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Overview 
A Reading/Writing Workshop Model
Pearson’s myView Literacy © 2020 is framed around a Reading/Writing Workshop model. Drawing 
from the literacy research of literacy experts, the architecture of this new program is based on a 
gradual release of responsibility model that unfolds in whole-group, small-group, and independent 
learning environments. Teachers use authentic texts to explicitly model, teach, and reinforce literacy 
goals as students practice and apply the skillful competencies that characterize lifelong readers, 
writers, and thinkers.

The instructional model for myView Literacy © 2020 integrates the critical tasks of reading and writing 
to off er instruction that is worthy of students and their teachers. The program provides materials 
that prepare students for authentic tasks—both assigned and self-selected—that occur in and out of 
school.  As students work through the curriculum, they become fl exible and resilient learners who read 
and write for pleasure as well as for academic tasks and real-life purposes.

In the Reading Workshop, students begin lessons with a whole-group activity that focuses their 
thinking and establishes a purpose for that day’s instruction. Minilessons and read aloud-think aloud 
models introduce essential skills and elements of the unit genre. Emergent readers learn phonemic 
awareness, phonics, and fl uency in a foundational-skills segment that quickly builds competence 
and confi dence. As students progress, further word study allows them to expand and deepen these 
skills. Students explore vocabulary, both at the unit and weekly level, using a generative approach 
to maximize their understanding of word meanings across content areas and to create an ongoing 
curiosity about how language works.

Shared reading provides a time for guidance that fosters student engagement, participation, and 
collaboration. Teachers form small groups fl exibly to provide instruction based on needs, tasks, and 
texts. They use Turn, Talk, and Share; Quick Checks; and 
Refl ect and Share to inform instruction as they monitor 
students’ progress through a variety of ongoing formative 
assessments. As students engage with a variety of texts, 
they construct meaning, consider essential questions, and 
work to master strategic learning goals.

The Student Interactive provides learners with the 
opportunity to mark up text and complete activities in 
meaningful ways as they work as a whole group, in small 
groups, or independently. Students record understandings 
and make connections as they close read selections. As 
they synthesize these understandings about how authors 
create engaging reads, they are preparing to apply what 
they learn to the task of authoring their own texts. Book 
Club completes the gradual-release model, as students 
explore increasingly complex texts independently.
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Unique to myView Literacy © 2020 is the Reading-Writing Bridge. Situated between the Reading 
Workshop and the Writing Workshop, the Reading-Writing Bridge allows students to look back 
to what they have read and then move forward to what they will write in ways that show the 
interrelatedness of these skills. The pillars of the Bridge—Read Like a Writer/Write for a Reader—
provide integrated support. From the perspective of a writer, students reconsider unit-level academic 
vocabulary they used as they read. Where they focused on a reader’s view of author’s craft in the 
Reading Workshop, students now focus on writer’s craft and the process of writing in a mode that 
relates to the selections they’ve explored as readers. Language and conventions, spelling, and other 
word-study skills further help students prepare for and complete writing experiences successfully. 
Students learn eff ective ways to communicate based on audience and purpose. They learn the power of 
word choices authors use to create clear and engaging texts.

In the Writing Workshop, teachers and students focus on the skills and practices necessary to write 
eff ectively. Stacks of mentor texts help students become acquainted with authentic models in the 
writing mode selected for each unit. As students begin putting their thoughts on the page, teachers 
are encouraged to create and share their own writing.  These various examples of writing—authentic, 
teacher, and student—serve as approximations of good writing in the various stages of the writing 
process. Teachers select focused minilessons fl exibly to tailor their instruction to students’ needs and 
interests. Collaborative conversations guide students as they work to communicate eff ectively for 
specifi c audiences and purposes. Conferring (both teacher-student and peer-to-peer) is a hallmark of 
the program and is a recursive practice throughout the workshops.

In Week 6 of each unit, students return to the Essential Question of the unit and to the Unit Theme. 
They revisit the selections they’ve read as they make connections across the unit. These refl ections lead 
to the Project-Based Inquiry (PBI), an opportunity for students to apply their understanding of the unit 
theme to a collaborative weekly project and to combine inquiry and research skills to create a real-
world, authentic product.

Throughout both the Reading Workshop and the Writing 
Workshop, teachers strategically choose times to bring the class 
back together to reteach, reinforce, or refocus students’ attention 
on critical information, processes, or understandings. These 
gathering times provide an opportunity for the entire class to 
refl ect and share as well as to celebrate what they have learned.

Customizing Pearson’s
myView Literacy © 2020 
Pearson’s myView Literacy © 2020 provides a high-quality, 
research-based instructional path for teaching literacy through 
the Reading/Writing Workshop model. Teachers will, however, 
view the workshops through the lens of their own students’ 
strengths and challenges. To that end, myView Literacy © 2020 
provides the options and fl exibility for teachers to customize the 
workshops to meet all their students’ needs.
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Themes and Essential Questions
Themes
There are fi ve units in each grade of myView Literacy. Overarching themes encompass the “sub-
themes” or topics at each grade level. The overarching themes are Exploration (Geography), Patterns 
(Life Science), Expressions (Arts and Literature), Connections (History), and Our World (Earth Science). 
The overarching themes and the grade-level themes were developed based grade-level standards in 
the following areas:
 • Social Studies 

 • Science

 • English Language Arts & Reading

The chart below maps out the overarching themes and the grade-level themes or topics for Grades 
K–5. Note that the units focus on topics that are related to––in this order––Social Studies, Science, 
Humanities, Social Studies, and Science.

GRADE UNIT 1 UNIT 2 UNIT 3 UNIT 4 UNIT 5

Themes
Social Studies

EXPLORATION
(Geography)

Science
PATTERNS

(Life Science)

Humanities
EXPRESSIONS

(Arts and Literature)

Social Studies
CONNECTIONS

(History)

Science
OUR WORLD
(Earth Science)

K Going Places Living Things Tell Me a Story Then and Now Outside My Door

1 My Neighborhood I Spy Imagine That Making History Beyond My World

2 You Are Here Nature’s Wonders Our Traditions
Making a 
Diff erence

Our Incredible 
Earth

3 Environments Interactions Heroes Events Solutions

4 Networks Adaptations Diversity Impacts Features

5 Journeys Observations Refl ections Liberty Systems

All texts in myView Literacy connect to the unit theme. These texts include Weekly Openers, weekly 
selections in the Student Interactive, Read Alouds in the Teacher’s Edition, trade books in Book Club, 
Decodable Stories in the Grades K and 1 Student Interactive, Big Book of Songs and Poems Grades K 
and 1, and Leveled Readers.

In each Unit Introduction, students are exposed to general academic vocabulary words that will spark 
discussion about the unit theme and help them answer the Essential Question. Throughout the unit, 
students generate and learn new words to add to their word bank and strengthen their theme-related 
discussions.
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Essential Questions
Strongly tied to the unit themes, Essential Questions are introduced at the beginning of each unit and 
help drive the instruction throughout the fi rst fi ve weeks of that unit. In Week 6, students are given the 
opportunity to explore the unit theme and answer the Essential Question by (a) comparing the texts 
they have read in the unit and (b) working collaboratively on a Project-Based Inquiry.

Weekly Questions are also related to the unit theme. Based on the themes, topics, and content of the 
weekly selections, Weekly Questions narrow the Essential Question and are introduced in the Weekly 
Launch spread. The questions are revisited in Lesson 5, where they appear on the Refl ect and Share 
pages in the Student Interactive for further discussion.

“An essential question frames a unit of study as a problem to be solved. It should connect students’ lived 
experiences and interests (their only resources for learning something new) to disciplinary problems in 
the world. And it should connect what they learn back to the real world, where they can put their new 
understandings to work.” (Wilhelm, 2012)

According to Grant Wiggins and Jay McTighe, “A good Essential Question:
 • causes genuine and relevant inquiry into the big ideas and core content;

 • provokes deep thought, lively discussion, sustained inquiry, and new understandings as well as more 
questions;

 • requires students to consider alternatives, weigh evidence, support their ideas, and justify their answers;

 • stimulates vital, ongoing rethinking of big ideas, assumptions, and prior lessons;

 • sparks meaningful connections with prior learning and personal experiences;

 • naturally recurs, creating opportunities for transfer to other situations and subjects.”

Essential Questions for each Grade

GRADE UNIT 1 UNIT 2 UNIT 3 UNIT 4 UNIT 5

K
Going Places

What makes a
place special?

Living Things
What do living
things need?

Tell Me a Story
Why do we like 

stories?

