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Introduction

Saskatchewan Reads is a companion document to the English Language Arts grade 

focusing on instructional approaches, assessment and intervention. Some of the key 
authors referenced include Allington, Miller, Fountas and Pinnell, Davies, Cooper, 
Fisher and Frey to name a few. Furthermore, it showcases the diversity of promising 
practices that have proven successful in school divisions and First Nations communities 
within Saskatchewan. Some examples include Picture Word Inductive Model (PWIM), 
Reader’s Workshop, Balanced Literacy, Scaffolded/Guided Reading, Levelled Literacy 
Intervention and Running Records, along with many others across the province. 

The intent of Saskatchewan Reads is to provide a framework for school divisions and 
systems to build their own reading initiative that meets the needs of their unique 
student population. This document provides practical supports to teachers as they 
ensure their students are successful. It is intended to develop increased capacity 
at the school and system level with respect to improving student reading. The 
online version of Saskatchewan Reads (saskatchewanreads.wordpress.com) will 
be evergreen with live links and video of examples to clearly illustrate the many 
promising practices within Saskatchewan. The intent of the online version is to bring 
Saskatchewan Reads alive. 

The motivation to create Saskatchewan Reads came from the need to improve 
student reading in this province as outlined in the Premier’s vision document, 
Saskatchewan Plan for Growth: Vision 2020 and Beyond. All 28 school boards in the 
province and the Government of Saskatchewan approved the development and 
deployment of Saskatchewan Reads.

Several Saskatchewan publications, along with documents from other provinces, were 
referenced when creating Saskatchewan Reads.

As a result of this work, and more importantly, the skill and talent of our teachers in this 
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discussion. The answers to these questions may be found within the 
document or they may be larger questions that cause the reader 

Thought Bubbles 
These bubbles are meant to give insight into the thinking of a 
teacher using Saskatchewan Reads. They represent the realizations, 

implementing the instructional approaches.

Check it out! 
Key print and web resources are listed that were referenced 
when creating that section of the document. “Check it out!” also 
contains resources that allow teachers to expand and deepen their 
background knowledge in that area.

      How to Read this Document

occur in the document.

These picture icons occur throughout the document to represent the following 
instructional approaches:

Modelled Reading

Shared Reading

Scaffolded/Guided Reading

Independent Reading
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Curriculum 
Connections

“The K-12 aim of the Saskatchewan English Language Arts curricula is to help students 

(Saskatchewan Ministry of Education, 2010a, p. 5)

students and included First Nations and Métis

curricular outcomes and indicators?

• How am I communicating the expectations of the

grade level achievement of outcomes?
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The starting point for improving Saskatchewan students’ reading literacy is the 
Saskatchewan English Language Arts curricula. 

An Effective English Language Arts Program:
• provides meaningful contexts that address “big ideas” and questions for deeper

understanding;

program;

• focuses on language and helps students understand how it works;

• teaches students through powerful cognitive and communication strategies;

• includes a range of texts (oral, print, and other media); and

• encourages student 

(Saskatchewan Ministry of Education, 2010b, p. 1)

All choices for assessment and instruction begin with a solid understanding of 
curricular expectations, including the infusion of First Nations and Métis content and 
perspectives.

Reading is the focus of this support document, Saskatchewan Reads. The provincial 
English Language Arts curricula provide details regarding the interconnection of all the 
language arts goals and outcomes in supporting students’ reading literacy. 

For the purposes of this Education Sector Strategic Plan (ESSP) work, the curricular 
reading expectations for grades 1, 2 and 3 are included in Appendix A of this 
document.

      Curriculum Connections

I know it is important to 
use the Saskatchewan 
English Language Arts 

outcomes and indicators 
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Learning and 
Classroom Environment

arrangement of structures, objects and activities encourages choices, problem solving 

(Curtis & Carter, 2003, p. 13)

students as capable, competent learners?

learning development?
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The learning climate must include positive personal relationships that enhance 
development through meaningful conversations, and a sense of care for the whole 
student that goes beyond academic concerns. The nurturing classroom meets the 
holistic needs of students - social, emotional, physical, intellectual and spiritual. 
“Positive relationships are opportunities for students to create a sense of self, identity, 
and belonging while learning about the world around them” (Saskatchewan Ministry of 
Education, 2009a, p. 3).

Positive Relationships: 

• respect the dignity, worth and uniqueness of students in the context of family,
culture and community;

• develop connections with people, the environment, ideas and beliefs;

• engage students, parents/guardians, families and the community in program
planning;

• involve the co-construction of expectations both behaviourally and academically;
and

• foster positive interactions between students (buddy reading, strategic groupings,
big buddies, etc.).

      Positive Nurturing Relationships

I understand that strong 
relationships and a sense of 

belonging are critical for an effective 
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Educators understand that the learning environment they create has the power to 

belief that students are capable and competent learners. “Creating environments 
for learning is more than simple room arrangement. Learning environments include 
[stimulating and dynamic] spaces and resources…in addition, the environment 
supports the routines, materials and interactions that occur within the space…” 
(Saskatchewan Ministry of Education, 2009b, p. 1). The learning environment demonstrates 
that it is a place where students are valued as unique literate and capable learners. 

Well-designed learning environments: 

• have intentionality and purpose that is carefully planned prior to instruction;

• are functional and adaptable;

• are organized to support the use of instructional approaches, including areas for
whole class, small group and individual learning;

• are aesthetically inviting to students because their interests, cultures, learning and
work are present within the walls of the classroom.
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      Language-Rich Environment

Early reading literacy learning approaches support students’ language development 
to build vocabulary and increase conceptual knowledge, this results in higher level 
language skills that lead to competencies in reading and comprehension. Educators 
are literacy models providing rich demonstrations, interactions and shared literacy 
experiences, which include supporting genuine conversations with peers and adults. 

Oral language can be developed through:

• meaningful conversations (listening and expressing ideas);

• open-ended questions; and

Reading experiences happen 
throughout the day with 
individuals and with small and 
large groups. Students have many 
opportunities to explore text types 
and real-world materials through 
literacy experiences and inquiry 
based learning (Early Reading 
Strategy, 2009).

Page 10

This classroom represents 

see themselves within the 
classroom environment



Print Rich Environment

A print-rich environment embeds literacy outcomes and curricula throughout the 
environment (Early Reading Strategy, 2009). A print-rich environment is critical to students 
who may have limited access to literacy resources outside of school. 

The environment includes:

students within the classroom (Early Reading Strategy, 2009);

• a variety of high-quality texts that are thoughtfully presented to support
reading literacy learning and development;

students’ daily lives, interests and inquiries;

and about First Nations and Métis peoples;

• relevant, co-constructed anchor charts 
literacy development; and

• materials and information that are supportive and accessible for students
during inquiry based learning.
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Classrooms are made up of many kinds of families. They bring diverse assets, 
experiences, knowledge, languages and values. Getting to know each family’s stories 
builds positive relationships. These stories empower teaching and purposeful literacy 
instruction.

 educators:

• engage families in literacy experiences that are meaningful and respectful;
and

• recognize the importance of sharing knowledge in a variety of ways and
languages.

Information about reading literacy can be shared with families through direct face-
to-face conversations, both formally and informally. Invitations can be extended to 

needs and interests. Resources, including both strategies and materials, are readily 
available for families to access to support their child’s early literacy and learning 
development. These would include website links and community resources (Early 
Reading Strategy, 2009).

      Knowing Families

teacher and are important 

partners that I need to 
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saskliteracy.ca/pdf_links/Joy_Of_Learning_
FINAL_May2013.pdf

saskliteracy.ca/pdf_links/ForTheSuccess_
FINAL_Website_Aug14.pdf



Building communities of literacy learners takes time and collaboration among 
educators, families, the school and the community. Relationships among the educator, 
students, families, Elders and community groups must be thoughtfully developed. 

Educators build these relationships by:

• inviting community groups into the classroom to share their expertise; and

• sharing resources and supports for literacy learning with students and families.

(Early Reading Strategy, 2009)

Opportunities are provided for community involvement in reading
literacy and learning through:

• inclusion of community members and Elders in school-wide literacy events;

• invitations and encouraging community groups to participate in and
support literacy events;

• family accessible community resources and supports (e.g. Saskatchewan
Literacy Network, provincial literacy hubs, Public Libraries, Gabriel Dumont
Institute, Saskatchewan Indian Cultural Centre, Newcomer Centres); and

• community literacy events hosted by School Community Councils (SCC).

Building Supportive Communities 
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The classroom environment plays a critical role in early reading literacy, and learning 
development and growth. Students need:

• to be surrounded with a rich selection and quantity of texts that provide great
variety for readers;

• daily opportunities to practice authentic reading with print and non-print
resources;

• multiple opportunities for reading, appropriate “just right” self-selected text for
various purposes, including practicing the processes and habits of effective
readers;

• engagement in meaningful conversations about what they have read and have
learned from reading; and

• a safe and accepting environment that encourages risk-taking and builds

Teachers need to model processes and habits of effective readers and guide students 
toward independent application. Through an engaging reading literacy and learning 
environment, teachers can foster and promote the passion for and joy of reading 
(Early Reading Strategy, 2009).

      Fostering A Reading Environment
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I have created an 
environment for learning 

that honours culture, 



 (Routman, 2014, p. 99)

• Collaborate with your  regularly to build multi-genre text
collections to rotate through your classroom library.

• Infuse student and class created books into your classroom library.

• Create a wish-list of text titles for families and community groups to
consider donating to the classroom library.

• Collaborate with your School Community Council to build classroom
libraries (e.g.; book drive, fundraise, community sponsors, corporate
sponsors).

• Connect with your local library to borrow books for your classroom library.

Classroom libraries are one important aspect in providing a literacy-rich environment. 

by including a range of topics and genres; and to read more by having easy and 
equitable access to texts located not only on a bookshelf, but displayed throughout 
the classroom. Students can play an integral role in the development of the classroom 
library by being involved in the continual, revolving selection of texts. Student 
ownership and participation in the classroom library fosters reading engagement (Early 
Reading Strategy, 2009). 

School libraries play an important role in supporting and engaging students as readers. 
“They provide environments rich in information, literature, and technology that, 
together with effective instruction, enable students to achieve curriculum learning 
outcomes and acquire the attitudes and skills for lifelong learning” (Saskatchewan 
Ministry of Education, 2008, p. 1).
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Curtis, D., & Carter, M. (2003). Designs for living and learning: 
 

Routman, R. (2014). Read, write, lead: Breakthrough strategies for 

 

Nations, Métis and Inuit students. What works? Research into practice.
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Big Ideas of Reading
What is important to understand about reading?

 

that empowers them to control their lives, connect with each other,  

(Miller & Moss, 2013, p. 1) 

• How do the overarching principles of reading

• How do I address comprehension, engaged

• How do I make oral language a foundational part
of student learning?
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Saskatchewan Reads is based on current research in learning to read and teaching 
reading. The following overarching principles guided the work of this document 
(Saskatchewan Education, 2002; Manitoba Education, 2004; Ontario Ministry of Education, 
2003).

All students can read.
• All students have the capacity to learn to read and understand the process 

• Teachers need to show students that they believe in the students’ potential as 

• It is essential for teachers to engage students in reading and promote a love of 
reading.

• Ongoing formative assessment is used to guide instruction.

• It is important to provide authentic reading time with quality reading material that 
incorporates a balance of teacher and student selected texts to allow for choice, 
voice, level and interest.

• Teachers need to be aware of and respond to the developmental level of each 
student. By recognizing where students are as language learners, teachers can 
provide responsive instruction and experiences that will build upon what students 
know and can do.

students, the curriculum and language development to guide decisions about 
classroom instruction. Teachers learn about the effectiveness of their teaching 

adaptations to help students achieve curriculum expectations.

• Teachers are culturally and linguistically responsive to the needs of their students.

perspectives, values and lessons.

• Oral language is the foundation of literacy and is a strong predictor of learning. 
Language and literacy have a reciprocal relationship. 

• Through listening and speaking, people communicate thoughts, feelings, 
experiences, information and opinions. They learn to understand themselves and 
others. 

• Students use oral language to learn, solve problems and reach goals. To become 

their oral language abilities.

• Oral language carries a community’s stories, values, beliefs and traditions. 

      Overarching Principles
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Balance is important in reading instruction.
• An integrated English Language Arts program provides balance in all of the 

language strands (listening, viewing, reading, speaking, representing and writing).

• Effective instruction utilizes an appropriate balance of learning to read (skills/
decoding) and reading to learn (meaning making).

• Reading skills (phonemic awareness, phonics
comprehension) are taught intentionally in context, not in isolation.

school. 

• A collaborative working relationship and effective communication through 
informal conversation between school and home will move students toward 

• It is important for schools and families to identify and utilize groups and community 
partners that support literacy development. 

• Schools should promote an appreciation of the cultural values and heritages of all 
members of the school community.

Page 19

Lapp, D., Flood, J., Moore, K., & Nichols, M. (2005). 
 

A guide to effective instruction in 

Saskatchewan Learning. (2000). 

Manitoba Education. (2004). 

• blending and segmenting words
• multiple meanings of words



instruction (Allington, 2012; Fountas & Pinell, 2009; Routman, 2009, Wilhelm, 2001): 

• engaged readers;

• comprehension; and

Engaged readers believe they are capable and choose to read for a variety of 

through reading challenges and apply appropriate strategies for comprehension.

Comprehension is an interaction between the reader and text to extract and 
construct meaning. It occurs before, during and after reading. Comprehension is a 
lifelong process that develops and changes based on the complexity and purpose of 
the text, as well as the use of metacognitive processes.

 involves automaticity and  (phrasing, pausing, rate, stress, intonation 

model, purposeful instruction, curriculum expectations, and various forms of 
assessment. Using the four instructional approaches (see page 27), teachers can 

      

to think about the meaning 
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Assessment and 
Evaluation

(Burkins & Croft, 2010, p. 114)

areas of need?

• How have I assessed oral language? 

student discussion and interaction?
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      Assessment for, as, of Learning

Assessment and evaluation requires thoughtful planning and implementation to 
support the learning process and to inform teaching. All assessments and evaluation 
of student achievement must be based on the outcomes in the provincial curriculum 

There are three interrelated purposes of assessment. Each type of assessment, 
systematically implemented, contributes to an overall picture of an individual student’s 
achievement.

Assessment for learning (formative assessment) involves the use of 
information about student progress to support and improve student learning, 
inform instructional practices and:

• is teacher-driven for student, teacher, and  parent use;

• occurs throughout the teaching and learning process, using a variety of 
tools; and

• engages teachers in providing differentiated instruction, feedback to 
students to enhance their learning, and information to parents in support of 
learning.

Assessment as learning (formative assessment) actively involves 

• supports students in critically analyzing learning related to curricular 
outcomes; 

• is student-driven with teacher guidance; and

• occurs throughout the learning process.

Assessment of learning (summative assessment) involves teachers’ 
use of evidence of student learning to make judgements about student 
achievement and:

• provides opportunity to report evidence of achievement related to 
curricular outcomes; 

• occurs at the end of a learning cycle using a variety of tools; and

• provides the foundation for discussions on placement or promotion.

Evaluation compares assessment information against criteria based on curriculum 
outcomes for the purpose of communicating to students, teachers, parents/
caregivers, and others about student progress; and to make informed decisions about 
the teaching and learning process.

(Saskatchewan Ministry of Education, 2010b, p. 33)



Principles of Assessment

The following assessment principles (Davies, 2007; Cooper, 2010) are to be considered 
and applied to assessment opportunities within reading. 

Assessment involves a balanced approach that is planned and purposeful.
• Triangulation of data involves collecting evidence from different sources 

including conversations, observations and products. This includes qualitative and 
quantitative assessment data. 

• Assessment serves different purposes at different times.

Assessment informs instructional decisions.
• Assessment and instruction are inseparable.

• Information gathered through assessment informs day to day instructional 
decisions.

Assessment focuses on individual students in order to differentiate 
instruction.

• Assessment is a collaborative process involving students, teachers and caregivers.

• Students need to be aware of expectations and be provided with timely 
descriptive feedback.

• Feedback is focused on areas of strength and opportunities for growth. 

• Teachers need to consider a 
student’s language and culture.

• Student self-assessment based 
on clear criteria and exemplars 
ensure the focus stays on learning.

Assessment begins and ends 
with curriculum.

• Curricular outcomes provide the 
starting point for instruction.

• Diagnostic assessment informs 
differentiation required for 
individual students to achieve 
outcomes.

• Students are aware of and 
help create criteria used for 
assessment. 

• Assessment provides evidence 
to evaluate the achievement of 
outcomes.

Formative Assessment to Responsive 
Instruction Cycle

Assessment follows a continuous cycle of observing, 
analyzing, differentiating, and reviewing.
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• checklists;
• co-constructed criteria (i.e., anchor 

charts);
• portfolios;
• conferring;
• interviews to probe student thinking;
• self-assessments;
• student goal setting;
• running record;
• video of reading moments, audio 

recordings;

• direct observation; 
• continuums;
• anecdotal records;
• levelled benchmark assessment  

(Fountas & Pinnell, DRA, Reading 
Recovery, PM Benchmarks, Northern 
Lights SD, Regina Public ORR);

• work samples (i.e., retellings);
• rubrics;
• exemplars; and
• Common Framework of Reference  

for EAL Learners (CFR).

      Assessment Tools for Observation and Data Collection

Continuous gathering of assessment and using multiple methods of meaningful, 
authentic tasks in real reading situations tracks students’ learning over time and is 
essential in developing a comprehensive picture of student learning. The purpose of 
the assessments determines whether it will be used in a formative or summative way. 
The following are examples of assessment tools:

I need to capture

need to watch them, talk to 
them and conduct ongoing 

binder will be essential!



Cooper, D. (2010). 

Davies, A. (2007). 

Fountas, I., & Pinnell, G. (2011). 
 

Nova Scotia Department of Education. (2012). 
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Instructional 
Approaches

to teach reading?

“Structured teaching requires that teachers know their students and 

(Fisher & Frey, 2014, pp. 16 – 17)

• How do I use ongoing assessment to make 
instructional decisions for students?

students towards independence?

recursive process?
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are not sequential but recursive. The  model is not 
prescribed or scripted and allows for teachers to use ongoing assessments to make 
instructional decisions. It is also important to note that reading takes place across all 
curricular areas.

According to Fisher and Frey (2014), effective teachers have engaged students 
in purposeful instruction designed to meet the needs of individual and smaller 
groups of students. A way that teachers can achieve this is by using the gradual 
release of responsibility model. The gradual release of responsibility model has 
been documented in research as an effective approach for improving literacy 
achievement. The teacher gradually transfers increased responsibility to the students. 
Teachers ensure that each step of the process is supported and that students are 
prepared for the next steps in learning (Fisher & Frey, 2014).

The four instructional approaches are described in the following gradual release of 
responsibility chart (Ontario Early Reading Strategy, 2003):

Modelled Reading  
Teacher to Students “I do it”.

Teacher models the thinking processes through think alouds.

Shared Reading
Teacher with Students “We do it”. 

Teacher shares reading experiences and responses to the 
material read.

Scaffolded/Guided Reading
Students with Teacher “We do it together”. 

Coaching and guiding students in their application of strategies.

Independent Reading
Student “You do it”. 

Providing students with opportunities to read independently, 
asking questions, practising strategies, and expressing their 
responses to the material read.
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      Modelled Reading

The teacher purposefully plans, models and explicitly demonstrates the important 
cognitive strategies for comprehending and responding.

