o=
o epr, ekl —TT 1"f:vl. _'

-

A .II.'.' Wi | -i r' 'i Ii’l‘.. }?I Ji['r

figy
1

Wele

T on

‘5— We Y
-[— 1'1.';"-.' n Tgh 0 e « re

1 .,;LL T T Ll'_-:?.'gL|

K:ng nt |0 Disp

= Al

1
Nikie

J f.--w’l

Annotation
The writer of this piece
* establishes a situation by naming a place.

- Disnand (Disneyland)

(Matterhorn). . . . I went my house.
provides a reaction to what happened.
- I had a fun on vacshne (vacation).
offers a sense of closure.

- I went my house.

 recounts several loosely linked events and the order in which they occurred.
- I had a fun on vacshne (vacation). . . . I see lot (lots) of rids (rides). I went on the mader hon

demonstrates command of some of the conventions of standard written English.
- This piece illustrates consistent control of beginning-of-sentence capitalization and end-of-sentence
punctuation. The writer also uses capital letters appropriately in the title of the piece.

Source

School Officers, Washington DC.

National Governors Association Center for Best Practices and Council of Chief State School Officers. 2010b. Common
Core State Standards for English Language Arts and Literacy in History/Social Studies, Science, and Technical
Subjects. Appendix C, 9-10. National Governors Association Center for Best Practices, Council of Chief State

Kindergarten
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Teachers carefully examine students’ writing to determine achievement of selected objectives,
reflect on the effectiveness of their teaching, and inform subsequent instruction. They involve students
in reviewing their work. Teachers of EL children also use the CA ELD Standards to guide their analysis
of student writing and to inform the type of feedback they provide to students.

Discussing

By the end of kindergarten, children are expected to follow agreed-upon rules for engaging in
discussions. That is, they listen to others and take turns speaking about the topics and texts under
discussion (SL.K.1a). In addition, they are able continue
a conversation through multiple exchanges (SL.K.1b).
And, they ask and answer questions to seek and provide
information and clarification (SL.K.2-3). They learn to

During the kindergarten year,
children engage daily in multiple

discussions. Discussions occur in speak audibly and express their thoughts, feelings,

pairs, small groups, and with the and ideas clearly (SL.K.6). Kindergarten teachers are
entire class. Some discussions are aware of the work done in preschools and transitional
adult-led. Others are conducted kindergartens toward achievement of these expectations,

and they build on previous practices. (See Volume 1 of
the California Preschool Learning Foundations, Volume 1
of the California Preschool Curriculum Framework and the
transitional kindergarten section of this chapter.)

During the kindergarten year, children engage daily in multiple discussions. Discussions occur in
pairs, small groups, and with the entire class. Some discussions are adult-led. Others are conducted
by the children, with teacher guidance and monitoring. Teachers use a variety of structures and make
sure that all children have ample opportunities to contribute, not just the most outspoken children.
Furthermore, they ensure that children engage in discussions with diverse partners. That is, children
do not always turn to the same one or two neighbors to respond to a prompt or share their thinking.
They interact in partners or small groups with all children in the classroom on numerous occasions
and in numerous contexts. Children also may have opportunities to engage in discussions with distant
others through the use of technology.

Effective discussions do not just happen. They require a skillful teacher who teaches children how
to engage in discussions with peers and others. For example, teachers:

by the children, with teacher
guidance and monitoring.

e Teach and demonstrate discussion behaviors that indicate respect for others, such as listening
closely, not interrupting, responding to comments, encouraging others to contribute, and
acknowledging and appreciating all participants’ thinking on the topic

e Explain effective contributions to discussions, such as comments that are related to the topic
and build on others’ remarks and questions that serve to clarify or that request elaboration (i.e.,
staying on topic)

e Engage the children in reflection on the discussion
process, such as asking them to consider what was ) .
helpful in keeping a discussion on target and what might ~~ JUSt happen. They require a
have made the discussion run more smoothly skillful teacher who teaches

e Provide gentle guidance during discussions, as d_"ldre'? how‘to engage in
appropriate discussions with peers and

Effective discussions do not

Discussions occur across the curricula. Students discuss others.
books of all genres that are read aloud, and they discuss
learning experiences in math, social studies, science, and the arts.
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As noted in the overview of the span of this chapter and the transitional kindergarten section,
teachers prepare questions that elicit higher-order thinking, and at times they provide sentence
starters as prompts for discussions. They also provide images, including photographs and illustrations,
that children discuss in small groups or pairs. For example,
after the children have engaged in the “A Day in My Life” unit

Sentence frames are an of the California Education and the Environment Initiative

ideal way to support young Curriculum (http://www.californiaeei.org/ curriculum/
children to use academic correlations/commoncore/) in which they learn about the
vocabulary and increasingly concept of natural resources, small groups are given images
complex sentence structures of resources (those that accompany the unit and more, as

appropriate) and are prompted to draw on the images to

n meanmgful ways as they discuss what they learned during the unit. They may respond

discuss content and texts.

to prompts such as, “This image shows ” “This
image is important because ” “This image is related
to the topic of resources in that 7 and “Based on this image, | predict because

Teachers foster academic discourse skills when they establish routines and expectations for
equitable and accountable conversations (e.g., think-pair-share); carefully construct questions that
promote extended content discussions (e.g., questions that students have sufficient background
knowledge to discuss); and provide appropriate linguistic support (e.g., a sentence frame, such as “At
school, I'm determined to __ because ____."). Sentence frames are an ideal way to support young
children to use academic vocabulary and increasingly complex sentence structures in meaningful ways
as they discuss content and texts. With strategic scaffolding, all children learn to use English in ways
that approach the more “literate” ways of communicating that are highly valued in school (Dutro and
Kinsella 2010, Gibbons 2009, Merino and Scarcella 2005, Schleppegrell 2010).

Presenting

Kindergarteners have regular opportunities to present
their ideas, opinions, and knowledge to their peers. They
describe familiar people, places, things, and events and, with
prompting and support, provide additional detail (SL.K.4).

Young children, like all
children and youth, need

They add drawings or other visual displays to descriptions a psycho/ogica//y safe
as desired to provide additional detail (SL.K.5). They speak environment in which to
audibly and express thoughts, feelings, and ideas clearly present, and they should have

(SL.K.6). Young children, like all children and youth, need a
psychologically safe environment in which to present, and
they should have choices about topics and, at times, the i
manner of their presentations. Some presentations are given presentations.
individually and some are collaborative endeavors. See the

transitional kindergarten section of this chapter for a discussion.

choices about topics and, at
times, the manner of their

Using Language Conventions

The use of conventions contributes to effective expression. Language conventions in grammar and
usage taught in kindergarten (L.K.1) include the following:

Print many upper- and lowercase letters

Use frequently occurring nouns and verbs

Form regular plural nouns orally by adding /s/ or /es/
Understand and use question words (interrogatives)

oo o p
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e. Use the most frequently occurring prepositions
f. Produce and expand complete sentences in shared language activities

Conventions of capitalization, punctuation, and spelling (L.K.2) include the following:
a. Capitalize the first word in a sentence and the pronoun

b. Recognize and name end punctuation
c. Write a letter or letters for most consonant and short-vowel sounds
d. Spell simple words phonetically, drawing on knowledge of sound-letter relationships

Some conventions are clearly related to language development as children expand their
grammatical knowledge and vocabulary. Others are closely related to foundational skills. Spelling,
at this time in its developmental progression, is particularly intertwined with the development of
foundational skills in reading—knowledge of the alphabet, phonemic awareness, and letter-sound
relationships. Decoding and encoding are taught in ways that reflect this reciprocal relationship. (In
subsequent grade levels, spelling instruction is more closely connected with instruction in morphology.
See the overview of the span in chapter 4 of this ELA/ELD Framework for a discussion of the stages
of spelling development, including the beginning stages typical of children in transitional kindergarten
through grade one.) Conventions are integrated into each strand of the language arts and applied to
every subject matter.

Content Knowledge %

The kindergarten program includes thoughtful, systematic attention A
to the content areas, guided by California’s subject matter content oy
standards and adopted instructional materials. Teachers provide i '
instruction in the subject matter and involve children in investigations,
experiments, and explorations. In addition, to enhance both literacy
learning and content learning, teachers provide children with many
opportunities for wide reading (largely through teacher read alouds),
meaningful interactions with informational texts, and participation in
shared research projects. See previous content knowledge sections
in this chapter. See also chapter 2 for a discussion of wide and
independent reading.

