
Session 2-ltem 11 
,-.. Score Point 2 

This response 
matches the 
exemplary response 
contained in the 
rubric. The student 
gives the correct 
answer of 7 cents 
and shows the 
correct work 
demonstrating the 
process used. The 
response rece ives a 
Score Point 2. 

Session 2-ltem 11 
Score Point 1 

This response shows 
an incorrect answer 
of 27 cents but the 
student's work 
demonstrates a 
correct process. 
Therefore, the 
response receives a 
Score Point 1. 
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SCORE POINT 2 

o 
11 ®(l!y~ Use your punchout coins to solve this problem. 

Laura found 3 coins in her backpack. Two of the coins are the same and 
one is different. What is the LEAST amount of money the 3 coins can 
add up to? 

You MUST show gour work. 

@@ @ 
~ 

Answer 7 .seven 

SCORE POINT 1 

o 
11 ®(l!y~ Use your punchout coins to solve this problem. 

Laura found 3 coins in her backpack. Two of the coins are the same and 
one is different. What is the LEAST amount of money the 3 coins can 
add up to? 

You MUST show gour work. 

([il 
v@ 

AnsweT-=J.. ..... 7<--__ _ 



SCORE POINT 0 

c 
11 ~~~ Use your punchout coins to solve this problem. 

Laura found 3 coins in her backpack. Two of the coins are the same and 
one is different. What is the LEAST amount of money the 3 coins can 
add up to? 

You MUST show gour work. 

Answer _---=6=0 __ 

Session 2-ltem 11 
Score Point 0 

This response shows 
an incorrect answer 
of 60 cents and 
shows work 
demonstrating an 
incorrect process. 
Therefore, the 
response receives a 
Score Point O. 
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INTRODUCTION 

Indiana's Academic Standards for K-8 social studies are presented grade-by-grade and organized 
around five content areas: (1) - History; (2) - Civics and Government; (3) - Geography; (4) 
Economics; and (5) - Individuals, Society, and Culture (psychology, sociology, and 
anthropology). For instructional purposes, content knowledge should be integrated with skills 
for research, inquiry, and participation. A brief scope and sequence model, which provides a 
focus for each grade, appears on the following pages. 

At the high school level, standards are presented for required and high-enrollment courses, 
including: World History/Civilization, World Geography, United States History, United 
States Government, Economics, Psychology, and Sociology. United States History and United 
States Government are part of Indiana's minimum graduation requirements. World 
History/Civilization, World Geography, and Economics are expectations for most students and 
especially for those who wish to pursue any type of post-secondary education through Indiana's 
Core 40 and Academic Honors programs. Psychology and Sociology are high-enrollment 
elective courses. Academic standards for the high school courses are organized according to 
structure of the discipline or subject area. 
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SCOPE AND SEQUENCE MODEL FOR GRADES K-12 

INDIANA'S ACADEMIC STANDARDS FOR SOCIAL STUDIES: 

The goal of social studies education is the development of informed, responsible citizens who 
participate effectively in our democracy. The Academic Standards for Social Studies address this 
goal by integrating a strong knowledge base with the skills for inquiry, thinking, and 
participation. The standards are organized around five content areas: History, Civics and 
Government, Geography, Economics, and Individuals, Society, and Culture (psychology, 
sociology, and anthropology.) The following scope and sequence model provides a focus for 
each grade as it builds students' skills and knowledge. Key topics, concepts, and skills are 
introduced early and are reinforced and expanded from Kindergarten through Twelfth Grade. 

GRADE LEVEL FOCUS K-8: 

Kindergarten: Living and Learning Together 
Students focus upon their immediate environment, and emphasis is placed on social and 
civic learning experiences, including interaction with peers and respect for others. 

Grade 1: Home, School, and Nearby Environments 
Students examine changes in their own communities over time, explore the way people 
live and work together around the world, and learn about the rights and responsibilities of 
citizens as they interact in home, school, and local environments. 

Grade 2: The Local and Regional Community 
Students describe their basic rights and responsibilities in a democratic society as they 
examine local and regional communities in the present and past and how these 
communities meet people's needs. 

Grade 3: The Local Community and Communities Around the World 
Students study development and change in the local community and in communities in 
other states and regions of the world, including how people have deVeloped and used 
technology, as well as human and natural resources, in shaping communities and 
interacting with their environment. They also study how citizens participate in the 
government and civic life of communities. 

Grade 4: Indiana in the Nation and the World 
Students study Indiana and its relationships to regional, national, and world communities. 
They consider the influence of physical and cultural environments on the state's growth 
and development and the principles and practices of citizenship and government in 
Indiana. 
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Grade 5: The United States - The Founding of the Republic 
Students study the history of the United States to 1800 focusing on the influence of 
political, geographical, economic, and cultural factors on early development. Emphasis 
is placed upon study of Native American cultures, exploration, colonization, settlement, 
and the founding period that produced the United States Constitution and Bill of Rights. 

Grade 6: Peoples, Places, and Cultures in Europe and the Americas 
Students in Grade Six study the regions and countries of Europe and the Americas, 
including geographical, historical, economic, political, and cultural relationships. The 
areas emphasized are: Europe and North and South America, including Central America 
and the Caribbean. 

Grade 7: Peoples, Places, and Cultures in Mrica, Asia, and Australia 
Students in Grade Seven study the regions and nations of Africa, Asia, and the Southwest 
Pacific including historical geographical, economic, political, and cultural relationships. 
This study includes the following regions: Africa, Southwest and Central Asia, South 
Asia, Southeast Asia, East Asia, and the Southwest Pacific. 

Grade 8: United States History - Growth and Development 

Page 4 

Students briefly review the early history of the nation and then focus on national and state 
development through the Civil War and Reconstruction periods. Emphasis is placed 
upon principles of the United States and Indiana Constitutions and the influence of 
political, geographic, economic, and cultural factors on the development of Indiana and 
the United States. 
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GRADE TWO 
Overview 

The K-8 Indiana Academic Standards for Social Studies are organized around five content 
areas. The content area standards and the types of learning experiences they provide to students in 
Grade Two are described below. On the pages that follow, age-appropriate concepts are listed 
underneath each standard. Skills for thinking, inquiry, and participation in a democratic society 
are integrated throughout. 

Standard 1 
History 
Students will differentiate between events that happened long ago and recently, recognize 
examples of continuity and change in local and regional communities, and consider ways people 
and events of the past and present influence their lives. 

Standard 2 
Civics and Government 
Students will explain why communities have government and laws, demonstrate that people in the 
United States have both rights and responsibilities, and identify ways that people work together to 
promote civic ideals. 

Standard 3 
Geograpby 
Students will locate their community, state, and nation on maps and globes, identify major 
geographic characteristics of their local community, and explore geographic relationships 
between their community and other places. 

Standard 4 
Economics 
Students will describe how people in a community use productive resources, specialize in 
different types of jobs, and depend on each other to supply goods and services. 

Standard 5 
Individuals, Society, and Culture 
Students will explain how local communities are made up of a variety of individuals and groups, 
identify cultural traditions in their own locality, and use a variety of information resources to 
learn about their own community and other cultures. 



GRADE TWO 

The Local and Regional Community 

Students in Grade Two will describe their basic rights and responsibilities as citizens as they 
examine local and regional communities* in the present and past and how these communities 
meet people's needs. 
*Local and regional communities: The neighborhood, municipality, or surrounding regional 
community that is linked closely to the school 

STANDARDl 

History 

Students will differentiate between events that happened long ago and recently, recognize 
examples of continuity and change in local and regional communities, and consider ways 
that people and events of the past and present influence their lives. 

Historical Knowledge 

2.1.1 Listen to historical stories and compare daily life in the past and present. 

2.1.2 Identify changes that have occurred in the local and/or regional community. 
Example: Use maps, photographs, or stories to examine changes in architecture, business, 
industry, farming, transportation, work, or use of leisure time. 

2.1.3 Identify individuals who had an impact on the local or regional communities. 
Examples: Some communities are namedfor important individuals, such as Abraham 
Lincoln (Lincoln City). 

2.1.4 Explain the meaning of community celebrations and traditions. 
Example: School celebrations, such as "Grandparents Day" or "Red, White, and Blue 
Day. " 

Chronological Thinking, Comprehensions 

2.1.5 Develop a simple time line of important events in their own lives. 
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STANDARD 2 

Civics and Government 

Students will explain why communities have government and laws and demonstrate that 
people in the United States have both rights and responsibilities. 

Foundations of Government 

2.2.1 Discuss the rights and responsibilities of citizens in the school and the community. 
Example: Students have the right to feel and be safe at school, but they have the 
responsibility to follow school safety rules. 

Functions of Government 

2.2.2 Explain why it is necessary for the community to have government. 
Example: Without government, people who are strong might take advantage of people 
who are weak Government provides order, protects rights, and helps people feel secure. 

2.2.3 Identify community leaders, such as the city councilor town board. 

Roles of Citizens 

2.2.4 Identify real people and fictional characters who were good leaders and good citizens, and 
explain the qualities that make them admirable, such as honesty, and trustworthiness. 