Then and Now
What can we learn 

from the past?

Outside My Door
What can we learn 
from the weather?

1
My Neighborhood 

What is a 
neighborhood?

I Spy
How do living things 

grow and change?

Imagine That
How can we use our 

imaginations?

Making History
Why is the past 

important?

Beyond My World
How do the seasons 

aff ect us?

2
You Are Here

How do diff erent 
places aff ect us?

Nature’s Wonders
What patterns do
we see in nature?

Our Traditions 
What makes 
a tradition?

Making a Diff erence
Why is it important 

to connect with
other people?

Our Incredible Earth
How does Earth 

change?

3
Environments

How does our 
environment 

aff ect us?

Interactions
How do plants 

and animals live 
together?

Heroes
What makes

 a hero?

Events
How do 

communities change 
over time?

Solutions
How does the world 

challenge us?

4
Networks

How can a place 
aff ect how we live?

Adaptations
How do living things 
adapt to the world 

around them?

Diversity
How can we reach 

new understandings 
through exploring 

diversity?

Impacts
How do our stories 
shape our world?

Features
Why is it important 
to understand our 

planet?

5
Journeys

How do journeys 
change us?

Observation
How do we learn 

through our 
observations?

Refl ections
How do the 

experiences of oth-
ers refl ect our own?

Liberty
What does it mean

to be free?

Systems
How do elements

of systems change?
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GRADE UNIT LEVEL
(BEGINNING OF WEEK 1)

WEEKLY LEVEL
WEEKS 1–5

WEEKLY LEVEL
WEEK 6

K-1

• Essential Question 
introduced.

• Unit Opener video/Turn, Talk and 
Share.

• Content-Area Unit Goal: 
Students indicate how well they 
meet the goal by 
coloring in a shape next to it.

• Academic Vocabulary
introduction and activity.

• Big Book of Songs and Poems: 
content is theme-related

• Weekly Launch 
(infographic, diagram, map, time 
line, poem, etc.), 
including Weekly Question 
and activity

• Read Aloud: listening comprehen-
sion with Think Alouds

• Decodable Story: Unit themes 
and/or Weekly Questions are 
touched on.

• Small Group: On-Level and 
Advanced Inquiry project often 
focuses on theme or Weekly 
Question; Book Club.

• Big Book of Songs and Poems: 
Content is theme-related.

• Decodable Story: Unit themes 
and/or Weekly Questions are very 
loosely touched on.

• Compare Across Texts opener: 
Students complete an activity 
related to the theme/EQ and 
Weekly Questions.

• Use Academic Words: 
collaborative, often oral, 
activity using theme- 
related words

• Project-Based Inquiry: 
Students delve deeper into the 
unit theme by working on a 
week-long project.

2-5

• Essential Question
introduced.

• Unit Opener video/Turn and Talk.

• Content-Area Unit Goal: 
Students rate how well they meet 
the goal.

• Academic Vocabulary: 
introduction and activity.

• Weekly Launch
(infographic, diagram, map, 
timeline, poem, etc.), including 
Weekly Question and activity.

• Read Aloud: listening 
comprehension with Think 
Alouds.

• Small Group: On-Level and 
Advanced Inquiry project often 
focuses on theme or Weekly 
Question; Book Club.

• Compare Across Texts opener: 
Students complete an activity 
related to the theme/EQ and 
Weekly Questions.

• Use Academic Words: collabora-
tive activity using theme-related 
words

• Project-Based Inquiry: Students 
delve deeper into the unit theme 
by working on a week-long 
project.

Unit Themes and Essential Questions Week by Week
The chart below illustrates how the unit themes and Essential Questions are addressed each week 
across the grades.

Unit Themes and Essential Questions Daily Plan
The chart below illustrates how the unit themes and Essential Questions are addressed each day across 
Weeks 1–5 of each grade.

GRADE DAY 1
BEGINNING OF NEW UNIT

DAY 2 DAY 3 DAY 4 DAY 5

K-1

• Essential 
Question
introduced

• Unit Opener
video/Turn, Talk, 
and Share

• Content-Area 
Unit Goal

• Academic 
Vocabulary

• Big Book of Songs 
and Poems 

• Interact with 
Sources

• Weekly Question

• Read Aloud (TG)

• Small Group: On-
Level and 
Advanced Inquiry

• Book Club

• Academic 
Vocabulary (Bridge)

• Leveled Readers

• Big Book of Songs 
and Poems

• Weekly Selection

• Leveled Readers

• Big Book of Songs 
and Poems

• Weekly Selection

• Leveled Readers

• Big Book of Songs 
and Poems

• Refl ect and Share

• Book Club

• Leveled Readers



11

GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

2-5

• Essential 
Question
introduced

• Unit Opener
video/Turn, Talk, 
and Share

• Content-Area 
Unit Goal

• Academic 
Vocabulary

• Interact with 
Sources

• Read Aloud (TG)

• Small Group:
On-Level and 
Advanced Inquiry

• Book Club

• Academic 
Vocabulary (Bridge)

• Leveled Readers

• Weekly Selection

• Leveled Readers

• Weekly Selection

• Leveled Readers

• Refl ect and Share

• Book Club

• Leveled Readers

Research
Tessier, Lisa and Tessier, Jack, State University New York. “Theme-Based Courses Foster Student Reading and Promote 
Comfort with Learning New Material.” Journal for Learning Through the Arts, 2015.

Wiggins, Grant and McTighe, Jay. The Understanding by Design Guide to Creating High-Quality Units, ASCD, 2011.

Wilhelm, Jeff rey D, Boise State University. “Essential Questions.” Scholastic Instructor, Holiday 2012.

Assessment
The myView Literacy assessment program uses multiple and diverse sources to help teachers 
understand what students know and comprehend as a result of the teaching and learning process. 
The results of these assessments provide a view into students’ progress, enabling teachers to identify 
problem areas, modify their instruction, and improve subsequent learning.

Assessments taken online provide teachers with data that allows them to plan classroom instruction, 
group students, and target remediation. Observational Assessment Checklists that support data 
gathering about student progress are available on Realize.

Daily Formative Assessment
The program provides teachers with daily routines and 
opportunities to measure student understanding and monitor 
progress. Teachers can track student learning and inform 
subsequent instructional pathways through integrated 
formative assessments. These include Quick Checks; Assess 
and Diff erentiate; Assess Prior Knowledge; and Assess 
Understanding.

These assessment components should be used to help 
teachers identify those students who may need remediation 
or intervention. Item Analysis Charts provide correlation to 
MyFocus Intervention assets for support.
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Tools and Reporting
As part of myView’s ongoing support of assessment in the literacy classroom, the program provides 
tools and resources that help teachers gather and report comprehensive assessment data using digital 
and print formats. Teachers can fi nd tools such as Conferencing Checklists, Observational Assessments, 
and Rubrics to help them monitor student performance. Realize Reports are also available to help 
teachers analyze both student and class results.

Beginning-of-Year Assessment

Baseline Assessment
The Baseline Assessment is administered at the beginning of the year. This test assesses student 
competence against items aligned to key standards in the previous year and the upcoming year. The 
baseline also includes a fl uency test. After consulting an interpretation guide, teachers can use test 
results to place students into reading groups and to plan diff erentiated instruction.

Weekly Assessments

Progress Check-Ups, Grades K–5
Progress Check-Ups can be administered weekly to assess student progress on the standards 
presented during that week’s instruction. High-frequency words (Grades K–2) and vocabulary words 
(Grades 3–5) from the weekly selection and Phonics/Word Study skills are tested. Each week’s reading 
comprehension skill is assessed as students listen to or read a fresh passage. Prompt-based writing uses 
the mode of writing from the Writing Workshop for that week. Every item in the Progress Check-Ups is 
standards-aligned, and selected items use the style and format of the state test

Weekly Standards Practice, Grades 2–5
The Weekly Standards Practice provides multiple-choice practice items 
for Academic Vocabulary, Word Study, and Language and Conventions 
taught each week. These items are presented on slides, and teachers may 
project them as exit tickets to assess immediate student understanding.

Cold Reads for Fluency and Comprehension,
Grades 1–5
These weekly tests assess student progress in targeted reading 
comprehension standards. Cold Reads provide teachers with new 
reading passages and questions. These assessments off er three diff erent 
levels of passages followed by standards-based questions. Teachers 
can use these reading passages to measure fl uency and words correctly 
read per minute. Each set of questions includes at least one item in test 
preparation format. 
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Unit Assessments

Unit Tests, Grades K–5
Unit Tests assess the standards presented during each unit. The reading comprehension portion of 
each Unit Test uses one or more fresh passages—often a mixture of literary and informational text. In 
the primary grades, students are assessed on high-frequency words and Phonics skills from across the 
unit. In the intermediate grades, Unit Tests assess Word Study skills. All students are tested on their 
knowledge of the unit’s convention skills. Students write in response to a prompt using the mode of 
writing that they have used throughout the unit. Every item in the Unit Test is standards-aligned, and 
selected items use the style and format of the high-stakes assessments. 