Foundational Skills

In kindergarten, children gain an understanding of print concepts, N—
develop phonological awareness, and acquire initial phonics and [ mesning
word recognition skills (RF.K.1-3). In addition, they develop fluency
appropriate for this level (RF.K.4). These foundational skills are vital T
for independence with written language, and instructional programs [ Lense ¥ R Y P |
include a clear systematic focus on their development. . TEEED A

Print Concepts

Although many children enter kindergarten with an understanding AN
of print concepts, some do not. The amount of attention devoted to this [ e |
reading substrand of the CA CCSS for ELA/Literacy necessarily depends '“’“"“’”
upon the learner’s existing knowledge. By the end of kindergarten, all
children should acquire an understanding of the organization and basic
features of print (RFK.1), including (a) printed English is read and written from left to right and

212 | Chapter 3 Kindergarten



from top to bottom and, in the case of books, page by page from front to back, (b) spoken words are
represented in written language by specific sequences of letters, (c) written words are separated by
spaces, and (d) the names and shapes of all upper and lower case letters of the alphabet.
Children learn these concepts through frequent and
meaningful experiences with printed language. Teachers

Because print concepts model directionality by sweeping their hands along the lines
develop when children interact of text as they read aloud from big books and as they write
with print, classrooms are for and with children on charts and other surfaces. They
print—rich environments. Print point to text as they read aloud and as they engage children
is displayed on boards, in in shared writing activities. They draw children’s attention

to letter sequences and to spaces between words as they
print. “Let’s leave space between ‘Our’ and ‘Pet’ in the title
because these are two different words.” Children learn about
the alphabetic symbols, seeing them used to communicate
their ideas in print and learning letter names and shapes through direct instruction. (“This letter is

/. Look at its shape. Watch how | write it. | make a straight line, starting from the top. Let’s do it
together in the air.”) Teachers use appropriate terminology (e.qg., letter, word, period) and encourage
children’s use of these academic terms.

The kindergarten program also exposes children to a range of print forms and functions across
genres of text. Children interact with books, magazines, Web pages (perhaps projected onto a large
screen), online documents, pamphlets, and more. They are exposed to charts, tables, indexes,
glossaries, tables of contents, links, and other features of printed and digital text. Teachers share
a wide variety of texts through read alouds and through placement in class libraries and centers,
ensuring the exposure that is critical to building children’s familiarity with a variety of text types and
text features.

Because print concepts develop when children interact with print, classrooms are print-rich
environments. Print is displayed on boards, in centers, and in class and school libraries. Writing
surfaces (e.g., chart paper, notepads, white boards) and
writing tpols (e_.g., markers, pencils, crayons, and_ keypoards) Some children’s
are readily available. Print plays a functional role in daily ) :
routines, such as when the day’s schedule is written and understandings of the basic
discussed, children’s name cards are sorted to indicate which of features of print may be

centers, and in class and school
libraries.

several small groups they are in, checklists display tasks to be well developed upon entry

accomplished, areas (e.g., Library) are labeled and guidelines to kindergarten depending

(e.9., Put caps back on markers.) are posted. upon their prior experiences
Some children’s understandings of the basic features at home, preschool, or

of print may be well developed upon entry to kindergarten
depending upon their prior experiences at home, preschool,
or transitional kindergarten. Other children may have less
well developed print concepts. Teachers should be skilled at
assessment and provide instruction that is appropriate for the concepts.

child, neither belabored nor given less attention than needed.

Teaching the letters of the alphabet to children who entered kindergarten with knowledge of letter
names, shapes, and sounds is inappropriate. Likewise, moving too quickly through letters with children
who have limited exposure to the symbols is problematic. Both circumstances are likely to cause
frustration and disengagement.

transitional kindergarten.
Other children may have
less well developed print
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Phonological Awareness

It is critical that sufficient attention is given to developing children’s phonological awareness during
kindergarten (REK.2). The focus is on general phonological sensitivity early in the year as children
engage in rhyming activities and manipulate syllables and onsets and rimes. However, phonemic
awareness becomes a systematic and important target as the year progresses. (Students who are deaf
and hard of hearing who do not have complete access to the letter-sound correspondences in English
use an alternate pathway to understanding the alphabetic code in English.)

By the end of kindergarten, children demonstrate the understandings of spoken words, syllables,
and phonemes (RF.K.2a—f) displayed in figure 3.24.

Figure 3.24. Kindergarten Standards in Phonological Awareness with Examples

Standard 2 Examples
a. Recognize and produce rhyming Recognize: They indicate that fish and dish rhyme
words. and that fish and plate do not.

Produce: They name words that rhyme with a target
word, saying sun or bun when asked for a word that
rhymes with run.

b. Count, pronounce, blend, and Count. They indicate that the spoken word table has
segment syllables in spoken words. two syllables.

Pronounce: They say the syllables in the spoken
word carpet: /car/-/pet/.

Blend: They blend the individually spoken syllables
/teal-/cher/ to form the spoken word teacher.

Segment. They segment the spoken word tomato,
pronouncing separately its three syllables:
/to/-/ma/-/tof.

c. Blend and segment onsets and Blend: They say spin when asked to blend into a
rimes of single-syllable spoken word. | word the separately spoken onset and rime /sp/ and
fin/.

Segment. They say /m/-/an/ when asked to say the
first sound in the spoken word man and then the
rest of the word.

d. Isolate and pronounce the initial, Initial: They say /f/ when asked the first phoneme in
medial vowel, and final sounds the orally presented word food.

(phonemes) in three-phoneme Final: They say /t/ when asked the final phoneme in
(consonant-vowel-consonant) words. | ha \word hot.

Medial: They say /6/ when asked the medial
phoneme in the orally presented word dog.

[Note: Isolating the medial vowel is more
difficult than isolating the initial or final phonemes
and generally will be addressed after children
successfully isolate initial and final phonemes.]
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Standard 2 Examples

e. Add or substitute individual sounds Add: They say sand when asked to add the
(phonemes) in simple, one-syllable phoneme /s/ to the beginning of the spoken word
words to make new words. and. They say beet when asked to add the phoneme

/t/ to the end of the spoken word be.

Substitute: They say /it when asked to change the
/s/ in the word sit to /I/. They say hop when asked
to change the /t/ at the end of the spoken word hot
to /p/.

[Note: Children will need to delete sounds before
substituting them. Thus, children can say me when
asked to say meat without the final /t/ sound.]

f. Blend two to three phonemes Blend two phonemes: They say zoo when asked to
into recognizable words. (CA blend into a word the separately spoken phonemes
addition) /z/-/00/.

Blend three phonemes: They say cat when asked to
blend into a word the separately spoken phonemes

[cl-13/-1Y/.

These skills are learned through direct instruction and ample opportunities to reflect on and
manipulate the sounds of language in playful contexts. Sometimes children respond with nonsense
words while engaging in phonological awareness activities. For example, when asked to name
something that rhymes with plate, they say yate. Such responses are not incorrect, phonologically
speaking. Plate and yate do, indeed, rhyme. Clearly, the child who offers this response understands
rhyme. Teachers should respond in the affirmative and then, as appropriate, address whether yate is a
real word. (In some circles, it is a combination of yeah and great.)

Suggestions for instruction are presented in the transitional kindergarten section of this chapter.
Many of the same activities are appropriate with kindergarteners; the pace, increased intentionality,
and expectation of achievement of the standards mark the difference between instruction for
transitional kindergarteners and kindergarteners.

Phonics and Word Recognition

The kindergarten curriculum fosters children’s knowledge of and ability to apply grade-level
phonics and word analysis skills in decoding words both in isolation and in text (RE.K.3a—d). Children
achieve the standards displayed in 3.25 by the end of the year. These standards build from knowledge
of print concepts, especially knowledge of letters (i.e., recognizing and naming the letters) (RF.K.1d).
(See the transitional kindergarten section of this chapter for guidance on teaching letters.)
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Figure 3.25. Kindergarten Standards in Phonics and Word Recognition with Examples

Standard 3 Example
a. Demonstrate basic knowledge When children see the printed letter “s,” in isolation (as
of one-to-one letter-sound on a flash card) and in text (as in an emergent level
correspondences by producing book they are viewing), they indicate that it represents
the primary or many of the most the sound /s/. When they hear the sound /s/, they

frequent sounds for each consonant. | identify the letter that represents it.

b. Associate the long and short sounds | Vowels: When children see the printed letter “A” or “a,”
with common spellings (graphemes) they indicate that it may represent /a/ or /a/ (the long
for the five major vowels. (I dentify | or short vowel sound).*
which letters represent the five
major vowels [Aa, Ee, | i, Oo,
and Uu] and know the long and
short sound of each vowel. More
complex long vow el graphemes
and spellings are targeted in the
grade 1 phonics standards.) (CA
addition)

c. Read common high-frequency words | When children see selected high-frequency words in
by sight (e.qg., the, of, to, you, she, print (both in isolation and in text), they say the words.
my, is, are, do, does).

d. Distinguish between similarly spelled | Children know which of the following two printed

words by identifying the sounds of words is man by examining the words and using their
the letters that differ. knowledge of the letter-sound correspondences: man
fan

* Vowels may, of course, represent sounds other than the long and short sounds, but those are not the focus of this
standard in kindergarten.

Because children learn to blend spoken phonemes into recognizable words (REK.2f), the
teacher models using this skill in tandem with children’s developing knowledge of letter-sound
correspondences to sound and blend simple printed words, such as mom and cat. Words may be
blended in their entirety (e.g., /mmodmm/ is mom, elongating sounds as appropriate) or in smaller
chunks (e.g., /mm0o0/ is /md/, then the initially blended unit is blended with the final sound so
/mdmm/ is mom). Importantly, words that children first learn to decode should be ones in their
vocabulary. As they begin to grapple with blending the sounds represented by letters, they match their
preliminary attempts with words that are in their mental storehouse. This is especially important when
children, typically in later grades, encounter printed words that might be pronounced one of several
different ways given the complexity of the code and the different stresses on syllables in multisyllabic
words. See the overview of the span in this chapter for additional information. As children continue
to develop as readers, they begin to encounter words that are not in their oral vocabulary. Reading
contributes significantly to their vocabulary development.