2.2.5 Explain the roles people in the community have in making and changing laws. 
Example: People in the community vote in elections, runfor office, attend community 
meetings, and voice their opinions. 

STANDARD 3 

Geography 

Students will locate their community, state, and nation on maps and globes, identify major 
geographic characteristics of their local community, and explore geographic relationships 
between their community and other places. 

The World in Spatial Terms 

2.3.1 Use the cardinal· and intermediate directions· to locate places on maps, and places in the 
classroom, school, and community. 
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*Cardinal directions: North, South, East, and West 
*Intermediate directions: Northeast, Southeast, Northwest, Southwest 
Example: Make a compass rose on the classroom floor with masking tape and use it to 
locate things in the classroom. 

2.3.2 Identify the absolute* and relative location* of places in the school and community setting 
using a simple grid map. 
• Absolute location: The exact location of a place or object 
*Relative location: The location of something in relationship to other places and things 
Example: The street address of the school is a type of absolute location. Its relative 
location might be described as "across the roadfrom the fire station," or "near the 
river. " 

2.3.3 Locate the local community and the United States on maps and globes. 

Places and Regions 

2.3.4 Identify places that are nearby or related to the local community. 
Examples: Communities in parts of northern Indiana may be near Lake Michigan. 
Communities in southeastern Indiana may be across the Ohio River from Louisville or 
Cincinnati. 

Physical Systems 

2.3.5 Identify map symbols for land and water forms, and give examples of these physical 
features in the local community. 

Human Systems 

2.3.6 Identify map symbols of cultural or human features, such as roads, highways, and cities, 
and give examples from the local region. 

Environment and Society 

2.3.7 Use a variety of information resources* to identify ways that the physical environment 
influences human activities in the community. 
*Information resources: Print media, including books, magazines, and newspapers 
Electronic media, including radio, television, web sites, and data bases. 
Example: Picture books, magazines, and Internet maps can be used to show availability of 
water, fertility of soils, hilly or flat land, and types of climate. 
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STANDARD 4 

Economics 

Students will describe how people in a community use productive resources, specialize in 
different types of jobs, and depend on each other to supply goods and services. 

2.4.1 Defme the three types of productive resources (human resources*, natural resources*, 
capital resources*) and identify productive resources used to produce goods and services 
in the community. 
*Human resource: Any human effort used in production 
*Natural resources: Resources that occur in nature that are used in production 
*Capital resources: Goods, such as tools, buildings, and machines, used in production 

2.4.2 Identify community workers who provide goods* and services* for the rest of the 
community, and explain how their jobs benefit people in the community. 
*Goods: Objects, such as food or a toy, that can satisfy people's wants 
*Services: Actions that a person does for you, such as hair cutting provided by a barber or 
hair stylist, or dental care provided by a dentist 

2.4.3 Explain that a price is what people pay when they buy a good or service and what people 
receive when they sell a good or service. 

2.4.4 Research goods and services produced in the local community and describe how people 
may be both producers* and consumers*. 
*Producers: People who use productive resources to provide goods or services 
*Consumers: People who use goods or services 

2.4.5 Explain that because of scarcity*, people must make choices and incur opportunity costs. 
*Scarcity: The idea that resources are limited in relation to people's wants 
*Opportunity cost: In making a choice, opportunity cost is the next best alternative you 
do not choose. 

2.4.6 Define specialization* and identify specialized jobs in the school and community. 
*Specialization: Performance of specific tasks or jobs 
Example: Teachers, school nurses, and firefighters specialize in particular kinds of 
jobs. 

2.4.7 Explain why people trade* for goods and services and explain how money makes trade 
easier. 
*Trade: The voluntary exchange of goods and services 

Page 22 August 3, 2001 Grade Two 



STANDARDS 

Individuals, Society, and Culture 

Students will explain how local communities are made up of a variety of individuals and 
groups, identify cultural traditions in their own locality, and use a variety of information 
resources to learn about their own community and other cultures. 

2.5.1 Identify some of the responsibilities that individuals have to themselves and others. 
Example: Students have responsibilities as learners, such as completing work, trying to 
improve, helping others to learn. 

2.5.2 Explain how individuals are members of many different groups, and compare and contrast 
the expectations of behavior in different groups. 

2.5.3 Compare the ways people learn traditions* in different cultures. 
*Tradition: A practice that is handed down from one generation to another. 
Example: A child in Japan might attend a special class to learn the tea ceremony. 
Another child might learn a tradition from a family member. 

2.5.4 Explain how changes in technology have influenced various traditions. 
Example: In the past people entertained themselves and others with storytelling. Today, 
people entertain themselves by watching television and discussing with others what they 
have seen. 

2.5.5 Identify people of different ages, cultural backgrounds, traditions, and careers, and explain 
how they contribute to the community. 
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Dear Student, 
The world is changing fast. In order for you to succeed in school. at work, and in the community, you will need 
more skills and knowledge than ever before. 

Getting in shape academically is the single most important thing you can do to prepare for a successful future. 

This booklet of academic standards clearly spells out what you should know and be able to do in each subject, 
at your grade leve1. Examples are given to help you understand what is required to meet the standards. Please 
review this guide with your teachers and share it with your parents and family. 

Whether you grow up to be a surgeon, computer technician, teacher, or airplane mechanic, learning never stops. 
There will always be a more demanding computer application, a new invention, or a more complex project awaiting you. 

To be ready for tomorrow - get in top academic shape today. Use this guide year round to check your progress. 

Dear Parent, 
The demand is greater than ever for people who can read, write, and speak effectively, analyze problems and set 
priorities, learn new things quickly, take initiative, and work in teams. Technology has already transported us into 
a time where the next e-commerce opportunity is limited only by our imagination. 

That's why Indiana has established new academic standards in English/Language Arts and Mathematics. These 
world-class standards outline what your child should know and be able to do in each subject, at each grade leve1. 

Indiana's new standards in English/Language Arts and Mathematics were recommended by Indiana's Education 
Roundtable and adopted by the State Board of Education. According to Achieve, Inc., these new academic standards 
are "among the most understandable and rigorous standards in the nation." 

Higher academic standards pose a challenge, but Indiana students have shown they can measure up. Our students 
know that higher expectations lead to greater rewards - and they're prepared to work harder. We know that by 
setting specific goals, everyone wins. Teachers have clear targets, students know what's expected, and you have 
detailed information about your child's strengths and weaknesses. 

Your child will begin work toward meeting these new standards immediately. The ISTEP + state assessments will be 
aligned to measure these higher expectations and phased in for students in Grades 3, 6, and 8 in 2002 and for students 
in Grade 10 in 2004. 

How can you be sure your child will be ready to meet these challenges? First, keep in mind that learning doesn't 
take place only in the classroom. Children spend far more time at home than they do in schoo1. How they spend their 
time at home can make a difference. That's where your help is so important. 

Here's a list of ten things you can do to help your child get a good education. Nothing will have a bigger impact on 
your child's success than your involvement in his or her education. We hope you use this guide as a tool to help 
your child succeed today and in the future. 

Sincerely, 

Governor Frank O'Bannon Dr. Suellen Reed, Stan Jones, 
Superintendent of Public Instruction Commissioner for Higher Education 



10 things you can do to help your child succeed 

1. Build relationships with your child's teachers. Find out what each teacher expects of your child and how 
you can help your child prepare to meet those expectations. 

2. Read. Reading is the foundation for all learning. Read to your young child, encourage your older child to read 
to you, or spend time together as a family reading. All this helps your child develop strong reading habits and 
skills from the beginning and then reinforces these habits and skills as your child grows. Reading is one of the 
most important contributions you can make to your child's education. 

3. Practice writing at home. Letters, journal entries, and grocery lists are all writing opportunities. Show that 
writing is a very effective form of communication and that you write for a variety of purposes. 

4. Make math part of everyday nfe. Cooking, gardening, paying bills, and even shopping are all good ways to 
help your child understand and use mathematics skills. Show that there may be many ways to get to the right 
answer and encourage your child to explain his or her method. 

5. Ask your child to explain his or her thinking. Ask lots of "why" questions. Children should be able to explain 
their reasoning, how they came up with the right answer, and why they chose one answer over another. 

6. Expect that homework will be done. Keep track of your child's homework assigrunents and regularly look at 
his or her completed work. Some teachers now give parents a number to call for a recorded message of that 
day's homework assignments; others put the information on the Internet. If your school doesn't offer these 
features, talk to the teacher about how you can get this important information. Even if there aren't specific 
homework assigrunents, find out how you can stay informed about what your child is working on so that you 
can help at home. 

7. Use the community as a classroom. Feed your child's curiosity about the world 365 days a year. Use the 
library to learn more about the history of your town. A visit to a farmers' market can help your child picture 
our state's rich agricultural tradition. Take your young child to zoos and parks and your older child to museums 
and workplaces to show how learning connects to the real world 

8. Encourage group study. Open your home to your child's friends for informal study sessions. Promote outside 
formal study groups through church or school organizations or other groups, such as the Girl Scouts or Boy 
Scouts. Study groups will be especially important as your child becomes older and more independent. 