 

Mid-Year Assessments

Middle-of-Year Assessment, Grades K-5
The Middle-of-Year Assessment measures student progress against the standards that have been 
taught in the first three units of the year. Middle-of-Year Tests can help inform instruction. The 
scores can help identify students’ areas of strength and areas of need in the categories of reading 
comprehension, word study, conventions, and writing. Data provided by the assessments can help 
teachers determine which students might benefit from additional intervention. This data can be used 
to guide individual and small-group instruction in the classroom.

End-of-Year Assessments

Practice Test, Grades 3–5 
The High-stakes assessment Practice Test provides students an opportunity to take a test written in the 
same format as the high-stakes assessments. Grade 3 tests Reading only, and Grades 4 and 5 include 
Reading and Writing sections.

End-of-Year Test, Grades K–5
The  End-of-Year Test measures student progress of the standards across all five units of instruction. 
The scores can help identify students’ areas of strength and areas of need in the categories of reading 
comprehension, word study, conventions, and writing. Data provided by the assessments can help 
teachers determine which students might benefit from additional intervention.

Professional Development
The myView Literacy Assessment Guide offers professional development on a variety of assessment 
topics. This resource will help teachers find specific and practical direction about using data to 
inform instruction in a literacy classroom. Each chapter includes a discussion about a specific literacy 
assessment topic, information about where to find resources in the program, Q/A and references for 
further reading.
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Reading Workshop
In the Reading Workshop, students begin lessons with a whole-group activity that focuses their 
thinking and establishes a purpose for that day’s instruction. Minilessons and read aloud-think aloud 
models introduce essential skills and elements of the unit genre. Emergent readers learn phonemic 
awareness, phonics, and fluency in a foundational-skills segment that quickly builds competence 
and confidence. As students progress, further word study allows them to expand and deepen these 
skills. Students explore vocabulary, both at the unit and weekly level, using a generative approach 
to maximize their understanding of word meanings across content areas and to create an ongoing 
curiosity about how language works.

Shared reading provides a time for guidance that fosters student engagement, participation, and 
collaboration. Teachers form small groups flexibly to provide instruction based on needs, tasks, and 
texts. They use Turn, Talk, and Share; Quick Checks; and Reflect and Share to inform instruction as they 
monitor students’ progress through a variety of ongoing formative assessments. As students  
engage with a variety of texts, they construct meaning, consider essential questions, and work to 
master strategic learning goals.

The Student Interactive provides learners with the opportunity to annotate text and complete  
Reading Workshop activities in meaningful ways as they work as a whole group, in small groups, or 
independently. Students record understandings and make connections as they close read selections. As 
they synthesize these understandings about how authors create engaging reads, they are preparing 
to apply what they learn to the task of authoring their own texts. Book Club completes the gradual-
release model, as students explore increasingly complex texts independently.

 
During Each Week
Grades K–2 follow this plan for the Reading Workshop:  
 • Lesson 1: In addition to beginning with a focus on foundational skills (phonological awareness, 

phonics, high-frequency words, decodable text), teachers begin the week with a launch about 
genre and theme that focuses on a Weekly Question. They introduce leveled readers and use a 
read aloud to support students’ listening comprehension in the genre and to model skills. They 
form small groups based on Quick Check information.

 • Lesson 2: Foundational-skills instruction continues, and teachers guide students in a shared read 
that introduces the weekly text and allows for student response. A comprehension Quick Check 
assesses both selection vocabulary and a general understanding of the text. Small-group  
instruction follows.

 • Lesson 3: Foundational-skills instruction continues, and students do an initial close read of the 
weekly text, focusing on a skill or strategy that helps them unlock that text. Small-group 
instruction follows.

 • Lesson 4: Foundational-skills instruction continues, and students continue their close reading of 
the weekly text. Small-group instruction follows.

 • Lesson 5: Students complete the Reflect and Share activity to talk about what they’ve read 
during the week, and they answer the Weekly Question through collaborative conversations and 
writing activities.
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Grades 3-5 follow this plan for the Reading Workshop:  
 • Lesson 1: Teachers begin the week with a launch about genre and theme that focuses on a 

Weekly Question. They introduce leveled readers and use a read aloud to support students’ 
listening comprehension in the genre and to model skills. They form small groups based on 
Quick Check information.

 • Lesson 2: Teachers guide students in a shared read that introduces the weekly text and allows 
for student response. A comprehension Quick Check assesses both selection vocabulary and a 
general understanding of the text. Small-group instruction follows.

 • Lesson 3: Students do an initial close read of the weekly text, focusing on a skill or strategy that 
helps them unlock that text. Small-group instruction follows.

 • Lesson 4: Students continue their close reading of the weekly text. Small-group instruction is 
based on that day’s Quick Check.

 • Lesson 5: Students refl ect and share about what they’ve read during the week, and they answer 
the Weekly Question through collaborative conversations and writing activities.

Possible Daily Plan

GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

K-2

Word Work:
Foundational Skills

Genre and Theme:
Weekly Launch

Listening 
Comprehension:

Read Aloud

Word Work:
Foundational Skills

Introduce the Text

Shared Read

Word Work:
Foundational Skills

Close Read 1

Word Work:
Foundational Skills

Close Read 2

Word Work:
Foundational Skills

Refl ect and Share:
Talk About It

Weekly Question

3-5

Genre and Theme:
Weekly Launch

Listening 
Comprehension:

Read Aloud

Introduce the Text

Shared Read

 Close Read 1 Close Read 2
Refl ect and Share:

Talk About It
Weekly Question
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Phonological Awareness Grades K–1
What Are Phonological and Phonemic Awareness?
To learn to read, students need to become aware of the sounds of language, separate from meaning. 
Phonological awareness is a broad term that means the awareness of sounds in spoken language.  
It includes the ability to recognize and manipulate words, syllables, onsets and rimes, and phonemes. 
Phonemic awareness is a subset of phonological awareness. Phonemic awareness is the ability to identify 
and manipulate phonemes (the smallest meaningful units of sound) in oral language. For example, the 
word pin can be changed to a different word, tin, by changing one  phoneme, /p/ to /t/. Pin has three 
phonemes: /p/, /i/, and /n/, which are represented in written language by the graphemes p, i, and n. 
Phonemic awareness is the ultimate goal of phonological awareness instruction.

Phonemic awareness is different from phonics, which is the study of how letters represent sounds in 
written language. Phonemic awareness is strictly oral, identifying and manipulating sounds in spoken 
words, and it can be taught to students before they know the letters that correspond to sounds in 
written text. In myView Literacy, phonemic awareness is taught along with letter-sound instruction. 
The letters are cues that help students hear the sounds. Once letters are introduced, however, the 
instruction is no longer pure phonemic awareness; it is also phonics.

Phonological awareness develops over time in young students. The easiest tasks are learned first and 
involve larger units of sound, such as sentences and words. Following are the tasks students need to 
learn at each level of phonological awareness:

Beginning Level of Phonological Awareness
 • Words: segment a sentence into words

 • Rhymes: recognize and produce rhyming words

 • Syllables: blend syllables into words; segment syllables

Second Level of Phonological Awareness
 • Identify initial sounds in words: identify spoken words that begin with the same sound

 • Compare sounds in words: notice similarities and differences in the sounds that make up words

 • Onsets and rimes: blend onset and rime to produce a word

Third Level of Phonological Awareness:  Phonemic Awareness
 • Phoneme isolation: hear individual sounds at the beginning, middle, and end of words

 • Phoneme blending: listen to a sequence of spoken sounds and combine them to form a word

 • Phoneme segmentation: break a word into its sounds; tap or count the sounds or use a marker 
for each sound

 • Phoneme deletion: state the word that remains when a specific phoneme is removed

 • Phoneme addition: make a new word by adding a phoneme to a word

 • Phoneme substitution: make a new word by substituting one phoneme for another
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How Is Phonological Awareness Taught in myView Literacy © 2020?
“Although phonemic awareness is not spontaneously acquired, it can be successfully taught.  
Furthermore, when reading instruction is methodically coupled with such training, the success  
rates are dramatic.” (Adams 1990, 329) 

Explicit Instruction
Instruction should be explicit and include modeling and explanations before practice. Teachers must 
first model the skill. A straight explanation (“Rhyming words have the same ending sounds”) will not 
be very helpful to a student just learning a particular skill. Much more helpful is for the teacher to 
model: “Listen. I can rhyme with /at/ and begin with /f/—fat. I can rhyme with /at/ and begin with 
/s/—sat. At, fat, sat all rhyme.”