During a modelled read, the teacher may ‘think aloud’ to demonstrate the use of 

be brief, sharing as little as a sentence or a single paragraph, and can be revisited for 
multiple purposes.

Choosing Texts

The teacher looks for passages that:

knowing of First Nations, Métis and other cultures; 

• include strong examples of cues and conventions or comprehension strategies to 
be highlighted; and

disciplines.

Purpose

Modelled reading serves a variety of purposes, including:

• expanding content knowledge;

• promoting oral language and vocabulary development;

• modelling before, during and after strategies  
for comprehension (see Appendix A);

• developing motivation and appreciation for  
reading;

• modelling effective reading behaviours;

• introducing different genres, text structures and  
writing styles; and

• demonstrating reading for a purpose.

Explaining reading: A resource for teaching 

Gear, A. (2008). 

Miller, D. (2012). Reading with meaning: Teaching comprehension in 
 

Trelease, J. (2013).

G

M

T
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Modelled Reading Is… Modelled Reading Is Not…

reading behaviours.
Simply reading a story aloud with no 
intentional purpose.

Verbalizing thinking and explaining what Reading without sharing or 
explaining his/her thinking.

Effective when used prior to students being 
asked to practice the skill or strategy.

Listening to text and not giving 
students the opportunity to practise 
the skill or strategy.

Integrating a variety of contexts across 
curricula. instruction.

Pre-reading texts to identify teaching points. Randomly selecting text.

Brief and purposeful. Lengthy reading of a text.

Demonstrating the skill or strategy many times 
and then practiced by students during shared, 
scaffolded/guided, and independent reading.

Demonstrating the skill or strategy 
only once before moving to a new 
skill.

• What evidence do I have that modelled reading 
is making a difference in student learning 
outcomes? (conversations, observations and 
products)

• How do I collect evidence that students are 

modelled reading?

Page 31

Assessment
• Formative assessment of a student’s 

application of the skills and strategies 
explicitly demonstrated in a modelled 
read can be assessed through teacher 
observations, conversations with students 
and student products.



Purpose
Shared reading serves a variety of purposes, including:

• exposing students to a wide range of text forms and genres;

• engaging students in supported reading so that the whole class can share the 
reading experience;

• increasing students’ exposure to text;

• teaching before, during and after reading strategies (see Appendix A);

• integrating content of other curricula areas;

• intentionally teaching concepts of print, phonemic awareness, phonics and 

• sharing responsibility toward the goal of independent reading; and

• engaging students in conversation.

The teacher invites students to share in the demonstration of cognitive strategies for 

the development of new and previously taught skills. Interaction is fostered in a variety 
of settings, including whole group, small group, and partner. Shared reading texts, 
based on curricular expectations and purpose, are selected, revisited or created. 

Choosing Texts

The teacher looks for texts that:

knowing of First Nations, Métis and other cultures;

• include strong examples of cues and conventions or comprehension strategies to 
be highlighted; and

disciplines.

A variety of texts, often at students’ instructional level, are used during shared reading, 
such as:

      Shared Reading

prior knowledge and experiences?

engagement?

• big books;
• poems;
• graphs, maps, and charts;
• posters;
• morning message;

• environmental print;
• repetitive pattern books;
• visual images;
• songs; and
• student created books.
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Shared Reading Is… Shared Reading Is Not…

Using a text that is visible and accessible for all 
children in the class.

Reading aloud with a text that is 
only visible to the teacher.

Using a variety of texts including different genres, 
digital, and visual texts.

Favouring one genre or text 
type.

Helping students apply strategies in authentic 
reading experiences.

Having students practise skills in 
isolation.

Inviting students to join the teacher in reading 
often.

One student reading at a time 
while other students follow along 
(round-robin reading).

Sharing teacher thought processes while 
demonstrating a skill or strategy.

Choral reading without a 
purpose.

Johnson, P., & Kier, K. (2005).  

Fountas, I., & Pinnell, G. (2011). 

A guide to effective instruction 
 

Routman, R. (2003). 
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Assessment
• Formative assessment of a 

student’s application of the 
skills and strategies explicitly 
demonstrated in a shared 
read can be assessed 
through teacher observations, 
conversations with students 
and student products.

• Teachers utilize checklists 
and/or anecdotal records 
to record observations and 
conversations on students’ 
use of strategies.



      Scaffolded/Guided Reading

The teacher scaffolds students’ learning as needed by building on and reinforcing 
students’ strengths and needs, previously taught strategies, and providing feedback to 
move students towards independence.

The teacher facilitates small group instruction as the students practise skills and 
strategies based on their strengths and needs. 

Within the research, there are variations of the structure of scaffolded/guided reading. 
These variations include time, formation of groups, and selection of texts.

Choosing Texts

The teacher looks for texts that:

knowing of First Nations, Métis, and other cultures;

• provide exposure to rich authentic literature, including a variety of genres, and 
may include levelled texts; 

• support and align with a student’s individual needs (skills and strategies) based on 
assessment; and

disciplines.

Purpose

Scaffolded/guided reading serves a variety of purposes, including:

• expanding students’ content knowledge;

• practising and consolidating before, during and after strategies (see Appendix A);

• developing students’ motivation and appreciation for reading;

• guiding the improvement of students’ reading through phonics, phonemic 

• releasing responsibility toward independent reading.

Fountas, I.C. & Pinnell, G.S. (2012-2013). Guided reading: The 
.

Mere. C. (2005). More than guided reading: Finding the right 

Miller Burkins, J. (2010). Preventing misguided reading: New strategies 

Morrow, M., & Gambrell, L. (2011). 
(4th ed.).

Reading instruction that works: The case for 
balanced teaching (3rd ed). 

Rog, L. (2013). Guiding readers: Making the most of the 18-minute 
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Scaffolded/Guided Reading Is… Scaffolded/Guided Reading Is Not…

Continually changing  
to meet the learning needs of students.

Establishing static groups that remain 
unchanged for long periods of time.

Varying instructional time based on 
student needs.

Each student receiving the same amount of 
instruction.

Responsive teaching based on 
observations of the reader and the 
opportunities offered by the text.

Teaching the text.

Integrating a variety of contexts across 
curricula. instruction.

Student-centred. Teacher directed.

Students practising reading for the 
majority of the time. Explicitly teaching skills to the whole group.

Each student having their own text and 
processing text at their own pace.

One student reading at a time while other 
students follow along (round-robin reading).

Using a variety of texts that may be 
levelled. Labelling students as text levels.
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Guided reading
groups change as students 

build the classroom environment 



Assessment
• Student data gathered through a variety of diagnostic and formative assessments 

(assessment for learning), along with curriculum outcomes, should be the 
consistent starting point when planning for scaffolded/guided reading.

• Teachers will know the scaffolded/guided reading lessons are effective when 

independent reading activities across the content areas.

• Assessment data of students’ reading behaviours may be collected through:

  - running records of oral reading/miscue analysis;
  - observations using anecdotal records, checklists or criteria in rubrics; 
  - reading conferences (conferring with a student); and

  - response to texts (oral retell, writing about reading or representing reading,   
       Compose and Create outcomes).

move them toward independent reading?

• How do I know the scaffolded/guided reading has 
been successful?
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Guided/scaffolded reading
teacher who is making guided/



selected text. The teacher is available as a support and confers with individual students 
to monitor student progress toward goals.

Choosing Texts
Through conferencing and personal connection, a teacher gains information about 
individual students to foster a positive reading environment and a respectful classroom 
culture. The teacher is then able to provide a wide range of text that address students’ 
interests, daily lives and the world around them. Text should represent content from 

First Nations, Métis, and other cultures. Students self-select just right text with teacher 
guidance and support (see Online Resources - Appendix G). 

Purpose
Independent reading serves a variety of purposes in the classroom setting, including:

 
on learned reading skills and strategies;

• practicing skills to critically select just right text; and

• applying before, during and after reading strategies.

Assessment
• Student data is gathered through observation and conferencing with students.

• The teacher gathers evidence and provides feedback to students in areas such as:

Independent Reading

- problem-solving when processing text;
- applying strategies independently;
- goal setting and progress toward goals;

- student’s text selection; and
- stamina.

• Other tools may include:
- reading inventories and surveys;
- checklists;
- reader response;

- self-assessment; and
- anecdotal records.

• Evidence gathered in independent reading addresses assessment for, as and of 
learning.

• How does the information gained through individual 
conferences impact whole and small group instruction?

to gather information and provide feedback in an 
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Independent Reading Is… Independent Reading  
Is Not…

discussing the books students are reading.
Silent… (as in SSR, DEAR, USSR, 
SQUIRT, etc.*).

Students self-selecting “just-right” texts with teacher 
guidance as needed.

The teacher choosing texts that 
students must read.

Increasing time students are reading (stamina) 
through daily, scheduled blocks of extended time.

An activity that students who 
have completed other work get 
to engage in.

The teacher observing individual students’ reading 
behaviours, conferring with students about their 
reading and keeping records of these observations 
and conferences.

Students left on their own to 
read without purpose, with the 
teacher sitting and reading as a 
model for students.

Using the classroom library as an important 
instructional tool and an opportunity to engage 
students.

Having poor quality and limited 
reading materials within the 
classroom.

Students setting goals in collaboration with the 
Students reading silently 
and only listing the books 
that they have read without 
accountability.

Students responding orally or in writing to reading 
and sharing those responses with other students or 
the teacher.

Students reading in isolation.

Allen, P. (2009). 

Donahue, L. (2008).  

Miller, D., & Moss, B. (2013). No more independent reading without 

A Guide to effective instruction 
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*  Sustained Silent Reading (SSR); Drop Everything And Read (DEAR); Uninterrupted 
Sustained Silent Reading (USSR); Super Quiet Uninterrupted Independent Reading 
Time (SQUIRT).



Intervention

(Buffum, Mattos & Weber, 2012, p. 129)

• How have I implemented the big ideas of reading 
and differentiated the instructional approaches in 

students?

school for assisting struggling readers? Who 
would I check with?

• How have I engaged parents/caregivers in the 
decision making around interventions for their 
child?

• How am I monitoring the effectiveness of the 
intervention?
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(Fountas & Pinnell, 2009, p. 7)



      Responsive Reading Instruction and Intervention 

The purpose of the responsive reading instruction and intervention section within 
this document is to support students in achieving the curricular outcomes and in 

should help build a student’s identity and belief in themselves as a reader. Intervention 
is not a program; it is a process that is focused on supporting an individual student’s 
learning needs.

The following overarching principles should be taken into consideration when 
responding to a student’s needs within all  of intervention:

• All students can read.

• The teacher is essential in a student’s success in learning to read.

• Oral language is the foundation of literacy.

• Balance is important in reading instruction.

• Family and community are critical partners in a student’s reading success.

The intent of Saskatchewan Reads is to provide a process to help support teachers in 
meeting a student’s needs through responsive instruction. Although intervention occurs 
within the three  of reading instruction, Red Zone reading interventions will not be 
addressed within this document. Each  provides differing levels of support and the 
following principles of effective intervention apply to all three .
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Effective intervention should… 

• support students in achieving their maximum potential;

• involve the child in successful reading experiences throughout the entire day;

• use high quality, purposely selected texts that are interesting and enjoyable 
and are at the appropriate reading level for the student;

• focus on effective reading instruction in the areas of oral language 

vocabulary and comprehension. Instruction should be based on student 
needs and embedded within authentic reading tasks;

• focus on meaning and on developing metacognition;

• develop positive personal relationships that go beyond the student’s learning 
needs. These relationships are key to responsive instruction;

• utilize formative assessment to understand a student’s learning needs;

• monitor progress frequently; and

• model strategies that are used by good readers.



Classroom-Based Intervention Within Instruction -
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In intervention, instruction for all students occurs in whole-class, small group 
and individual settings. The teacher:

• knows his or her students, has developed positive relationships with them and 
created a supportive, nurturing environment that celebrates each student’s 
uniqueness;

• utilizes ongoing, authentic formative and summative assessment and the 
Saskatchewan curriculum to determine the needs of the student and differentiate 
within the instructional approaches;

classroom; and

• uses the four high impact instructional approaches: modelled reading, shared 
reading, scaffolded/guided reading and independent reading.

good classroom instruction that builds a rich 

(Fountas & Pinnell, 2009, p. 497)

“The most powerful feature of schools, in terms of developing children as 

(Allington, 2012, p. 159)



Independent 
Reading

Different text choices

Reading interest 
inventory 

 
Conferring with 

students

One-on-one 
instruction

Adjust the amount of 
reading time

Read with a partner

Use assistive 
technology 

(e-books, audio 
books)

Visual supports 
 

Provide movement 
break

Just right books – 
(including wordless 
books non-readers)

Scaffolded/
Guided Reading

Address individual 
needs within a small 

group

Focus on meaning 
within decoding, 

rhyming, initial 
consonants, 
monitoring 

comprehension

Select just right text

Use effective 
prompts that assist 

the student in 
applying what they 

know

Supporting students 
as they practise 

applying reading 
strategies

Guide the student 
in being able to 

verbalize strategies 
that are useful

Model language use  
 

Build background 
knowledge

Shared Reading

Select text 
that activate 
background 
knowledge

Introduce different 
text types with a 
similar target to 
reinforce skills

Develop oral 
language by 

having students 
interact with one 

another and share 
understandings of 
the text with peers

Reinforce rhyming 
and language play

Use shared reads 
to focus on early 
literacy skills such 
as concepts of 

print, phonological 
awareness, alphabet 

knowledge

Link shared writing 
to shared reads to 

areas of need

Ensure all students 
can see the text 

 
Incorporate 
movement

Modelled 
Reading

Choose text that 

curricular context

Alter group size/
composition based 
on areas of need 

through assessment

Adapt length of 
session

Select or revisit 

purposes based on 
observed student 

needs

think aloud and on 
sections of the text 
that address that 

target

Use visual text with 
little or no print

Model appropriate 
language

How do I provide intervention/differentiation at the  level within the 
four instructional approaches?
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Targeted Group Intervention -

Other students may require targeted/group instruction.

• In  intervention
ongoing and frequent formative and summative assessment receive additional 

(Allington, 2012, p. 175)

(Allington, 2012, p. 159)

Effective  intervention should… 
• be built on positive relationships between the teacher and the students and 

occur within a supportive, nurturing environment;

• employ a reduced student teacher ratio allowing for increased opportunities to 
provide individualized feedback and scaffold instruction (ideal 1-3 students);

• provide instruction that is embedded in authentic reading opportunities;

• supplement quality reading instruction in the classroom supported by sound 
research;

• occur on a daily basis, be short term and occur within or outside the classroom;

• encourage connections to the home to increase the amount of reading time 
and practice. This is not a requirement to participate in the intervention;

• provide a quiet learning space with little or no distractions;

• engage students in reading for the majority of the lesson; and

• provide opportunities for students to read at their instructional and independent 
reading level during the intervention and throughout the day.

(Fountas & Pinnell, 2009; Allington, 2012)

The goal of targeted small group intervention is for students to be engaged readers 

Page 43

 
collaborative team approach is crucial to  
planning supports for students. 

•  intervention and instruction does not  
replace the instruction that happens in . 
Instead, it offers additional support so students  
can meet curricular outcomes. The intervention 
should align with the classroom instruction. 



It is important to have a process to follow to meet the needs of students who are not 
currently meeting reading outcomes within classroom instruction. 

Dufour’s Professional Learning Community questions are helpful to guide a process for 
intervention (Dufour, Eaker, Dufour & Many, 2010).

What is it we expect 
students to learn?  

(outcomes)

How will we know when 
students have learned it?  

(assessment)

How will we respond 
when some students 

intervention)

How will we respond 

know it?

Allington, R. (2009). 

Allington, R. (2012). 
Designing research-based programs (3rd ed.). 
Fountas, I., & Pinnell, G. (2009). 

 
Johnson, P., & Kier, K. (2005). 
Saskatchewan Learning. (2004). Teaching students with reading 

Bender, W.N., & Waller, L. (2011). RTI & differentiated reading in the 

      Process for Responsive Reading Instruction
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The following process will guide teachers in supporting students within their classroom. 
It is meant to determine when intervention beyond the classroom is necessary and 
when other professionals could be consulted. This may be used as an example when 
addressing student needs.
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Step One: Classroom-based Intervention within Instruction ( )

• Implement the four powerful instructional approaches - modelled reading, shared reading, 
scaffolded/guided reading, independent reading.

• Monitor student progress through on-going formative assessment.
• Adjust instruction as needed.
• Confer and set learning goals with students.
• Inform parents of progress.
• Document strategies used and their impact on student learning.

  - If student growth is not evident based on division benchmarks and assessments, proceed   
    to targeted group intervention.

Step Two: Targeted Group Intervention ( )
• Consult school-based team. 
• Review documentation and strategies implemented in classroom instruction.
• Develop a plan for targeted group instruction based on the needs of the students.
• Communicate with families about instructional options and engage them in 

the plan.

Language Arts minutes for a limited number of weeks. 

and/or benchmark formative assessments.
• Document strategies utilized.

  - If student growth is evident, the intervention is successful and no 
    longer required.

  - If student growth is not evident, proceed to planning for intensive               
    individual intervention.

Step Three: Individual Intervention ( )

• School and division-based team (e.g., families, classroom 
teacher, student support services teacher, administrator, 

occupational therapist) meets to discuss the plan for 
intensive individual intervention.

• Review documentation of classroom and targeted group 
instruction.

• Determine whether further assessments and referrals are 
needed to assist student learning.

• Develop and implement an action plan.

• Team monitors the plan and makes adjustments as needed.
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Conclusion
This document is meant to provide a framework for school divisions and teachers 
in planning for high impact teaching strategies in instruction, assessment and 
intervention. The document comes alive through the many examples of promising 
practice that have been successful in school divisions across Saskatchewan. These 
examples are found in the photographs throughout the document, in the appendix 
and within the online version of this document.

saskatchewanreads.wordpress.com

(Routman, 2014, p. 282)

I am committed and 
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Anchor charts are charts that are co-created by teachers and students to make students’ thinking 
and learning visible and concrete. Anchor charts make students’ thinking visible for future reference 
and study. Anchor charts can also be used to list processes and procedures for a particular activity. 
When deciding to use an anchor chart consider the purpose, student usefulness and how it will 
support ongoing learning. When creating an anchor chart focus on one key idea, co-construct it with 
students, make it readable, clearly organize and write in words students can read with ideas they can 
understand. (Miller, 2008, pp. 88-90 and http://www.edugains.ca/newsite/aer2/glossary.html)

Anecdotal records provide ongoing information about a student’s performance with tasks, their needs 
and their strengths, and language development over time. Methods of keeping anecdotal records on 
individual students, small groups or the entire class vary. All observations should be dated and focused 
on what students know and can do. (English Language Arts: A Curriculum Guide for the Elementary Level (K-5), 
2002)

Approach(es) is an effective instructional practice that has an evidence of success that is both reliable 
and valid. The use of effective instructional approaches has been found to be successful in teaching 
students to read and leads to measureable growth and improvements in student learning. 

Authentic (text, conversations) means genuine and meaningful in both conversation with/among 
students and in text selection. It is something personal that offers connections to the reader or speaker. 
(Miller, 2012, pg.72)

Concepts of print 
language (Clay, 2000). Students develop concepts of print based on their experiences from home and 
their early print experiences in environments such as story-time at the library, grocery shopping and 
school. 

Co-constructed criteria
language meaningful to students, necessary to successfully complete a task or project. Co-construction 
of criteria deepens understanding of what successful task accomplishment looks like. During task 

established criteria.