9. Help other parents understand academic expectations. Use your school newsletter, a PTA or PTO meeting, 
or just a casual conversation to help other parents understand what academic standards mean for them, their 
child, and their school and how they can help their child learn at home. 

10. Spend time in the classroom. The best way to know what goes on in your child's school is to spend time 
there. If you're a working parent, this isn't easy, and you may not be able to do it very often. But "once in a 
while" is better than "never." 

Remember: You are the most important influence on your child. Indiana's Academic 
Standards give you an important tool to ensure your child gets the best education possible. 
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Standard 1 

READING: Word Recognition, Fluency, 
and Vocabulary Development 
Students understand the basic features of words. They see letter patterns and know how to translate them 
into spoken language by using phonics (an understanding of the different letters that make different 
sounds), syllables, and word parts (-s, -ed, -ing). They apply this knowledge to achieve fluent (smooth and 
clear) oral and silent reading. 

Phonemic Awareness 

t Demonstrate an awareness of the sounds that are made by different letters by distinguishing beginning. 
middle. and ending sounds in words; rhyming words; and clearly pronouncing blends and vowel sounds. 

Decoding and Word Recognition 

t Recognize and use knowledge of spelling patterns (such as cut/cutting, slidelslidinm when reading. 

• Decode (sound out) regular words with more than one syllable (dinosaur, vacation). 

t Recognize common abbreviations Van., Fri.). 

t Identify and correctly use regular plural words (mountain/mountains) and irregular plural words 
(child/Children, mouse/mice). 

t Read aloud fluently and accurately with appropriate changes in voice and expression. 

Vocabulary and Concept Development 

t Understand and explain common antonyms (words with opposite meanings) and synonyms (words with 
the same meanings). 

• Use knowledge of individual words to predict the meaning of unknown compound words (lunchtime, 
lunchroom, daydream, raindrop). 

t Know the meaning of simple prefixes (word parts added at the beginning of words such as un-) and 
suffixes (word parts added at the end of words such as -luI). 

t Identify simple multiple-meaning words (change, duck). 
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Standard 2 

READING: Reading Comprehension 
Students read and understand grade-level-appropriate material. They use a variety of comprehension 
strategies, such as asking and responding to essential questions, making predictions, and comparing 
information from several sources to understand what they read. The selections in the Indiana Reading list 
(available online at www.doe.state.in.uslstandardslreadinglist.html) illustrate the quality and complexity of 
the materials to be read by students. In addition to their regular school reading, at Grade 2, students read a 
variety of grade-level-appropriate narrative (story) and expository (informational) texts (such as grade-level
appropriate classic and contemporary literature, poetry, children's magazines and newspapers, dictionaries 
and other reference materials, and online information). 

Structural Features of Informational and Technical Materials 

• Use titles, tables of contents, and chapter headings to locate information in text 

Comprehension and Analysis of Grade-Level-Appropriate Text 

• State the purpose for reading. 
Example: Compare similar stories from different cultures, such as Little Red Riding Hood and 
Lon Po Po (Chinese version) . Read an informational text about pets to decide what kind of 
animal would make the best pet. 

• Use knowledge of the author's purpose(s) to comprehend informational text. 

Example: Read an informational text that compares different people, animals, or plants, such as 
Gator or Croc by Allan Fowler. 

• Ask and respond to questions to aid comprehension about important elements of informational texts. 

Example: Mter reading a short account about the first man on the moon, ask and answer why; 
what if. and how questions to understand the lunar landing. 

• Restate facts and details in the text to clarify and organize ideas. 

Example: Summarize information learned from a text, such as detail about ant colonies stated 
in Ant Cities by Arthur Dorros or reported about spider webs in Spider Magic by Dorothy Hinshaw 
Patent. 

• Recognize cause-and-effect relationships in a text 
Example: Read an informational book that explains some common scientific causes and effects, 
such as the growth of a plant from a seed or the effects of different weather patterns, such as too 
much snow or rain at one time causing flooding. 

• Interpret information from diagrams, charts, and graphs. 

Example: Use a five-day weather chart or a weather chart on the Internet to determine the 
weather for the coming weekend. 

• Follow two-step written instructions. 
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- Standard 3 

READING: literary Response and Analysis 
Students read and respond to a wide variety of significant works of children 5 literature. They identify and 
discuss the characters, theme (the main idea of a story), plot (what happens in a story), and the setting 
(where a story takes place) of stories that they read. The selections in the Indiana Reading list (available 
online at www.doe.state.in.uslstandardslreadinglist.html) illustrate the quality and complexity of the 
materials to be read by students. 

Narrative Analysis of Grade-Level-Appropriate Text 

t Compare plots, settings, or characters presented by different authors. 

Example: Read and compare Strega Nona, an old Italian folktale retold by Tomie DePaola, 
with Ox-Cart Man by Donald Hall. 

t Create different endings to stories and identify the reason and the impact of the different ending. 

Example: Read a story, such as Fin M'Coul - The Giant of Knockmany Hill, Tomie DePaola's 
retelling of an Irish folktale. Then, discuss different possible endings to the story, such as how the 
story would change if Fin's wife had not helped him or if Fin were not a giant. 

t Compare versions of same stories from different cultures. 

Example: Compare fairy tales and folktales that have been retold by different cultures, such as 
The Three Little Pigs and the southwesternlLatino version The Three Little lavelinas by Susan 
Lowell, or Cinderella and the Mrican version, Mufaros Beautiful Daughters by John Steptoe. 

t Identify the use of rhythm, rhyme, and alliteration (using words with repeating consonant sounds) 
in poetry. 

Example: Listen to or read the rhymes for each letter of the alphabet in A. My Name Is Alice 
by Jane Bayer. Tell what effects the writer uses to make the poems fun to hear. 

Standard 4 

WRITING: Writing Process 

Students write clear sentences and paragraphs that develop a central idea. Students progress through 
the stages of the writing process, induding prewriting, drafting, revising, and editing multiple drafts. 

Organization and Focus 

t Create a list of ideas for writing. 

t Organize related ideas together to maintain a consistent focus. 
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WRlnNG: Writing Process (continued) 

Research and Technology 

• Find ideas for writing stories and descriptions in pictures or books. 

• Understand the purposes ofvarious reference materials (such as a dictionary. a thesaurus. and an atlas). 

• Use a computer to draft. revise. and publish writing. 

Evaluation and Revision 

• Review. evaluate. and revise writing for meaning and clarity. 

• Proofread one's own writing. as well as that of others. using an editing checklist or list of rules. 

• Revise original drafts to improve sequence (the order of events) or to provide more descriptive detail. 

Standard 5 

WRITING: Writing Applications 
(Different Types of Writing and Their Characteristics) 

At Grade 2, students are introduced to letter writing. Students continue to write compositions that describe 
and explain familiar ol?jects, events, and experiences. Students continue to write simple rhymes and poems. 
Student writing demonstrates a command of Standard English and the drafting, research, and 
organizational strategies outlined in Standard 4 - Writing Process. Writing demonstrates an awareness 
of the audience (intended reader) and purpose for writing. 

In addition to producing the different writing forms introduced in earlier grades, Grade 2 students use 
the writing strategies outlined in Standard 4 - Writing Process to: 

• Write brief narratives (stories) based on their experiences that: 
• move through a logical sequence of events. 
• describe the setting. characters. objects. and events in detail. 

Example: Write a story about an experience that took place during a certain season in the year: 
spring. summer. fall, or winter. Tell the story in the order that it happened and describe it in 
enough detail so that the reader can picture clearly the place. people. and events. 

• Write a brief description of a familiar object, person. place. or event that: 
• develops a main idea. 
• uses details to support the main idea. 

Example: Write a descriptive piece on a topic. such as Houses Come in Different Shapes and Sizes. 

• Write a friendly letter complete with the date. salutation (greeting. such as Dear Mr. Smith). body. 
clOSing. and signature. 

Example: Write a letter to the police department in your town asking if someone can come to your 
classroom to talk about bicycle safety. 
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WRITING: Writing Applications (continued) 

• Write rhymes and simple poems. 

• Use descriptive words when writing. 

• Write for different purposes and to a specific audience or person. 

Example: Write a description of your favorite book to recommend the book to a friend. 

Standard 6 

WRITING: Written English Language Conventions 
Students write using Standard English conventions appropriate to this grade level. 

Handwriting 

• Form letters correctly and space words and sentences properly so that writing can be read easily 
by another person. 

Sentence Structure 

• Distinguish between complete (When Tom hit the ball he was proud.) and incomplete sentences 
(When Tom hit the ball). 

• Use the correct word order in written sentences. 

Grammar 

• Identify and correctly write various parts of speech, including nouns (words that name people, places, 
or things) and verbs (words that express action or help make a statement). 