Focused on Phoneme Segmentation and Blending
Rhyming activities do not seem to be enough to develop phonemic awareness in all students. A study 
by O’Connor, Jenkins, and Slocum (1995) provides evidence that focused phonological awareness 
instruction in segmenting and blending onsets, rimes, and individual phonemes can be more effective 
than a broader program of phonological and phonemic awareness. “This suggests that concentrating 
instructional time on segmenting and blending may contribute more to beginning-level reading skill 
than dividing attention among many PA activities.” (Ehri and Nunes 2002, 120)

Daily/Weekly Plan
In myView Literacy © 2020, phonological awareness instruction occurs three times per week. When 
a new sound is introduced, the teacher models the sound, explains how the sound is formed with the 
mouth, and displays picture cards for instructional purposes. On other days, picture cards are used, as 
well as kinesthetic activities to engage students in practice. During Small Group instruction, teachers 
can provide additional support using lessons from the myFocus Intervention Teacher’s Guide.
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Phonics
Explicit and Systematic Instruction
Pearson’s myView Literacy © 2020 teaches phonics explicitly and 
systematically. As letter-sound relationships are taught in isolation, 
students are also taught to blend the sounds to decode words. Each 
week, the program provides decodable text and writing opportunities 
that give students practice in applying the phonics skills they are 
learning and show them the usefulness of what they are learning.

Explicit instruction in phonics is fully and clearly developed for the 
teacher. It is a structured approach to teaching, guiding students 
through the learning process. A systematic approach to phonics means 
that instruction is developmentally sequenced, with phonics elements 
taught in a carefully sequenced order.

Over the years, several infl uential reviews of the research have 
confi rmed that phonics instruction is an important part of teaching 
reading. Jeanne Chall’s 1967 book, Learning to Read: The Great Debate, 
examined 25 studies done between 1900 and 1960 and concluded 
that programs that included systematic phonics had substantial and 
consistent advantages over other programs, 
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especially for children from lower socioeconomic backgrounds. While this book was largely ignored 
during the 1970s and 1980s as educators embraced whole language, it was confirmed in another 
landmark study published in 1990. Marilyn Adams, in her book Beginning to Read, reviewed 20 years 
of research, not only on reading instruction but also on the psycholinguistic processes involved in 
reading. She concluded: “More recent studies indicate that explicit, systematic phonics is a singular, 
successful mode of teaching young or slow learners to read” (Adams 1990, 56).

Drawing on psychological research, Adams said that skilled readers recognize each individual  
letter and the sequence of letters in a word as they read, and they read words quickly by recognizing 
spelling patterns in words. “Toward hastening the development and refinement of the letter 
recognition network, students should be engaged in activities that encourage attention to the ordered, 
letter-by-letter structure of the syllables and words that they are to read.  . . . Many of the most common 
practices of reading programs—including synthetic phonics, writing, exercise with frequent blends and 
digraphs, and practice with word families—seem ideally suited to this end” (Adams 1990, 130–131).

The National Reading Panel, a committee formed by the National Institute of Child Health and  
Human Development (NICHD), published its own review of reading research in 2000, entitled  
Teaching Children to Read. The Panel conducted a meta-analysis of 38 research studies on phonics 
and concluded that “systematic phonics instruction enhances children’s success in learning to read and 
that systematic phonics instruction is significantly more effective than instruction that teaches little or 
no phonics” (National Reading Panel 2000, 9). Put Reading First, a book that summarized the National 
Reading Panel’s results for teachers, reiterated this conclusion: “Systematic and explicit phonics 
instruction significantly improves kindergarten and first-grade children’s word recognition and spelling” 
(Armbruster 2001, 14).

Throughout the Year by Grade Level
 • KINDERGARTEN  In Units 1 and 2 and part of Unit 3, two focused phonics skills are taught each 

week, and the instruction follows a similar plan in Weeks 1–5. In Week 6 of these units, phonics 
instruction reviews learned sound-spelling patterns through word families. In the second half 
of Units 3–5, the phonics skills taught in Kindergarten are focused on again during Review and 
Reinforce instruction.

 • GRADE 1  Throughout Grade 1, there are two focused phonics skills per week. The instruction  
follows a similar pattern in all units, all weeks.

 • GRADE 2  Throughout Grade 2, there is one focused phonics skill per week. The instruction 
follows a similar pattern in all units, all weeks.

Throughout the Week
Phonics lessons follow this basic format:

 • Phonemic Awareness In Grades K–1, activities in phonemic discrimination, oral blending, and  
segmentation allow students to become aware of the sounds they will focus on in the day’s  
phonics lesson. This is a warm-up for the phonics instruction.

 • Sound-Spellings  The teacher introduces the sound-spelling in isolation using key words.

 • Blending The lesson provides explicit modeling, teaching, and practice in the blending of already 
introduced sound-spellings to form words. Blending strategies include sound-by-sound, onset-
rime, and whole-word blending.

 • Word Work Students read and write words to reinforce sound-spelling patterns.
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GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

K

PHONICS
• Focus: First Skill
• Model/Practice

• Apply: First 
Student 
Interactive
phonics page

PHONICS
• Focus: First Skill
• Model/Practice

• Apply: Second 
Student 
Interactive
phonics page

• Quick Check: 
Phonics (First skill)

SMALL GROUP
• Phonics: 

Diff erentiated in-
struction on the fi rst 
phonics skill

• Decodable Book: 
Read previous 
week’s book

PHONICS
• Focus: Second Skill
• Model/Practice

• Apply: Third 
Student 
Interactive
phonics page

PHONICS
• Focus: Second Skill
• Model/Practice

• Apply: Fourth 
Student Interactive
page

DECODABLE STORY
Focuses on the 
phonics skills and 
high-frequency words 
of the week in the
Student Interactive

•  Quick Check: 
    Phonics (Second skill)

SMALL GROUP
• Phonics: 

Diff erentiated 
instruction on the 
second phonics skill

• Decodable Book: 
Read this week’s 
book

PHONICS
• Focus: Review of the 

week’s skills
• Model/Practice

• Apply: Fifth and 
sixth Student
Interactive
phonics pages

1

PHONICS
• Focus: First Skill
• Model/Practice

• Apply: First Student 
Interactive
phonics page

PHONICS
• Focus: First Skill
• Model/Practice

• Apply: Second and 
third Student 
Interactive
phonics page

• Quick Check: 
Phonics (First skill)

SMALL GROUP
• Phonics: 

Diff erentiated 
instruction on the 
fi rst phonics skill

• Decodable Book: 
Read fi rst reader for 
this week

PHONICS
• Focus: Second Skill
• Model/Practice

• Apply: Fourth 
Student 
Interactive
phonics page

PHONICS
• Focus: Second Skill
• Model/Practice

• Apply: Fifth and 
sixth Student 
Interactive page

DECODABLE STORY
Focuses on the 
phonics skills and 
high-frequency words 
of the week in the
Student Interactive

• Quick Check: 
   Phonics (Second skill)

SMALL GROUP
• Phonics: 

Diff erentiated 
instruction on the 
second phonics skill

• Decodable Reader: 
Read the second 
reader for this week

PHONICS
• Focus:  Spiral Review 

(previous week’s 
skills)

• Model/Practice

myView Literacy © 2020: Phonics Daily Plan

 • Spelling Connection Spelling lists connect to the week’s phonics lesson so that students see the 
connection between reading and writing in Grades 1–2. For Kindergarten, spelling is introduced 
later in the program and focuses on word patterns that students have already learned, such as 
VC and CVC words.

 • Decodable Text Practice in reading decodable text reinforces the letter-sound patterns being 
learned, helps students develop fl uency, and shows them the utility of what they are learning.
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GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

2

PHONICS
• Focus: Introduce  

Skill

• Model/Practice

• Apply Units 3-5: 
First 
Student 
Interactive
phonics page

PHONICS
• Focus: Review Skill

• Model/Practice

• Apply Units 1-2: 
First and second 
Student 
Interactive
phonics page

• Quick Check: 
Phonics

PHONICS
• Focus: Review Skill- 

Phonics games and 
activities

• Model/Practice

PHONICS
• Focus: Review Skill

• Model/Practice

• Apply Units 3-5: 
Third Student 
Interactive phonics 
page 
(decodable 
passage)

PHONICS
• Focus: Spiral 

review of the 
previous week’s skills

• Model/Practice
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Word Study
What is Word Study?
Word study covers word structure skills, or skills involving the meaningful parts of words, such as 
syllables, word endings, and affi  xes. Understanding the structure of words improves skills in 
decoding, spelling, and vocabulary.