Children have many opportunities to apply their growing knowledge of the code in a variety
of contexts throughout the kindergarten year. They use what they have learned to engage with
beginning-level texts and to record their own thoughts in printed language. It is important that they
see many examples of print that match what they are learning. When print is not consistent with what
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Some children need more
practice with decodable
texts than other children.
A consistent approach

is especially important

for children who are
experiencing difficulty with
the alphabetic code.

children have been taught, the discrepancy should be noted and
mentioned in a manner appropriate for the learner. Decodable
texts, as discussed in the overview of the span in this chapter,
are particularly appropriate for practicing emerging phonics skills
as they are being learned. Some children need more practice
with decodable texts than other children. A consistent approach
is especially important for children who are experiencing difficulty
with the alphabetic code. In other words, they should be
exposed to texts that support their developing skills rather than
to a mix of books (i.e., some that are decodable and others that
include few decodable words) that may confuse them as they
attempt to apply their knowledge. Ongoing assessment is crucial
to the extent that it informs instruction.

Phonics and word recognition instruction for ELs is differentiated based on students’ prior literacy
experiences, their oral proficiency in English, and similarities between the primary language and
English. Students are carefully assessed in English and the primary language, when possible, to
determine the most appropriate sequence of instruction. Decoding skills that students have developed
in their primary language can be transferred to English (August and Shanahan 2006, Bialystok 1997,
de Jong 2002, Lindholm-Leary and Genesee 2010) with appropriate instruction in the similarities and
differences between the familiar writing system and the English writing system. Instruction can be
accelerated by building on what students already know.

Attention to oral language is important, and teachers ensure that children know the meanings of
the words they are learning to decode. Pronunciation differences due to influences from the primary
language, home dialect of English, or regional accent should not be misunderstood as difficulty with
decoding. In addition, although pronunciation is important,

overcorrecting it can lead to self-consciousness and inhibit
learning. Rather, teachers check students’ comprehension of
what they read, respectfully model how words are pronounced
in standard English, and draw attention to differences between
pronunciations of different dialects of English. (For additional
information on different dialects of English, see chapter 9 of

this ELA/ELD Framework.)

Teachers of EL children enrolled in an alternative
bilingual program (e.g., dual immersion, two-way immersion,
developmental bilingual) use the CA CCSS for ELA/Literacy
and the CA ELD Standards in tandem with the CA CCSS-
aligned primary language standards to guide instruction both
in English and the primary language. The development of

Attention to oral language

is important, and teachers
ensure that children know

the meanings of the wordls
they are learning to decode.
Pronunciation differences due
to influences from the primary
language, home dialect of
English, or regional accent
should not be misunderstood
as difficulty with decoding.

foundational skills in two languages is carefully coordinated.
Children who are deaf and do not have auditory access to spoken language face challenges when

asked to pronounce words because they cannot hear themselves or spoken language models in their
environment. Rather than focusing on the pronunciation of the words, teachers check the student’s

vocabulary comprehension.

Kindergarten
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Fluency

Kindergarteners read emergent-reader texts with purpose and understanding. Emergent-reader
texts are defined as those consisting of short sentences composed of learned sight words and CVC
words; they may include rebuses (NGA/CCSSO 2010a: Appendix A). Children begin to demonstrate
purpose and understanding as they express an interest in printed material, ask and answer questions
about text, and discuss the content (RF.K.4, RL/RI.K.1-3).

Young children need excellent models of fluent reading.

They should be read aloud to regularly by adults and others Young children need excellent
who read aloud with accuracy, at a rate appropriate for models of fluent reading.
the text, and with expression that supports understanding. They should be read aloud to

Children also need many opportunities to participate in
teacher read alouds or shared reading.

Kindergarteners demonstrate fluency with letter

reqularly by adults and others
who read aloud with accuracy,

recognition and with decodable and high-frequency sight at a rate appropriate for the
words both in isolation and in connected text. Good teaching text, and with expression that
and many opportunities to practice are crucial. Development supports understcmding.

of accuracy during the early years is paramount to the
development of fluency.

For additional guidance on considerations for using the CA CCSS foundational reading skills with
EL children, see figure 3.11 in the overview of the span of this chapter. For guidance on teaching
foundational literacy skills in Spanish, see the Spanish version of the CA CCSS for ELA/Literacy.

An Integrated and Interdisciplinary Approach

As discussed in the overview of the span section in this chapter, the CA CCSS for ELA/Literacy and
the CA ELD Standards call for an integration of reading, writing, speaking, and listening. Furthermore,
these two sets of standards are inextricably linked to every curricular area. Learning subject matter
requires that students understand and use the language of the subject to comprehend, clarify, and
communicate concepts. The following snapshots illustrate how this integration of ELA with other
content areas plays out in kindergarten classrooms.
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Snapshot 3.4. Collecting and Reporting Data on Litter at School

Integrated ELA, ELD, Science, and History—Social Science in Kindergarten

The kindergarteners in Mr. Kravitz's classroom listen to several informational and literary
texts about the importance of caring for the environment and the impact litter has on local
habitats. Mr. Kravitz guides a discussion about this type of pollution, asking—and encouraging
the children to ask—questions about the information they are learning from the texts. He
prepares them for paired as well as large group conversations about what they are learning by
revisiting the texts and images, and drawing attention to some of the vocabulary that may be
particularly useful for their discussions. For example, he reviews and writes on a chart some of
the general academic (e.qg., discard, accumulate, observe, impact) and domain-specific (e.g.,
habitat, pollute, litter) vocabulary from the texts that convey important ideas.

Next he has students meet in pairs to talk about what they have learned. Many of them
refer to the chart to remind themselves and each other about the concepts and accompanying
vocabulary. After sharing in pairs, the children gather in small groups to draw and label
illustrations about what they learned and discussed. They work collaboratively, talking about
their understandings and making decisions about their illustrations and the words they will
use to label them. After each group presents and explains a labeled illustration to the entire
class, the illustrations are displayed on a bulletin board. Next the children identify three areas
of the school grounds where they can examine litter in their school environment. They identify
the location where students are dropped off and picked up, the outdoor lunch area, and the
playground. For five days in a row, teams count (and safely collect and discard) individual
items during the final half hour of school and record the count in each area on a chart.

At the end of the week, the children determine which area accumulated the most trash by
adding the daily counts. Mr. Kravitz leads a discussion about their findings and guides children
to think about the consequences of the litter in these locations and possible actions they
can take to change the amount of litter accumulating in these places. Some of the children
say that the litter makes their school ugly. Others mention the potential danger to their own
health and that of the birds and other animals who visit their school. Together, with Mr. Kravitz
serving as scribe, they jointly craft a letter to the principal, incorporating some of the special
terminology used in their discussions and readings. After carefully revising and editing it as a
group with teacher assistance, they invite the principal to the class to share their findings and
present their letter to her.

CA CCSS for ELA/Literacy: RL.K.1; RFK.2; W.K.2; SL.K.1, 6; L.K.6
CA ELD Standards: ELD.PI.K.1-2, 5, 6, 9-11, 12b; ELD.K.PII.1, 3
Related CA Next Generation Science Standards:

Performance Expectation

K-ESS3-3 Communicate solutions that will reduce the impact of humans on the land, water, air, and/or other living
things in the local environment.

Science and Engineering Practices

Planning and Carrying Out Investigations
Analyzing and Interpreting Data

Related CA History—Social Science Standard:
Civic participation
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Snapshot 3.5. David Goes to School

Integrated ELA and Civics in Kindergarten

The students in Ms. Miller’s class are familiar with young David’s antics in David Shannon’s
picture book, No, David! They have chuckled with Ms. Miller over the story and illustrations
many times. This week, Ms. Miller reads aloud Shannon’s sequel, David Goes to School,
in which young David breaks one classroom rule after another. With support, the children
identify and discuss the main ideas of the narrative conveyed in the text and illustrations at
appropriate points.

Ms. Miller asks text-dependent questions to guide the children’s comprehension and critical
analysis of the story. She returns to the story with them to locate specific language in the text
that addresses these questions:

e What are the school rules in this book?

e Who is the author? Do you think the author believes that it is important to have rules
at school and in the classrooms? Why?

e What does David think of the rules? Does he think they are important? How do you
know?

e What lessons do you think the author wants us to learn about rules that we can apply
to our own school?

e Let's compare the rules in our school with the rules in David’s school. Which are similar
and which are different?

To further develop students’ critical thinking, Ms. Miller asks students to reflect on
the rules in their own classroom. She refers to the posted list of classroom rules that the
children helped develop early in the school year and encourages them to engage in brief,
small group conversations to consider whether any rules need to be changed or new ones
added. Knowing that some of the children need scaffolding to convey their thoughts, she
provides an optional sentence frame (“We should add/change as a rule because
") to help them answer the following questions:

e What rules in our classroom would you like to change? Why?

e What rules in our classroom would you like to add? Why?

Ms. Miller considers changing or adding one or more of the classroom rules so that the
children recognize that their views have impact.

Resources
Shannon, David. 1998. No, David! New York: Blue Sky Press.
Shannon, David. 1999. David Goes to School. New York: Scholastic.