Conferring is a one-on-one meeting between teacher and a student. Conferring helps the student 
understand, remember, extend meaning and make reading experiences memorable. It uncovers 
a student’s attitude and helps teachers discover a student’s reading stamina, work ethic and helps 
explore a student’s reading process. Conferring helps the teacher gather data for assessment and 
evaluation. It is how a student describes what he/she knows and is able to do. (Allen, 2009, p. 34) 

Conferencing involves brief interactions between teacher and student(s) that support the student’s 
comprehension, word solving and other reading strategies. (Fountas & Pinnell, 2009)

Convention(s) is an accepted practice or agreed-upon rule in representational, spoken or written 
language. (Saskatchewan ELA Curriculum, Grade 3, 2010) 

Cues are clues built into the structure or patterns of communication texts. (Saskatchewan ELA 3 Curriculum, 
2010) 

Diagnostic assessment is used to determine an individual’s understanding of language concepts and 
ability to use language skills and strategies. These assessments allow the teacher to determine how to 
build or deepen the student’s understanding of the concepts, skills or strategies. Diagnostic assessments 
include miscue analysis, informal inventories and individual reading, listening, speaking, writing, viewing 
and representing tasks. (English Language Arts: A Curriculum Guide for the Elementary Level (K-5), 2002)
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Differentiation is a teacher’s response to a student’s needs. It is making sure each student learns what 
he/she should learn by establishing clear goals, assessing persistently to see where each student is 
relative to the goals and adjusting instruction based on assessment information so that each student 
can learn as much as possible as effectively as possible. Differentiation is not a set of strategies; it is a 
way of planning for effective targeted teaching and improving student learning. Strategies are tools to 
accomplish the goals of differentiated instruction. (Tomlinson, 2010) 

Environmental print is the print seen in our immediate surroundings and used in our everyday lives. 
Environmental print stimulates and supports literacy behaviours of students while motivating them to 
explore and understand more about print. Environmental print serves a purpose – print is intentionally 
selected, limited and placed throughout the classroom at students’ eye-level; it is accessible and 
directly relates to the learning, interests and cultures of students.                                                                                                                                    

Flexible grouping(s) places students into temporary small groups based on their level of independence 

are: groups are formed and re-formed to meet students’ needs as they arise, small groups vary in size, 
the organization, task and purpose of the group is understood by each student in the group. (Gambrell, 
Morrow & Pressley, 2007)

 is an approach for moving classroom instruction from teacher-
centered, whole-class instruction to student-centered collaboration and independent practice. (Fisher & 
Frey, 2014)

Instructional level is the highest level at which a student can still understand and make meaning with 
teacher support.

learning provides students with opportunities to build knowledge, abilities and inquiring 
habits of mind that lead to deeper understanding of their world and human experience. The inquiry 
process focuses on the development of compelling questions, formulated by teachers and students, 
to motivate and guide inquiries into topics, problems and issues related to curriculum content and 
outcomes. Inquiry learning engages students in investigations that lead to understanding. Inquiry builds 
on students’ inherent sense of curiosity and wonder, drawing on their diverse backgrounds, interests and 
experiences. (Saskatchewan ELA 3 Curriculum, 2010) 

Intervention involves more intensive or supported instruction, beyond whole group classroom instruction, 
provided to small groups or individual students who need extra support with an aspect of their learning. 

Just right self-selected text consists of choosing a text that is ‘just right’ for the reader. This will depend on 
the reader’s purpose, interest, motivation, background knowledge and level. (Miller, 2013) 

Levelled texts are texts that have literary merit and are suitable for the age, skill level and social maturity 
of students. Teachers typically use the following criteria to level texts: content and sophistication, length 

illustration support. (English Language Arts: A Curriculum Guide for the Elementary Level (K-5), 2002)

Metacognitive process(es)
processes. (Saskatchewan ELA 3 Curriculum, 2010)   

Oral language includes the following components: vocabulary, sentence structure, understanding 
of story, social language skills, auditory skills, comparing and contrasting information and ideas and 
understanding concepts such as quantity, space, sequence.

Phonemic awareness (Saskatchewan 
ELA 3 Curriculum, 2010) 

Phonics is the ability to recognize the sound-spelling relationships associated with print. (English Language 
Arts: A Curriculum Guide for the Elementary Level (K-5), 2002)

 provides a clue to a reader’s comprehension through expression, pausing, phrasing, pitch, 
rhythm, smoothness and stress all working together to create effortless movement through a text. 

(Fountas & Pinnell, 
2006)



is a measurement process that focuses on the student in the world. Qualitative 
assessing involves collecting words, pictures, observations, artifacts, etc. in the attempt to make 
meaningful interpretations about the progress of a student. 

 is a process that collects numerical data and uses already developed 
measurements, adapts existing measurements or creates new measurements to gather data to 
determine the progress of a student.

Reading inventories are constructed from individually administered sets of structured reading 
assessment tasks that usually include word lists and oral and silent reading passages. Students read 
silently and orally, and retell what they recall and/or respond to a set of comprehension questions. 
Their reading of the word lists and their oral and silent responses are analyzed to establish independent, 
instructional and frustration levels for reading. (English Language Arts: A Curriculum Guide for the Elementary 
Level (K-5), 2002) 

Reader response to text needs to be stimulated by the student’s use of strategies, concepts and skills 
to make meaning of their learnings from the reading. Responses need to be driven by the reader’s 
comprehension and passion. Student responses are usually not directed by a list of questions or 
activities that become a blueprint for all responses. Purposes for reader response are to: deepen 
students’ understanding and appreciation of the text read, motivate other students to read the text 
when student responses are shared, offer the teacher a deeper understanding of what the student is 
comprehending, guide teachers in furthering instruction; e.g., grouping students for further instruction, 

or small group.

Responsive instruction/teaching promotes the intellectual, social, physical and emotional development 
of all students. Responsive instruction adapts to students’ needs and presents students with a variety of 
developmental experiences, learning experiences and supports to advance their learning potential. 
Responsive instruction incorporates curriculum, instruction and assessment to support all students to 
achieve the knowledge, skills and attitudes required to succeed in school and in life. (Saskatchewan ELA 3 
Curriculum, 2010) 

Running record is a tool that is useful for assessing a student’s reading strategies and levels. Running 
records can be used any time a student is reading classroom texts. The student or the teacher selects 
a grade-appropriate book that is to be read. The teacher sits beside the student. As the student reads 
the text (at least a 100-word sample), the teacher records the oral reading behaviours of the student on 
a blank sheet of paper, noting miscues and comprehension. (English Language Arts: A Curriculum Guide for 
the Elementary Level (K-5), 2002) 

Self-assessment
of her/his own progress. Self-assessment supports students in critically analyzing learning related to 
curricular outcomes, is student-driven with teacher guidance and occurs throughout the learning 
process. (Saskatchewan ELA 3 Curriculum, 2010)   

Stamina is a student’s ability to engage in focused reading independently for an extended length of 
time. (Boushey & Moser, 2006)

 is a systematic plan for solving a problem or executing a task. (Saskatchewan ELA 3 
Curriculum, 2010)

Text(s) is any form of communication, whether visual, oral, written or multimedia (including digital 

illustrations, video and computer displays, oral communications, (including conversations), speeches, 
dramatizations and printed communications in their varied forms. (Saskatchewan ELA 3 Curriculum, 2010)

Think aloud involves teachers verbalizing (out loud) their thoughts while reading. This provides wonderful 
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opportunities to model and monitor thinking, comprehension and metacognitive strategies. (English 
Language Arts: A Curriculum Guide for the Elementary Level (K-5), 2002)

 intervention is embedded within effective instructional approaches. It builds on student 
strengths and creates a foundation for further learning and achievement.  Instruction may occur in 
whole group, small group or individual settings. Students are assessed often and student progress is 
monitored regularly. 

 intervention

engagement in small groups. Instruction is targeted and short term. The goal of  intervention is 

require support.

 intervention involves planning by a school based team along with specialists (Speech and 
Language Pathologist, Occupational Therapist, Educational Psychologist) who determine necessary 
further assessment and plan for intensive individual programming. An action plan is implemented that 
meets the need of the individual student. 

Triangulation of data means using three different sources of data, including conversations, products 

student’s progress.
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APPENDIX B

Sample Rubrics for Reading (CR)

The grade 1, 2 and 3 sample reading rubrics included in this appendix are adapted from the 
Comprehend and Respond rubrics included in ELA 1 (pp. 33-36), ELA 2 (pp. 34-37) and ELA 3 
(pp. 35-38).
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 b

e 
co

nf
us

in
g 

or
 

in
co

m
pl

et
e.

  

St
ud

en
t m

ay
 n

ee
d 

oc
ca

si
on

al
 h

el
p 

or
 p

ro
m

pt
in

g.
  

St
ud

en
t c

he
ck

s 
un

de
rs

ta
nd

in
g 

an
d 

us
es

 s
om

e 
ap

pr
op

ri
at

e 
st

ra
te

gi
es

  

Fo
cu

se
s 

on
 li

te
ra

l m
ea

ni
ng

. 

Id
en

tif
ie

s 
ac

cu
ra

te
ly

 m
ai

n 
id

ea
s 

an
d 

ch
ar

ac
te

rs
. 

Re
ca

lls
 m

os
t k

ey
 e

ve
nt

s.
 

H
as

 d
iff

ic
ul

ty
, o

ft
en

, s
eq

ue
nc

in
g 

ev
en

ts
. 

M
ay

 o
m

it 
so

m
e 

ev
en

ts
. 

M
ay

 h
av

e 
di

ff
ic

ul
ty

 m
ak

in
g 

in
fe

re
nc

es
. 

Co
m

pr
eh

en
si

on
: 

D
em

on
st

ra
te

s 
a 

lim
it

ed
 o

r 
in

ad
eq

ua
te

 u
nd

er
st

an
di

ng
 o

f t
he

 
te

xt
. O

ff
er

s 
si

m
pl

is
ti

c 
or

 
ir

re
le

va
nt

 r
es

po
ns

es
 w

it
h 

lit
tl

e 
or

 n
o 

ev
id

en
ce

 to
 s

up
po

rt
 

re
sp

on
se

s.
  

Co
m

pr
eh

en
si

on
 a

nd
 re

sp
on

se
s 

ar
e 

in
ac

cu
ra

te
 o

r i
nc

om
pl

et
e.

  

St
ud

en
t n

ee
ds

 o
ne

-t
o-

on
e 

su
pp

or
t a

nd
 c

oa
ch

in
g.

  

St
ud

en
t i

s 
un

ab
le

 to
 c

he
ck

 
un

de
rs

ta
nd

in
g 

or
 u

se
 a

pp
ro

pr
ia

te
 

st
ra

te
gi

es
.  

U
na

bl
e 

to
 r

ea
d 

sh
or

t t
ex

ts
 

in
de

pe
nd

en
tly

 (r
eq

ui
re

s 
on

e-
to

-
on

e 
su

pp
or

t)
. 

Id
en

tif
ie

s si
ng

le
 to

pi
c 

or
 id

ea
,  

m
ai

n 
ch

ar
ac

te
rs

, a
nd

 
so

m
e 

ev
en

ts
. 

Re
ca

lls
 a

 fe
w

 d
et

ai
ls

. 

Re
sp

on
ds

 to
 q

ue
st

io
ns

 b
y 

gu
es

si
ng

. 



M
ak

es
 a

nd
 e

xp
la

in
s 

pe
rs

on
al

 
co

nn
ec

tio
ns

 th
at

 s
ho

w
 in

si
gh

t.
 

M
ak

es
 c

on
ne

ct
io

ns
 to

 o
th

er
 te

xt
s 

an
d 

to
 w

or
ld

. 

G
iv

es
 e

vi
de

nc
e 

to
 e

xp
la

in
 th

e 
co

nn
ec

tio
ns

.  

O
ff

er
s 

re
sp

on
se

s 
an

d 
op

in
io

ns
 

w
ith

 lo
gi

ca
l s

up
po

rt
in

g 
re

as
on

s 
or

 
ex

am
pl

es
.  

Re
sp

on
ds

 to
 q

ue
st

io
ns

 o
r 

ta
sk

s 
ac

cu
ra

te
ly

,  
cl

ea
rl

y,
 a

nd
  

co
m

pl
et

el
y.

 

M
ak

es
 d

ire
ct

 a
nd

 c
on

cr
et

e 
co

nn
ec

tio
ns

 to
 s

el
f, 

ot
he

r 
te

xt
s,

 a
nd

 
w

or
ld

.  

U
se

s 
so

m
e 

re
le

va
nt

 d
et

ai
ls

 to
 

su
pp

or
t r

es
po

ns
es

. 

M
ak

es
 c

on
cr

et
e 

co
nn

ec
tio

ns
 to

 o
w

n 
ex

pe
ri

en
ce

s.
 

O
ff

er
s 

si
m

pl
e 

op
in

io
ns

 o
r 

ju
dg

em
en

ts
.  

Re
sp

on
ds

 s
om

ew
ha

t a
cc

ur
at

el
y.

 

D
oe

s 
no

t p
ro

vi
de

 c
om

pl
et

e 
or

 
su

ff
ic

ie
nt

 d
et

ai
l. 

Ex
pe

ri
en

ce
s 

di
ff

ic
ul

ty
 g

iv
in

g 
re

as
on

s 
or

 e
xa

m
pl

es
.  

M
ay

 h
av

e 
di

ff
ic

ul
ty

 w
ith

 li
te

ra
l 

m
ea

ni
ng

. 

Re
sp

on
ds

 
in

co
m

pl
et

el
y,

 

va
gu

el
y,

 o
r  

in
ac

cu
ra

te
ly

. 

U
na

bl
e 

to
 m

ak
e 

co
nn

ec
tio

ns
, 

w
ith

ou
t d

ir
ec

t s
up

po
rt

, t
o 

se
lf,

 
ot

he
r 

te
xt

s,
 o

r 
w

or
ld

. 

O
ff

er
s 

re
sp

on
se

s 
an

d 
op

in
io

ns
 

th
at

 te
nd

 to
 b

e 
 

va
gu

e,
 

in
ac

cu
ra

te
, o

r 

un
su

pp
or

te
d.

 



U
se

 o
f S

tr
at

eg
ie

s:
 

Em
pl

oy
s,

 in
de

pe
nd

en
tl

y,
 t

as
k-

re
le

va
nt

 s
tr

at
eg

ie
s 

be
fo

re
, 

du
ri

ng
, a

nd
 a

ft
er

 r
ea

di
ng

.  

U
se

s 
pr

io
r k

no
w

le
dg

e 
an

d 
pr

ev
ie

w
s 

te
xt

 fe
at

ur
es

 to
 m

ak
e 

pr
ed

ic
tio

ns
. 

Se
ts

 p
ur

po
se

. 

M
on

ito
rs

 c
om

pr
eh

en
si

on
. 

U
se

s/
ad

ju
st

s 
st

ra
te

gi
es

. 

D
ra

w
s,

 in
de

pe
nd

en
tly

, o
n 

pr
io

r 
kn

ow
le

dg
e 

to
 m

ak
e 

pr
ed

ic
tio

ns
 

an
d 

so
lv

e 
pr

ob
le

m
s.

 

M
ak

es
 in

fe
re

nc
es

 (o
ft

en
 u

se
s 

“b
et

w
ee

n 
th

e 
lin

es
” 

in
fo

rm
at

io
n)

. 

D
em

on
st

ra
te

s 
a 

th
or

ou
gh

 
un

de
rs

ta
nd

in
g 

of
 te

xt
. 

Re
vi

ew
s,

 r
ec

al
ls

, p
ar

ap
hr

as
es

, 
su

m
m

ar
iz

es
, s

yn
th

es
iz

es
, a

nd
 

of
fe

rs
 in

si
gh

tf
ul

 p
er

so
na

l 
re

sp
on

se
s 

an
d 

cr
iti

ca
l 

ju
dg

em
en

ts
. 

Re
re

ad
s 

an
d 

sk
im

s 
to

 fi
nd

 
in

fo
rm

at
io

n 
an

d 
id

ea
s 

ef
fic

ie
nt

ly
. 

D
em

on
st

ra
te

s 
co

ns
is

te
nt

 
at

te
nt

io
n 

to
 th

e 
ta

sk
. I

gn
or

es
 

di
st

ra
ct

io
ns

 w
he

n 
re

ad
in

g.
  

U
se

 o
f S

tr
at

eg
ie

s:
 

U
se

s,
 w

it
h 

pr
ac

ti
ce

 a
nd

 te
ac

he
r 

su
pp

or
t,

 t
he

 im
po

rt
an

t b
ef

or
e,

 
du

ri
ng

, a
nd

 a
ft

er
 s

tr
at

eg
ie

s 
re

le
va

nt
 t

o 
th

e 
ta

sk
.  

U
se

s 
an

 e
xp

an
di

ng
 ra

ng
e 

of
 fa

m
ili

ar
 

be
fo

re
, d

ur
in

g,
 a

nd
 a

ft
er

 s
tr

at
eg

ie
s 

to
 d

er
iv

e 
m

ea
ni

ng
 fr

om
 te

xt
s 

in
cl

ud
in

g ta
pp

in
g 

pr
io

r k
no

w
le

dg
e 

an
d 

ex
pe

ri
en

ce
;  

pr
ed

ic
tin

g 
w

ha
t t

ex
t w

ill
 b

e 
ab

ou
t;

  
se

tt
in

g 
pu

rp
os

e;
  

id
en

tif
yi

ng
 m

ai
n 

id
ea

s;
  

m
ak

in
g 

co
nn

ec
tio

ns
 a

nd
 

in
fe

re
nc

es
;  

co
ns

tr
uc

tin
g 

m
en

ta
l i

m
ag

es
; 

as
ki

ng
 q

ue
st

io
ns

 to
 s

el
f-

m
on

ito
r;

  
ad

ju
st

in
g 

ra
te

 a
nd

 s
tr

at
eg

y;
  

no
tin

g 
ke

y 
id

ea
s 

an
d 

su
pp

or
ts

;  
re

ca
lli

ng
, p

ar
ap

hr
as

in
g,

 
su

m
m

ar
iz

in
g,

 a
nd

 
re

sp
on

di
ng

 p
er

so
na

lly
 to

 
te

xt
;  

of
fe

ri
ng

 a
nd

 s
up

po
rt

in
g 

an
 

in
te

rp
re

ta
tio

n 
of

 te
xt

;  
ev

al
ua

tin
g 

au
th

or
’s

 c
ra

ft
 

an
d 

te
ch

ni
qu

es
;  

re
re

ad
in

g.
  

U
se

 o
f S

tr
at

eg
ie

s:
 

U
se

s,
 w

it
h 

pr
om

pt
in

g 
an

d 
su

pp
or

t,
 

a 
fe

w
 k

ey
 b

ef
or

e,
 d

ur
in

g,
 a

nd
 a

ft
er

 
re

ad
in

g 
st

ra
te

gi
es

. D
oe

s 
no

t 
al

w
ay

s 
kn

ow
 w

he
n 

to
 a

pp
ly

 th
e 

st
ra

te
gi

es
 

to
 a

 n
ew

 t
as

k.
  