Why Teach Word Study?
Decoding As they learn to read, students need to move away from reading letter by letter and begin 
to recognize chunks of text at a glance. Readers can read more quickly when they have an awareness 
of syllables and morphemes. At Grade 2 and above, an essential part of decoding is being able to read 
multisyllabic words. Longer words are nearly impossible to read letter by letter: “Anyone who tried to 
identify a long word by sounding out its individual letters would run out of memory space long before 
she or he was done” (Adams 1990, 128). Students who learn to look for patterns in multisyllabic words 
will be better decoders.

Spelling and Vocabulary English is a language in which many words are related through their 
morphology. This relationship is preserved through our spelling system. Students who learn to look for 
patterns in multisyllabic words will be better spellers and expand their vocabulary. If they learn to look 
further and consider possible meaning relationships, they will increase their vocabulary 
(Cunningham, 1998). “The rationale that underlies instruction in morphemic analysis is that if students 
can be taught basic and recurring free and bound morphemes, knowledge of many semantically related 
words can be acquired” (Baumann and Kame’enui 1991, 622).

What to Teach in Word Study
Syllabication Teaching students some generalizations about syllables (a unit of pronunciation that has 
one vowel sound) will help them read long words by helping them see the structure of the word and 
recognize letter patterns, especially vowel patterns. If they can divide a word into syllables—even if the 
division isn’t exact—they can use the syllable patterns as a guide to decoding the word.

Morphemic or Structural Analysis Morphemes are the 
smallest meaningful parts of language. A morpheme 
can consist of one or more syllables: cat and elephant 
are each one morpheme. A morpheme can be one 
word or a part of a word: -est is a morpheme. A word 
can be made up of one morpheme (banana), or it can 
contain two morphemes (unhappy, outside), three 
morphemes (unfriendly), or more. Free morphemes 
are morphemes that can stand alone as words 
(peach, apple). Bound morphemes are morphemes 
that must be attached to other morphemes to make 
words, such as affi  xes and word roots (ly, ness, bio).
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When to Teach Word Study
In Grade K, students learn to count the syllables in a word and blend syllables into a word (orally) as a 
part of phonological awareness instruction.

In Grades 1 and 2, myView Literacy teaches the most common word parts, including infl ected endings 
such as:
-s, -es, -ed, -ing, -er, and -est; compound words; contractions; the most frequent suffi  xes and prefi xes; 
spelling changes with infl ections; and how to apply this knowledge to unknown words. 

First and second graders are also taught the basic syllable patterns. In myView Literacy, word 
structure lessons are taught as part of the Phonics strand in Grades 1–2.

In Grades 3–5, the program continues to cover all of the above, introducing more complex spellings 
and less frequent word parts. More complex syllabication rules are also introduced, and students read 
longer words, from three to fi ve syllables. Greek and Latin roots are taught in Grades 4–5.

GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

3-5 WORD STUDY

Focus: 
• Model/Practice

WORD STUDY

Apply: Student 
Interactive page

WORD STUDY

• Focus: 
• Model/Practice
• Apply: Online 

practice page

WORD STUDY

• Review: Optional

WORD STUDY

• Assess: Optional
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Spelling
Spelling instruction is based on a developmental continuum. Instruction first focuses on sound-spelling 
relationships, then on word structure study (word endings, compound words, contractions), and finally on 
spelling and meaning relationships (such as Greek and Latin roots, homophones, and affixes).

Spelling instruction is built on the following instructional principles:
 • Grades 1–2   Sound-Spelling    

 • Grades 2–4   Word Structure 

 • Grades 4–5   Spelling and Meaning Relationships

While sound-spelling, word structure, and spelling-meaning relationships are taught at all grade  
levels, the instructional emphasis changes as students move through the grades. In Grades 1–2, the 
emphasis is on the sound-spelling relationship, and in Grades 1–5, spelling words are explicitly tied 
to the Phonics/Word Study skill. As students move through the program, the instructional emphasis 
changes to structure and meaning. However, students continue to have more challenging examples of 
sound-spellings.

“Grapeme-phoneme knowledge, also referred to as alphabetic knowledge, is essential to literacy 
acquisition to reach a mature state. It is important to include spelling as well as reading in this picture, 
because learning to read and learning to spell words in English depend on processes that are tightly 
interconnected” (Ehri, 1992).

 SPELLING DAILY PLAN GRADE K (UNITS 4–5 ONLY); GRADES 1–5

Day 1 Assess Prior Knowledge (Pre-Test; Flexible Option)

Day 2 Teach Spelling rule(s); use Student Interactive page

Day 3 Review Spelling rule(s); use online practice page (Flexible Option)

Day 4 Spiral Review: Review Spelling rule(s) from previous week (Flexible Option)

Day 5 Assess Understanding (Post-Test)

Grade NUMBER OF SPELLING WORDS PER GRADE

K Units 4–5 Only: 4 core words; 2 high-frequency spelling words

1
Per Week, Unit 1: 4 core words; 2 high-frequency spelling words
Per Week, Units 2–5: 8 core words; 2 high-frequency words

2 Per Week: 10 core words; 2 high-frequency spelling words; 3 Challenge Words

3 Per Week, Weeks 1–5: 10 core words; 2 high-frequency spelling words; 3 Challenge Words

4 Per Week, Weeks 1–5: 20 core words; 3 Challenge Words

5 Per Week, Weeks 1–5: 20 core words; 3 Challenge Words

Research
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Handwriting
Pearson’s myView Literacy © 2020 teaches handwriting in a progressive format from Kindergarten 
through Grade 5. Handwriting instruction is embedded in the program because of the precursory  
implications it has on cognitive development for reading and writing. As a result of the parts of the 
brain that are activated while handwriting, children are better able to recognize letters, which results 
in stronger reading skills and higher word counts in writing.

Cursive handwriting is a part of myView Literacy because of the unique brain stimulation that cursive 
writing elicits. Dr. William R. Klemm, a senior professor of Neuroscience at Texas A&M University, 
states, “In the case of learning cursive, the brain develops functional specialization that integrates both 
sensation, movement control, and thinking. Brain imaging studies reveal that multiple areas of the brain 
become co-activated during the learning of cursive writing of pseudo-letters, as opposed to typing or 
just visual practice” (Klemm 2013).

Handwriting is incorporated in myView Literacy at every stage of student development because the 
physical production of letters and words causes the brain to process information in a more advanced 
manner than visual letter recognition.

 • Grades K–1 Handwriting is taught using an opportunistic approach based on the scope and  
sequence of phonics skills. In order for students to be able to write using the new sound-spelling 
patterns that they learn, they need to receive instruction in proper letter formation at point of 
use. They practice printing letters, words, and sentences in the Student Interactive. The myView  
Literacy program also provides systematic handwriting instruction based on stroke formation in 
Weeks 1–5 (Lessons 1 and 3) in the Reading–Writing Bridge. Handwriting practice pages to  
support this instruction are provided in digital format.

 • Grade 2 Manuscript handwriting is reviewed opportunistically with the high-frequency words 
in Units 1–2 in the Student Interactive. Cursive handwriting is taught opportunistically with the 
high-frequency words in Units 3–5 in the Student Interactive. The myView Literacy program also 
provides systematic handwriting instruction based on stroke formation in Weeks 1–5 (Lessons 
1 and 3) in the Reading–Writing Bridge. Handwriting practice pages to support this instruction 
are provided in digital format. Units 1–2 review manuscript handwriting, and Units 3–5 focus on 
cursive writing.

 • Grades 3–5 Students in these grades are expected to write legibly on all assignments. Specific 
assignments in the Writing Workshop encourage practice of cursive writing by directing students 
to write in cursive. The focus of handwriting in these grades is on students’ fine-tuning of their 
penmanship and recognizing the importance of legible handwriting.

Research
Engelhardt, L. and James, K. H. “The Effects of Handwriting Experience on Functional Brain Development in Preliterate 
Children.” Trends in Neuroscience and Education. 2012. . Accessed October 12, 2016.