Example: Identify the noun and verb in a sentence, such as Maria (noun) and a friend (noun) 
played (verb) for a long time. 

Punctuation 

• Use commas in the greeting (Dear Sam.) and closure of a letter (Love, or Your Friend,) and with dates 
(March 22, 2(00) and items in a series (Tony, Steve, and Bill). 

• Use quotation marks correctly to show that someone is speaking. 
• Correct: "You may go home now," she said. 
• Incorrect: "You may go home now she said." 

2nd Grade l Page 
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WRITING: Written English Language Conventions (continued) 

Capitalization 

• Capitalize all proper nouns (names of specific people or things. such as Mike, Indiana, Jeep). words at 
the beginning of sentences and greetings, months and days of the week, and titles (Dr., Mr., Mrs., Miss) 
and initials of people. 

Spelling 

• Spell correctly words like was, were, sa~, said, who, what, why, which are used frequently but do not 
fit common spelling patterns. 

• Spell correctly words with short and long vowel sounds (a, e, i, 0, u). r-controlled vowels 
(ar, er, ir, or, ur). and consonant-blend patterns (hl dr, sf). 

• short vowels: ~ctor, ~ffort, ink. chQP. yn1ess 
• long vowels: ace, ~ua1, bind. hQe, yse 
• r-controlled: park, suppm:, bird, corn, further 
• consonant blends: blue, .crash, de~ ~eak, coas.J; 

Standard 7 

LISTENING AND SPEAKING: Listening and Speaking 
Skills, Strategies, and Applications 
Students listen critically and respond appropriately to oral communication. They speak in a manner that 
guides the listener to understand important ideas by using proper phrasing, pitch, and modulation (raising 
and lowering voice). Students deliver brief oral presentations about familiar experiences or interests that 
are organized around a coherent thesis statement (a statement of topic). Students use the same Standard 
English conventions for oral speech that they use in their writing. 

Comprehension 

• Determine the purpose or purposes of listening (such as to obtain information, to solve problems, 
or to enjoy). 

• Ask for clarification and explanation of stories and ideas. 

• Paraphrase (restate in own words) information that has been shared orally by others. 

• Give and follow three- and four-step oral directions. 
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LISTENING AND SPEAKING: Listening and Speaking Skills, Strategies, and Applications (continued) 

Organization and Delivery of Oral Communication 

• Organize presentations to maintain a clear focus. 

• Speak clearly and at an appropriate pace for the type of communication (such as an informal 
discussion or a report to class). 

• Tell experiences in a logical order. 

• Retell stories, including characters, setting. and plot 

• Report on a topic with supportive facts and details. 

Speaking Applications 

Recount experiences or present stories that: 
• move through a logical sequence of events. 
• describe story elements including characters, plot, and setting. 

Report on a topiC with facts and details, drawing from several sources of information. 

2nd Grade Page 
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Level 1 
Grades K-2 

Designed as a companion piece to Indiana's Academic Standards in English/Language Arts, the following selections of the 
Indiana Reading List illustrate the quality and complexity of the suggested reading materials for students in Grades K - 2. 
The Indiana Reading List is not required reading nor is it meant to be all-inclusive. Teachers and parents are encouraged to 
review the selections to ensure suitability for the individual student. 

Fiction: Picture Books and The Little Engine That Could - John Henry: An American Legend -
General Fiction Piper. Watty Keats. Ezra Jack 

The Adventures of Old Mr. Toad- Lyle, Lyle Crocodile- Waber. Bernard La Cucaracha Martina: A Caribbean 
Burgess. Thornton Make Way for Ducklings- Folktale - Moreton. David 

Amelia &delia (series) - Parish. Peggy McCloskey. Robert Little Red Riding Hood -

Angela Weaves a Dream - Sola. Michele Millions of Cats - Gag. Wanda Grimm. Wilbelm and Jacob 

Anno s Journey - Anno. Mitsumasa The Mitten - Brett. Jan Lon Po Po: A Red Riding Hood Story 
from China - Young. Ed 

Arthur (series) - Brown. Marc A Mother for Chaco - Kasza. Keiko 
Mufaro s Beautiful Daughters-

Baseball in the Barrio - The Mouse and the Motorcycle - Steptoe. John 
Horenstein. Henry Cleary. Beverly 

Paul Bunyan - Kellogg. Steven 
A Bear Called Paddington (series) - Now One Foot, Now the Other-

Pecos Bill- Kellogg. Steven 
Bond. Michael de Paola, Tomie 

Brown Bear, Brown Bear, ~at Do The Polar Express - Van Allsburg, Chris The Selkie Girl- Cooper, Susan 

You See? - Martin. Bill. Jr. Rosies Walk - Hutchins. Pat Song to Demeter-

Butterfly Boy - Kroll. Virginia The Snowy Day - Keats. Ezra Jack 
Birrer. Cynthia and William 

Caps for Sale - Slobodkina. Esphyr Song of the Swallows - Politi. Leo 
The Story oflohnny Appleseed - Aliki 

The Cat in the Hat - Dr. Seuss Stone Soup - McGovern. Ann 
The Story oflumping Mouse -

Steptoe. John 
Corduroy - Freeman. Don Sylvester and the Magic Pebble - Three Billy Goats Gruff-
Dinosaur Dream - Nolan. Dennis Steig. William Asbjrnsen. Peter Christen 
The Doorbell Rang - Hutchins. Pat The Tale of Peter Rabbit - Potter. Beatrix The Village of Round and Square 
Flossie and the Fox - McKissack. Patricia Tar Beach - Ringgold. Faith Houses - Grifalconi. Ann 

Frog and Toad are Friends (series) - Ten Black Dots - Crews. Donald 
Lobel, Arnold The Three Little Pigs - Kellogg. Steven Poetry 

The Gingerbread Man - There s an Alligator Under My Bed - The Big Red Bam -
Aylesworth. Jim Mayer. Mercer Brown. Margaret Wise 

The Giving Tree - Silverstein. Shel The Ugly Duckling- Chicken Soup with Rice -

Goodnight Moon - Brown. Margaret Wise Andersen. Hans Christian Sendak. Maurice 

Grandfathers Journey - Say. Allen 
(original author) Childs Garden of Verses -

The ~ry Hungry Caterpillar - Carle. Eric Stevenson. Robert Lewis 
Green Eggs and Ham - Dr. Seuss 

Where the Wild Things Are- The Dragons Are Singing Tonight-
Harold and the Purple Crayon - Sendak. Maurice Prelutsky. Jack 

Johnson. Crockett 
Winnie the Pooh - Milne. A. A. Eats: Poems - AdotI. Arnold 

Hattie and the Fox - Fox. Mem The Eensy Weensy Spider 
Henry and Mudge (series) - FolklorelFairy TalesIMythology Fingerplays and Action Rhymes -

Rylant. Cynthia The Golden Goose - Calmenson. Stephanie & Cole. Joanna 
U You Give a Mouse a Cookie - Grimm. Wilhelm and Jacob Every Time I Climb a Tree-

NumerotI. Laura (original authors) McCord. David 
Just So Stories - Kipling. Rudyard Goldilocks and the Three Bears - Flicker Flash - Graham. Joan Bransfield 
Lillys Purple Plastic Purse- Brett. Jan I Know an Old Lady ~ Swallowed 

Henkes. Kevin a Fly - Rounds. Glen 
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James Marshall's Mother Goose -
Marshall. James 

Orchard Book of Nursery Rhymes -
Sutherland. Zena 

Owl Moon - Yolen. Jane 
Sheep in a Jeep - Shaw. Nancy 
The Wheels on the Bus - Zelinsky. Paul 
l&u Read to Me, I'll Read to You -

Ciardi. John 

Non-Fiction: Science, Social 
Studies and Mathematics 
About Reptiles: A Guide for Children -

Sill. Cathryn P. 
Anno's Math Games - Anno. Mitsumasa 
Around the World' Who's Been Here

George. Lindsay Barrett 
Baby Whale's Journey-

London. Jonathon 
Building a House - Barton. Byron 
Check It Out!: The Book about Libraries

Gibbons. Gail 
A Child's Book of Art: Discover Great 

Paintings - Micklethwait. Lucy 
Corn Is Maize: The Gift of the Indians-

AlOO 
Crawdad Creek - Sanders. Scott Russell 
Digging Up Dinosaurs - Aliki 
Discovering El Nirio - Seibert. Patricia 
The Discovery of the Americas -

Maestro. Betsy 
Do Animals Dream? - Pope. Joyce 
A Drop of Water: A Book of Science and 

HOnder - Wick. Walter 
The Emperor's Egg-Jenkins. Martin 
Gorilla Walk- Lewin. Ted & Betsy 
Hello, Fish! Visiting the Coral Reef -

Earle, Sylvia 
Here Is the African Savanna -

Dunphy. Madeleine 
Hottest, Coldest. Highest, Deepest -

Jenkins. Steve 

Questions? 