CA CCSS for ELA/Literacy: RL.K.1.1-3; SL.K.1.1-2

Related CA History—Social Science Standard:

K.1 Students understand that being a good citizen involves acting in certain ways.
Civic Themes:

Building a Foundation for Civic Literacy

Rules and Laws in Our World
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English Language Development in Kindergarten

From their first days in kindergarten, EL children learn English, learn content knowledge through
English, and learn about how English works. English language development occurs throughout the
day and across the disciplines (integrated ELD) and also during a time specifically designated for
developing English based on EL children’s language learning needs (designated ELD). Differences
in approaches to ELD vary depending on the program of instruction (e.g., mainstream English,
alternative bilingual program). The CA ELD Standards serve as a guide for teachers to meet the
English language development needs of their EL students, and they are used in tandem with the CA
CCSS for ELA/Literacy, as well as other related content standards.

While most of young EL children’s English language development occurs throughout the school
day through integrated ELD, designated ELD is a time during the regular school day when teachers
work with EL children grouped by similar English language proficiency levels. Teachers focus on
critical language the children need to be successful in school subjects, placing particular emphasis
on academic language. Designated ELD time is an opportunity to focus on and delve deeper into the
linguistic resources of English that EL children need to engage with content, make meaning from it,
and create oral and written texts in ways that meet the expectations of the CA CCSS for ELA/ Literacy
and other content standards. Accordingly, the CA ELD Standards are the primary standards used
during this designated time. However, the content focus is derived from other areas of the curricula.

The main instructional emphases in designated ELD are
oral language (including collaborative discussions), language

awareness, and a strong emphasis on general academic and During designated ELD,
domain-specific vocabulary. Other understandings about literary teachers ensure that EL
and informational texts enter into designated ELD instruction, students have the time and
as well. During designated ELD children discuss ideas and opportunity to discuss their

information from ELA and other content areas using the language

: ideas using new language
(e.g., vocabulary, grammatical structures) of those content areas g guag

and also discuss the new language they are learning to use. that thex need to fully
For example, a teacher leads students in a discussion about an engage in ELA and other
inference the children made while listening to a story read aloud content areas.

earlier in the day during ELA. The teacher structures the question

in such a way as to promote the use of particular language

(e.g., Why do you think Fox became so sneaky after he spoke with Goose?) and supports children

to use new vocabulary and grammatical structures by asking them to use an open sentence frame
to express their ideas (e.g., Fox was sneaky because . After he spoke with goose, Fox became
sneaky because .). During designated ELD, teachers ensure that EL students have the time
and opportunity to discuss their ideas using new language that they need to fully engage in ELA and
other content areas. For an extended discussion of how the CA ELD Standards are used throughout
the day in tandem with the CA CCSS for ELA/Literacy and other content standards and as the principal
standards during designated ELD, see the overview of the span in this chapter. See also chapter 2 of
this ELA/ELD FrameworKk.

The following snapshots provide illustrations of designated ELD instruction for EL children in
kindergarten. Snapshot 3.6 describes how a kindergarten teacher who teaches in English throughout
the day uses designated ELD time to support his EL students at different English language proficiency
levels to fully access science content understandings and also develop the English language and
literacy abilities needed to interact meaningfully with the science content.
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Snapshot 3.6. Expanding Science Observations, Designated ELD Connected

to Science in Kindergarten

Mr. Hunt often provides opportunities for his kindergarteners to explore science concepts
using toy models or real objects (e.g., real earthworms and soil, toys with wheels). The
children in his class observe the natural world (e.g., in the school garden, at a science literacy
station) and record and discuss their observations with one another. He also reads aloud many
informational texts, and he shows videos that convey information on the science concepts
under study. Each day, he has his students write (or dictate) and draw about what they are
learning in their science journals. Some of the language in the science texts, such as domain-
specific vocabulary (e.g., soil, root, stem, germination, sprout), general academic vocabulary
(e.g., emerge, develop, delicate), and prepositional phrases (e.g., in the ground, for three
weeks) is new for his EL children.

Mr. Hunt provides structured opportunities for EL students to use new language they are
learning in meaningful ways in both science and designated ELD time. For example, during a
science unit on insects, he asks the children to use models of insects as well as refer to notes
and labels they have recorded in their science observation logs to describe or explain the
science concepts they are learning about to classmates. For example, they discuss structure
and function of insect anatomy, behavior, habitat). He prompts the children to use domain-
specific vocabulary (e.g., antennae, wings, abdomen), and he supports their speech and
writing with open sentence frames that target particular grammatical structures (e.g., When
the bee lands on the flower, ___).

Mr. Hunt differentiates instruction depending on the group he is working with. For
example, with all of the children during designated ELD, he discusses ways in which they can
select language resources and expand and enrich their ideas to be more precise and detailed
when they orally describe the insects they are learning about. For students at the Emerging
level of English language proficiency, he structures opportunities for them to use precise,
domain-specific words (e.g., larva, thorax) when they describe their ideas; add a familiar
adjective (e.g., big, small, green) to their modify nouns; and use simple prepositional phrases
(e.g., on the leaf) to add detail to their sentences.

He shows EL students at the Expanding level how to expand and enrich their ideas in
increasingly complex ways. For example, he shows them how to add the prepositional phrases
with full pollen baskets and around the flowers to the sentence The bee is flying. This creates
the more detailed sentence, The bee with full pollen baskets is flying around the flowers.

He discusses the meaning of these sentences, provides the children with many
opportunities to experiment with orally expanding and enriching their ideas in similar ways,
and shows them where these types of sentences occur in the texts he is reading to them.

He also works with the children to connect their ideas by combining sentences with
coordinating conjunctions. He guides children at the Emerging level of language proficiency to
construct the following types of compound sentences:

Bees are insects. Bees make honey. — Bees are insects, and they make honey.

When he works with his EL students at the Expanding level of English language
proficiency, he guides them to construct the following types of complex sentences:

Bees are insects. Bees make honey. — Bees are insects that make honey.
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Snapshot 3.6. Expanding Science Observations, Designated ELD Connected

to Science in Kindergarten (cont.)

In ELA and science, Mr. Hunt encourages his EL students to use the language they have
been learning in designated ELD for both oral and written tasks. For example, when the
students write about the observations they have made in the garden, Mr. Hunt prompts them
to expand and enrich their sentences, as well as to connect them.

CA ELD Standards: ELD.PI.K.6, 12b; ELD.PII.K.4-6

CA CCSS for ELA/Literacy: RI.K.1-2; SL.K.2-3; SL.K.5; W.K.2; L.K.4; L.K.6

Related CA Next Generation Science Standard:

K-LS1-1 Use observations to describe patterns of what plants and animals (including humans) need to survive.

Snapshot 3.7 provides an example of kindergarten teachers in an alternative dual language
program providing designated ELD to their EL students in ways that build into and from the learning
experiences that occur throughout the day. The ideas provided below are not exclusive to dual
language programs, nor are they intended to represent the only way that alternative dual language
programs should approach designated ELD.

Snapshot 3.7. Learning Two Languages in an Alternative Dual Language

Program in Kindergarten

New Horizons Academy is a Two-Way Bilingual Education TK-12 school with the goals
of developing students’ bilingualism, biliteracy, high academic achievement in both English
and Spanish, and cross-cultural understanding. When they enter the TK and kindergarten
programs, about one-third of the school’s students are Spanish-dominant, about one-third
are English-dominant, and about one-third are English-proficient bilingual (Spanish-English)
from homes where both languages are spoken. By the time they graduate, all students receive
California’s Seal of Biliteracy. Recognizing that Spanish-dominant students who develop
advanced literacy in Spanish are more successful in both English and Spanish, the school has
a strong commitment to fully developing both advanced Spanish and English throughout the
high school years.

Social justice and cultural awareness are major emphases at the school. Beginning in the
earliest years, students learn about how to care deeply about themselves and others. Not
only do they develop language and literacy in their primary language and in English, they also
learn about their own and others’ cultures and about issues affecting their community and
the world. Beginning in the upper elementary grades, students go with their teachers to the
local homeless shelter to donate food from the school’s urban farming program. In middle and
high school, all students form leadership teams that work together to design and implement
community-based, social justice projects to benefit the school and local community. Examples
of the projects include cleaning the beaches; tending urban gardens; participating in support
and alliance groups (e.g., LGBT, Dreamers); building community awareness about local, state,
national, and world issues; participating in political campaigns and other types of socially
responsive programs. Teachers support these projects across the curricula, and parents and
families are integral to these efforts. Each member of the school community (students, parents
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Snapshot 3.7. Learning Two Languages in an Alternative Dual Language

Program in Kindergarten (cont.)

and family members, educators) is expected to embrace the guiding principles represented by
the school’s “Mandala” Commitments:

New Horizons Academy Mandala Commitments

Mandala means circle in Sanskrit and represents wholeness in Hindu and Buddhist
traditions. It is a model for the organizational structure of life, reminding us of our relation to
the world that extends both beyond and within our bodies and minds.

Community: We are able and willing to express our ideas, beliefs and feelings; to hear and
respect the ideas, feelings, and beliefs of others. We take responsibility for the life of our
community.