Heim, Joe. “Once All but Left for Dead, Is Cursive Handwriting Making a Comeback?” The Washington Post. July 26, 
2016. Accessed October 7, 2016.

Klemm, William R. “Why Writing by Hand Could Make You Smarter.” Psychology Today. March 14, 2013. Accessed 
October 7, 2016.



27

High-Frequency Words
Kindergarten
All of the 90 high-frequency words (three per week) taught in Kindergarten throughout the fi ve 
units are from the Dolch word list. Students are expected to identify and read high-frequency words 
throughout the program. In Units 4–5, students are expected to spell two of the three high-frequency 
words taught each week.

Grade 1
Of the 150 high-frequency words taught in Grade 1 (fi ve per week) throughout the fi ve units, all but 
18 are from the Dolch word list. The 18 that are not Dolch words are from the Fry word list (part, 
words, other, number, people, water, sentence, move, learn, house, years, should, world, mother, 
father, another, through, picture). There are 77 high-frequency words from Grade K that are repeated 
in Grade 1 because not all states require Kindergarten. Students are expected to identify, read, and 
spell high-frequency words throughout the program.

Grade 2
There are 60 high-frequency words taught in Grade 2. They are from the Fry word list. Students are 
expected to identify, read, and spell high-frequency words throughout the program.

Grade 3
There are 50 high-frequency words taught in Grade 3 that are included in the Word Study strand (two 
per week).  The words are from the Fry word list. There are also high-frequency words included in the 
Spelling strand. In Weeks 1–5, students are expected to identify, read, and spell high-frequency words.

Grades 4–5
There are 50 high-frequency words taught in each grade that are included in the Word Study strand 
(two per week).  The words are from the Fry word list. In Weeks 1–5, students are expected to identify 
and read high-frequency words.
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GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

K

• Quick instruction 
to introduce the 
words

• Quick instruction 
to introduce the 
words

SMALL GROUP
• Decodable Book 

Read the 
previous week’s 
book, focusing 
on those phonics 
skills and 
high-frequency 
words

• Focus 
• Model/Practice
• Apply: “My Words 

to Know”  
Student 
Interactive
phonics

DECODABLE STORY
Focuses on the 
phonics skills and 
high-frequency 
words of the week 
in the Student Inter-
active

SMALL GROUP
• Decodable Book 

Read this week’s 
book, focusing on 
phonics skills and 
high-frequency 
words

• Quick instruction 
to introduce the 
words

1

• Quick instruction 
to introduce the 
words

• Quick instruction 
to introduce the 
words

SMALL GROUP
• Decodable 

Reader Read the 
week’s fi rst reader, 
focusing on the 
fi rst phonics skill 
plus the week’s 
high-frequency 
words

• Focus 
• Model/Practice
• Apply: “My Words 

to Know”  
Student 
Interactive
phonics

DECODABLE STORY
Focuses on the 
phonics skills and 
high-frequency 
words of the week 
in the Student Inter-
active

SMALL GROUP
• Decodable Book 

Read the week’s 
second reader, 
focusing on  both 
phonics skills 
plus the week’s 
high-frequency 
words

• Quick instruction 
to introduce the 
words

2

• Quick instruction 
to introduce the 
words

• Quick instruction 
to introduce the 
words

SMALL GROUP
• Decodable 

Reader Read the 
previous week’s 
reader, reviewing 
the phonics skill 
and high-frequen-
cy words for that 
week

• Focus 
• Model/Practice
• Apply: “My Words 

to Know”  
Student 
Interactive
phonics

DECODABLE STORY
Uses the phonics 
skills and high-
frequency words 
of the week in the 
Student Interactive

SMALL GROUP
• Decodable Book 

Read the current 
week’s reader, 
using the phonics 
skill and 
high-frequency 
words

• Quick instruction 
to introduce the 
words

High-Frequency Words Grades K–2 Daily Plan
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Vocabulary
Academic Vocabulary
Academic vocabulary can be categorized into two areas: general academic vocabulary and  
domain-specific vocabulary. Domain-specific vocabulary consists of specialized words, such as  
equation, photosynthesis, or empire. Beck, McKeown, and Kucan refer to these as Tier 3 words, or 
words often confined to a particular academic domain or content area. General academic vocabulary 
is often defined as Tier 2 words, or words used across different topics and content areas. One 
explanation of Tier 2 words is that they “offer students more precise or mature ways of referring to 
ideas they already know about.” (Beck, McKeown, and Kucan 2002, 16) The Academic Vocabulary 
strand in myView Literacy focuses on general academic words.

While there are several credible lists of general academic words, myVIew Literacy program planners 
used a list compiled by Dee Gardner and Mark Davies because it is based on more than 120 million 
words of academic texts (Coxhead uses just 3.5 million words of academic texts). In addition, it has 
better coverage of academic families; it is easier to use and includes data for more than 3,000 general 
academic words; and the words are tied to an interface that provides more information about word 
meanings and usage.

General academic vocabulary acquisition is critical for reading comprehension and overall academic 
success. These academic terms appear in a variety of situations, modes, and text types across all 
content areas. As a result, they are challenging for students because they are more abstract and vary 
by context. By focusing on academic vocabulary, myVIew Literacy instruction helps students express 
themselves, in speaking and in writing, using a more sophisticated language of ideas. 

Academic Vocabulary in myVIew Literacy
A generative approach to academic vocabulary instruction helps students generate meanings of new 
words across unit themes and weekly texts. At the beginning of each unit, students are introduced to 
four or five general academic vocabulary words. These grade-appropriate academic words are chosen 
because they have

 • A close connection to the unit theme and essential question

 • Robust morphological and generative qualities

 • Multiple meanings, collocations, and cognates

Over the course of a unit, myVIew Literacy systematically builds on these academic words by 
generating, applying, and synthesizing the words within the oral instruction, close read questions, 
vocabulary practice activities, collaborative conversations, and writing activities. This ensures that 
students’ word knowledge will be incremental, multidimensional, and interrelated. 

By the end of the fifth week, students will have built more than 50 academic words per unit, not 
including how these words are used in a variety of contexts. 



30

GRADES K-1 GRADES 2-5

Week 1 Related Words Related Words

Week 2 Synonyms and Antonyms Synonyms and Antonyms

Week 3 Context Clues Context Clues

Week 4 Word Parts Figurative Language

Week 5 Oral Language Parts of Speech

In Week 6, students apply the bank of academic vocabulary words to help them answer the unit’s  
essential question, through collaborative conversations and a performance-based assessment.

On the first day of each week, students will have a word practice activity that explicitly focuses on  
an aspect of word meaning. On subsequent days of the week, the words are explicitly used in  
collaborative conversations, close read questions, minilessons, and notes that help teachers make 
connections between the words and the lesson content. Teachers are encouraged to have students 
start a Word Wall of academic words and phrases they learn as they progress through the unit.

In addition to the vocabulary support in the core program, the online Language Awareness Handbook 
offers scaffolding support; routines, activities, sentence frames, and games help students explore 
morphological and semantic links to expand and build academic rigor.

Daily Plan

Here is the weekly breakdown of how the words are covered at each 
grade span:

GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

K-5

VOCABULARY
• Focus 
• Model/Practice
• Apply

VOCABULARY
• Apply  

VOCABULARY
• Apply  

VOCABULARY
• Apply  

VOCABULARY
• Apply 

Selection Vocabulary
Selection vocabulary comes from the language of the text. The words are pulled from the students’ 
Reading Workshop weekly text selection and meet the following criteria: Four to five words are 
chosen; the words are chosen for their richness and morphological family; the words are taught as a 
network of ideas rather than as single words; and the words are important for comprehending the 
text. These groups of words might be Tier 2 words, including instructional words, such as illustrate and 
preserve. Or the groups of words might be Tier 3 words— specialized, domain-specific words, such as  
photosynthesis or empire—since these words represent complex concepts that are new for students.
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Selection vocabulary acquisition is critical for reading comprehension and overall academic success. 
Teaching generative words as a network of ideas will increase students’ vocabulary knowledge and 
comprehension of a text. As Professor Elfrida Hiebert has said, “What students need to learn is how 
a variety of words can be used to describe different degrees (tepid, warm, hot, piping hot, steaming, 
sizzling) or nuances (pretty, glamorous, stunning). These words carry different connotations when we 
encounter them in text.” This approach will help students gain the vocabulary awareness they need as 
they encounter unknown words in texts. 