U
se

s 
be

fo
re

, d
ur

in
g,

 a
nd

 a
ft

er
 

st
ra

te
gi

es
, w

ith
 s

up
po

rt
 a

nd
 

pr
om

pt
in

g,
 th

at
 h

av
e 

be
en

 e
xp

lic
itl

y 
ta

ug
ht

 in
cl

ud
in

g 
 

us
in

g 
pr

io
r k

no
w

le
dg

e 
to

 
m

ak
e 

pr
ed

ic
tio

ns
 a

nd
 

su
pp

or
t u

nd
er

st
an

di
ng

;  
pr

ed
ic

tin
g 

w
ha

t t
ex

t m
ig

ht
 

be
 a

bo
ut

;  
se

tt
in

g 
or

 u
si

ng
 a

 p
ro

m
pt

ed
 

pu
rp

os
e;

 
no

tin
g 

ke
y 

id
ea

s 
an

d 
so

m
e 

su
pp

or
ts

;  
co

ns
tr

uc
tin

g 
m

en
ta

l i
m

ag
es

;  
m

ak
in

g 
an

d 
tr

yi
ng

 to
 c

on
fir

m
 

pr
ed

ic
tio

ns
;  

m
ak

in
g 

so
m

e 
ba

si
c 

in
fe

re
nc

es
;  

re
ca

lli
ng

 m
os

t i
de

as
 a

nd
 

ev
en

ts
;  

de
m

on
st

ra
tin

g 
an

 a
de

qu
at

e 
un

de
rs

ta
nd

in
g 

of
 te

xt
;  

gi
vi

ng
 a

 s
im

pl
e 

pe
rs

on
al

 
re

sp
on

se
 to

 te
xt

;  
no

tic
in

g 
so

m
e 

el
em

en
ts

 o
f 

au
th

or
’s

 c
ra

ft
 a

nd
 te

ch
ni

qu
e;

 

U
se

 o
f S

tr
at

eg
ie

s:
 

Re
qu

ir
es

 r
ep

ea
te

d 
m

od
el

lin
g 

of
 

be
fo

re
, d

ur
in

g,
 a

nd
 a

ft
er

 r
ea

di
ng

 
st

ra
te

gi
es

 a
nd

 r
eq

ui
re

s 
co

nt
in

uo
us

 c
oa

ch
in

g 
on

 w
he

n 
an

d 
ho

w
 to

 u
se

 t
he

m
.  

A
tt

em
pt

s 
to

 u
se

, w
ith

 s
up

po
rt

 
an

d 
pr

om
pt

in
g,

 a
 li

m
ite

d 
nu

m
be

r 
of

 b
ef

or
e,

 d
ur

in
g,

 a
nd

 a
ft

er
 

st
ra

te
gi

es
 in

cl
ud

in
g 

 
se

tt
in

g 
a 

po
ss

ib
le

 
pu

rp
os

e;
  

th
in

ki
ng

 a
bo

ut
 w

ha
t i

s 
kn

ow
n 

ab
ou

t t
op

ic
 o

r 
ev

en
t;

  
pr

ed
ic

tin
g 

(b
ut

 o
ft

en
 ju

st
 

gu
es

se
s)

;  
se

qu
en

ci
ng

 (b
ut

 h
as

 
di

ff
ic

ul
ty

 s
eq

ue
nc

in
g 

ev
en

ts
 o

r e
xp

la
in

in
g 

id
ea

s 
an

d 
re

la
tio

ns
hi

ps
 s

uc
h 

as
 

ca
us

e-
ef

fe
ct

); 
 

ba
si

c 
in

fe
rr

in
g 

(b
ut

 o
ft

en
 

un
ab

le
 to

 m
ak

e 
in

fe
re

nc
es

); 
 

re
ca

lli
ng

 s
om

e 
id

ea
s 

an
d 

ev
en

ts
 b

ut
 d

em
on

st
ra

tin
g 

a 
lim

ite
d 

or
 in

ad
eq

ua
te

 
un

de
rs

ta
nd

in
g 

of
 te

xt
;  

of
fe

ri
ng

 a
 s

im
pl

is
tic

 o
r 

un
re

la
te

d 
pe

rs
on

al
 

re
sp

on
se

 to
 te

xt
;  

do
es

 n
ot

 u
su

al
ly

 r
ev

is
it 

a 
te

xt
.  



Fo
llo

w
s,

 in
de

pe
nd

en
tly

, i
ns

tr
uc

tio
ns

. 

Re
ad

s 
or

al
ly

 w
ith

 a
pp

ro
pr

ia
te

 
flu

en
cy

,  
ac

cu
ra

cy
, a

nd
 

ex
pr

es
si

on
.  

Re
fle

ct
s 

an
d 

se
ts

 g
oa

ls
 fo

r 
re

ad
in

g.
  

Cu
es

 a
nd

 C
on

ve
nt

io
ns

: 
U

se
s 

co
nf

id
en

tl
y 

an
d 

co
ns

is
te

nt
ly

 th
e 

cu
es

 a
nd

 
co

nv
en

ti
on

s 
of

 c
om

m
un

ic
at

io
n 

an
d 

la
ng

ua
ge

 t
o 

co
ns

tr
uc

t 
m

ea
ni

ng
.  

Kn
ow

s 
re

as
on

s 
fo

r 
re

ad
in

g.
 

Id
en

tif
ie

s 
in

te
nd

ed
 a

ud
ie

nc
e 

an
d 

pu
rp

os
e 

fo
r a

 te
xt

.  
Id

en
tif

ie
s 

an
d 

us
es

, r
ea

di
ly

,  
va

ri
ou

s 
te

xt
 s

tr
uc

tu
re

s,
  

te
xt

 s
tr

uc
tu

re
s’

 e
le

m
en

ts
, 

an
d 

 
te

xt
 s

tr
uc

tu
re

s’
 

or
ga

ni
za

tio
na

l p
at

te
rn

s 
to

 
un

de
rs

ta
nd

.  

U
se

s 
kn

ow
le

dg
e 

of
 

se
nt

en
ce

 s
tr

uc
tu

re
, 

D
em

on
st

ra
te

s 
at

te
nt

io
n 

to
 th

e 
ta

sk
. 

Ig
no

re
s 

m
os

t d
is

tr
ac

tio
ns

.  

Fo
llo

w
s 

in
st

ru
ct

io
n.

 

Re
ad

s 
or

al
ly

 w
ith

 a
pp

ro
pr

ia
te

 
flu

en
cy

,  
ac

cu
ra

cy
, a

nd
 

ex
pr

es
si

on
.  

Cu
es

 a
nd

 C
on

ve
nt

io
ns

: 
U

se
s 

th
e 

cu
es

 a
nd

 c
on

ve
nt

io
ns

 o
f 

co
m

m
un

ic
at

io
n 

an
d 

la
ng

ua
ge

 t
o 

co
ns

tr
uc

t m
ea

ni
ng

.  

Re
co

gn
iz

es
 th

at
 a

 te
xt

 w
as

 c
re

at
ed

 
fo

r 
an

 in
te

nd
ed

 p
ur

po
se

.  

Id
en

tif
ie

s 
an

d 
ex

pl
ai

ns
 d

iff
er

en
t 

fo
rm

s 
of

 te
xt

s.
 

U
se

s 
kn

ow
le

dg
e 

of
 th

e 
el

em
en

ts
 

an
d 

or
ga

ni
za

tio
n 

of
 d

iff
er

en
t t

ex
ts

. 

Id
en

tif
ie

s 
co

nv
en

tio
ns

 o
f t

ex
ts

. 

U
se

s 
kn

ow
le

dg
e 

of
 w

or
d 

or
de

r t
o 

de
te

rm
in

e 
m

ea
ni

ng
 o

f s
en

te
nc

es
. 

U
se

s 
th

e 
re

la
tio

ns
hi

ps
 o

f w
or

ds
 in

 
se

nt
en

ce
s 

to
 h

el
p 

co
ns

tr
uc

t 
m

ea
ni

ng
. 

re
re

ad
in

g 
to

 fi
nd

 s
pe

ci
fic

 
in

fo
rm

at
io

n 
(b

ut
 is

 o
ft

en
 

in
ef

fic
ie

nt
). 

 

D
em

on
st

ra
te

s 
at

te
nt

io
n 

to
 th

e 
ta

sk
 

us
ua

lly
 b

ut
 in

co
ns

is
te

nt
ly

 ig
no

re
s 

di
st

ra
ct

io
ns

.  

Fo
llo

w
s,

 w
ith

 s
up

po
rt

 a
nd

 
pr

om
pt

in
g,

 in
st

ru
ct

io
ns

.  

Re
ad

s 
or

al
ly

 w
ith

 s
om

e 
flu

en
cy

,  
ac

cu
ra

cy
, a

nd
 

ex
pr

es
si

on
.  

 

Cu
es

 a
nd

 C
on

ve
nt

io
ns

: 
U

se
s 

so
m

e 
of

 t
he

 c
ue

s 
an

d 
co

nv
en

ti
on

s 
of

 c
om

m
un

ic
at

io
n 

an
d 

la
ng

ua
ge

 t
o 

co
ns

tr
uc

t 
m

ea
ni

ng
.  

U
se

s,
 w

ith
 s

up
po

rt
 a

nd
 p

ro
m

pt
in

g,
 

ba
si

c 
cu

es
 a

nd
 c

on
ve

nt
io

ns
 o

f 
co

m
m

un
ic

at
io

n 
to

 h
el

p 
co

m
pr

eh
en

d 
te

xt
 in

cl
ud

in
g:

  
Id

en
tif

ie
s 

th
e 

pu
rp

os
e 

of
 

fa
m

ili
ar

 te
xt

 fo
rm

s 
an

d 
po
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APPENDIX C

Eligible Students for Reading Outcome Grades 1,2, 3

Ideally every student would be involved in the provincial roll up of reading data; however, 
there is recognition that this is not going to be the reality for all children. For the purpose of 
collecting data to determine the results of our reading Outcome and Hoshin, the Provincial 

1. Students learning English as an Additional Language (EAL) 

• The purpose of conducting levelled reading assessments is to inform effective instruction 
for each student. EAL learners should be assessed when they are able to comprehend 
and respond to prompts about print text. Students should participate in a reading 
assessment as soon as information gained from the assessment can be used to inform 
appropriate text selection that will support their reading growth. 

• Reading assessment reports generated from the Student Data System include a student’s 

EAL student has a CFR level recorded in the provincial Student Data System by the end of 
September each year. The CFR is more than a reading level. It is a reference framework 
that helps to guide decisions about inclusion of EAL learners in a levelled reading 
assessment. 

Action Item: Students at the B1.1 level and beyond should be included in grades 1 to 3 
reading level data collection, with the results submitted to the PLT via the Ministry of Education. 
Students who are below level B1.1 and are not yet able to be assessed should have a value of 
NM (not measurable) entered in the data system. 

2. Other students

• The purpose of conducting assessments is to help provide effective instruction for each 
student. Students should participate in a reading assessment when information gained 
from the assessment can be used to inform appropriate text selection that will support 
their reading growth.

Action Item: In rare instances, exemptions may occur based on a recommendation by a 
collaborative team, which includes the classroom teacher and school based members, and is 
connected to division based personnel. Students who are in this category should have a value 
of NM (not measurable) entered in the data system.

Exemptions may include:

• students who have limited communication skills or are unable to communicate;

assessed, or for whom levelled reading assessment may be harmful.

In the rare instance that a student is not assessed for another reason (such as absence during 
the assessment period), a value of NA (not assessed) should be entered in the data system. At 
the end of an assessment period (January or earlier, and June), every student on a teacher’s 
class (homeroom) list should have a value entered for a reading level, which will either be an 
actual reading level, NM or NA.



APPENDIX D

As a result of the Education Sector Strategic Plan, there is a unique opportunity to align 
all levels of our system toward improved reading for our students. This alignment begins 
with government and moves through the Ministry of Education, school boards, senior 
administration, schools, classrooms and communities. Having all components of the sector 
align provides a common purpose that activates numerous resources to attain a common 
goal.

Government

• Approved the Education Sector Strategic Plan.

• Created Saskatchewan Plan for Growth – Vision 2020 and Beyond.

• Leads the country in graduation rates.

• Creates appropriate structures for success.

• Provides leadership.

• Facilitates monitoring and improvement cycles.

• Communicates with the public.

• Advocates for this work.

School Board

• Provides direction, support, and monitoring.

• Provides support through board motion/strategic plan - declaration.

• Are reading ambassadors.

Senior Administration

• Are literacy champions.

• Creates division literacy reading team with teachers.

• Develops vision and plan for reading.

• Conducts environmental scan.

• Chooses an assessment and provides professional development.

• Conducts data analysis.

• Promotes instructional approaches for learning.

• Supports interventions.

• Creates and implements a professional development plan.

• Provides resources, trains and supports literacy coach model.



• Encourages reading capacity building at all levels.

• Monitors division activities aligned with plan implementation.

• Monitors student improvement.

• Develops and implements communication strategy.

In-School Administration

• Aligns school goals with division and province.

• Actively involved in reading strategy training.

• Conducts walkthroughs.

• Conducts formative supervision.

• Provides constructive conversations.

• Monitors school teams, teacher professional growth plans, and student progress.

• Provides leadership and support for teachers.

• Schedules a minimum 90 minute uninterrupted block for ELA.

• Provides grade alike blocking in schedule.

• Protects classroom instructional time and minimizes interruptions.

• Appreciates and celebrates success of teachers and students.

Teacher

• Aligns plans and professional growth with school goals.

• Participates in PD opportunities.

• Implements division reading strategy.

• Provides feedback to students and to the system.

• Becomes familiar with Saskatchewan Reads.

• Communicates directly with parents about their child’s reading progress and the
important role parents have.

• Aligns their work and goals with the school and teacher goals.

• Communicates with community about the school reading initiative.

• Arranges information nights for community about reading.

• Organizes reading activities (e.g. speakers, authors in the community, book exchange at
the local rink) that allow the entire community to participate in the improved reading of
students.
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PSSD ADDITIONAL APPENDICES K-12 

Routines to Support a Workshop Philosophy 

A workshop philosophy/model/framework is made up of a structure, routine, and ritual, which work together as a system 
(S. Bennett). 

Structure:  It is a way to structure time for students to read, write and think. 

Routine:  Workshop occurs on a daily basis.  This routine is predictable so that the unpredictable can happen, 
i.e. students are thinking and making meaning.  A mini-lesson is followed by independent work time and 
reflection (sharing). 

Ritual:  Students have access to books, places to read with someone or by themselves, time for book talks, 
materials are accessible to them, and the teacher is there to confer with them. 

How to introduce these routines and rituals: 

The routines and rituals can be defined through 
mini-lessons and ongoing reflection.  Without 
spending time on these, students may not know 
what the expectations are and this can result in 
situations such as not knowing what to do when the 
teacher is conferring with someone or where to find 
a just-right book. 

 

Some of the routines and rituals that need to be 
demonstrated and/or discussed with students: 

 What is a workshop? 
 What is reading? 
 How do I choose a just-right book? 
 Where is the best space for me to read? 
 What are my responsibilities when we turn & 

talk? 
 What is my teacher’s role & the student’s role 

during a mini lesson, shared reading, independent 
reading, & during sharing time. 

 What does stamina look like/sound like? 
 What does sharing look like/sound like? 
 What is the teacher’s role and student’s role 

during conferring? 
Other topics may emerge and can be addressed when needed.   

Anchor charts co-constructed with students serve as reminders.    
These routines and rituals need to be established at the beginning of the school year and consistently built upon so that 

the workshop can serve to build a community of learners. 

 

 

 

 

 

Selecting “Just Right” Text  

CHECK IT OUT: 
Bennett, S. (2007).  That Workshop Book: New Systems and Structures for Classrooms That Read, Write, and Think.  Portsmouth, NH:   

Daniels, H. & Zemelman, S.  (2004).  Subjects Matter:  Every Teacher’s Guide to Content-Area Reading.  Portmouth, NH:  Heinemann. 

Duke, Nell. (2014).  Inside Information:  Developing Powerful Readers and Writers of Informational Text Through Project-Based Instruction.  
New York, NY:  Scholastic. 

Harvey, S. & Daniels, H. (2009).  Comprehension and Collaboration:  Inquiry Circles in Action.  Portsmouth, NH:  Heinemann. 

Miller, D.  (2008).  Teaching With Intention.  Portland, ME:  Stenhouse. 

Tovani, C. (2004).  Do I Really Have to Teach Reading?  Content Comprehension Grades 6-12.  Portland, ME:  Stenhouse. 

Tovani, C. (2011).  So What Do They Really Know? Portland, ME:  Stenhouse. 
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Reader’s Workshop is….. Reader’s Workshop is not…. 

…..for students K-12.  The processes are similar for all grades ….NOT only for elementary classrooms 

…..a philosophy that includes structure, rituals and routines ….NOT simply a structure 

….a framework dependent on creating a culture of respect, 
inquiry, and thinking in the classroom 

….NOT possible without creating a physical, emotional and 
learning environment 

….a framework which gives students time to read and respond 
and work towards independence 

….NOT simply a teacher-directed reading lessons 

……dependent on the teacher addressing the curriculum as well 
as student needs and interests 

….NOT a free for all 

….centered on differentiated instruction …..NOT only for students who are already independent readers 

….based on the gradual release of responsibility framework ,,,,,NOT impossible for dormant or developing readers! 

…a way to address surface and deep structures.  During 
independent reading, students practice skills and strategies 
which have been addressed in the mini-lesson 

…..NOT only teaching comprehension strategies. Learning to 
access print is also part of a workshop model 

…a way of embedding an inquiry approach in all curricula ….NOT separate from an inquiry approach 

…an opportunity for teachers and students to apply 
comprehension strategies 

…..NOT only a superficial look at comprehension strategies- ie. 
Making a connection without thinking about how it helps one 
understand 

….a framework in which the majority of time is spent reading 
while the teacher confers with students 

….NOT center time in which students work on a variety of 
activities while the teacher confers with a student 

….a way to integrate curriculum.  Students are expected to 
read and write and think in all curricular areas and need the 
tools to help them understand 

….NOT only an ELA focus, with an emphasis on fiction 

…..an authentic way to assess students’ growth ….NOT a time for ‘testing’ students 

…..for ALL students ….NOT only for students requiring green zone supports 

…..based on reading research over many years (i.e David 
Pearson, Catherine Snow, Ellin Keene, Richard Allington) 

….NOT a fad 
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Selecting “Just Right Text” 

Part of our role in helping students learn to read is helping them to choose text 
that is appropriate for their own purpose.  Time spent on helping students make 
decisions about what they are reading will support the development of students 
who see themselves as readers and are able to select text independently.  
Selecting a text is not just about the reading level, but rather involves a variety of 
considerations.  Selecting a text that is ‘just right’ will depend on the reader’s 
purpose, interest, motivation, background knowledge and level.  Modeling 
lessons on how we choose a text ourselves will help our students think about a 
variety of things when selecting a text for themselves.   

Some questions we might model: 

 How long is the text?  Will I stick with it? 
 Am I interested in the topic? 
 Do I understand what I am reading? 
 How many hard words are there?  
 Why am I choosing the text? 
 What do I already know about the topic? 
 Will the pictures help me if it is a harder read? 
 Is it an author I have already read and enjoyed? 
 Will it help me practice what I’m/we’re learning how to do? 

As teachers we can help students make wise decisions by: 

 Modeling how we select text for ourselves including such things as where do we sit and who we work 
with. 

 Conducting book talks that help students become aware of possible good choices. 
 Providing choices, i.e. here are three books that might work for you.  Which one might you like to try? 
 Co-creating recommendation charts in your classroom--soon classmates will also add their 

recommendations to others.  This is one way of encouraging students who tend to choose one genre 
or one author to expand their repertoire. 