Empowerment: We claim our power to define ourselves and to struggle for liberty.
Well-Being: We nurture our minds, bodies, and spirits by practicing healthy habits.

Creativity: We express our uniqueness, imagine new possibilities, shape ourselves, and
impact the world.

Love: We care deeply about ourselves and others and express caring through our actions.

Inquiry: We constantly seek understanding by asking questions of ourselves and of the
world around us.

Scholars: We are critical thinkers engaged in a lifelong pursuit of knowledge.

Activists: We envision a just and humane world, strive to make it real, and inspire others to
do the same.

Courage: We have the strength to recognize and challenge our fears.
(Adapted from Los Angeles Leadership Academy)

In kindergarten, the children’s bilingual and biliteracy development involves a variety of
rich learning experiences, including opportunities to express their creativity at the dramatic
play area in each classroom, which has a puppet theater, a dress-up chest, and a playhouse
for acting out scenes from storybooks or everyday life experiences. The writing and art area
provides a variety of materials, including different kinds of paper, crayons, markers, pencils,
and other things useful for writing and illustrating stories as well as other text types. The
listening center provides recordings of stories, poetry, and informational texts in both Spanish
and English. These areas allow the children to develop new understandings, learn from one
another, and express themselves in meaningful and relevant ways in Spanish, English, and
sometimes both.

Daily activities include much singing, conversing, and reading in both languages. While
their teachers read sophisticated storybooks in both languages to all students and engage in
other types of learning where they use either Spanish or English, designated ELD offers an
opportunity for teachers to focus intensively on supporting their young English learners to
develop both conversational and academic English. By listening to and discussing sophisticated
stories during designated ELD, the teachers are able to guide their EL students to engage in
meaningful oral discourse in English, learn about vocabulary and grammatical structures in
written English, and develop phonological awareness and concepts of print in their additional
language; these elements of oral language development are closely linked to learning to
read and write. Most of the EL children in kindergarten are at the Emerging level of English
language proficiency. Having the opportunity during a protected time each day to delve deeply
into rich storybooks in English and into learning about how English works allows the teachers
to intensively focus on meeting their EL students’ particular English learning needs.
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Snapshot 3.7. Learning Two Languages in an Alternative Dual Language

Program in Kindergarten (cont.)

Most of the designated ELD instruction in kindergarten focuses on engaging students to join
in the experience of teacher read alouds of storybooks. Through these interactive read aloud
experiences, the children engage in extended conversations in response to text-dependent
guestions and have repeated exposure to the rich vocabulary in the books. The children discuss
and write their opinions and ideas about the stories, and their teachers explicitly teach them
some of the general academic vocabulary from the books so that they can use this language
in related speaking and writing contexts. During designated ELD time, the teachers reinforce
(but do not introduce for the first time) concepts of print, phonological awareness, and phonics
in English. The school has made a commitment to include intentional and explicit teaching of
transferable and non-transferable skills beginning in kindergarten and has a well-articulated
plan for gradually developing EL (and other) students’ English language and literacy skills from
early childhood through the elementary years and beyond. All students learn to read and write
primarily in Spanish first, but they also learn critical literacy skills in English early on so that
when they begin to engage with increasingly complex literacy tasks in English, they will have
the language and literacy skills necessary to succeed. The teachers use the following principles
when they plan lessons for engaging their EL children in rich storybook read alouds during
designated ELD time. Each story takes about a week to teach.

Interacting with Storybooks: Principles for Planning

Book Choice: Choose books that lend themselves to extended discussions and that contain
many general academic vocabulary words. Frequently use culturally relevant books as well as
bilingual books.

Repetition and Interaction: Read the story several times during the week, delving

into different aspects of the story each day. Ask a few text-dependent questions for literal
comprehension (first day) and inferential comprehension (other days). Use open sentence
frames, appropriate for the questions and adjusted to the children’s language learning needs
(not too easy, and not too hard).

Vocabulary: Stop at strategic points to explain word meanings, act out (with gestures and

facial expressions) the words, or point to an illustration for the word, and have the children

repeat the words chorally. Choose a limited set of general academic words (three to five) to
teach explicitly after reading the story. (Also explicitly teach everyday English words that the
children do not know and that are essential to understanding the story and discussing it.)

Repetitive Phrases: Choose two to three repetitive phrases that are essential to
understanding the story and are fun to say, and have the children join along in chanting the
phrases when the phrases arise.

Primary Language: Use the children’s primary language, when appropriate, to facilitate
story comprehension and vocabulary development.

English Foundational Skills: Strategically reinforce English foundational skills (e.qg.,
concepts about print, rhyming words, sounds in English that do not transfer to Spanish and
those that do) while reading or jointly constructing texts about the story.

Kindergarten Chapter 3 | 225



Snapshot 3.7. Learning Two Languages in an Alternative Dual Language

Program in Kindergarten (cont.)

Interacting with Storybooks: Principles for Planning

Writing: Sum up each lesson with quick (5-minute) writing tasks, such as describing a
character, writing in response to a text-dependent question, giving an opinion. Engage
the students in jointly reconstructing the story once it has been read several times and
vocabulary has been taught. Facilitate students’ use of nhew general academic vocabulary
(e.g., scrumptious, encouraged) and grammatical structures (e.g., Once upon time . . .,
After she went to sleep . . . ) as you retell/rewrite the story together.

Extending Understandings: Expand the ideas in the book to other classroom tasks.
Provide copies of the book (in both languages, if possible) in the library area, writing
and art center, and listening center. Encourage the children to retell the story, dramatize
it, and write it (or an altered version of it) themselves once they have heard it several
times.

During Writing Workshop, the kindergarten teachers notice that the EL children (and other
dual language learners) usually choose to write in Spanish. Sometimes, however, they choose
to write in English or to write bilingual stories. The teachers continue to encourage all of the
children to develop sophisticated understandings of both Spanish and English and to use the
language skills, abilities, and knowledge they develop in designated ELD throughout the day.

Additional Information

Web sites
« Dual Language of New Mexico maintains an extensive array of resources for dual language programs: http://
www.dlenm.org/.

e Center for Applied Linguistics (CAL) provides resources for two-way immersion and dual language educators:
http://www.cal.org.

» Colorin Colorado has many resources for teachers and parents that support dual language development: http://
www.colorincolorado.org/.

e Bilingual Learning (a project of Southern California Public Radio, http://www.scpr.org/) has many examples
of dual language education programs (including a map for finding California bilingual programs), as well as

research and information: http://projects.scpr.org/bilinguallearning/.

« Some additional examples of California Bilingual Programs are the following:
— Semillas Community Schools: http://www.dignidad.org/
— Los Angeles Leadership Academy: http://www.laleadership.org

Recommended reading

Gillanders, Cristina, and Dina Castro. 2011. “Storybook Reading for Young English Language Learners.” Young
Children. January: 91-95. (http://www.naeyc.org/files/yc/file/201101/GillandersOnline0111.pdf).

Howard, Elizabeth R., Julie Sugarman, Donna Christian, Katherine J. Lindholm-Leary, and Rogers, D. 2007. Guiding
Principles for Dual Language Education. 2nd ed. Washington, DC: Center for Applied Linguistics. (http://www.cal.
org/twi/guidingprinciples.htm).

Naqvi, Rahat, Anne McKeough, Keoma Thorne, and Christina Pfitscher. 2012. “Dual-Language Books as an
Emergent-Literacy Resource: Culturally and Linguistically Responsive Teaching and Learning.” Journal of Early

Childhood Literacy 13 (4): 501-528. (http://ecl.sagepub.com/content/13/4/501.refs).

Additional examples of designated ELD linked to different content areas are provided in the
transitional kindergarten and grade one sections of this chapter and, with older students, in
chapters 4-7.
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ELA/Literacy and ELD in Action in Kindergarten

The research-based implications for ELA/literacy and ELD instruction are outlined in the overview
of the span in this chapter and in chapters 1 and 2 of this ELA/ELD Framework. In the following
section, detailed examples demonstrate implementation of the principles and practices discussed in
the preceding sections of this chapter. The examples provided are not intended to present the only
approaches to teaching and learning. Rather, they are intended to provide concrete illustrations of
how teachers enact the CA CCSS for ELA/Literacy and the CA ELD Standards in integrated ways that
support deep learning for all students.

Both the CA CCSS for ELA/Literacy and the CA ELD Standards acknowledge the importance of
oral language development and frequent exposure to complex texts in the earliest grades. Because
young children’s listening comprehension generally outpaces their ability to read independently,
teacher read alouds are of critical importance. (See the discussion of reading aloud earlier in this
chapter. See also the discussion and figure 2.3 in chapter 2.) When teachers read aloud sophisticated
literary and informational texts, they expose children to rich language (including vocabulary and
complex grammatical structures), new ideas, and content knowledge the children may not be able
to access through independent reading. Rich read-aloud experiences using complex texts in English
are especially critical for EL children, who may not have these experiences at home. In alternative
bilingual programs, teacher read alouds in both languages of instruction are important for biliteracy
development.

When planning lessons, teachers consider the principles and practices discussed in this chapter
and throughout this ELA/ELD Framework. Lesson planning incorporates the cultural, linguistic, and
background experiences students bring to the classroom; the assessed needs of students; and
year-end and unit goals. The framing questions in figure 3.26 provide a tool for planning.