Selection vocabulary is chosen to help students unlock the meaning of a text. Therefore, in Weeks 1–5 
of each unit, the four to five words that are chosen are thematically related by a network of ideas. For 
example, in a narrative text, the network of ideas might be:

 • Communication: exclaim, roar, shriek, below, screech (for teaching point of view or plot)

 • Traits: sympathetic, benevolent, generous, considerate (for teaching character)

 • Emotions: frustrated, irritable, confused, furious, outraged (for teaching character)

For informational texts, rare words represent complex concepts that are new to students. As a result, 
the network of ideas might expand to include Tier 3 domain-specific words. For example, an  
expository text on climate change might include a cluster of words, such as atmosphere, oxygen,  
carbon dioxide, ozone, and pollutants.

Over the course of a week, the instructional plan builds on these selection words by generating,  
applying, and synthesizing the words within the Preview Vocabulary, Whole Group, First Read, Close 
Read, Develop Vocabulary practice, collaborative conversations, and writing activities. This ensures that 
students’ word knowledge will be incremental, multidimensional, and interrelated.

Daily Plan

GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

K-5

SELECTION  
VOCABULARY 

• Prepare to Read

SELECTION  
VOCABULARY 

• Introduce
• Apply  

SELECTION  
VOCABULARY 

• Apply  

SELECTION  
VOCABULARY 

• Apply  

SELECTION  
VOCABULARY 

• Apply 
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Beck, I. L., McKeown, M. G., Kucan, L. Bringing Words to Life: Robust Vocabulary Instruction. New York/London: 
The Guilford Press, 2002.

Coxhead, A. A New Academic Word List. TESOL Quarterly, Vol. 34, No. 2 (Summer, 2000).

Farstrup, A., and Samuels, S. (eds.). What Research Has to Say About Vocabulary Instruction. International Reading 
Association, Inc., 2008.

Hiebert, E. H. “A Generative Vocabulary.” Text Project, 12 February 2014.

Gardner, Dee, and Davies, Mark. “A New Academic Vocabulary List.” Applied Linguistics 2014 (35/3): 305–32.7 
Oxford University Press, 2013.

Hiebert, E. H., and Pearson, P. D. “Generative Vocabulary Instruction.” White Paper. Pearson, 2013.
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Language and Conventions
Pearson’s myView Literacy © 2020 has as its organizing instructional framework a Reading/Writing 
Workshop model. Instruction and practice in language and conventions within the workshop model 
serve a number of purposes. The study and mastery of language and conventions teaches students 
to appreciate a writer’s craft and to understand that clear and accurate writing is in service to a clear 
understanding of text and of an author’s message.

Instruction of language and conventions within a workshop model also allows students to express 
themselves clearly in collaborative conversations as they prepare to write. Students benefit when  
they learn how to transfer their knowledge of grammatical concepts from oral language to written 
language (Chin, “The Role of Grammar in Improving Students’ Writing,” 2000). With targeted 
instruction, students in the program move from using English correctly as they speak to using it 
effectively as well as accurately when they write.

As students assimilate knowledge of language and conventions, they convey their thoughts clearly, 
effectively, and correctly across the genres and modes of writing required of 21st century learners. 
Researchers agree that it is more effective to teach punctuation, sentence variety, and usage in the 
context of writing than to approach the topic by teaching isolated skills (Calkins, 1980; DiStefano 
and Killion, 1984; Harris, 1962). “As teachers integrate grammar instruction with writing instruction, 
they should use the grammar terms that make sense to the students. By incorporating grammar terms 
naturally into the processes of revising, editing, and proofreading, teachers help students understand 
and apply grammar purposefully to their own writing. Strategies such as writing conferences, 
partnership writing, grammar minilessons, and peer response groups are all valuable methods for 
integrating grammar into writing instruction” (Chin, 2000).

In myView Literacy © 2020, instruction in language and conventions exists in the Reading-Writing 
Bridge, which takes place between the Reading Workshop and the Writing Workshop. The  
Reading-Writing Bridge provides a conduit that leads students from reading with the eye of a writer to 
writing effectively for another reader. Students use what they learn about language and conventions 
in the Bridge as they work through the Writing Workshop.

During Each Week
Language and conventions are directly and explicitly taught in the Reading-Writing Bridge.

Grades K–5 follow this plan in the Bridge section of the Reading-Writing Workshop: 

 • Lesson 1: Teachers begin the week with a spiral review of the previous week’s skill. The focus is 
on reinforcing the previous week’s learning. Teachers model and guide practice of the reviewed 
skill, and students apply the skill on their own or with a partner. (Flexible Option, TE)

 • Lesson 2: Teachers focus, model, and guide practice of oral language. Students apply the skill using 
the conventions of language as they engage in collaborative conversations. (Flexible Option, TE)

   • Lesson 3: Teachers focus instruction on a new skill, and they model use of the skill. Students  
engage in guided practice as they complete a short activity. (TE)



33

GRADE DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

K-5

SPIRAL REVIEW

• Flexible Option: 
The skill 
instruction is 
from the previous 
week’s language 
and conventions  
skill. Teachers 
focus, model, and 
guide practice. 
Students apply the 
skill.

ORAL LANGUAGE

• Flexible Option:  
Teachers 
focus, model, and 
guide practice. 
Students engage 
in collaborative 
conversations 
using conventions 
of language.

TEACH, MODEL, 
PRACTICE

• Teachers focus 
student attention 
on a new skill; 
they provide 
instruction of 
the skill and then 
model and guide 
practice.

APPLY

• Students apply 
the week’s skill 
independently 
in their Student 
Interactive.

STANDARDS 
PRACTICE ACTIVITY

• Flexible Option:  
Teachers display 
a brief TEKS- 
practice 
activity for 
students to 
complete. They 
then assess 
student 
understanding 
using the 
Online Student 
Resources.

Possible Daily Plan

 • Lesson 4: Students apply the language and conventions weekly skill on their own in their Student 
Interactive. They also are reminded to pay attention to that particular skill as they engage in 
Writing Workshop activities for that week. (Student Interactive)

 • Lesson 5: Students practice language and conventions by engaging in Standards Practice 
activities. Teachers use the Online Student Resources to assess student understanding. (TE/OSR)

Research
Calkins, Lucy and Graves, Donald. “When Children Want to Punctuate: Basic Skills Belong in Content.” ERIC Search 
Educational Resources, 1980.

Chin, Beverly. “The Role of Grammar in Improving Student’s Writing.” Research Gate, 2000.

DiStefano, Phillip and Killion, Joellen. “Assessing Writing Skills Through a Process Approach.” ERIC Search Educational 
Resources, 1984.

Harris, Roland Johnston. “An Experimental Enquiry into the Functions and Value of Formal Grammar in the Teaching 
of English.” University of London. Ph.D Thesis, 1962
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Writing Workshop Model
In the Writing Workshop for myView Literacy © 2020, teachers focus on the skills and practices 
necessary to write eff ectively. Stacks of mentor texts help students become acquainted with 
authentic models in the writing genre for each unit. Teachers select focused minilessons fl exibly to 
tailor their instruction to students’ needs and interests. Mentor stacks serve as the basis for these 
minilessons in the Writing Workshop. “Stacks of mentor texts provide a mental model for a genre of 
writing or a particular writing focus … are grounded in reality and relevance … help us read like writers 
… expand our knowledge base” (Glover and Berry 2012, 48). Conferences guide students as they work 
to communicate eff ectively for specifi c audiences and purposes. Conferring (both teacher-student and 
peer-to-peer) is a hallmark of the program and is a recursive practice throughout the workshop. Data 
gathered from conferences can help teachers “more easily synthesize what is going well in the unit with 
needed adjustments” (Glover and Berry 2012, 112). Each Writing Workshop concludes with the teacher 
bringing the class together for a Share Back. These gathering times allow the entire class to refl ect and 
share as well as to celebrate what they have learned.

Each week of the Writing Workshop has a focus to guide the instruction

WEEK 1 WEEK 2 WEEK 3 WEEK 4 WEEK 5

Introduce and 
Immerse

Develop Elements Develop Structure Writer’s Craft
Publish, Celebrate, 

and Assess

Day 5 of Weeks 1–4 in Kindergarten–Grade 2 and Day 
5 of Weeks 1, 2, and 4 in Grades 3–5 off er Writing Club. 
Writing Club consists of a set-aside time for students to 
meet with their peers and share their writing. It provides 
students an opportunity to apply speaking and listening 
skills while peer conferring about their writing.

Day 5 of Week 3 in Grades 3–5 gives students the 
opportunity to select a genre in which to write. Taking 
what they have worked on until that point in the unit, 
students may choose to convert their writing to another 
genre. This encourages students to consider topic, 
purpose, and audience when deciding on a genre in 
which to write.