 Having conversations with individual students to discover why they are making their text selection.  
 Creating “Just Right Text” criteria book marks for students; one for school and one for home. 

“Interest trumps 
reading level” 

(Richard Allington) 

Can kids find 
books in a 

bookstore that 
interests them? 

(Kelly Gallagher) 
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Questions to consider when Guiding Student Choice: 

The term “just right” should be fluid and dependent on what students are working toward. 

o Could a book that’s easy to read be just right for a student working on fluency? 
o Could a book above a students’ level be just right if he has extensive background about its 

content and/or is highly motivated to read it? 
o Could a book be just right for a student working on comprehension if the words are easy to 

read, but the content is challenging? 
o Could a book be just right for a student working on decoding if she knows most of the words, 

but not all of them and the content is easy? 
o Could a challenging book be just right for the student who is highly motivated to read it? 
o Could a book that’s easy to read be just right for the student who needs to build background 

knowledge on a specific topic? 
o Book talks are essential especially for middle years and high school students who may have 

developed a disinterest or resistance towards reading.  (P. Kittle). 
 

 

“Once we decide that it’s important for children to have say in 
the books they read, we must not only teach them how to make 

wise choices, but also make available high-quality selections 
that offer a wide variety of levels, topics, and types of texts.” 

(Miller, 2013) 

“Teaching children to make wise 
choices takes time, energy, 
persistence and practice.” 

(Miller & Moss, 2013) 
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The ELA Curriculum recommends only one author or genre study 
per year, the rest being multi-genre thematic unit and multi-genre 
inquiry/interdisciplinary units. 

A teacher-selected novel to have all students read does not address 
individual needs and interests.  It might be ‘just-right’ for some, but 
not for all.  This means that not all students will be able to read the 
novel independently. A novel study often asks students to participate 
in literacy activities that are not authentic and do not constitute “real reading”. 

However, this does not mean that a teacher cannot read a novel to the class.  It only means that this is not the 
only text students are reading – or in actual fact, listening to.  Read-alouds are very important.  Through a read 
aloud, a teacher can: 

 Model thinking strategies 
 Model reading fluency, i.e. prosody; the art of slowing down in parts when needed 
 Engage students in a new genre or topic 
 Connect the reading to a broader theme or topic 
 Show interest in students by reading a student-choice book 

 
 

 

CHECK IT OUT: 

Kittle, Penny (2012).  Book Love:  Developing Depth, 
Stamina, and Passion in Adolescent Readers.  Portsmouth, 
NH:  Heinemann. 

Mere, C. (2005).  More Than Guided Reading.  
Portland,ME:  Stenhouse. 

Miller, Debbie (2012).  Reading with Meaning:  Teaching 
comprehension in primary grades.  Portland ME:  
Stenhouse. 

Szymusiak, K., Sibberson, F. & Koch, L. (2008).  Beyond 
Leveled Books.  Portland, ME:  Stenhouse. 

“Choice increases 
engagement, volume 

and complexity” 

 (Penny Kittle) 

Do novel studies 
have a role in the 

classroom? 
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Choice Inspires Reading 
Increase volume, stamina and engagement 

 

 

 

 

 

 

100% 
Teacher Selects ALL Books 
Students read less! 

 

 

 

 

 

 

 

75% 
Differentiating Reading by 
Interest and Level 
Independent Reading + book clubs 

25% 
Guided Reading 
of whole class texts 

Adapted from Penny Kittle (pennykittle.net) 
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The Role of Leveled Books 

 

 

NOTE: A reading level can be determined for all text, but in this section we are referring to commercially prepared leveled books. 

 

 

 

75% 
Differentiating Reading by Interest 
and Level 
Independent Reading + book clubs 
% 
Guided Reading 
of whole class texts 

Although all books/text can be ‘leveled’, classroom libraries should be organized around themes/topics not around levels.  
Limiting a child’s reading life to predetermined levels can limit the child’s idea of reading and the purpose of reading.  Leveled 
texts have a place in classroom libraries, but need to be incorporated into the process of teaching children how to select ‘just 
right text’ and an environment that emphasizes student choice. 

A leveled book/text is one tool a teacher may use to support a student’s reading experience.    Irene Fountas points out, 
that the intention of leveled text “was to put the tool in the hands of educators who understood their [text] characteristics.”  
By understanding the characteristics and complexities of text, it supports teachers in selecting texts, but also in teaching 
children to select appropriate text.  “Leveling children’s literature….is not an exact science.” (Serravallo,  2010)  Text leveling, 
matching readers to texts, and student learning along a text gradient are all subjective and unpredictable. Reading levels 
depend on a person’s background knowledge about a topic or genre, interest, and ability to access text so limiting a  
child to read books of one predetermined level ignores these factors.  Responsive teaching is the best way to help 
students choose text which is at an appropriate level for a specific purpose. 

If the focus of curriculum and assessment are so narrow that cutoff scores and text levels are all that 
define students’ worth as literate individuals, we can’t help but expect that negative self-perceptions, 

low motivation, and little satisfaction or success with school-based literacies will prevail. 
(Gretchen Owocki, The RTI Daily Planning Book) 

As Penny Kittle identifies, “Choice inspires reading” at all ages.  
When we provide student choice, and when we teach our students 
how to select an appropriate text, we increase reading volume, 
stamina and engagement.  We want students in PSSD to have 
choice in reading, and we want to develop students who are 
capable of selecting an appropriate book/text whether it is in the 
school library, a book store or their own classroom. 

One of the practices we need to re-consider is assigning students 
books to read based on a predetermined reading level.  At one time 
we had bins of books with a reading level label and students were 
assigned a bin to choose a book from.  How does this practice allow 
student choice from a wide selection of books that are available 
and of interest to the reader? 



  92 
 

PSSD ADDITIONAL APPENDICES K-12 

As Irene Fountas identifies, we want students to experience a variety of books at varied levels as part of a rich literacy 

program.  “They may experience complex texts as read aloud or shared reading selections and a range of levels in book 

discussion groups or independent reading. Highly effective teaching provides a range of opportunities with different 

texts for different purposes.” (Fountas, 2014)  Commercially identified leveled books have a place in classroom libraries 

if used as part of students’ reading diets and are included with other texts that provide opportunities for deeper 

thinking, but students should not be limited to only reading from a predetermined level. Leveled books should be part of 

a repertoire of books that students choose for independent reading and that they select for a specific purpose such as 

practice in decoding, practice in word recognition, practice in oral reading fluency, and practice in word analysis.   

Although as teachers we want to be using a variety of text 

beyond leveled books,  it is still helpful to understand the 

factors used when placing a text along a gradient of 

difficulty as we can use this to help guide students in any 

text selection.  Consider how the book’s text appears to be 

increasingly difficult in the following areas: 

 

 Sentence complexity/syntax 

 Vocabulary 

 Words 

 Illustrations 

 Book and print features 

 Language and literacy features 

 Themes and ideas 

 Content 

 Overall text structure 

 

 

Anchor Charts 

CHECK IT OUT: 

Fountas, Irene, (2014). Text Levels- Tool or Trouble?  
https://lesleyuniversitycrrlc.wordpress.com/2013/10/23/text-levels-tool-or-trouble/ 

Miller, Donalyn (2013).    Reading in the Wild:  The Book Whisperer’s Keys to Cultivating Lifelong 
Reading Habits.   Hoboken, NJ:  John Wiley & Sons. 

Owocki, G. (2010). The RTI Daily Planning Book.  Portsmouth, NH: Heinemann. 

Serravallo, Jennifer (2010). Teaching Reading in Small Groups. Portsmouth, NH: Heinemann. 

Szymusiak, K., Sibberson, F. & Koch, L. (2008).  Beyond Leveled Books.  Portland, ME:  Stenhouse. 

“You should not extrapolate that all ‘N’ books are the same, but you can make some generalizations…that will help inform 
your practice. ……readers bring different experiences and prior knowledge to a book as well as different understandings of 
syntax based on the language spoken at home.  These may make a text more accessible to one reader than another.  
Again, leveling is not an exact science…..” (Serravallo, 2010) 
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The classroom environment acts as a ‘third teacher’, enhancing the 
development of student independence. 

Print resources such as posters, signs, lists, charts, and 
student/teacher writing samples in the classroom need to be 
strategic and purposeful. 

One tool, the anchor chart, is very effective in promoting student 
success. Anchor charts are for all classrooms, regardless of grade 
level.  An anchor chart outlines or describes procedures, processes, 
and strategies on a particular theme or topic and is posted in the classroom for reference by students. Ideas recorded on 
the anchor charts are co-created with students. Examples of anchor charts include: how to participate in a discussion, 
tips on using commas, what readers need to do when they infer, how to choose ‘just right’ books, how to write a reading 
response, etc. 

Anchor charts are different from teacher-generated materials or purchased 
posters because they are co-created with a particular group of students for 
a specific purpose. Because students have collaborated in the creation of 
the charts, they are more apt to make use of the information contained on 
them. It is important that students have easy access to anchor charts. 

Anchor charts are open-ended in nature, and both students and teachers 
can make additions or modifications as a unit progresses. In this way, anchor 
charts are an important means for synthesizing ideas and demonstrating 
learning. Making thinking visible and accessible in classrooms lets students 
know that their thinking matters and provides a visual reference of their 
thinking to support on-going learning (recent, relevant, referred to).   

“The way we set up our classroom gives 
our students a clear message about the 

culture of the classroom, the kind of 
work they will do and the expectations 

we have for them.” 
(Sibberson & Szymusiak, 2003) 

“Anchor charts 
‘anchor’ student 

thinking. (Miller, 2008) 
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Oral Language & Classroom Discourse 

 Collaborative talk provides a scaffold – a student does or says what she/he    
   can and the teacher or a peer helps with the rest (the zone of proximal  
   development in action). 
 Through classroom talk, students stretch their understanding, consider other  

    perspectives, and clarify their own point of view.  Given opportunities to talk  
   and explore ideas helps students see knowledge as negotiable, own-able and  
   exciting.   

 The more opportunities there are to use oral language in the classroom, the greater development of higher-
order thinking. 

What might this look like in the classroom? 

 Co-constructed anchor charts about what speaking/listening look like, sound like and feel like are reminders for 
students. 

 Teachers model and students practice building onto others’ thoughts and ideas. 
 Time is given to have students reflect on being a conversationalist. 
 There are many opportunities for students to turn and talk.  This requires all students to think and gives 

everyone a chance to talk. 
 Teachers label what a child is doing so they are more apt to reapply that learning in new contexts.  i.e. say You 

know what you just did?  You inferred that ____________ and this helped you to figure out why this character 
acted like that. 

 Students are encouraged to explain their responses: What makes you say or think that?  Can you say more about 
that?  When students hear this language, they tend to use it with each other.  

 Opportunities are provided for students to speak on a range of topics and for a range of purposes. 
 Teachers model and use language to define and describe higher-level thinking. 

 

Other considerations regarding classroom talk: 

Acquiring grammar and vocabulary of a language does not automatically result in being 
able to use language effectively.  Learning how to express ideas and opinions and using 
language to learn about things are two functions of language which are crucial to 
success in school.  Providing these opportunities is part of providing a language-rich 
environment.  
 
It is important to respect other verbal styles, i.e. children from diverse cultural or family 
settings. Dialect differences need to be respected and not treated as deficiencies.  
 

We can actually 
affect what 

children 
understand by 

manipulating our 
own oral language 

patterns (Keene, 
2012) 

Language floats 
on a sea of talk.  
(James Britton) 
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Although whole-class discussions are valuable, they tend to be 
teacher-directed and involve only a few students.  Small group 
discussions can create a safer place for some students.  
 
 
 

  Small group discussions can also 
create a sense of community and 

provide opportunities to learn 
important interpersonal skills.   
 
 
 
 
 
 

 
 

 
 

 
 
 
 
 
 
 
 
 
 
 
 

I talk more in the small 
group because then 

there’s more room to 
talk…not so many people 
are talking.  Some people 

confront more when 
there’s not a big group 

(grade 5 student).   

  Sma
cre

You learn how to get along 
with other kids.  Kids get 

along better because 
they’re talking about the 

same things and that 
might help them to see a 

different side of somebody 
(grade 5 student}. 

CHECK IT OUT: 
Harvey, S. & Daniels, H. (2009).  Comprehension and Collaboration:  Inquiry Circles in Action.  Portsmouth, NH:  
Heinemann. 

Johnston, Peter (2004).  Choice Words.  Portland, ME:  Stenhouse. 

Johnston, P. (2012).  Opening Minds:  Using Language to Change Lives. Portland, ME:  Stenhouse. 

Nichols, M. (2006)  Comprehension Through Conversation.  Portsmouth, NH:  Heinemann. 

Keene, E.  (2012).  Talk About Understanding:  Rethinking Classroom Talk to Enhance Comprehension.  Portsmouth, NH:  
Heinemann. 
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Building a Culturally Supportive Environment for EAL Learners? 

All students want to feel their classroom reflects who they 
are as a person and a learner.  To support our EAL students, 
we can help them feel they are a part of the classroom by 
representing and acknowledging different cultures on the 
walls and in their assignments and conversations.  

Visiting new families at their homes to help strengthen the 
relationship and build trust can also support the students’ 
feelings of being valued as a contributing member of the 
classroom.   For more information read the following article about home visits:  
Making Your First ELL Home Visit: A Guide for Classroom Teachers 

Students can feel like they are a part of the classroom by 
being accepted for who they are and for their differences.   

 Encourage all students to share about their culture and  
      engage with parents as much as possible. 
 During their initial school transition, encourage students to  

      use their first language when reading, writing, and when  
      communicating with siblings, parents, and peers. 
 Learn some basic 

phrases in a student’s first language. This can help build a culturally 
supportive environment. You may want to try an online program like 
Duolingo (free), Rosetta Stone (available through the division), Babble, 
Live Mocha, or the BBC Languages site. 

 Share books with your whole class that aim to build a love of diversity. 
 Have a variety of picture dictionaries and use technology to support in 

translation and communication. The Google Translate App is excellent.   
 Purposefully celebrate cultural diversity in the school. Recognize cultural dates important to students and 

their families.  

Saskatchewan Multicultural Week Nov 22 Cinco de Mayo May 5 

International Day for the Elimination of Racial Discrimination March 21 Ramadan Varies (~June) 

National Aboriginal Day June 21 Diwali Varies (~Oct) 
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Literacy Learning: What’s Essential? 
 
 

Cognitive Strategies: Surface & Deep Structures     (adapted from Ellin Keene, 2007) 

SURFACE STRUCTURE 
SYSTEMS 

The content of reading, writing, 
speaking and listening 

Grapho-Phonic 

Identify words, reading fluently 

 Letter sound knowledge 
 Phonemic awareness 
 Decoding 
 Alphabet recognition 
 Sounds (43-46 sounds) 
 Each letter has a sound 

FLUENCY STRATEGIES 

Identifying and pronouncing words, reading 
fluently, orally and silently 

 Using context 
 Visual word recognition strategies including use 

of environmental print 
 Word analysis strategies such as prefixes, 

suffixes, compound words and word derivations 
 Text management strategies such as rereading, 

reading ahead, deep reading, 
skimming/scanning 

 Decoding strategies, i.e.. identifying word 
families, chunking, point & slide, looking for 
known words within words 

 Cross check across system (make sense, sound 
like language, letters match sounds) 

 Asking another reader 
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DEEP STRUCTURE SYSTEMS 

Comprehending deeply and literally; 
Extending meaning 

Semantic 

Word meanings, experiences, association; 
precision in word usage in writing. 

 Choosing the perfect word at the 
perfect time 
 

Schematic 

Constructing meaning at the whole text 
level; prior knowledge that governs storage 
and retrieval of info, understanding themes, 
concepts, ideas 

 Inferential thinking 
 Connecting ideas together 
 Association of the new with the 

known 
 

Pragmatic 

Social construction of meaning, reading and 
writing for specific purposes and audiences: 
adopting social mores of a reader/writer, 
reading and writing habitually, interacting 
with others around ideas read. 

 Read aloud, read silently 
 Write 
 Share, report out, share partner 

thinking 

Lexical 

Visual word recognition based on 
frequent exposure: visual memory 
for all words 

 The most frequently used 
system 

 Not just sight words 
 Fluency comes from this 

system 
 Aids in spelling 
 Like a camera that takes a 

picture of the word 
 

Syntactic 

Our mind’s ear.  Auditory 
understanding of language 
structure at the word, sentence and 
text level. 

 Learned through talk 
 Oral language is necessary for 

this to develop 
 

SURFACE STRUCTURES W
ORK SIM

ULTAN
EOUSLY &

 W
ITH

 D
EEP STRUCTURES 

ESSENTIAL COGNITIVE 
STRATEGIES 
The purpose of a strategy is to give kids a 
language to communicate their 
understanding of human thought and to go 
deeper into their own thinking. 

Students learn best when we teach: 

 A few concepts 
 Of great import 
 Taught in great depth 
 Over a long period of time 
 Applied in a variety of text & context 

There is NO SEQUENCE to teaching these 
skills. 

COGNITIVE STRATEGIES FOR 
COMPREHENDING  
Probing ideas and extending meaning: reading 
deeply 

 Monitoring comprehension 
 Activating background knowledge 
 Asking questions 
 Inferring meaning 
 Visualizing & creating sensory images 
 Determining importance 
 Summarizing & Synthesizing Fluency Comprehension 

NOTE: Surface structures and deep 
structures should be a 50/50 
balance at the grade 1 level  

i i i f &

Key aspects:       1.   Cognitive Strategies--Surface & Deep Structures 
                              2.   Text/Context 
                              3.   An environment of mindful engagement 

SURFA

 
 

1
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Deep and Surface structures (cognitive strategies) occur while using a variety of text/contexts and within an environment of 
mindful engagement: 

Text/Context Environment of Mindful Engagement 

Comprehend and Respond to a range of contemporary and 
traditional texts from First Nations, Metis and other cultures in a 
variety of forms for a variety of purposes and in a variety of 
meaningful, authentic contexts (Personal & Philosophical; Social, 
Cultural & Historical; Imaginative & Literary; Communicative; 
Environmental &Technological) to address “big ideas” for deeper 
understanding. 

Examples: 
Biography                                    Realistic fiction 
Historical fiction                         Persuasion 
Textbooks/Reference text       Science fiction 
Poetry                                           Mystery 
Memoir/autobiography           Journalism 
Opinion/ Editorial                      Picture book 
Photo essay                                 Fantasy 
Multi-media                                Web Sites 
Promotional materials/Advertising 
Expository text: narrative or didactic 
Environmental print 

Understand differences among structure and features of various 
genre; apply reading/writing strategies differently depending on 
the genre (textual cues). 

Work in instructional level text for: 

 Practice in decoding 
 Practice in word recognition 
 Practice in oral reading fluency 
 Practice in word analysis 

 
Work in more challenging text including read aloud, wordless 
picture books and texts that have been read multiple times for: 

 Application of comprehension strategies 
 Study of writer’s tools 
 Analysis of text structure 
 Book club discussions 
 Partner reading  
 Learning new content 

A  climate of rigor (probing for deeper, more thoughtful responses),  
inquiry as a way of being (students’ questions/passions drive their work), 
intimacy (sense of respect, trust & freedom to take risks), and the 
teacher’s belief in students’ capacity for intellectual engagement  

Students: 

 Understand & engage in the processes, procedures & rituals of the 
learning community; respond and react with respect  

 Select books, topics, authors, appropriately for level, challenge and 
interest 

 Engage deeply in book discussions, share recommendations & insights 
with other readers, seek to understand the insight of others 
(comprehend & respond) 

 Understand & use options for oral, artistic, dramatic, & written 
responses to literature and other text (compose and create) 

 Become independent, flexible and adaptive in using surface and deep 
structure systems 

 Assess & reflect on own language skills, discuss the skills of effective 
viewers, listeners, readers, representers, speakers, and writers, and 
set goals for future improvement. 