Figure 3.26. Framing Questions for Lesson Planning

Framing Questions for All Students

Add for English Learners

What are the big ideas and culminating performance
tasks of the larger unit of study, and how does this lesson
build toward them?

What are the learning targets for this lesson, and what
should students be able to do at the end of the lesson?

Which clusters of CA CCSS for ELA/Literacy does this
lesson address?

What background knowledge, skills, and experiences do
my students have related to this lesson?

How complex are the texts and tasks?

How will students make meaning, express themselves
effectively, develop language, and learn content? How will
they apply or learn foundational skills?

What types of scaffolding, accommodations, or
modifications will individual students need for effectively
engaging in the lesson tasks?

How will my students and | monitor learning during and
after the lesson, and how will that inform instruction?

What are the English language
proficiency levels of my
students?

Which CA ELD Standards amplify
the CA CCSS for ELA/Literacy

at students’ English language
proficiency levels?

What language might be new
for students and/or present
challenges?

How will students interact in
meaningful ways and learn
about how English works in
collaborative, interpretive,
and/or productive modes?

Kindergarten
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ELA/Literacy and ELD Vignettes

The following ELA/literacy and ELD vignettes illustrate how teachers might implement the CA CCSS
for ELA/Literacy and the CA ELD Standards using the framing questions and additional considerations
discussed in the preceding sections. The vignettes are valuable resources for teachers to consider
as they collaboratively plan lessons, extend their professional learning, and refine their practice. The
examples in the vignettes are not intended to be prescriptive, nor are the instructional approaches
limited to the identified content areas. Rather, they are provided as tangible ideas that can be used
and adapted as needed in flexible ways in a variety of instructional contexts.

ELA/ Literacy Vignette

In vignette 3.3, the teacher uses a five-day planning template to guide his instruction in building
students’ abilities to make meaning, develop language, and express themselves effectively.

Vignette 3.3. | nteractive Storybook Read Aloud
| ntegrated ELA/ Literacy and ELD I nstruction in Kindergarten

Background

Mr. Nguyen reads aloud to his students daily during ELA instruction. He intentionally
selects storybooks that have an engaging and fun plot because such books promote extended
discussions. He also ensures that his 30 kindergarteners, half of them ELs, are exposed to
books containing rich language, including academic vocabulary. Most of the EL children in Mr.
Nguyen'’s class are at the Expanding level of English language proficiency. However, three are
new to the U.S. and are at the early Emerging level. Three of his students have moderate
intellectual disabilities, and Mr. Nguyen works closely with the school specialist to ensure he is
attending to their socio-emotional and cognitive learning needs.

When he reads complex literary texts aloud, Mr. Nguyen incorporates specific instructional
strategies to help his students connect personally with the stories, attend to sophisticated
languge, and develop listening comprehension skills. To the extent possible, he also looks up
specific words and phrases in his EL students’ primary languages so that he can use them to
scaffold their comprehension of English texts.

Lesson Context

Mr. Nguyen and his colleagues collaboratively plan their read aloud lessons and designated
ELD lessons that build into and from the read alouds. They have just designed a five-day
sequence for the story Wolf, by Becky Bloom and Pascal Biet. The teachers plan to read
Wolf to their students three times over three consecutive days. Each time they read it aloud,
teachers will model successful reading behaviors, drawing attention to vocabulary and
prompting students to discuss comprehension questions (at first mostly literal, “right there”
text-dependent questions—with answers that can clearly be found easily in the text—and
increasingly inferential questions as the week progresses). In the last two days of the lesson
sequence, the teachers will guide students to retell the story, first orally and then in writing.
The team'’s planning map for the week is as follows:
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Vignette 3.3. | nteractive Storybook Read Aloud
Integrated ELA/Literacy and ELD Instruction in Kindergarten (cont.)

I nteractive Storybook Reading 5-Day Planning Template

Book title and author:

The problem (in child-friendly language):

General academic vocabulary in the story:

Selected words to teach more in depth later (~5):

Day 1 Day 2 Day 3
Places in the story to model Places in the story to model Places in the story to model
making inferences: making inferences: making inferences:
Vocabulary to explain (E), Vocabulary to explain (E), Vocabulary to explain (E),
act out (A) or show in the act out (A) or show in the act out (A) or show in the
illustration (S): illustration (S): illustration (S):
Places to stop for think-pair- Places to stop for think-pair- Places to stop for think-pair-
share (write questions and share (write questions and share (write questions and
sentence frames, differentiated | sentence frames, differentiated sentence frames, differentiated
as needed): as needed): as needed):

Days 4-5

Guided (with the teacher) or independent (in pairs or groups):
¢ Oral retelling of the original story
e Written retelling of the original story
e Alternate version of the original story

At the end of the week, Mr. Nguyen will ask pairs of students to compose and illustrate
either a retelling of the original story or an alternate version of it (e.g., with different characters
or an alternate ending). The learning target and cluster of CA CCSS for ELA/Literacy and
CA ELD Standards Mr. Nguyen is focusing on today, the first day of the lesson series, are the
following:

Learning Target: Students will listen to a story and discuss text-dependent questions about
it. They will practice being good conversational partners.

CA CCSS for ELA/ Literacy: RL.K.1 - With prompting and support, ask and answer
questions about key details in a text; RL.K.7 — With prompting and support, describe the
relationship between illustrations and the story in which they appear (e.g., what moment in a
story an illustration depicts); SL.K.1 — Participate in collaborative conversations with diverse
partners, follow agreed-upon rules, and continue a conversation through multiple exchanges;
SL.K.2 - Confirm understanding of a text read aloud.

CA ELD Standards (Expanding): ELD.PI.K.1 - Contribute to class, group, and partner
discussions by listening attentively, following turn-taking rules, and asking and answering
questions; ELD.PI.K.3 — Offer opinions in conversations using an expanded set of learned
phrases (e.g., I think/don’t think X. I agree with X.), as well as open responses, in order to
gain and/or hold the floor; ELD.PI.K.5 - Demonstrate active listening to read-alouds and oral
presentations by asking and answering questions with oral sentence frames and occasional
prompting and support.
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Vignette 3.3. | nteractive Storybook Read Aloud
Integrated ELA/Literacy and ELD Instruction in Kindergarten (cont.)

Lesson Excerpt

On the first day, Mr. Nguyen invites his students to gather on the carpet to listen to the
story. He briefly previews the story problem since this is often challenging for students to
perceive on their own.

Mr. Nguyen: Today, you're going to meet a hungry wolf. At first, he wants to eat some
farm animals — a cow, a pig, and a duck. But the farm animals are much
more interested in reading their books, so they ignore him. That means they
don’t pay attention to him at all. He doesn’t like that, and he tries to get them
to pay attention to him.

As Mr. Nguyen reads the story, his students are very engaged, in large part because the
story is so well written, but also because Mr. Nguyen models enthusiasm by reading with
intonation and acting out the voices of the interesting characters when there is dialogue. He
frequently invites the children to read along with him some particularly engaging passages. For
example, when the pig explains to the wolf that the farm is for educated animals, Mr. Nguyen
invites the children to say the dialogue together.

Mr. Nguyen: "Educated animals . . . Educated animals!’ the wolf repeated to himself.” Let’s
all repeat that together, and let’s say it like the wolf would.

Mr. Nguyen thinks aloud as he reads, modeling how to make inferences at strategic points
in the story and exposing the children to general academic vocabulary that they may want to
use when discussing the text later.

Mr. Nguyen: I'm thinking that the reason the animals aren’t paying attention to the wolf is
because they’re so engrossed, or interested in their books. Even though he’s
leaping and howling at them, they’re more interested in reading. | think they
must love to read and that they’re probably reading really good books!

At one or two strategic points in the story, Mr. Nguyen stops and asks his students to think
about a text-dependent question he poses and then prompts the students to share their ideas
with a partner. His students engage frequently in “think-pair-share,” turning to their designated
partners to discuss ideas in the text.

Mr. Nguyen: “You've got a long way to go.” That means, “you have a lot of work to do.”
Why do you think the duck told the wolf, “You've got a long way to go?”’

Mr. Nguyen points to the illustration in the book, which shows the wolf laboriously reading
his book out loud, the pig annoyed and glaring at him, and the other animals ignoring him. He
has found that this kind of visual support helps students with learning disabilities as well as ELs
at the early Emerging level to comprehend and to engage more actively in partner discussions.
It also helps all of the children describe the relationships between illustrations and the print in
stories. After Mr. Nguyen poses the question, he is quiet for several seconds so his students
have time to think.

Mr. Ngyuen: Now that you have an idea, you can use this sentence frame when you share
it with your partner. Listen to me first, and then we'll say it together: “Maybe
the animals think that " Remember to help your partner, add on to
what your partner says, or ask a question, if you need to. Don'’t stop your
conversation until | call the class back together.
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Vignette 3.3. | nteractive Storybook Read Aloud
Integrated ELA/Literacy and ELD Instruction in Kindergarten (cont.)

The children take turns sharing their ideas with their partners, and Mr. Nguyen listens
carefully. He has intentionally placed his ELs at the early Emerging levels next to friends who
speak the same primary language, and he encourages them to communicate in their primary
language as needed. He also encourages them to use gestures (e.g., hand motions and nodding)
and simple phrases (e.g., | think . . . Can you say that again?) in order to participate actively in
their conversations with partners.