How Big Is a Foot? - Myllar, Rolf 
How Tall, How Short, How Far Away-

Adler. David 
Math Counts (series) - Pluckrose. Henry 
My Cheetah Family - Barfuss. Matto H. 
Nature's Paintbrush - Stockdale, Susan 
Once a WoU - Swinburne, Stephen 
Outside and Inside Kangaroos -

Markle. Sandra 
A Pill Bug's Life - Himmelman. John 
Pwnpkin Circle: Story of a Garden-

Levenson. George 
Sharks - Gibbons. Gail 
Shelterwood - Shetterly. Susan Hand 
Sugaring Time - Lasky, Kathryn 
Tornadoes - Simon. Seymour 

Biography/Autobiography 
Alexander Calder and His Magical 

Mobiles - Lipman. Jean 
Duke Ellington - Pinkney. Brian 
Galileo and the Magic Numbers -

Rosen. Sidney 
Glorious Flight Across the Channel 

with Louis Bleriot - Provenson. Alice 
Good Queen Bess: The Story of 

Elizabeth 1- Vennema. Peter 
Honest Abe - Kunhardt. Edith 
If a Bus Could Talk: The Story of Rosa 

Parks - Ringgold. Faith 
If Only I Had a Hom: Young Louis 

Annstrong - Jenkins. Leonard 
Mark Twain? What Kind of Name 

Is That? - Quakenbush. Robert 
A Picture Book of George Washington 

Carver - Adler. David 
Stone Girl, Bone Girl: Mary Anning

Anhoit. Laurence 
William Shakespeare and the Globe

Aliki 
Wilma Unlimited - Krull. Kathleen 

Magazines/Periodicals 
Big Backyard 
Humpty Dumpty 
Jack andJill 
LadyBug 
Ranger Rick 
Scholastic News 
Stone Soup: A Magazine by Children 
Time for Kids 
Weekly Reader 
HOrld 
Zoo Books 

Reference Tools (in printed 
and electronic format) 
Dictionary, such as: 

Printed: American Heritage First 
Dictionary; American Heritage 
Picture Dictionary 

CD-ROM: My First Amazing Word5 
and Pictures; Simon & Schuster New 
Millennium Children's Dictionary 

Encyclopedia, such as: 

Printed: Childcraft: The How and 
MJy Library; Kingfisher Children's 
Encyclopedia 

Other Resources. such as: 

CD-ROM: Presidents: It All Started 
with George 

Informational, Technical, 
and Practical Documents 
Calendar: yearly. monthly. weekly 
Directions: classwork. finding way 

around school and community 
Library Card Application 
Price Tags 
Street Signs 
Weather Forecasts 

The Indiana Reading List is a suggested reading resource for students and teachers. Check with your local school to see 
if there is a required reading list. For additional information or questions, caI/1.888.544.7837 or visit the Department of 

~ Education's Web site: www.doe.state.in.uslstandards. 

This document may be duplicated and distributed as needed. 
03/01 



AppendixF 

Science 
Indiana Academic Standards 



Grade 2 
Overview 

The Indiana Academic Standards 2000 for Science contain six standards. Each standard is 
described below. On the pages that follow, age-appropriate concepts are listed underneath each 
standard. These ideas build a foundation for understanding the intent of each standard. When 
necessary, specific terms are defined for the reader to help clarify the intent of each standard. 

Standard 1 
The Nature of Science and Technology 
It is the union of science and technology that forms the scientific endeavor and that makes it so 
successful. Although each of these human enterprises has a character and history of its own, each 
is dependent on and reinforces the other. This first standard draws portraits of science and 
technology that emphasize their roles in the scientific endeavor and reveal some of the 
similarities and connections between them. In order for students to truly understand the nature of 
science and technology, they must model the process of scientific investigation through inquiries, 
fieldwork, lab work, etc. Through these experiences, students will practice designing 
investigations and experiments, making observations, and formulating theories based on 
evidence. 

Standard 2 
Scientific Thinking 
There are certain thinking skills associated with science, mathematics, and technology that young 
people need to develop during their school years. These are mostly, but not exclusively, 
mathematical and logical skills that are essential tools for both formal and informal learning and 
for a lifetime of participation in society as a whole. Good communication is also essential in 
order to both receive information and disseminate it; to understand other's ideas as well as have 
one's own ideas understood. Writing, in the form ofjoumals, essays, lab reports, procedural 
summaries, etc., should be an integral component of students' experience in science. 

Standard 3 
The Physical Setting 
One of the grand success stories of science is the unification of the physical universe. It turns out 
that all natural objects, events, and processes are connected to each other. This standard contains 
recommendations for basic knowledge about the overall structure of the universe and the 
physical principles on which it seems to run. This standard focuses on two principle subjects: the 
structure of the universe and the major processes that have shaped the planet Earth, and the 
concepts with which science describes the physical world in general - organized under the 
headings of Matter and Energy and Forces of Nature. In Grade 2, students learn that change is a 
continual process. 
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Standard 4 
The Living Environment 
People have long been curious about living things - how many different species there are, what 
they are like, how they relate to each other, and how they behave. Living organisms are made of 
the same components as all other matter, involve the same kinds of transformations of energy, 
and move using the same basic kinds of forces. Thus, all of the physical principles discussed in 
Standard 3 - The Physical Setting, apply to life as well as to stars, raindrops, and television 
sets. This standard offers recommendations on basic knowledge about how living things function 
and how they interact with one another and their environment. In Grade 2, students learn that 
although diverse, living things are dependent on one another and the environment. 

Standard 5 
The Mathematical World 
Mathematics is essentially a process of thinking that involves building and applying abstract, 
logically connected networks of ideas. These ideas often arise from the need to solve problems in 
science, technology, and everyday life; problems ranging from how to model certain aspects of a 
complex scientific problem to how to balance a checkbook. 

Standard 6 
Common Themes 
Some important themes pervade science, mathematics, and technology and appear over and over 
again, whether we are looking at ancient civilization, the human body, or a comet. They are ideas 
that transcend disciplinary boundaries and prove fruitful in explanation, in theory, in observation, 
and in design. A focus on Constancy and Change within this standard provides students 
opportunities to engage in long-term and on-going laboratory and field work, and thus 
understand the role of change over time in studying the Physical Setting and the Living 
Environment. 
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Grade 2 

Standard 1 

The Nature of Science and Technology 

Students are actively engaged in exploring how the world works. They explore, observe, 
count, coDed, measure, compare, and ask questions. They discuss observations· and use 
tools to seek answers and solve problems. They share their rmdings. 

Scientific Inquiry 

2.1.1 Manipulate an object to gain additional infonnation about it. 

2.1.2 Use tools, such as thennometers, magnifiers, rulers, or balances, to gain more 
infonnation about objects. 

2.1.3 Describe, both in writing and verbally, objects as accurately as possible and compare 
observations with those of other people. 

2.1.4 Make new observations when there is disagreement among initial observations. 

The Scientific Enterprise 

2.1.5 Demonstrate the ability to work with a team but still reach and communicate one's own 
conclusions about findings. 

Technology and Science 

2.1.6 Use tools to investigate, observe, measure, design, and build things. 

2.1.7 Recognize and describe ways that some materials can be used over again such as recycled 
paper, cans, and plastic jugs. 

·observation: gaining infonnation through the use of one or more of the senses, such as sight, 
smell, etc. 
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Standard 2 

Scientific Thinking 
Students begin to find answers to their questions about the world by using measurement, 
estimation, and observation as well as working with materials. They communicate with 
others through numbers, words, and drawings. 

Computation and Estimation 

2.2.1 Give estimates of numerical answers to problems before doing them formally. 

2.2.2 Make quantitative estimates of familiar lengths, weights, and time intervals and check 
them by measurements. 

2.2.3 Estimate and measure capacity using cups and pints. 

Manipulation and Observation 

2.2.4 Assemble, describe, take apart, and/or reassemble constructions using such things as 
interlocking blocks and erector sets. Sometimes pictures or words may be used as a reference. 

Communication Skills 

2.2.5 Draw pictures and write brief descriptions that correctly portray key features of an object. 

Standard 3 

The Physical Setting 

Students investigate, describe, and discuss their natural surroundings. They wonder why 
things move and change. 

The Earth and the Processes That Shape It 

2.3.1 Investigate by observing and then describe that some events in nature have a 
repeating pattern such as seasons, day and night, and migrations. 

2.3.2 Investigate, compare, and describe weather changes from day to day but recognize, 
describe, and chart that the temperature and amounts of rain or snow tend to be high, medium, or 
low in the same months every year. 

2.3.3 Investigate by observing and then describing chunks of rocks and their many sizes and 
shapes, from boulders to grains of sand and even smaller. 
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2.3.4 Investigate by observing and then describing how animals and plants sometimes cause 
changes in their surroundings. 

Matter and Energy 

2.3.5 Investigate that things can be done to materials, such as freezing, mixing, cutting, heating, 
wetting, etc., to change some of their properties and observe that not all materials respond in the 
same way. 