 View themselves as readers, writers, and thinkers; choose to read and 
write (develop a sense of efficacy) 

 

Teachers: 

 Encourage student inquiry, social responsibility, & self-reflection 
 Develop norms with students that contribute to a safe, respectful 

learning environment 
 Create a climate which provides appropriate challenge & that visibly 

encourages serious, but joyful works on authentic tasks through the 
use of several types of learning spaces (large group/small 
group/independent work) 

 Provide equal access for all students to the materials and expertise 
needed by readers and writers 

 Value students’ multiple ways of investigating & representing  
 Use the Gradual Release of Responsibility framework 
 Model a disposition towards thinking & learning by living literate lives 

and sharing insights from those more experienced 
 Model what readers  think about and how they create a literate life 
 Model what writers who write convincingly think about and how they 

observe the world to feed their writing 
 Teach a few important concepts in depth over a long period of time in 

an integrated manner 

98898

CHECK IT OUT: 
Darling-Hammond, L. (2008). Powerful Learning:  What We Know About Teaching For Understanding. San Francisco, CA:  Jossey-Bass Pub. 
 
Keene, E. (2008). To Understand:  New Horizons in Reading Comprehension.  Portsmouth, NH: Heinemann.  
 
Sweet, A. & Snow, C. (2003).  Rethinking Reading Comprehension. New York, NY:  Guilford Press.  
 
Saskatchewan Ministry of Education (2010):  Saskatchewan English Arts Curricula K-12. 
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Comprehension Strategies 

Comprehension is the process of simultaneously extracting and constructing meaning.  We comprehend or make meaning of the 
world around us as we receive (view, listen, read) and express (speak, write, represent) information through many forms of text 
(written, electronic, oral, visual, audio and multimedia or a combination of these) in a language-rich environment (using 
language/learning about language/learning through language).  Comprehension is an ongoing process (before/during/after). 

Comprehension research has shown that the following comprehension/thinking strategies are those that proficient 
readers, writers, and thinkers use. 

1. Monitoring Comprehension
2. Activating background knowledge and connecting
3. Asking questions
4. Inferring meaning
5. Visualizing and creating sensory images
6. Determining importance
7. Summarizing and synthesizing

Comprehension strategies…… 

Are “tools” readers, writers, and thinkers use to understand and communicate meaning.
Are not taught in isolation.  Although we may focus on a single strategy so students can become familiar with
this strategy, the goal is for students to integrate the strategies as they try to understand.
Need to be taught in a way that is specific to a particular genre in order to help students negotiate a variety of
text genre in independent reading.
Need to be modeled by teachers as they read and think aloud about their own thinking processes.  In order to
expect students to “think deeper”, they need to see what that looks like and sounds like.  This occurs during
mini-lessons as well as during conferring.
Need to become part of a culture of thinking in the classroom. As a teacher confers with a student, they
reinforce and support reflection around the strategies that worked as students problem solve during reading
rather than directly instructing to clarify a source of confusion in the text.
Have many layers.  The following charts (as adapted from the sources below) indicate some examples of
evidence that demonstrate a students’ use of strategic thinking and reading behaviours for each strategy.

CHECK IT OUT: 
1. Daniels, H.(Ed.)(2011). Comprehension Going Forward.  Portsmouth, NH:  Heinemann.
2. Dorn, L. & Soffos, C. (2005) Teaching for Deep Comprehension:  A Reading Workshop Approach.

Portland, Maine:  Stenhouse Publishers.
3. Harvey, S. & Goudvis, A. (2005).  The Comprehension Toolkit 3-6.  Portsmouth, NH:  Heinemann.
4. Harvey, S. & Goudvis, A. (2008).  The Comprehension Toolkit K-2.  Portsmouth, NH:  Heinemann.
5. Harvey, S. & Daniels, H. (2009).  Comprehension and Collaboration:  Inquiry Circles in Action.

Portsmouth, NH:  Heinemann.
6. McGregor, T.  (2007).  Comprehension Connections:  Bridges to Strategic Reading.  Portsmouth, NH:

Heinemann.
7. Miller, D. & Moss, B. (2013).  No More Independent Reading Without Support.  Portsmouth, NH:

Heinemann.
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Strategy Evidence of Strategic Thinking Behaviours Language We Might Use or Hear 

Monitoring 
Comprehension 

Listens to inner conversation and leaves tracks to
hold thinking.
Stops and goes back to refocus thinking when the
mind wanders.
Rereads and reads on to clarify meaning and clear
up confusion.
Stops and uses a variety of comprehension
strategies when meaning breaks down.
Remembers to stop, think, and react to learn
information and expand thinking.
Uses “fix-up strategies” – rereading for clarification,
reading ahead to construct meaning, uses context to
figure out an unfamiliar word, skips difficult part and
continues on to see if meaning become clear.
Can explain how monitoring comprehension
enhances understanding.

I don’t understand… 

Huh?  I don’t get this part… 

I understand… 

This feature makes me think… 

This doesn’t make sense… 

When I went back to reread, I 

learned… 

I need to reread… 

Oh, now I get it… 

Activating 
Background 
Knowledge & 
Making 
Connections 

Refers to prior personal experience.
Uses background knowledge of text features, text
structures, genre, style and content to gain
information.
Merges background knowledge with new
information and reacts to it.
Makes connections between the text and own life,
other texts, and the broader world.
Revises and changes thinking based on new
information or evidence.
Explains how using background knowledge and
making connections enhances understanding
beyond immediate text.

This reminds me of… 

I used my background knowledge to… 

I learned… 

Now I think… 

I noticed… 

I never knew… 

Wow!... 

That changes my mind… 

This feature helps me understand… 

Asking Questions Stops to ask questions to wonder about the
information and to better understand it.
Recognizes that not all questions are answered in
the text.
Uses a variety of strategies to try to answer
questions:  looks at pictures, considers the features,
reads the text, asks a peer, etc.

I wonder… 

I’m curious… 

Why… 

How come… 

What, when, where, will… 

I’m confused… 
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 Poses lingering questions about the information and 
big ideas to expand thinking. 

 Uses questions to think critically, i.e. challenges 
validity of text and/or author’s point of view; 
question the ideas and information. 

 Does further research to gain information and 
acquire knowledge. 

 Can explain how asking questions enhances 
understanding. 

I don’t get this… 

I can’t believe… 

Huh… 

My big question is… 

I still wonder… 

Do you know anything about… 

Inferring Meaning  Merges background knowledge with text clues to 
make meaning. 

 Infers the meaning of unfamiliar words and concepts 
(inference at word, sentence, and whole text level). 

 Infers from text features and visuals to understand 
the story/information. 

 Uses text evidence to infer big ideas and themes. 
 Predicts outcomes, events, and characters’ actions. 
 Answers questions that are not explicitly answered 

in the text. 
 Merges background knowledge with text clues to 

draw conclusions. 
 Can explain how inferring enhances understanding. 

I infer… 

Maybe it means… 

Probably… 

That’s probably why…what…how… 

The evidence suggests… 

Maybe… 

It seems to me… 

This information makes me think… 

From the text clues, I can conclude… 

Visualizing and 
Creating Sensory 
Images 

 Describes own mental image – visualize as well as 
hear, taste, smell, and feel the words and ideas. 

 Creates and describes multisensory and/or 
emotional images that extend and enrich the text. 

 Creates sensory images drawn from the reader’s 
background knowledge and the clues in the text. 

 Can explain how the process of using sensory image 
enhances understanding. 

I’m visualizing… 

I am getting a picture… 

I’m thinking…I can see… 

I can feel… 

This makes me want to… 

Determining 
Importance 

 Separates interesting details from bigger ideas and 
important information. 

 Paraphrases, putting information into own words to 
better understand it. 

 Considers and questions responses when making 
meaning. 

I learned, I wonder, WOW!... 

This is really important… 

My background knowledge tells me… 

The most important information 
seems to be… 
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 Distinguishes between what the reader thinks is 
important and what the author most wants the 
reader to take away. 

 Identifies and uses supporting details to come up 
with the bigger ideas, concepts or themes. 

 Organizes thinking to prepare to share it. 
 Identifies multiple ideas or themes; may attribute 

them to different point of view; discusses author’s 
stance or purpose and its relation to key themes and 
ideas in the text. 

 Can explain how determining importance enhances 
understanding. 

This is really interesting, but what 
seems to be important is… 

This information makes me think… 

This is important to remember… 

My opinion is…the author’s argument 
is… 

I think this part means…. 

Summarizing and 
Synthesizing 

 Pulls out information that relates to key ideas and 
paraphrases it briefly and accurately. 

 Distinguishes between the gist and reader’s personal 
response. 

 Synthesizes big ideas from summary and personal 
thoughts. 

 Understands the difference between facts and 
opinions and revises thinking in light of new 
evidence. 

 Moves from facts to ideas. 
 Rethinks misconceptions and ties opinions to the 

text. 
 Merges what is known with new information to form 

a new idea, perspective, or insight. 
 Generates new knowledge. 
 Can explain how synthesis promotes deeper 

understanding and can explain how flexibility in 
thinking throughout enhances understanding. 

I wonder, how did you…or why did 
you… 

I have a compliment…I like how you… 

I have a question… 

I never realized… 

To sum up… 

I have a connection… 

I used to think….but now I … 

Now I get it… 

One new idea I had was… 
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What are the Big Ideas of EAL instruction? 

Preparation EAL Learners need to be prepared for learning by being able to communicate about the 
learning experience. They need to be able to ask for help when they need it. They should 
know the following basic learning phrases or sentences: 

 “I don’t understand.” 
 “Would you please explain that to me?” 
 “Would you please show me how?” 
 “What information do I need to remember?” 
  “What is the most important part?” 

Building 
Background  

Teachers can build background connections for EAL Learners by making purposeful 
connections to prior learning, by teaching the most important vocabulary, and by trying 
to connect the content to something the student may have already experienced.  

Comprehensible 
Input  

Teachers should make tasks clear by using vocabulary/visuals/instructions students can 
understand, and by providing a variety of instructional experiences including: 

 Model what is expected of students - Teachers can do this by using exemplars, visual schedule, PEC 
cards, written instructions with visuals, using sentence stems, and etc…  

 Vocabulary Cards - Allow students to collect commonly used words in English with their first language 
translation/picture on small flash cards. Words for individual students can be clustered by categories or 
need, but they should be frequently used words to support content or process learning.  

 Total Physical Response Activities - teachers use hand gestures, facial expressions, and whole body 
movement to illustrate concepts or vocabulary words. Students emulate the movements. These 
movements can be included into a teacher’s modelled or shared lesson 

 Confusing Words Bulletin Board - students add commonly used slang phrases and idioms to a chart for 
other students to interpret. 

 Read Along Audio Files 
 Video Resources  
 Web Resources  

Practice/ 
Application  

English Language Learners need hands-on materials, opportunities to practice and to 
apply concepts learned, and opportunities to integrate reading, writing, speaking, and 
listening skills. 

Review and 
Assessment  

A comprehensive and deliberate review of vocabulary and key content area concepts and 
language standards, will enable ELL students to demonstrate mastery. Reviewing and 
previewing allows teachers to support students with a limited vocabulary perform well. 
The CFR is a great document for setting language learning goals for students and tracking 
student growth. 
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My Prairie Spirit Classroom 
is diverse in worldview, culture, language, gender identity 
and interests and this is how we learn together. 
 
In my classroom, 20% of the time consists of whole group teacher talk and 80% of 
the time is student talk (whole group, small group and independent self-talk).  
 
All students participate in side-by-side learning opportunities with me several 
times a week in each subject area.  Side-by-side learning opportunities include 
descriptive next steps feedback or reflective conversations.  
 
My instruction includes opportunities for all students to construct knowledge, 
have choice in learning and experience explicit teaching and modelling of learning 
strategies that students can apply while exploring new ideas and concepts. 
  
Learning opportunities for all students are characterized by high expectations 
(rigor), personal and purposeful application (relevance), collaborative learning 
environments (relationship), risk-taking to consider alternative instructional 
approaches (innovative) and student choice (engagement). 
 
Formative assessment and various forms of feedback (e.g. self, peer, adult, 
parents) strengthen and inform my classroom practices and support all learners in 
their progress toward their learning goals.  
 
My teaching begins with big ideas, sharing them with students and teaching and 
relating parts (knowledge and skills) to the big ideas throughout the learning 
process.  All students understand, articulate and can provide evidence of their 
growth towards the big idea. 

At least once a month, I have opportunities to discuss the next steps in my 
personal learning efforts.  This can occur through learning walks or collaborative 
learning with colleagues.  
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Conferring  

Richard Allington’s research indicates that the most effective teaching occurs 
when we can work with students one on one.  Conferring is an opportunity for 
that side-by-side learning to occur.  “Conferring is a discourse that allows you 
to know a child as a reader, while also nudging them further in their growth” 
(Patrick Allen). 

 

 

 

 

 

 

 

 

 

 

Conferring is the heart of the 
workshop philosophy.  It is the 
time to sit side by side with a 

student and have a purposeful 
conversation with him/her.  

Conferring is a structure that 
provides a framework, but 

allows for flexibility to 
differentiate for diverse needs in 

the classroom. 
(Patrick Allen) 

Conferring is a structure that: 
Honours both the reader’s voice and the teacher’s voice and 
encourages a shared creation of understanding. 
Provides an opportunity to further model the language of thinking 
geared towards a specific need at a specific time. 
Provides an opportunity to listen to the student’s thinking and 
reading, scaffold/guide when needed, and teach the student to let 
the text support them, i.e. to interact with and make meaning 
from text--in this way it empowers the student. 
Involves the student in making decisions and setting goals. 
Provides an opportunity to teach a student something they need 
to know about reading/writing.  Support or scaffolding is provided 
immediately. 
Provides the opportunity to follow up on the focus of the mini-
lesson.  Provides the opportunity to extend the mini-lesson & 
extend student learning. 
Provides documentation of the student’s thinking and progress in 
her/his development as a reader/writer/thinker (assessment for 
learning). 
Gives the opportunity for “in-depth conversations” and not just 
“checking in”. 
Provides opportunity to sometimes meet with a small group, 
formed on the basis of need, not a reading level number. 

 

“When we confer with students, we’re not standing above 
them or even leaning over, we’re sitting right beside them, 
shoulder to shoulder.  We’re digging deeper now, working 

hard to individualize our instruction and support children as 
they apply what we’ve taught them in large and small group 
settings.”  (Debbie Miller, The Difference between Conferring 

and Touching Base”) 
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Conferring Considerations: 
(adapted from Debbie Miller) 

 Expect the Unexpected- don’t begin a conference with a preconceived notion, be prepared for the unexpected. 
 Use the time to inform future instruction- conferring with individuals allows us to identify where to go next in a 

child’s learning journey, or areas that may be required by the whole class. 
 Share your own reading process- share the processes you use as a reader--your successes and your struggles as 

a reader when appropriate. 
 Link back to the lesson- students use independent reading time to practice, take time to notice if they are using 

a strategy or skill used from the mini-lesson.  Identify the things they are doing that reflect what good readers 
do. 

 Leave students with a goal- help the reader think of a goal or plan for their 
reading so they can continue to practice. 

 Record the conference’s key points- keep written records when you 
confer with a student.  Take note of what was taught, what was learned, 
their disposition towards reading and their goal. 

 Check back in- the notes you take will allow you to go back to a student 
and check how things are progressing. 

 Know your students as readers- knowing our students as readers helps us 
recommend books to them, and allows us to determine their needs to 
grow as readers. 

 Use the time to build rapport- teaching is built on relationships, use the 
time to build rapport. 

 “Teach the reader, not the reading”- (Donald Graves) knowing our 
curriculum outcomes well, allows us to focus on the reader and pull in the 
necessary outcome as required. 

 Celebrate and extend- each time you confer with a child, find something to celebrate--something they did well, 
something they noticed or their engagement.  Then discuss something they will work on to extend their thinking 
so they have something to consider after you leave. 

 “How’s it going?”-  an easy start when conferring! 
 Nothing matters more than their thinking- we must be constantly curious about our student’s thinking.  

Conferring demonstrates our interest, but also take time to let them know you are curious. 
 Listen carefully, and follow their lead-  if we don’t enter a conference with the dialogue mapped out, we will be 

more inclined to carefully listen and see where it might take us. 

Children’s capacity for thinking is nearly limitless if we create the learning conditions to support it, if we provide a 
language to define and describe thinking, and if we simply ask, “What else?” or “I know you don’t know, but what 
would you say if you did know?”  There is always a deeper idea, an idea well beyond the superficial, if we have the 
patience to ask and the faith that they will answer. (Ellin Keene in To Understand, p. 245) 

Conferring is about 
listening, modeling your 
thinking and explicitly 
naming what it is that 
students are doing as 
readers.  
i.e. “You inferred how the 
character is feeling based on the 
evidence in the text and your 
prediction of what might happen.  
That’s something wise readers 
do.” 

 



  107 
 

PSSD ADDITIONAL APPENDICES K-12 

What might I say when conferring?  Some suggestions: 

 How is it going today? 
 How did you figure that out? 
 Are you saying….? 
 Keep going.  I think you are on to something. 
 Say more about that. 
 What did you learn about yourself as a reader, writer today? 
 I’m not sure everyone knows this.  Would you be willing to share when we come back together? 
 I love how you said that.  Let me write it down in my notebook. 
 What in your experience makes you think about it in this way? 
 What are you reading?  How did you come to choose it? 
 How do you find a good book? 
 What’s on your “next” list? 
 Which authors are your favorites? 
 Is this an easy or hard read for you?  How do you know? 
 Tell me about a time when the book confused you.  What did you do to understand? 
 Tell me about the characters.  Who are they?  What do you think of them? 
 What questions might the author be trying to answer? 
 How has a character struggled?  Changed?  Can you point out specific times when something was revealed 

about a character? 
 What else have you read by this author? 
 How do you push yourself as a reader? 
 What genres have you read this year? 
 Tell me about a book you dropped this year.  Why did you drop it? 

 

 

         CHECK IT OUT: 
Allen, P. (2009).  Conferring: The Keystone of Reader’s Workshop.  Portland, ME:  Stenhouse. 
Johnston, Peter (2004).  Choice Words.  Portland, ME:  Stenhouse. 
Johnston, P. (2012).  Opening Minds:  Using Language to Change Lives. Portland, ME:  
Stenhouse. 
Mere, C. (2005).  More Than Guided Reading.  Portland, ME:  Stenhouse. 
Miller, D. (2013).  Reading with Meaning.  Portland, ME:  Stenhouse. 
Miller, D. The Difference between Conferring and “Touching Base”  
http:??www.choiceliteracy.com 
Tovani, C. 2004).  Do I Really Have to Teach Reading?  Content Comprehension, Grade 6-12.  
Portland, ME:  Stenhouse. 

 

What do the other 
students do while the 
teacher is conferring?  
They are reading and 
responding to their reading.  
If students are struggling to 
stay engaged in their 
reading, it is important to 
revisit the routines and 
expectations of 
independent reading time. 