Alicia; Maybe the animals think that, think that . . . the wolf . . .

Sam: (Nodding in encouragement and waiting.)

Alicia: Maybe the wolf is . . .

Sam: Maybe the animals think that . . .

Alicia: (Nodding) Maybe the animals think that they don’t like him. Your turn.

Sam: | can add on to you because maybe the animals think that he don’t read good.
Alicia: Yeah. They read good. They only like to read.

Sam: And the wolf, he don’t read good like them.

Mr. Nguyen: (Signaling for students to face him.) | am hearing some great ideas. | heard
someone say that maybe the animals think that the wolf doesn’t read very well,
and that’s why they told him he has a long way to go. Here (pointing to the
text) it says that the animals just kept on reading. It seems like they weren'’t
even interested in hearing him read. It looks like that’s what's happening in the
illustration, too. Maybe that’s what the pig means when he says “you’ve got a
long way to go.” Maybe they think Wolf needs to practice reading a lot more,
or that he has to practice reading for a lot /onger before he can read as well as
they do.

Throughout the story, Mr. Nguyen pauses when he comes to general academic vocabulary
that his students may not know or may only partially understand. He acts out some of the words
(e.g., peer, budge), points to illustrations in the text for others (e.g., emerging), and briefly
explains others (e.g., educated, ignored, satisfied, impressed).

Mr. Nguyen: “You have improved,” remarked the pig. When you improve, that means you
get better at doing something.

At the end of the story, Mr. Nguyen asks a final question to stretch his students’ analytical
thinking.
Mr. Nguyen: Why do you think that the other animals want Wolf to keep reading to them
now?

During the next two days, when he reads the story aloud again, Mr. Nguyen continues to
model good reading behaviors, focusing on key vocabulary and other rich language (e.qg., his
eyes were playing tricks on him), and providing many opportunities for the children to discuss
their comprehension of the text. By the third time Mr. Nguyen reads the book aloud, the children
are able to discuss more analytical questions in extended ways. For example, by the third day,
the children have a more nuanced understanding of why the animals ignored the wolf and can
explain their ideas more precisely (e.g., because he was acting in an “uneducated” way and
couldn’t read like them). They are also able to provide more evidence in their responses to
guestions like “What do you think the wolf learned by the end of the story? How do you know?’
For example, they note that wolf’s behavior and appearance changed throughout the story.
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Vignette 3.3. | nteractive Storybook Read Aloud
Integrated ELA/Literacy and ELD Instruction in Kindergarten (cont.)

Throughout the week, Mr. Nguyen keeps notes on what students are saying and doing.
So that he can strategically support students with varied needs, his teaching log has sections
for notes regarding those who need support with listening comprehension, those with special
needs, and ELs. On day four, Mr. Nguyen guides the children in an oral retelling of the story. On
day five, he engages them in jointly reconstructing the story as he writes it for all to see using
a document camera. He scaffolds their use of sophisticated language, helping them extend and
refine their ideas as they reconstruct the story together.

Teacher Reflection and Next Steps

At the end of the week, Mr. Nguyen reviews his teaching log. He notes that during the
initial reading of the story, his ELs at the early Emerging level of English language proficiency
struggled to communicate in English during think-pair-share, and that two used their primary
language to share ideas for a couple of the questions. However, by the third time he read
the story, these students were speaking English more confidently, using short phrases and
integrating the sentence frames he had previously provided. He makes a note to ask his
colleagues for ideas about supporting these students to participate more actively in English the
first time a story is read. At the same time, he is pleased that students listened actively during
the first reading and that after hearing the story repeatedly, they were able to communicate
their ideas more readily in English. Returning to his notes, Mr. Nguyen also sees that the three
children with moderate learning disabilities were very engaged during all three readings of the
book, which he attributes in part to the deliberate scaffolding and structure he provided.

Mr. Nguyen sends home an information sheet—in English and in the primary language of
the EL children—with some suggestions for how parents might interact with their children while
reading aloud to them at home.

Resource
Bloom, Becky, and Pascal Biet. 1999. Wolf. New York: Orchard Books.

Sources

Lesson inspired by

Beck, Isabel. L., and Margaret G. McKeown G. 2007. “Increasing Young Low-Income Children’s Oral Vocabulary
Repertoires through Rich And Focused Instruction.” Elementary School Journal 10 (3): 251-271.

McGee, Lea M., and Judith Schickedanz. 2007. “Repeated Interactive Read Alouds in Preschool and Kindergarten.”
The Reading Teacher 60: 742-751.

Ota, Tamaye, and Pamela Spycher. 2011. Powerful Academic Vocabulary Instruction for Young English Learners.
Presented at the annual conference of the California Association for the Education of Young Children (CAEYC),
Sacramento, CA, March 2011.

Additional I nformation
Web sites
« Colorin Colorado has read aloud tips for parents (http://www.colorincolorado.org/guides/readingtips/) in eleven
languages (http://www.colorincolorado.org).
e D.EAAR. (drop everything and read) with families short video (https://www.teachingchannel.org/)
Recommended reading
McGee, Lea M., and Judith A. Schickedanz. 2007. Repeated Interactive Read Alouds in Preschool and Kindergarten.
The Reading Teacher, 60 (8): 742—751. (http://www.readingrockets.org/article/ 16287).
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Designated ELD Vignette

The example in the ELA/literacy vignette 3.3 illustrates good teaching for all students with a
particular focus on the needs of EL children and children with disabilities. In addition to good first
teaching, EL children benefit from intentional and purposeful designated ELD instruction, which
vignette 3.4 illustrates.

Vignette 3.4. General Academic Vocabulary | nstruction from Storybooks
Designated ELD in Kindergarten

Background

Mr. Nguyen has just read his students the story Wolf by Becky Bloom and Pascal Biet (see
vignette 3.3). During the interactive read aloud, he paused when he came to several general
academic vocabulary words to point to illustrations showing the meanings of the words or act
out or explain their meanings. Despite this embedded vocabulary instruction, Mr. Nguyen has
observed that many of his ELs have a hard time understanding or using the words orally. He
wants all of his students to be able to understand these types of words when he reads them
stories and use the words when they retell stories or compose their own original stories. He
explicitly teaches some general academic vocabulary during ELA instruction. However, he also
uses part of his designated ELD time to teach additional general academic words explicitly so
that his EL students can rapidly build their vocabulary repertoires in ways that are tailored to
their specific language learning needs.

Lesson Context

Mr. Nguyen and his kindergarten teaching team plan their vocabulary lessons together.
They use a structured routine for teaching vocabulary that the children know well and enjoy
because it makes learning the new words fun. The lesson incorporates several key elements:

» contextualizing the word in the story;

» providing a child-friendly explanation of its meaning along several examples of the word
used meaningfully; and

» ample opportunities for the children to practice using the word with appropriate levels of
scaffolding.

The kindergarten teachers teach 4-5 words per week during ELA instruction using a
predictable routine. They use the same routine to teach additional words, when needed, during
designated ELD instruction. The teachers develop the children’s knowledge of the words over
time by using the words frequently themselves throughout the day and by providing ample
opportunities for the children to use the words in meaningful ways. The lesson-planning
template the team uses is provided below.

Kindergarten Chapter 3| 233



Vignette 3.4. General Academic Vocabulary | nstruction from Storybooks
Designated ELD in Kindergarten (cont.)

General Academic Vocabulary | nstruction - Lesson Plan Template
(Whole group and small group)

Story:

Word:

Cognates:

Timing: (should take 5-10 minutes, depending on the word)

Routine:

1. Tell the students the word, and briefly show them the place in the story where they first
heard it. Tell students any cognates in the students’ primary language (e.g., furious in
English is furioso in Spanish).

2. Explain what the word means in child-friendly terms (1-2 sentences). Use the word in
complete sentences, so you do not sound like a dictionary.

3. Explain what the word means in the context of the story.

4. Provide a few examples of how the word can be used in other grade-appropriate ways.

5. Guide students to use the word meaningfully in one or two think-pair-shares (three, if
needed), with appropriate scaffolding (e.g., using a picture for a prompt, open sentence
frames, etc.).

6. Ask short-answer questions to check for understanding (not a test — they are still learning
the word).

7. Find ways to use the word a lot from now on, and encourage the children to use the word
as much as they can. Tell them to teach the word to their parents when they go home.

| f taught in small groups for ELD

Children in group (names):
EL proficiency level: Emerging, Expanding, Bridging
Differentiated sentence frames for step 5 (see CA ELD Standards):

Emerging Expanding Bridging

Mr. Nguyen teaches designated ELD during literacy centers. While the other children are
engaged in independent tasks (e.g., at the dramatic play area, the library corner, the listening
station, the writing station), he works with small groups of EL children at the same English
language proficiency level so that he can focus on their particular language learning needs.
The learning target and cluster of CA ELD Standards Mr. Nguyen is focusing on today are the
following:
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Vignette 3.4. General Academic Vocabulary | nstruction from Storybooks

Designated ELD in Kindergarten (cont.)

Learning Target: Students will use general academic vocabulary meaningfully
in complex sentences.