2.3.6 Discuss how people use electricity or burn fuels, such as wood, oil, coal, or natural gas, to 
cook their food and warm their houses. 

Forces of Nature 

2.3.7 Investigate and observe that the way to change how something is moving is to give it a 
push or a pull. 

2.3.8 Demonstrate and observe that magnets can be used to make some things move without 
being touched. 

Standard 4 

The Living Environment 

Students ask questions about a variety of living things and everyday events that can be 
answered through observations. They consider things and processes that plants and 
animals need to stay alive. Students begin to understand plant and animal interaction. 

Diversity of Life 

2.4.1 Observe and identify different external features of plants and animals and describe how 
these features help them live in different environments. 

Interdependence of Life 

2.4.2 Observe that and describe how animals may use plants, or even other animals, for shelter 
and nesting. 

2.4.3 Observe and explain that plants and animals both need to take in water, animals need to 
take in food, and plants need light. 

2.4.4 Recognize and explain that living things are found almost everywhere in the world and 
that there are somewhat different kinds in different places. 
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2.4.5 Recognize and explain that materials in nature, such as grass, twigs, sticks, and leaves, 
can be recycled and used again, sometimes in different forms, such as in birds' nests. 

Human Identity 

2.4.6 Observe and describe the different external features of people, such as their size, shape, 
and color of hair, skin, and eyes. 

2.4.7 Recognize and discuss that people are more like one another than they are like 
other animals. 

2.4.8 Give examples of different roles people have in families and communities. 

Standard 5 

The Mathematical World 

Students apply mathematics in scientific contexts. They use numbers for computing, 
estimating, naming, measuring, and communicating specific information. They make 
picture and bar graphs. They recognize and describe shapes and patterns. They use 
evidence to explain how or why something happens. 

Numbers 

2.5.1 Recognize and explain that, in measuring, there is a need to use numbers between 
whole numbers * , such as 2 ~ centimeters. 

*whole numbers: 0,1,2,3,etc. 

2.5.2 Recognize and explain that it is often useful to estimate quantities. 

Shapes and Symbolic Relationships 

2.5.3 Observe that and describe how changing one thing can cause changes in something else 
such as exercise and its effect on heart rate. 

Reasoning and Uncertainty 

2.5.4 Begin to recognize and explain that people are more likely to believe ideas if good 
reasons are given for them. 
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2.5.5 Explain that some events can be predicted with certainty, such as sunrise and sunset, and 
some cannot, such as storms. Understand that people aren't always sure what will happen since 
they do not know everything that might have an effect. 

2.5.6 Explain that sometimes a person can find out a lot (but not everything) about a group 
of things, such as insects, plants, or rocks, by studying just a few of them. 

Standard 6 

Common Themes 

Students begin to observe how objects are similar and how they are different. They begin to 
identify parts of an object and recognize how these parts interact with the whole. They look 
for what changes and what does not change and make comparisons. 

Systems 

2.6.1 Investigate that most objects are made of parts. 

Models and Scale 

2.6.2 Observe and explain that models may not be the same size, may be missing some details, 
or may not be able to do all of the same things as the real things. 

Constancy and Change 

2.6.3 Describe that things can change in different ways, such as in size, weight, color, age, 
and movement. Investigate that some small changes can be detected by taking measurements. 
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Patricia ~1. Cunningham 
Dorothy P. Hall, ~Iargaret Defee 

Non-ability-grouped, 
multilevel instruction: 
A year in a 
first -grade classroom . ~~ 

lJ~ , 

CUtlninghaln is a professor at ",etke. 
Forest Lrniversity. Hall is cumculll1tl 
coordinator and Defee is a 
first-grade teacher at Clemmons 
Elenlentary School in \l;'"inston 
Salem, ,;.Vorth Carolina. 

O ne pervasive feature of most first
grade reading instruction is the pres
ence of three or fou.r ability groups 

in a class. Children are generally placed in 
these groups during the second month of first 
grade and usually remain in the same group 
for the rest of first grade - and often for the 
rest of their elementary school years (Hiebert, 
1983; Shannon, 1985). Being placed in a bot
tom group can hinder reading development. 
For example, Allington (1983) has demon
strated that the reading instruction given to 
children in bottom groups is often less benefi
cial than that provided to other groups. 

First-grade teachers are aware of the 
problems with ability groups. They know that 
some children get placed in these groups be-

566 The Reading Teacher Vol. 44. ~o. 8 April 1991 

cause of thei~mited home literacy experi
ences and that some chiJ+tren get placed 
incorrectly because they artCi'nattentive or im
mature. They know that children who demon
strate progress should be moved, but the 
distance between where the bottom group 
children are reading and the level of the next 
group is often too great for children to bridge 
the gap. Above all. first-grade teachers recog
nize how different children are when they en
ter first grade. Ability grouping is an attempt 
to meet the needs of a diverse first-grade pop
ulation. 

What we set out to do 
The "'we~ in this case refers to three teach

ers with a total of 38 years experience teach
ing first grade. The classroom teacher carried 
out the daily instruction. The other two col
laborators observed in the classroom and as
sessed how well children were learning. The 
three of us met regularly to evaluate and plan 
instruction. We set out to develop a model of 
first-grade instruction that did not use ability 
grouping but did meet the diverse needs of a 
heterogeneous class of first graders. 

The children 
The school in which we worked is a large 



t;lementary school in the southeastern United 
States. There are five first-grade classrooms. 
One classroom was designated as the high first 
grade and was given a group of 10 children 
who were already reading at primer level at 
the beginning of the school year and two other 
groups that were ready to begin reading in
struction. This high classroom had the best 
readers. 

The other four classrooms were given the 
remaining range of first graders. Our first 
grade was one of these four with a mix of chil
dren, minus the very top. On all measures, 
our class was just like the other three mixed 
first grades. At the beginning of the year, our 
classroom had 24 children, 12 boys and 12 
girls, and included 7 children of different eth
nicities and language backgrounds. One child 
was repeating first grade. 

The first six weeks 
During the first 6 weeks, process writing 

was begun, and shared reading with big books 
and language experience activities were daily 
"-"urrences. Children completed the readi-

~s activities that were part of the basal read
ing program. At the end of the 6 weeks, the 
teacher was asked to decide how she would 
have grouped the children if she were going to 
group. The teacher indicated that she would 
have formed three groups with 9 children in 
the top group, 5 in the middle group, and 10 
in the bottom group. 

The assessment 
In addition to the teacher's daily observa

tions, we evaluated how well individual chil
dren were progressing at particular points in 
the year. Six weeks into the school year and 
halfway through the year, we administered to 
each child the Sand Concepts About Print test 
(Clay, 1972), a test of letter naming, a test of 
common beginning sight words, a test to see 
how many words they could correctly write in 
10 minutes, and a sentence dictation task 
(Clay, 1985). As the class finished each level 
of the basal, children were tested individually 
on knowledge of high frequency words and a 
running record was taken on their ability to 
~ the first story in the next level. An in for-

First graders Ulere encouraged to read ~hat~er 
they chose. Photo b) Manha Brown 
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mal reading inventory was administered dur
ing the last month of school. 

The instructiorr 
In addition to having differing entering 

literacy levels, all children do not learn in the 
same way. We discussed the various ap
proaches to beginning reading used by each of 
us across our accumulated 38 years of first
grade teaching and those advocated by various 
experts. Our discussions led us to the conclu
sion that in this century there have been four 
major approaches to beginning reading in
struction. 

ll:e discussed jour major approaches to 
be~innin~ readin~ instruction. 

568 

One is the basal approach. While basals 
do differ, they have in common an emphasis 
on gradually increasing levels of difficulty and 
on teacher-guided reading of short selections. 
A second approach is a phonics approach, in 
which the main emphasis is on learning letter
sound relationships. In a literature approach. 
children select what they want to read from a 
wide variety of books and teachers provide 
whatever help children need while they read 
real books from the very beginning. In a writ
ing approach to beginning reading, the first 
material children generally read is their own 
writing and that of their classmates. 

Our discussions of these four approaches 
reminded us of the benefits of each. Basal in
struction provides teachers with multiple cop
ies of reading material whose difficulty level 
is gradually increased, and which the teacher 
can use to guide children's comprehension and 
strategy development. Phonics instruction is 
important because one of the big tasks of be
ginning readers is to figure out how our alpha
betic language works (Adams, 1990). The 
reading of real books is the ultimate aim of 
reading instruction and children who read real 
books understand why they are learning to 
read and what reading really is. Writing is an
other authentic activity and children who 
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-
write become more fluent in reading (O.ate 
1988). ' 

In discussing these approaches, we 1fere 
also reminded of children we had taught ,.,ho 
seemed to do better in one approach or an
other and we concluded that, in general. ~m
bination approaches to beginning rea::ing 
seem to be the most effective (Adams. ;990' 
Bond & Dykstra, 1967). We thus decide.: tha~ 
our instructional program would have bi'(:k:s 
that emphasized the four major approachei. 