Do they have a just 
right text? 
Have they found a 
space they can read 
without interruption? 
Do they understand 
the teacher’s role and 
their role during this 
time? 

See page 85 in regards to 
routines that may need to 
be established. 
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Sample recording templates….. (adapted from Debbie Miller) 

Student: _______________________________      Date:  ______________________ 

Text Title: ______________________________      Status:  Just beginning/read some/mostly read/completed 

Is the reader understanding the text?  
Are they engaged? 
Possible Prompts: 

 Tell me about what you just read 
 Tell me more 
 What’s happening? 
 What’s your favourite part so far? 

Is the reader using a comprehension 
strategy to understand? 
Possible Prompts: 

 What are you doing to understand while 
you read? 

 What do you do when you are stuck or 
something doesn’t make sense? 

 What questions are you asking as you 
read? 

What did I/will I do to take 
this reader to the next step? 

 

 

 

 

 

 

 

 

 

  

As you plan for conferring, consider how you will keep track of the information you gather.  What notes will you keep to 
revisit ideas the next time you confer with a child? 
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(adapted from Patrick Allen) 

Student: ______________________________      Date:  ______________________ 

Text Title: _____________________________      Genre: _____________________ 

Status:  Just beginning/read some/mostly read/completed 

Review/Read aloud 

Review reader’s progress, take a brief running 
record or hear child read aloud, or record 
something child chooses to share 

Instruction/Insights 

Time to go more into depth and discuss 
specifics, relate back to mini-lesson possibly 

Plan/Progress 

Creating a plan that reflects what the reader 
plans to work on between conferences 

 

 

 

 

 

 

  

 

Student: ______________________________      Date:  ______________________ 

Text Title: _____________________________      Genre: _____________________ 

Status:  Just beginning/read some/mostly read/completed 

Review/Read aloud 

Review reader’s progress, take a brief running 
record or hear child read aloud, or record 
something child chooses to share 

Instruction/Insights 

Time to go more into depth and discuss 
specifics, relate back to mini-lesson possibly 

Plan/Progress 

Creating a plan that reflects what the reader 
plans to work on between conferences 

 

 

 

 

  

 



 

  110 
 

PSSD ADDITIONAL APPENDICES K-12 

Assessing Students’ Thinking and Behaviours 
Listen to and observe students to see if they are using strategies to gain understanding or just “talking the talk”.   
The following are considerations for collecting evidence through discussions, conferring with individual students, 

collecting annotations written by students or other ways of keeping track of their thinking. 
 

 Record the date so that you can see growth over time. 
 Document whether this evidence was collected during reading, listening, speaking, writing, or viewing text. 
 In what form was the response?  Oral?  Written?  Other? 
 Was the response to fiction or non-fiction? 
 Was the student’s response spontaneous, prompted or guided by the teacher or another student? 
 Does the student respond to others’ thinking? 
 Does the student reflect on the thinking process (metacognition)? 

 
The following example from a grade one classroom in Prairie Spirit School Division gathered during a McDowell Research Project (Epp & Lemisko, 
(2013).  Circles of Inquiry:  Creating a Culture of Inquiry to Enhance Early Learning), shows how a student worked through understanding the story 
Shi-Shi-Etko (Campbell, N. I. (2005). Shi-shi-etko. Toronto, ON: Groundwood Press).  The example demonstrates how even at a young age, children 
are capable of “deeper thinking”.  The classroom teacher took time to facilitate deeper thinking by reading this story several times over a period of 
several days and using previous reflections as basis for more insight. The goal was experiencing a memorable emotional response and empathy. 
The four different reflections below illustrate the development of understanding and empathy – learning the dimensions of a story and the 
integration of comprehension strategies.   

Shi-Shi-Etko, Campbell, N. I. (2005) - The story is about a young girl who leaves her home to go to a residential school.  Before she 
leaves, she tries to memorize everything about her home–tall grass swaying to the rhythm of the breeze, determined mosquitoes, 
working bumblebees.  When she leaves, her father takes her out in a canoe and asks her to remember the trees, the water, and 
the mountains, and her grandmother gives her a small bag made of deer hide in which to keep her memories.   

In the beginning, this student is attempting to make sense of the story. 

Student Thinking/Teacher Thinking 
 I wonder why her dad took her on a canoe?  The student is monitoring 

her comprehension.  Something is not making sense and she asks a 
question. 

 I wonder if she ran away.  The student continues to ask a question 
and is now using some background knowledge to make an inference. 

 I wonder why she buried the bag.  Again she is monitoring her 
comprehension by asking a question about something that doesn’t 
make sense. 

 I wonder why she had to go?  The drawing that accompanies the 
question illustrates her empathy for the character.  The questions 
shows that she probably doesn’t have enough background knowledge 
at this point. 

 If my mom went away, I would put things that my mom…The student 
is trying to connect to the character (show empathy) by speculating 
what she would do in a similar situation. 
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The student is still working on making sense of the events in the story. She 
wonders about details but also about a bigger idea--about why certain things 
are happening in this story.  
 
Student Thinking/Teacher Thinking 
 I wonder why the little girl slept with her mom? 
 I wonder why they bathe in the creek?  These questions are about 

things not familiar to the student.  She needs more background 
information. 

 What is a cattle truck?  A cattle truck is a truck that Crees……….At this 
point the teacher provided some background information about the 
children beginning their journey to the residential school and why 
they traveled on a cattle truck. 

 I wonder why her mom told her to remember the river?  The student 
continues to monitor her comprehension by asking a question about 
something she just doesn’t get.  She seems to be determining the 
importance of the girl in the story being asked to ‘remember’. 

 

After several readings and conversations with other students and the teacher, 
the student is able to answer her questions. With scaffolding from the teacher 
and her peers, this student has been able to summarize the important parts of 
the story and realize why these events are happening – the government made 
them go (beginning to synthesize). 
 
Student Thinking/Teacher Thinking 
 She buried the bag to help her remember later. 
 She did not run away because she was scared. 
 She bathed in the river because she had no tub. 
 She slept with her mom because she would miss her. 
 She took the cattle truck because that’s her ride to school. 
 Her parents wanted her to remember First Nations ways. 
 She had to go because the government made them go. 

 

The student is now demonstrating empathy with the characters and the 
situation in a deeper way.  She is trying to put herself in Shi-Shi-Etko’s situation 
by reflecting on how she would feel. 
 
Student Thinking/Teacher Thinking 
 I think it is not fair because she had to go to the boarding school. 
 I think it is not fair because she had to leave. 
 I think it is not fair because they will forget. 
 I think it is not fair because I will miss my mom and dad. 
 I think it I not fair because she had to learn English. 
 I think it I not fair because she will not (be) going to see her family. 
 I think it is not fair because she (is) going to a different school. 

This example demonstrates the level of thinking that can occur if students are given time and scaffolding so that they can later transfer this 
learning to their own independent reading.  It also demonstrates the possibilities of integrating curriculum – in this case ELA and Social Studies. 
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EAL Assessment Using the CFR 

In Saskatchewan, the Ministry of Education asks school divisions to track the language growth of all EAL 
students. The standard used to track their growth is called the CFR (Common Framework of Reference). The 
CFR divides language acquisition into five categories: spoken production, spoken interaction, listening, 
reading, and writing. Furthermore, the CFR places language ability on a continuum of skill that contains six 
levels of proficiency. These stages are A1.1, A1.2, A2.1, A2.2, B1.1, and B1.2. The first step on the continuum is 
A1.1. These students are considered very basic English 
language users. When students reach B1.2 they would 
typically no longer need any extra supports (due to their 
English language ability).  

Common Questions about the CFR  

What does CFR look like?  
 The CFR is a 100 page document that includes 

general information about the framework and 
statements that can be used to determine where 
students fit on the continuum. There have also been several supplemental documents created to enhance 
the documents usefulness. These include a locally created CFR Data Wall, enhanced reading and writing 
CFR documents take an in-depth look at the grade/level expectations.  

Who updates students CFR scores? 
 Classroom teachers are responsible to update students CFR levels every June, but the division is willing to 

support teachers and build their capacity. In PSSD, the EAL teachers and facilitators are more than willing 
to answer any question and even go to schools to help teachers become more confident in their ability to 
assess students CFR levels and enter these levels into the system’s data base.  

How do I determine my students CFR level? 
 All EALs should have a CFR level given to them when they enter the division. This will be done through an 

initial language assessment. Using that score teachers can reference the CFR to see if their student 
improved beyond the previously attained CFR proficiency levels.    

Is the CFR a summative or formative assessment?  
 The CFR should be used as a formative assessment and can be used to inform programming and to set 

language learning goals for students. EAL students may not be able to complete all regular curricular 
expectations. For this reason, using the CFR to guide students’ language growth helps give teachers direct 
and purpose to build their language skills.     

Planning for a Workshop Lesson CHECK IT OUT: 
SIOP - http://hopemiddle.weebly.com/-8-components-of-siop.html 
CFR - http://www.education.gov.sk.ca/guide-to-using-cfr-with-eal 
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The Workshop Model--Planning: The following template has been adapted from Debbie Miller and is one way a teacher 
might plan their ELA and/or integrated subject lessons. The time frames can be adapted to fit the scheduled class time 
but can also vary each day depending on needs.  It is important, however, to ensure that the bulk of the time involves the 
students engaged in the authentic work of readers (or writers). 

LEARNING TARGET(S) ASSESSMENT: 

 

 

 

 

 

 

Independ
ent Work 

Time

Reflecti
on/ 

Sharing

Mini-
lesson

Opening

Identify what the purpose of the lesson 
is. 

What learning target will help everyone 
reach an understanding of the essential 

questions or long-term goals? 

What will be your evidence of student 
work that will show they are 

reaching/developing an understanding 
of the learning target? (i.e. written 
responses? discussion? conferring? 

etc.) 

The opening is the chance to 
share the learning target and 

make it visible in the 
classroom. 

The mini-lesson is planned according 
to the students’ needs.  Decide what 

they need you to teach/model (a 
think-aloud, etc). Mini-lessons 

should build on where students are 
and reflect the learning target. During this time, students work 

independently in pairs or in small 
groups.  This is time to practice the 

skills of a reader and writer in 
authentic manner.  Students are 

directed on what they will do based on 
the mini-lesson.   The teacher confers 

with students as they read/write.  
Sometimes the teacher may call the 

whole class back for a variety of 
reasons to focus on a common 

misunderstanding – this is referred to 
as a ‘catch’.  The teacher can also use 
this time to meet with small groups 
with similar needs as appropriate.  
Conferring is an excellent time to 

differentiate learning based on the 
needs of individual students. 

Reflection or sharing time is a chance to 
build the groups’ knowledge by sharing 

thinking and reflections of growing a 
reader, writer, mathematician, etc.  Focus 
the sharing on the learning target, but be 

flexible if students aren’t ready for this 
but have grown in other ways.  Choosing 

students to share whom you have 
conferred with is helpful. 

The GRADUAL RELEASE OF RESPONSIBILITY provides a framework to guide 
students toward using different skills, strategies and routines independently.  

The approach moves classroom instruction from teacher centered, whole-
group instruction to student-centered collaboration and independent 

practice.  Sometimes all of the phases in this framework are completed in 1 
class period, and sometimes they extend over time.  It all depends on the 

purpose of the lesson, the complexity of the strategy, skill or routine or the 
difficulty of the text. 

Modelled/Shared Reading 

Scaffolded/Independent Reading 
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Blank Page for planning purposes 

LEARNING TARGET(S) ASSESSMENT: 

 

 

 

 

 

 

Mini-lesson/ 
Opening 

Independent Work Time 

Reflection/Sharing 

Possible Catch? 
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Scheduling your workshop time in a GRADE 1-3 Classroom 

The workshop model/philosophy works well within all grades, however teachers of grade 1-3 students often 
struggle with ways to include more word work and focus on the surface structures students may need.  

In Reading with Meaning, Debbie Miller identifies the many ways she weaves the surface structure skills and 
practice that young readers need throughout her day.  An outline of her morning would include: 

8:45-9 Books & reading 
& talking about 
books 

Opportunities to connect with individuals and know what they are reading and 
ensuring students have “just right text” available for the day.  By ensuring they 
have just right texts in their hands, we can work towards students reading for two-
thirds of the workshop time 

9-9:10 Morning Message Opportunities to teach and reinforce earlier lessons on: The focus is on learning these skills/strategies for the 
purpose of, and in the context of, m

aking m
eaning. 

 Sentence structure 
 Vocabulary 
 Sound-symbol 

relationships 
 Strategies for 

decoding 

 Recognizing spelling patterns 
 Finding little words in big words 
 Chunking sounds 
 Learning word meanings 
 Identifying sight words 

9:10-
10:30 

Readers 
Workshop 

 Using songs & nursery rhymes on chart paper or in books to investigate 
words, letters & sounds; concepts of print and language; building sight 
words; developing word meanings 

 Exploring spelling patterns or word families from an intentionally selected 
book; 

 Developing understanding of the cognitive strategies wise readers use 
 Integrating ELA with other subject areas could occur 

Modelled/Shared 
Reading-Mini 
Lesson 

Independent 
Reading Time 

 Learn about words and sentences; sound symbol relationships 
 Time to confer with individual children on regular basis and support them in 

their reading development; but also time to pull together small groups of 
students who need similar supports 

10:30-
11:20 

Writing Workshop A text used in a readers workshop for  making meaning, can also be used  
in a writers workshop for studying the craft of writing. 

 

 

meaning, can also be used 
riting.

“Every moment children 
spend reading and writing 
is a chance to apply what 
they know about words in 
a real, relevant context.” 

(Debbie Miller) 

WORD WORK- “I had a twenty minute block of time in the afternoon for working explicitly 
on letters, sounds and words. This time was outside the reading workshop, and lessons 

were focused, fast and fun…..practice applying those skills (in real books) during the 
independent practice portion of reading workshop. That way these skills don’t live in 

isolation, and children have daily opportunities to consolidate both the surface and deep 
structures during independent reading (Miller, p 191-192) 

Science, Social Studies, and Health can easily be integrated with 
ELA in a reading workshop by using text relevant to those subjects. 
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Embedding Surface Structures in an Elementary Classroom Workshop  

Surface structures (accessing text) and deep structures (comprehending meaning) should be a 50/50 balance at the 
grade one level and gradually evolve into 20 surface/80 deep by about grade 4.  

What does “teaching surface and deep structures simultaneously” mean? 

 When children focus on meaning as they read, they are constantly anticipating the next word.  This aids their 
fluency.  The goal is to have them stay focused on meaning at the same time they are checking letters of the 
words.   

 Students draw on background knowledge as they think about what makes sense.  Information is gained from 
pictures, sentence context or story line.   

 Students draw upon their knowledge of phonics as they check visual information, i.e. letters and words. They 
need phonetic information to check and confirm. 

 Students draw upon their knowledge of spoken language and use structural knowledge as they think about what 
sounds right. 

 We may assume that students who have skill in print and skill in story (surface and 
deep structures) will automatically integrate the two. This is not necessarily so.  The 
goal of all literacy instruction is to teach students to integrate the print and story 
(teach surface and deep structures simultaneously). This must be modeled and 
practiced during independent reading. 

  Don’t assume that because children cannot do worksheets on particular phonics 
 elements that they cannot read words with those same patterns. 

Although our curriculum identifies outcomes for students, responsive teaching allows us to teach what the student 
needs rather than following any set teaching sequences--there is no prescription to learn this before that.   

CHECK IT OUT: 
Cobb, C. & Blachowicz, C. (2014).  No More “Look Up The List” Vocabulary Instruction.  Portsmouth, NH:  
Heinemann.  (Not this but that series Ed. Nell Duke & Ellin Keene). 
Johnston, P. & Keier, K. (2010).  Catching Readers Before They Fall.  Portland, ME: Stenhouse. 
Kempton, S. (2007).  The Literate Kindergarten.  Portsmouth, NH:  Heinemann. 
Miller, Debbie. (2013).  Reading With Meaning.  Portland, ME:  Stenhouse Publishers. 
Palmer, J. & Invernizzi, M. (2015).  No More Phonics and Spelling Worksheets.  Portsmouth, NH:  Heinemann.  
(not this but that series Ed.  Nell Duke & Ellin Keene). 
Routman, R. (2003).  Reading Essentials.  Portsmouth, NH:  Heinemann. 
Weaver, Constance. (2009).  Reading Process.  Portsmouth, NH:  Heinemann. 

 

“We must remain 
responsive to the 

needs of each child.” 
(Marie Clay, Reading 

Recovery) 
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Addressing surface structures in a workshop model? 

Some activities which become routines of the day and support the independent reading that occurs during Reader’s 
Workshop, are very effective in teaching and practicing “decoding”.   

 A morning message, if purposeful, can address many aspects of literacy.  A message does not have to be long and 
is not simply a “fill-in-the-blanks or letters” activity.  The teacher and students can play with letters and sounds to 
create meaning.  Sometimes students chant the letters and sounds together and at other times, individual 
students can be asked.  Students can turn and talk about words that rhyme with a word in the message, think of 
other compound words, talk about the silent e, discuss why certain words need a capital letter, and so on.  A ten-
minute session with a morning message creates much learning and practice.  This learning, done in context, can 
then be connected to the workshop mini-lesson in which the teacher reads aloud and occasionally references the 
ways that print and story work together to aid problem-solving.  Phonics is woven throughout and incorporated 
into authentic reading and writing experiences.  These lessons can be determined by curriculum outcomes as well 
as needs of the students.  During independent reading, students apply the surface structures that have been 
talked about.  During conferring, the teacher can address individual needs, do a quick running record, and find 
out which cueing systems the child relies on and which could be a goal for that student. 

 Read- aloud, modeled reading, shared reading, and independent reading are connected and equally important in 
supporting students as they establish a reading process that focuses on meaning making.   

 During shared reading, the teacher can point to words as they are spoken.  Read and reread stories, poems, and 
rhymes and talk about the language patterns. 

 Discuss letter/sound relationships in the context of authentic reading selections.  Use big books or charts that 
everyone can see. 

 Connect prior knowledge and context when discussing letter/sound cues.  Teachers can model how they 
themselves use meaning and language use along with initial letters to predict what a word can be; by repeatedly 
encouraging children to think “what would make sense here” before trying to sound out a word; by engaging 
together in cloze activities based on their shared readings. 

 Demonstrate letter/sound relationships while writing and as students observe and participate. 
 Provide writing opportunities (writer’s workshop daily) so students can promote their own phonics development 

through writing. 
 Know your students.  They often develop their own strategies for learning letter/sound patterns and it is through 

conferring with them that we can discover this.  For example, a student may be learning the spellings of 
classmates’ names before connecting sounds and symbols in inventive spelling.  

 Have students physically build words with letter cards (a kinesthetic activity). 
 Have children share strategies for dealing with problem words. 
 As an outgrowth of the shared reading and independent reading experience, engage students in, and/or allow for 

a limited number of activities that reinforce their natural learning of letter/sound relationships and patterns,  i.e.. 
list and chart words with particular sound patterns and create graphs based on these charts such as charting all 
the “sl-” and “sp” and “st-” words in several poems, showing the frequency of the words in each list (also 
mathematically related).  These types of activities should take more than 20 minutes outside of the reader’s 
workshop in early grades and only as needed by students. 
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Responding to Reading 

It is important that students demonstrate their understanding in a variety of ways.  If students are only asked to 
demonstrate understanding with tools that are easy to grade such as tests with one right answer, worksheets that are 
easily copied, discussions where only a few people talk, they do not have to grapple with meaning and therefore rarely 
develop conceptual thought (C. Tovani). 