CA ELD Standards (Expanding): ELD.PI.K.12b - Use a growing number of
general academic and domain-specific words in order to add detail or to create
shades of meaning . . . ; ELD.PIL.K.6 — Combine clauses in an increasing variety
of ways to make connections between and join ideas, for example, to express
cause/effect (e.g., She jumped because the dog barked) . . .

Lesson Excerpt

Mr. Nguyen sits at the teaching table facing five of his EL students who are at the
Expanding level of English language proficiency. He shows them the book they read that
morning, Wolf, and briefly summarizes the plot of the story. Next, he tells them about the new
word they are going to learn to use: ignore.

Mr. Nguyen: (Showing the illustration.) Today, you're going to learn a new word: ignore.

Let’s all say that together. In the story when the wolf tried to scare the other
animals, they just ignored him. When you ignore someone or something,
you don’t pay attention to it at all. You pretend it's not there. In the story,
the animals ignored the wolf—or pretended he wasn’t there—because they
wanted to read their books.

Mr. Nguyen tells the children some other ways the word can be used so that they have
models for using the word in different situations.

Mr. Nguyen: You can use this word a lot and probably every day. For example, this

morning, | noticed that Hector ignored a friend who was trying to play with
him while | was reading you this story. Hector didn’t pay attention to him at
all because he wanted to listen to the story. Sometimes when I'm trying to
take a nap, there’s noise outside my house, but | just have to ignore it so |
can go to sleep. Take a look at this picture. Sometimes, my dog ignores me
when | call her. She just pretends I’'m not there, and | have to tell her “Please
don’t ignore me.”

By this point, the children have a good idea of what the word means, and now it is their
turn to use it. Mr. Nguyen provides a structure the students are familiar with (think-pair-share),
linguistic support (open sentence frames), and a good question to promote thinking and their
meaningful use of the word.

Mr. Nguyen: Now it's time for you to use the word. Here’s a picture of a baby bothering a

Kindergarten

dog (shows picture). It looks like the dog is ignoring the baby. Why do you
think the dog is ignoring the baby? (Waits several seconds for students to do
their own thinking.) I'm not sure what you were thinking, but I’'m thinking
that maybe he’s ignoring the baby because he’s a lot bigger than the baby,
and he doesn’t want to hurt her. Maybe he’s ignoring the baby because he
doesn’t care if she pulls his ears. You can use your idea, or you can use my
idea. Now you get to tell your partner the idea. Use this sentence frame: The
dog is ignoring the baby because .
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Vignette 3.4. General Academic Vocabulary | nstruction from Storybooks
Designated ELD in Kindergarten (cont.)

After the children say the sentence frame with Mr. Nguyen, they turn to their partner to
share their idea. Mr. Nguyen makes sure that his sentence frames contain the new word and
that they are “open,” meaning that children can use the frame as a springboard to add a lot,
and not just one or two words. He also makes sure to think about the grammatical structure
of his sentence frames and to constantly stretch his students linguistically. The sentence frame
he uses is a complex sentence, and he would like for his students to use complex sentences to
show the relationship between two ideas more often, rather than only using simple sentences
to express themselves. He listens as the children share their ideas.

Marco: The dog is ignoring the baby because he’s a lot bigger. Maybe he doesn’'t
want to hurt it.

Alexi: The dog is ignoring the baby because he likes it.
Mr. Nguyen: Can you say a little more? What does he like?
Alexi: When she goes on him and pulls him. He loves the baby.

Mr. Nguyen: So he’s ignoring the baby because he loves her, and he doesn’t care if she
pulls on his ears?

Alexi: (Nodding.) He ignoring her because he loves her, and he doesn’t care if she
hurt him.

Mr. Nguyen does not correct Alexi and require him to say “he’s ignoring her” or “she
hurts him” because he wants to keep Alexi's focus on the meaningful use of the word ignore.
However, he makes a note in his observation log to address this grammatical point in another
lesson. He asks the children another question and has them share their ideas with a partner,
and then he asks them some short-answer questions to reinforce their understanding.

Mr. Nguyen: Now we’re going to play a little game. If what | say is a good example of
something you should ignore, say “ignore.” If it's not, say “don’t ignore.” Your
friend wants to play with you during circle time.

Children: (In unison.) Ignore.
Mr. Nguyen: Your friend falls off the swing and hurts herself.
Children: (In unison.) Don’t ignore.

At the end of the lesson, Mr. Nguyen returns to the places where the word ignore appears
in the story and briefly reminds the children of how it was used. The vocabulary lesson has
taken about eight minutes, and now the children have a solid foundation for using the word
and for understanding the word when they encounter it again in Wolf (when Mr. Nguyen reads
it again) and in other stories.

Mr. Nguyen will continue to develop the children’s knowledge of the word over time and
will encourage the students to use the word meaningfully. For example, he will encourage
the students to “ignore” the sounds outside as they are enjoying quiet reading time. He will
also encourage the children to use the word when speaking to one another (“Please don’t
ignore me. | want to play with you,” for example). The children will also learn many other
words, some taught directly and many more they are exposed to through the rich stories and
informational texts Mr. Nguyen reads aloud daily. In addition, Mr. Nguyen will often choose
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Vignette 3.4. General Academic Vocabulary | nstruction from Storybooks
Designated ELD in Kindergarten (cont.)

different words to teach his ELs at the Emerging level of proficiency, words that are important
to understanding the stories he reads and that the other students in the class may already
know well (e.g., dangerous practice), as well as some everyday words the children may not
pick on their own (e.g., town, village, farm).

Teacher Reflection and Next Steps

Over the next week, Mr. Nguyen observes the children closely as they speak and write to
see if they begin to use the words he has taught them. He deliberately finds ways to use the
new words several times each day for the next week, and he posts the new words, along with
the picture that depicts or triggers a reminder of the meanings of the words (e.g., the dog
and the baby) on the class “Big Kids Words” wall. Each week, he sends home a sheet with the
new words and a supportive illustration so that his students can “teach” their parents the new
words they are learning and so that parents can reinforce the learning.

Resource
Bloom, Becky, and Pascal Biet. 1999. Wolf. New York: Orchard Books.

Sources

Lesson inspired by

Beck, Isabel L., and Margaret G. McKeown. 2001. “Text Talk: Capturing the Benefits of Read-aloud Experiences for
Young Children.” The Reading Teacher, 55: 10-20.

Silverman, Rebecca D. 2007. “Vocabulary Development of English-language and English-only Learners in
Kindergarten.” Elementary School Journal, 107: 365-383.

Spycher, Pamela. 2009. “Learning Academic Language through Science in Two Linguistically Diverse Classrooms.”
Elementary School Journal 109 (4): 359-379.

Additional | nformation
Web site
« Colorin Colorado has information about selecting vocabulary words to teach to ELs. (http://www.colorincolorado.
org/educators/ content/vocabulary/).
Recommended reading
Beck, Isabel, Margaret McKeown, and Linda Kucan. 2002. “Taking Delight in Words: Using Oral Language To Build
Young Children’s Vocabularies.” Colorin Colorado. (http://www.readingrockets.org/article/11917).
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Conclusion

The information and ideas in this grade-level section are provided to guide teachers in their
instructional planning. Recognizing California’s richly diverse student population is critical for
instructional and program planning and delivery. Teachers are responsible for educating a variety
of learners, including advanced learners, students with disabilities, ELs at different
English language proficiency levels, standard English learners, and other culturally and
linguistically diverse learners, as well as students experiencing difficulties with one or more
of the themes of ELA/literacy and ELD instruction (Meaning Making, Effective Expression, Language
Development, Content Knowledge, and Foundational Skills).

It is beyond the scope of a curriculum framework to provide guidance on meeting the learning
needs of every child because each child comes to teachers with unique dispositions, skills, histories,
and circumstances. Teachers need to know their students well through appropriate assessment
practices and other methods, including communication with families, in order to design effective
instruction for them. They need to adapt and refine instruction as appropriate for individual learners
and capitalize on opportunities for collaboration with colleagues and others (see figure 3.27).

Kindergarten children have just embarked on the voyage of their lifetime. The world of words,
stories, and ideas is a new adventure for them, and they bring fresh eyes to every schooling event. As
they prepare to move to grade one, kindergarten children find excitement in new concepts, comfort in
familiar tales, and new-found pride in the skills and knowledge so recently acquired.

Figure 3.27. Collaboration

Collaboration: A Necessity

Frequent and meaningful collaboration with colleagues and parents/families is critical for
ensuring that all students meet the expectations of the CA CCSS for ELA/Literacy and the CA
ELD Standards. Teachers are at their best when they frequently collaborate with their teaching
colleagues to plan instruction, analyze students’ work, discuss students’ progress, integrate
new learning into their practice, and refine lessons or identify interventions when students
experience difficulties. Students are at their best when teachers enlist the collaboration of
parents and families—and the students themselves—as partners in their education. Schools
are at their best when educators are supported by administrators and other support staff
to implement the type of instruction called for in this ELA/ELD Framework. School districts
are at their best when teachers across the district have an expanded professional learning
community they can rely upon as thoughtful partners and for tangible instructional resources.
More information about these types of collaboration can be found in chapter 11 and
throughout this ELA/ELD Framework.
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Grade One

First grade is an exciting year filled with remarkable advances in literacy and language. Children
continue to learn skills that enable the