The writing block. The writing bloc{ be
gan with a 5-minute minilesson. The tea:ber 
wrote a short piece on an overhead trar®ar
ency. As the teacher wrote, she thought atOud 
about what she was writing and how she was 
writing it. Writing conventions and im~ 
spelling were modeled daily. Next, the .:hil
dren wrote about whatever they chose and 
spelled words as best they could. \\~n a 
child had written three pieces, slhe sel~~ a 
piece to publish. The teacher worked wirlJ the 
child on revising and editing and the piece was 
"published" in a simple folded, stapled . .:ov
ered book. Each writing block ended with a 5-
minute period in which children shared .. hat 
they had published or a piece in progress. 

The basal block. All children were pro
vided with daily guided reading instruction 
from a basal reading series. The teacher used 
suggestions in the manual, adapting them as 
necessary. Most basal instruction began ~ith a 
whole-class format, then moved into a panner 
format for reading or workbook activities, 
and then back to a whole-class fonnat for dis
cussion of what was read or feedback on 
workbook pages. During partner reading, 
children took turns reading the pages (I{ the 
story. For partner workbook activities. they 
"played school." On one page, partner :\ was 
the teacher and partner B the student. On the 
next page, the partners switched roles. The 
partners were changed from time to time but 
the goal was to have children paired with .:hil
dren they liked to work with and to have the 
less proficient readers working with someone 
who was a little bit higher. 

The most difficult decision we had about 
the basal block was how to pace our instrUc
tion. When children are ability grouped for 
reading, the teacher normally paces the in
struction according to the needs of the group. 
This was impossible because the whole class 
of diverse children was reading the basal to-
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gether. We decided to pace our instruction to 
finish the entire first-grade program by the 
end of first grade. We spent approximately 6 
weeks in readiness, 4 weeks in each pre
primer. 9 weeks in the primer, and finished 
the first reader during the last 9 weeks of 
school. 

The real books block. Self-selected read
ing and teacher read-aloud were the major ac
tivities during the real books block. Each day 
the teacher read aloud to the children and chil
dren had time to select and read whatever they 
chose. There was a wide variety of books in 
the room from which children could choose. 
Children chose to read trade books (including 
big books), books they had published, and 
even (occasionally) a favorite story from their 
basal readers. Children read by themselves or 
with a friend and they were encouraged to talk 
about what they were reading. 

The working with words block. Two ma
jor activities took place during the daily work
ing with words block - Word Wall and Making 

,.Ji4;>rds (Cunningham, 1991). The Word Wall 
s a bulletin board to which the teacher 

added approximately five words each week. 
These were common words that had been in
troduced in their basal reading lesson. The 
words were written on colored pieces of paper 
and attached to the wall so that they were in 
alphabetical order (by first letter only). New 
words were added each week, and children 
practiced learning to read and spell these 
words through a daily chanting, clapping, 
writing activity. Each day, the teacher and se
lected children called out five words from the 
entire wall. After a word was called and 
pointed to. the children rhythmically chanted 
and clapped the letters in the word. They then 
wrote the word and chanted and clapped it 
again to check what they had written. 

Making Words is an activity in which 
children are given a limited number of letters 
and manipulate these letters to make words. 
The teacher calls out the word to be made, 
children make the word with their individual 
letters at their desks, and one child makes the 
word with large letter cards along the ledge of 
the chalkboard. 

,.-. The IS-minute activity starts by having 
.. Ie children make small words and ends with 
bigger ones. Often the last word requires use 
of all the letters. From the letters d, p, s. r, i, 
and e the children made the two-letter word is, 

the three-letter words red, n'd, dip, and sip. 
the four-letter words ride, side, rise, and drip, 
the five-letter words drips, and pride, and fi
nally were challenged to arrange all six of 
their letters to spell spider (not coincidentally. 
the subject of a story they were about to read 
during the basal block). 

After using the letters to make the words. 
the teacher led the children to sort the words 
according to a variety of semantic and letter
sound relationships and patterns. 

Adjustments and additions 
After the first 6 weeks, the writing. basal, 

real books, and working with words blocks 
occurred daily and the 2-hour language arts 
time was fairly evenly divided among these. In 
addition to the four consistent blocks in which 
all children participated, some one-to-one and 
small group instruction was provided. 

Yolanda demonstrated very little print 
awareness and extremely limited reading and 
writing ability when tested at the end of 6 
weeks of shared reading and language experi
ence. She could not track print, did not know 
all letter names, and could read and write only 
her name. The teacher provided 10 minutes of 
individual instruction after lunch, during 
which time Yolanda dictated a book about her
self, read the book, cut sentences from it into 
words, reordered words to make new senten
ces, and engaged in other concept-of-print ac
tivities. By the time Yolanda demonstrated 
that she could track print and began to learn 
some words from her language experience 
stories, the class was reading in the second 
preprimer. The teacher helped Yolanda read 
the first preprimer while the rest of the class 
was in the second preprimer. With individual 
instruction, Yolanda read the second prepri
mer while simultaneously she and the rest of 
the class were reading the third preprimer. 

When we tested the children at the end of 
the preprimers, five children were not able to 
read at instructional level at the beginning of 
the primer. These children continued to read 
in the primer with the rest of the class. but a 
daily IS-minute small group activity was 
added in which children read through several 
sets of prep rimers from other basal programs . 
This was not an ability group because mem
bership in this small group changed daily and 
every child in the class read with this group at 
least one day a week. The five children whose 
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6th grade 

5th grade 

4th grade 

3rd grade 

2nd grade 

Book one 

Primer 

Preprimer 

needs instigated the formation of this group 
read with the group more often - but not every 
day. 

How well it worked 
Whenever you try anything different in a 

classroom, you must decide how you will 
know if it worked. In this study, we wanted to 
figure out how to organize a first-grade class
room to meet the needs of diverse children 
without using ability grouping, and if this new 
organization was indeed better for that diverse 
group of children. Specifically, we wanted to 
know if our organization had allowed more 
learning opportunities for childre:l who would 
have been placed in the bottom group, without 
hindering the top readers. We decided to 
judge our organization successful if (l) some 
of the children who would have been in the 
bottom group had instructional levels at the 
first-reader level or higher, and (2) some of 
the children who would have been in the top 
group were reading above second-grade level. 

About a month before the end of the year, 
we administered an IRI to each child (Johns, 
1988). Although we had been doing ongoing 
assessment all year, we wanted to use some 
standardized measure of reading to determine 
the instructional levels of our first graders. 

In the Figure, the letters T, M, and B rep
resent children who would have been placed 
in the top, middle, or bottom groups. One of 
the bottom group children had moved. The 
child designated N(R) was a new student who 
was repeating first grade. The child desig
nated M(R) was in our classroom the entire 
year and was repeating first grade. The read
ing levels were determined using the criteria 
in the Basic Reading Inventory (Johns, 1988). 

Results of IRis of our first graders 

T 

T 

T 

T 

M 

B 

B 

B 

T 

T 

T 

M 

T 

M 

M 

M(R) 

B B 

T 

B 

N(R) 

B B B 

570 The Reading Teacher Vol. 44. ~o. 8 Apri11991 

Based on these results, we believe that 
our n?n-ability-grouped in~truction was very 
effectIve for the bottom chIldren and did not 
hinder the progress of the top children. Four 
of the children who would have been placed in 
the bottom group (including Yolanda) were 
reading at first reader or second-grade level 
and one read at fourth-grade level. No child 
who would have been placed in the top group 
read below third-grade level and more than 
half of the top children read at fifth- or sixth
grade level. 

We are concerned about the three children 
who demonstated an instructional level of pre
primer on the IRI. While we did not expect all 
low readers to be on grade level, we did think 
that all our children were quite fluent with 
primer-level materials in the classroom. An 
analysis of their profiles showed that all three 
children were very fluent on the preprimer 
passages, but could not meet the word identi
fication criterion on the primer passage. The 
IRI passage of approximately 100 words is 
printed all on one page and there are no pic
tures. No words are introduced before the 
children read the passage. These three readers 
clearly had not yet developed the decoding 
skills required to read a passage at the primer 
level with no picture or other support, but they 
were able to read at this level in their class
room. 

We were pleased with the performance of 
our two repeaters, since we know from past 
experience that first-grade repeaters start out 
ahead but then tend to fall behind again as the 
year goes on. 

One of the problems with ability grouping 
is that children in the bottom group become 
isolated and sometimes ostracized by the rest 
of the class. Our observations of the children 
suggested that their friendships cut across 
ability levels, but we wanted to check this out. 
Before beginning the IRI with each child, we 
asked each to name his or her three best 
friends in the classroom. Every child was cho
sen as a best friend by at least one child, and 
of the 45 (15 times 3) choices available to the 
15 top and middle children, children who 
would have been in the bottom group were 
chosen 13 times. These data confirmed our 
observations that class friendships did not fol
low ability lines. 