Students respond to what they read not only to provide evidence of their thinking for the teacher, but to track their own 
thinking and how it might be changing, based on more evidence.  Annotating (making notes or commenting on) what 
they read is one way of recording thinking.  Even very young children can annotate, i.e. write a question mark where 
something doesn’t make sense.  When annotating, students can write a reaction, ask a question, give an opinion, make a 
connection, and so on.  Annotating helps the reader engage with text, keep track of thinking so it can be referred to 
later, and synthesize new thinking.   

Responding orally and discussing with peers (i.e. book clubs) is important for understanding because through talk, 
students clarify ideas and see other points of view.   

Reading response journals serve a purpose in preparing 
for a discussion, but as teachers, we need to keep in 
mind that there may be more in a student’s thinking than 
was put down on paper.   

 

We get together in a group and talk 
about the book, think about what 

we’ve read, what we liked and didn’t 
like and what we think the author could 

have done differently. (student) 

CHECK IT OUT: 
Buckner, A.  (2009).  Notebook Connections:  Strategies for the Reader’s Notebook.  Portland, ME:  Stenhouse. 
 
Gallagher, K. (2004).  Deeper Reading:  Comprehending Challenging Text 4-12.  Portland. ME:  Stenhouse. 
 
Kittle, Penny (2012).  Book Love:  Developing Depth, Stamina, and Passion in Adolescent Readers.  Portsmouth, 
NH:  Heinemann. 
 
Tovani, C. 2004).  Do I Really Have to Teach Reading?  Content Comprehension, Grade 6-12.  Portland, ME:  
Stenhouse. 
 
Tovani, C. (2011).  So What Do They Really Know?  Assessment That Informs Teaching and Learning.  Portland, ME:  
Stenhouse. 
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Reading – Writing Connections  

 

Students can learn to read like writers.  They study the craft of 
writing - how scenes are organized; decisions the author made as a 
writer; identify the intended audience; how the voice of the writer 
engages the reader; what the text structure is (P. Kittle).  Rather 
than telling students what the features of a particular genre are, 
approach writing as inquiry.  Give students the opportunity to read 
a variety of text in a genre and immerse themselves in it to discover 
what it is that makes it this type of genre (K.W. Ray). A text in any 
form can be used to both study the craft and to make meaning 
from the text. 

 

 

 

 

 

 

 

   

 

Oral language and the written word are inseparable.  The 
more we know about oral language, the more we know 

about written language.  At the same time, the better we 
understand the writing process, the better we are at 

comprehending. 
(Dorn & Soffos, Teaching for Deeper Comprehension) 

“Once students learn to read as 
writers, then every act of reading has 

the potential to deepen their 
understanding of the craft of writing 
too.  Teaching students this habit of 
mind also fosters independence in 

them as they can be learning about 
writing whether their teachers are 

there or not. 
(Katie Wood Ray, In Pictures and in 

Words) 
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We want students to see the connection between creating a message and making sense of one.  One way to do this is to 
see the relationship between reading and writing through comprehension strategies.  The chart below is adapted from 
Mere’s More Than Guided Reading. 

Comprehension 
Strategies 

In Writing (student as author) In Reading (using mentor texts) 

Monitoring 
Comprehension 

 What do you want your reader to know 
or understand? 

 Are there places where the writing is 
confusing? 

 What does the author want us to know 
or understand? 

 Are there places where the reading is 
confusing? 

Activating background 
knowledge and 
connecting 

 How do your connections with books 
help you to write? 

 How do you choose what to write about? 

 What do authors write about? 
 How do they choose their topics? 

Asking questions  What will readers want to know?  Is the author trying to tell you 
something? 

Visualizing & creating 
sensory images 

 What words will you use to create 
sensory images in your reader’s mind. 

 What words does the author use to 
create sensory images? 

Inferring meaning  What can you say without giving too 
much away? 

 How do authors say what they want to 
say without describing every detail? 

Determining 
Importance 

 What details do you need? 
 What are the important events in your 

story? 
 Which important characters will you 

include? 
 What is important for your reader to 

know? 

 What important details does the 
author include? 

 What are the important events in the 
story? 

 Who are the important characters? 
 What do you think the author thinks is 

important? 
Synthesizing  Where does the story change to give 

your message? 
 What new information do you include to 

change the reader’s mind? 

 What did the author tell you that made 
you change your mind? 

Genre  What features, structures, elements of 
this genre can you include to give your 
message? 

 What features, structures, elements 
are characteristics of this genre? 

 How do they help communicate the 
message? 

CHECK IT OUT: 
Dorn, L. & Soffos, C. (2005) Teaching for Deep Comprehension:  A Reading Workshop Approach.  Portland, ME:  Stenhouse. 
Kittle, Penny (2008).  WRITE Beside Them:  Risk, Voice, and Clarity in High School Writing.  Portsmouth, NH:  Heinemann. 
Mere, C. (2005).  More Than Guided Reading.  Portland,ME:  Stenhouse. 
Ray, Katie Wood (2010.  In Pictures and in Words:  Teaching the Qualities of Good Writing Through Illustration Study.  Portsmouth, NH:  
Heinemann. 
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Interventions in PSSD 

As Donalyn Miller identifies, students are often labeled as ‘struggling readers’ or have preconceived notions of 
themselves as readers.  Miller also questions how the language we use provides hope for students, and identifies 
other ways we can describe students using more positive language. 

The following descriptions of readers comes from Miller’s book, The Book Whisper.   

Developing Readers  A more positive term for students often referred to as ‘struggling readers’. 
 These are the students, who for a variety of reasons are not reading at grade 

level 
 These students have the ability to become strong readers but are behind their 

peers on the “reading-development continuum”- but they are still on the path! 
 These students need additional support for where they are at, and the 

opportunity to feel success as readers 
Dormant Readers  Many students are able to read but could be described as unmotivated and 

uninterested in reading--we need to pay attention to this as well as the 
developing readers 

 A student who is reading at grade level, but chooses not to read, should still be a 
concern for us as educators 

 These students read to complete assignments/work, but do not read for pleasure 
 These students need to see reading as engaging- “Students who don’t read, even if 

they are capable of completing reading tasks at school, run the risk of falling 
behind students who read more than they do.” (Miller) 

Underground Readers  These are strong, capable readers, “but they see the reading they are asked to do 
in school as completely disconnected from the reading they prefer to do on their 
own.” (Miller) 

 As educators, we need to also consider the needs these students have as readers 
and how we will continue to challenge and support their reading 

“Students come into our classrooms with all sorts of reading experiences, many of 
them not positive……..students have an image of themselves as readers or nonreaders.  

Students who do not see reading as a talent that they have rather than as an 
attainable skill………Students who have not met minimum standards for text 

performance are called “struggling readers.” 
(Donalyn Miller, The Book Whisper, 2009) 



Student Success Model 
Green Zone Instruc on 

Build relaƟonship and  knowledge of students and their learning 
styles 

Create a climate that visibly encourages work on authenƟc, 
(relevant) tasks  

Encourage student talk that allows them to formulate ideas and 
reflect on learning through the use of several types of learning 
spaces (large group, small group, independent work) 

Provide side-by-side learning opportuniƟes several Ɵmes a week 
(conferring) 

Develop norms with students that contribute to a safe, respecƞul  
learning environment  

Provide appropriate challenge (rigor) 

Teach towards big ideas 

Ensure ALL students have access to learning 

Engage parents 

Provide formaƟve assessment and feedback to support ALL learn-
ers in progress towards their goals 

Value student’s mulƟple ways of invesƟgaƟng and represenƟng  
understanding 

Explore how technology supports learning in the classroom 

Collaborate with colleagues  

Adjust methods that meet needs of all students 

Build independence through the use of the Gradual Release of  
Responsibility 

Reflect on why I’m doing what I’m doing? 

Red Zone Instruc on  
Students requiring red zone intervenƟon require appropriate pro-
grams and supports that are responsive to their individual needs and  
differences 

EA supports should develop students’ independence 

Students requiring red zone supports may be taking the  same subject, 
at the same Ɵme, and in the same place, BUT their goals/outcomes, 
the resources used, the reading level and assessments need to be 
different to meet students’ unique learning needs 

Classroom teachers and SERTs are partners in planning.  Classroom 
teachers have knowledge of the content in the subject taught; SERTs 
have experƟse in methods and strategies to suit individual student 
differences. 

Green Zone 

Yellow Zone 
Yellow Zone Instruc on 

Consult with SERT in planning to meet the needs of a child 

SERT consult with LSS for clarificaƟon, strategy development 

Collaborate with mulƟ-disciplinary teams which will provide you 
access to addiƟonal informaƟon and aid in planning 

Implement appropriate programming with record of adaptaƟons 

Engage parents 

Bring small groups together for explicit instrucƟon when appropriate 
(SERT or classroom teacher) 

Monitor progress on a regular basis and adjust instrucƟon accordingly 

Ensure student has resources available suited to their needs 

Red 
Zone 

 



 

  123 
 

PSSD ADDITIONAL APPENDICES K-12 

Critical Components for Reading Interventions 

Why do ‘developing readers’ continue to struggle even though schools provide intervention supports?  
Richard Allington’s (2009) research would identify that these students typically read about 75% less than their 
peers, and that no matter how much instruction students receive in decoding, phonics, vocabulary, 
comprehension or fluency, if they seldom apply what they have learned in the context of authentic reading 
they will fail to improve as much as they could.  Allington also notes that although these students may be 
receiving additional supports, most students have materials they are not able to read in front of them for the 
majority of the day, so students reading at grade level practice their reading skills all day long, ‘developing 
readers’ only practice their reading for a small percentage of the day with materials at their level. 

As we begin to plan ways to provide additional supports for “developing readers”, Richard Allington (2009) 
would identify the following aspects as key factors in intervention: 

 interventions which occur within the classroom, as well as some that may occur outside the classroom 
 additional reading instruction--at times in which regular classroom based reading instruction is not taking 

place 
 to be reading materials at their level for at least 50% of the day 

Developing “…readers need to read a lot because it is during the actual reading that they can practice 
all those complicated strategies and skills they are developing in unison” (Richard Allington) 

 lots of reading materials at a level they can be successful with 
Developing “readers have texts in their hands all day long that they can read--texts they can learn 
science and social studies from, texts they can learn to read from, texts that are at an appropriate level 
of complexity.” (Richard Allington) 

 rich classroom libraries that include a variety of types of texts as well as at various reading levels 
 supports from teachers with strong knowledge in reading instruction 
 to have the strategies that good readers use modeled for them 
 frequent monitoring for students who are struggling in reading by 

o conducting running records/miscue analysis  
o using monitoring tools from RTI Daily Planning Book 

 interventions that focus on meaning and meta-cognition development 
 to work in groups with no more than 4 students 

 
 
 
 
 
 
The following template (next page) might be useful in reflecting about different teaching aspects that could 
be put in place to support developing readers before moving to a more formal intervention. 
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TEACHER CONSIDERATIONS Prior to Planning for Student Intervention 

CONSIDERATIONS YES NO If NO- plans….? 

Are students engaged in authentic reading experiences? 
(real reading--NOT low-level workbook pages, playing phonics, grammar or vocabulary games, 
copying spelling words, listening to stories on tape with no follow up) 

   

Does more than half of the ELA block involve students actually engaged in reading?    

Is the classroom instruction focus on making meaning and developing metacognition?    

Do students have choice in their reading?    

Does each student have access to a variety of ‘just right’ texts?    

Are the strategies that good readers use MODELED, and taught, on a regular basis?    

Is there a variety of whole group, small group and one-on-one learning opportunities?    

Does the teacher have the opportunity to confer with each child at least once a week with their 
reading? 

   

Are students provided with descriptive, next steps feedback, and helped to set reading goals 
for themselves? 

   

Are components of fluency, phonemic awareness and word work integrated into the day in 
authentic ways? 

   

Do developing readers have materials in their hands that they can read for min 50% of the day?    

Are developing readers provided with additional time for reading other than the ELA block?  
Reading volume has increased! 

   

Are small groups brought together as needed to receive explicit support as needed?    

Is targeted instruction done in a manner that allows students to see relevancy and purpose?    

Are developing readers monitored for progress on a regular basis to ensure best supports and 
needs? 

   

Do developing readers receive instruction with both surface structures (decoding) and deep 
structures (comprehension)? 

   

Does student receive specific targeted support that aligns with classroom instruction?    

Are targeted support groups kept as small as possible--and when possible one-on-one?    

Does targeted support continue to engage student in reading for majority of targeted time?    
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Who needs additional intervention? 

Ideally less than 5% of the students in a classroom should be requiring intensive additional intervention 
supports.  If there is a high number of students identified as requiring additional supports, we need to begin 
by considering how we might do some things differently within the classroom to address the needs.  As well, 
many yellow zone supports can occur within the classroom at different times throughout the day.   

Determining Who Requires Additional Intensive Intervention? 

“The best way to determine what our students know and can do is simply to listen to them read and to talk to them 
about their reading” (Jamison Rog).  As you sit side-by-side with students listening to them read and making notes 
for yourself consider the following things: 

 word level accuracy 
 word solving strategies- Visual? Semantics? Syntactic? 
 self-correction habits 
 fluency 
 comprehension 
 strategy use 
 reading behaviours 
 reading level 

Assessing students by sitting side-by-side with them allows the student to demonstrate his/her strengths and 
allows the teacher to ask questions and probe his/her thinking to better understand them as a reader.  
Documenting and analyzing miscues is an important way to get to know students as readers.  Listening to a student 
read allows us to better understand what they do when they come across unknown words.  We can learn about 
them as a reader by looking for patterns in the attempts, the errors and the self-corrections they make while 
reading. 

“It doesn’t take a sophisticated test to tell us which students are reading 
below grade level; we can usually figure that out pretty easily and quickly.  

What we need to know is why these students are not reading at grade level, 
at what level they are reading, and most importantly, what they need in 

order to progress from where they are to where they should be.” 
(Lori Jamison Rog, Struggling Readers) 
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Proficient readers do not rely solely on phonetics when they come to unknown word.  Instead, they use three 
different sources of information to help them determine unknown words.  By analyzing the errors a developing 
reader makes, it allows us to determine what sources of information are being used and how we can help them 
develop a repertoire of ways to determine unknown words and create meaning from text. 

Sources of information when reading including: 

 

 

After documenting the miscues the student makes, look for 
patterns by reflecting on questions such as: 

 What caused the miscue? 
 Did the miscue impact the meaning? 
 Did the student catch the miscue? 
 What parts of the word did the student focus on? 
 How accurate overall was the reading? 
 What cueing systems is the reader using? 
 Does the meaning change with a substituted word--is it 

        semantically acceptable? 
 Do the miscue and the text word look and sound alike? (High 

        Graphic-sound similarity results when 2 of the 3 parts--  
        beginning, middle, end--of a word are similar. 

 

Meaning
(makes sense)

Visual
(looks right)

Syntactic
(sounds right)

MEANING:  information 
gained from the pictures, 
sentence context or story 
line.  Students use their 

background knowledge as 
they think about what 

makes sense. 

SYNTACTIC: knowledge 
of spoken language to think 

about whether it ‘sounds 
right.’ 

VISUAL: student checks 
the visual information- 
letters and words--they 

draw upon their knowledge 
of phonics as they decide if 

it looks right. 

“A miscue, which we define as an actual 
observed response in oral reading 

which does not match the expected 
responses, is like a window on the 

reading process.”  
(Goodman, 1969) 

The use of miscue analysis/running 
records allows us to observe students 
in the process of constructing meaning. 

The miscues of effective and 
ineffective readers are qualitatively 

different--effective readers’ miscues 
tend to preserve meaning. 

Miscues should not be thought of as errors, but rather as an 
opportunity to learn about the cueing systems the child relies 

on--which will help plan for cueing systems that need to be 
taught to the child. 
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After analyzing miscues and identifying patterns you can begin to consider what you might do… 

If……. Then…… 

…..the student avoids reading  Provide time each day for independent reading that also involves conferring with 
students about the books they are reading 

 Help student determine book choices based on interests 
 Identify the student’s strength as a reader and allow them opportunities to share whole 

class from their interest areas in books 
 “Engagement, volume and then complexity” (Penny Kittle) 

…..the student lacks background 
knowledge 

 Build background knowledge by exposing student to wide reading of both fiction and 
non-fiction 

 Activate background knowledge by discussing the book prior to reading 

……the student chooses books 
that are too hard for themselves 

 Refer back to appendix on selecting “just right text” and support student in learning how 
to determine an appropriate text 

….the student can decode the 
words but doesn’t comprehend 
the text 

 Confer with the student during independent reading time, discuss aspects of the books 
with them and encourage them to find evidence from the text to support their thinking 

 Teach student how to annotate their thinking--both questions they are wondering about, 
and things they are thinking as they read 

 Provide graphic organizers that can be used to track characters or events which will help 
them reflect on the story 

….the student has a basic 
understanding, but unable to 
infer  

 Support the student by helping them identify evidence from the text that makes them 
think differently 

 Model what good readers do when thinking about the text and inferring 
 As you confer with the reader, have them pause regularly to share how their thinking is 

changing and make predictions 

….the student is unaware of 
reading that doesn’t make sense 

 Model how good readers “monitor their comprehension” (refer to appendix pg 100) 
 Confer with the reader and have them stop and ask themselves questions to practice 

monitoring their comprehension 

……the student is not a very 
fluent reader 

 Provide opportunities for repeated readings with supports or with partner 
 Model fluent reading--discussing what makes it fluent 
 Ensure the student has an appropriate text if the purpose is to develop fluency 

…..the student relies heavily on 
sounding out words 

 Model the various sources of information that proficient readers use--visual, syntactic 
and meaning 

 Identify the strategies the student does use, and encourage the use of others as well 
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What a possible intervention block of time might look like? 

If we refer back to key factors as identified by Richard Allington, then we need to plan our additional reading 
instruction time at times outside of the regular ELA block.  As well, we want to ensure that this additional time 
with a teacher, still maintains the bulk of time on students actually engaged in reading with support, and that 
the additional time parallels the classroom instruction.  We can also create our intervention time to model the 
Gradual Release of Responsibility with “I do--we do--you do.” 

Ideally students requiring additional supports would receive an additional 20-30 minutes DAILY. 

I do 5 min. May include: 

 Pre-reading activities to build background knowledge 
 Re-reading stories from past lessons to build fluency 
 Model explicit strategy or teaching component 

We do 5 min. Student practices the skill/strategy modeled  
What cueing systems does the student need support with? 

You do 15 min. Student uses authentic text to apply the skill/strategy within their reading 
with teacher close by for support if needed 

Reflection 5 min Encourage student to reflect on the lesson/practice: 

 What did you try today that worked? 
 What did you learn about yourself as a reader? 
 What will you try back in the classroom? 
 How can you use what we worked on today in your reading? 

CHECK IT OUT: 

Allington, R, (2009) What Really Matters in Response to Intervention. Pearson Ed 

Jamison Rog, L (2014) Struggling Readers. Pembroke Publishers; Ontario, CA 

Johnson, P & Keier, K (2010) Catching Readers Before They Fall.  Stenhouse; Portland, Maine 

Miller, D (2009) The Book Whisperer. San Fransico, CA; Jossey-Bass 

Owocki, G (2010) The RTI Daily Planning Book. Portsmouth, NH; Heinemann 