On Day 5 of Week 5 in Kindergarten–Grade 5, students 
take a writing assessment to demonstrate their 
cumulative learning from the unit. This assessment is 
structured to align to the writing portions of high-stakes 
assessments, such that students are given a prompt to 
which they have to respond using the skills they have 
learned throughout the unit.
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DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

ASSESSMENT

DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Writing Club and 

Conferences

Share Back

DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Select a Genre and 

Conferences

Share Back

DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

ASSESSMENT

Grades K–2 Possible Daily Plan, Week 5

Grades K–2 Possible Daily Plan, Weeks 1–4

Grades 3–5 Possible Daily Plan, Weeks 1, 2, and 4

Grades 3–5 Possible Daily Plan, Week 3

Grades 3–5 Possible Daily Plan, Week 5

Research
Glover, Matt and Berry, Mary Alice. Projecting Possibilities for Writers. Heinemann, 2012.

DAY 1 DAY 2 DAY 3 DAY 4 DAY 5

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Independent Writing 

and Conferences

Share Back

MINILESSON
Writing Club and 

Conferences

Share Back
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Inquiry and Research
Inquiry and research provides students with skills they can use in all areas of study. Students should 
understand that people conduct research for a variety of reasons: to answer questions, to write  
reports, to prepare for discussions or debates, to explore different content areas, and to pursue 
personal interests. Students should also understand that the basic means for conducting research 
include both print and digital resources.

Inquiry and research in myView LIteracy:
 • In Level 1, students are given opportunities for inquiry and research on topics that pique their  

interest. These opportunities help students develop their research skills over the course of  
each unit.

 • In Level 2, students participate in authentic inquiry based on each unit’s Essential Question or 
theme. Minilessons provide instruction in research practices, and students have opportunities  
to conduct applications of their learning by completing research projects.

The  levels of inquiry and research instruction progress in phases across the grades: 
 • Level 1 is taught during Small Group instruction in Lessons 1 and 5 during Weeks 1–5 of all  

units at all grade levels.

 • Level 2 is taught during Week 6 of all units in Grades K–5.

Research Base
Julie Coiro’s work advocates for authentic research that stems from students’ personal wonderings. 
Coiro proposes a “Personal Digital Inquiry” framework for inquiry and research that includes four  
practices. “The essence of our framework for PDI involves a set of practices in which students  
actively (a) inquire, (b) collaborate and discuss, (c) participate and create, and (d) reflect. These  
practices integrate classic and contemporary principles of inquiry-based learning (Bruce and  
Bishop, 2008; Dewey, 1938/1997) with elements of cognitive apprenticeship (Collins, Brown, and 
Holum, 1991) and ideas associated with connected learning (see more at www.dmlhub.net) and  
design thinking (see www.designthinkingforeducators.com). Literacy instruction, within this  
framework, seeks to actively involve students in deep, authentic, and personally relevant learning  
experiences that foster academic achievement, reflection, and civic engagement.” (Coiro, Castek,  
and Quinn, 2016, 484-485) 

 • “Even young children have the power to engage in personal inquiry experiences around small 
or large community problems. Offering learners space to generate their own wonderings about 
these problems helps them connect their own interests to real-life issues in ways that can lead to 
real change. In turn, opportunities for purposeful, self-directed inquiry become personally fulfilling 
learning experiences.” (Coiro, Castek, and Quinn, 2016, 485)

 • “[The] framework situates classroom inquiry experiences within one of four gradually less restrictive 
levels of support that teachers can use to encourage inquiry-based learning while also accomplishing 
curricular or participatory learning outcomes. These varied levels of support seek to transition 
learners through phases of modeled inquiry, structured inquiry, guided inquiry and, ultimately, 
open inquiry. In many ways, this gradual release of responsibility mirrors phases of balanced 
literacy instruction that guide learners through modeled, shared, guided, and independent reading 
experiences matched to their individual needs.” (Coiro, Castek, and Quinn, 2016, 487)
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• Modeled Inquiry Learners observe models of how the leader makes decisions. This might be the 
sole purpose of an inquiry experience, or the leader might model specifi c practices while explaining 
to students what is expected of them in less supported phases of inquiry.

• Structured Inquiry Learners make choices that depend on guidelines and structure given by the 
leader. Structure often varies according to the learners’ ages, abilities, and interests.

• Guided Inquiry Learners make choices in the inquiry that lead to deeper understanding, guided by 
some parameters given by the leader.

• Open Inquiry Learners make all of the decisions, and the focus is based primarily on their interests, 
wonderings, and goals. There is little to no guidance from the leader.

• “[S]tudents engaged in inquiry-based learning become more creative, more positive, and more 
independent in ways that prepare them for problem solving and lifelong learning.” (Coiro, Castek, 
and Quinn, 2016, 487)

Research
Julie Coiro, Jill Castek, David J. Quinn. “Personal Inquiry and Online Research: Connecting Learners in Ways That 
Matter.” The Reading Teacher  69 (March/April 2016): 5.
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Book Club
Outside of school, children don’t read books for the purpose of being tested on them. For this reason, 
myView Literacy © 2020 off ers Book Club, a twice-weekly feature of each unit that gives students an 
in-class opportunity for real-world reading enjoyment. Book Club consists of a set-aside time when 
students meet in small groups to discuss the trade book for the unit. It is a time for students to talk 
about what they are reading without having their ideas or insights overly evaluated.  

Book Club is also an opportunity for teachers to encourage students to think about the elements 
and themes they are studying in connection with the Student Interactive selections. The goal is to 
keep these elements alive in students’ minds without dampening the joy of reading that Book Club is 
meant to foster. 

Throughout the Unit
Students get together in Book Club on the fi rst and fi fth day of each week, Weeks 1–5. Book Club 
instruction resides in the Teacher’s Edition. The fi rst pages of Book Club off er an overview of the 
features of Book Club that serves as a guide for teachers who choose to assign a book other than the 
prescribed trade book. Suggested alternate titles are provided. 

The remaining pages of Book Club off er specifi c guidance and support for each Book Club meeting, 
including conversation starters, key ideas for the teacher to work into conversations, and, in Grades 
3–5, a summary of the week’s reading. 

The Small Group Guide off ers support for Book Club
around a student-chosen book in the event 
students fi nish the trade book in less than the full fi ve 
weeks, or in the event some students can run their own 
Book Club with minimal teacher guidance. 

The Small Group Guide also off ers support for classes 
that do not have the trade book available for all students 
either digitally or in print. This includes options for read-
along or read-aloud versions of Book Club.  

Students are encouraged to use a Discussion Chart as 
they read, tracking their Noticings (details that catch their 
interest), Connections (things they can relate to), and 
Wonderings (questions they have about the text). 

At the end of the unit, the groups will have the chance to 
share some of the discoveries and 
understandings their clubs have reached through their 
conversations. 

Students read one trade book over the course of the unit. 
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WEEK 1 WEEKS 2-4 WEEK 5

Day 1
The teacher places students into 
book clubs, introduces the book, 

and sets goals for how far 
students should read in the 

book by Day 5. Students spend 
the 

remainder of the club time 
reading in their groups. 

Day 5
Students assemble in their groups 
and have a free discussion about 

what they have read so far.  
The teacher off ers conversation 

starters to groups that are having 
trouble getting started. Students 

take notes in the Discussion Charts 
about their Noticings, 

Connections, and Wonderings. 

Days 1 and 5
Students continue in their groups. 

Students take notes in the 
Discussion Chart about what 

they are reading.  

The teacher touches base with 
groups, reminding them of skills 

and strategies they have been 
working on in the SI and asking 
how students might apply them

to this book. 

The Teacher’s Edition off ers 
questions and story details 

specifi c to the portion of the
 book being read.

Day 1
Students continue in their 

groups. 
Students take notes in the 

Discussion Chart about what 
they are reading. 

Day 5
Students continue in their groups 

and, having fi nished the book, 
discuss the book as a whole. 

As a wrap-up, groups may share 
their ideas about the book with 

the class. 

Research
Serafi ni, Frank. “The Reading Workshop: Creating Space for Readers”. Portsmouth, NH: Heinemann, 2001. 
Serafi ni, Frank. “Lessons in Comprehension: Explicit Instruction in the Reading Workshop”. Portsmouth, NH: 
Heinemann, 2004. 

Serafi ni, Frank. “Around the Reading Workshop in 180 Days: A Month-by-Month Guide to Eff ective Instruction”. 
Portsmouth, NH: Heinemann, 2004.
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