A final measure of the effectiveness of 
this organization comes from the other first-
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grade teachers :n this school. We kept our 
changes very ql.:.:;!t for most of the year, but as 
we grew more ,:--,:mfident in what we were do
ing. we invited :he other first-grade teachers 
in to observe. All four teachers chose to use 
this organizati0: during the next school year! 
We believe thaI :his voluntary commitment to 
change is the t-cst indi.::ator of how well our 
new organizatiQ:1 worked. 

Why it worked 
Finally. we :nust c0nsider why it worked. 

The major rea",'n is thaI the classroom teacher 
was excellent ;:... .. 1.1 koe\\ how to set up a posi .. 
tive classroom enviwIL':lent. how to carry out 
high qualIty ir.muction day in and day out. 
and how to o"t-s.erve .::hildren and determine 
what they neea. But the teacher insisted that 
her top readers never read so well before and 
that she had never managed to get so many 
bottom children reading at or above grade 
level. 

Besides our having a good teacher, we be
...,.J..ieve there are four other causes for our suc-

~ss. First. the four blocks represented a 
variety of ways of approaching reading and 
writing. When the teacher was asked which 
blocks she considered most and least impor
tant. she responded. "For which child?" 
Watching the children move through the writ
ing, basal. real books. and working with 
words blocks each day. it was obvious that 
some children were mu.::h more successful, at .. 
tentive. and turned on during one of these 
blocks. Some blocks are more or less impor
tant for some children. but for a class of di
verse children. they are all important. 

Second. adjustments were made based on 
observation and asses.sment data. There is lit
tle possibility that '''landa would have learned 
to read at second-graJe level had we not rec
ognized her print trac-king and other problems 
and provided the 10 :ninutes daily of individ-

---------

ual instruction. Also, we believe that it 
"vas critical to have the I5-minute, variable
membership. small group reading pre
primers while the whole class proceeded 
through the primer (and later reading prim
ers while the whole class proceeded through 
book one). 

Third. the children spent almost no time 
on traditional seatwork. Even the workbook 
pages were completed with partners. 

Finally. all children were given the same 
kind of meaning-based reading and writing ·in
struction. They had models of good reading 
and writing and were expected to learn to read 
and write. 

We are excited about this organization 
and have set ourselves some new challenges 
for next year. We plan to work on informal as
sessment measures that all our first-grade 
teachers can use to decide what modification 
and adjustments to make and when. Finally. 
we plan to see how a teacher might carry out 
non-ability-grouped, multilevel instruction in 
second. third, and fourth grades . 
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Nonability-grouped, 
multilevel instruction: 
Eight years later 

This article reports on the long-tenn 
development, implementation, and 
assessment ofaframeworkfor 
beginning reading instruction, best 
known as the Four Blocks approach. 
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Eight years ago, the three of us embarked 
on a journey, We wanted to figure out 
how to provide reading instruction to 

children with a wide range of entering levels 
without putting them in fixed ability groups. 
The results of our first year were published in 
this journal (Cunningham. Hall, & Defee. 
1991). Since that first year we have extended 
our efforts across grade levels, schools. and 
states, In this article. we will share an updated 
model of multilevel, multi method instruction 
that has come to be called the Four Blocks. 

Teachers usually try to meet the needs of 
struggling readers by putting them in a "bot
tom" reading group and pacing their instruc
tion more slowly. The data on this method 
does not hold out much hope that it will ulti
mately solve the problem. Children who are 
placed in the bottom group in first grade gen
erally remain there throughout their elemen
tary school,careers and almost never learn to 
read and write up to grade-level standards 
(Allington, 1983, 1991). 
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Another variable that concerned us was 
the phenomenon of the "pendulum swing." 
Especially in the U.S .. various approaches to 
reading come in and out of fashion. Eight 
years ago when we began this endeavor. liter
ature-based reading instruction (commonly 
referred to as "whole language") was the rec
ommended approach. Today. this approach is 
losing favor. and school boards are mandating 
phonics, The search for the "best way to teach 
reading" denies the reality or possibility of in
dividual differences. Children do not all learn 
in the' same way and consequently, approaches 
with particular emphases are apt to result in 
some children learning to read, and others not. 
When the pendulum swings to another ap
proach. we may pick up some of those who 
weren't faring too well under the previous em
phasis but lose some who were. Thirty years 
ago, the First-Grade Studies, which were car
ried out to determine the best approach for 
reading instruction. concluded that the teacher 
was more important than the method but that, 
in general, combination approaches worked 
better than any single approach (Bond & 
Dykstra, 1967, 1997). 

This article describes the development of 
a framework for beginning reading instruc
tion that had two goals. The first goal was to 
meet the needs of children with a wide range 
of entering literacy levels without putting 
them in ability groups. The second goal was to 
avoid the pendulum swing and find a way to 
combine the major approaches to reading in-

© 1998 Im~mauonal Readmg A~so.;lanon 
Ipp.65::--664) 



struction. Since our first year in which we de
veloped the instructional framework in one 
first-grade classroom. the model has been re
fined and implemented in numerous primary 
classrooms. 

The instructional framework 
The instructional framework is the heart of 

our program. The basic notions underlying this 
framework are quite simple. but its implemen
tation is complex. There is considerable varia
tion depending on the grade level and how 
early or late in the year it is. individual teach
ing styles. and the particular makeup of the 
class. In this section we will describe the in
struction and provide some sense of the variety 
that allows its implementation in a wide range 
of classrooms. 

In order to meet the goal of providing chil
dren with a variety of avenues to becoming lit
erate, language arts instructional time is divided 
fairly evenly between four major historical ap
proaches to reading instruction. The 2 Y<-2 ';i 
hours allotted to language arts is divided among 
four blocks-Guided Reading, Self-Selected 
Reading. Writing. and Working With Words
each of which gets 30-40 minutes. 

To meet our second goal of providing for a 
wide range of literacy levels without grouping 
the children by ability, we make the instruction 
within each block as multilevel as possible. 
For each block, we will briefly describe some 
of the formats, materials. cooperative arrange
ments, etc .. we use to achieve this goal of mul
tilevel instruction. 

Guided reading. In our first several years, 
we called this the basal block because this was 
the time wh~n the basal reader drove our in
struction. In recent years, teachers have 
branched out to use other materials in addition 
to or instead of the adopted basal reader. 
Depending on the time of year. the needs of the 
class, the personality of the teacher. and the 
dictates of the school or school system, guid
ed reading lessons are carried out with the 
adopted basal, basal readers from previously 
adopted series. multiple copies of trade books, 
Big Books. and various combinations of the 
above. The purposes of this block are to ex-

---pose children to a wide range of literature, 
teach comprehension strategies, and teach 
children how to read in materials that become 
increasingly more difficult. 

Early in first grade, most of our guided 
reading time is spent in shared reading of pre
dictable books. read together in a variety of 
choral. echo. and other shared-reading for
mats. Comprehension activities often include 
"doing the book" in which children are given 
roles and become the characters as the rest of 
the children read the book. Little books based 
on the Big Books are read and reread with 
partners. then individually or in small groups. 

The first goal 'WaS to meet the needs 
of children with a wide range of 
entering literacy [(?'Vels without putting 
them in ability groups. 

As the year goes on, the shared reading of 
Big Books continues to be a part of guided 
reading. Other books. not big and not pre
dictable. are added. These books might be part 
of a basal series or multiple copies of trade 
books. The emphasis shifts from reading to
gether to reading with partners or alone. 
Instead of reading the selection first to the chil
dren. teachers often take children on a "pic
ture walk" through the book. leading the 
children to name things in the pictures and 
make predictions, and pointing out a few crit
ical and potentially difficult vocabulary words 
students might encounter as they read the se
lection. Children then read the selection indi
vidually. with a partner. or in a small flexible 
group with the teacher. The class reconvenes, 
discusses the selection, and then sometimes 
reads it chorally or in some other whole-class 
format (not round-robin reading. however). 
Comprehension strategies are taught and prac
ticed. Predictions made before reading are 
checked. Story maps and webs are completed. 

The next reading of the selection might in
clude a writing activity done by some children 
individually. some with partners, and others 
in a group guided by an adult. Often the next 
reading is an acting out of the selection, with 
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various children playing different parts as the 
rest of the class reads or tells the story. 

Guided reading is the most difficult block 
to make multilevel. Any selection is going to 
be too hard for some children and too easy for 
others. We don't worry anymore about those 
children for whom grade-level guided reading 
material is too easy because the other three 
blocks provide many beyond-grade-Ievel op
portunities. In addition, our results have con
sistently indicated that students who begin first 
grade with high literacy levels continued to read 
well above grade level at the end of the year. 

Ch ildrcn do not all learn in the same 
way and consequently. approaches 
with particular emphases are apt to 
result in some children learnin~ to read. 
and others not. 

We do. however, worry about those stu
dents for whom grade-level selections are too 
challenging. To make this block meet the 
needs of children who read below grade level, 
teachers make a variety of adaptations. Guided 
reading time is not spent in grade-level mater
ial all week. Rather, teachers choose two se
lections--one grade level and one easier-to 
read each week. Each selection is read several 
times. each time for a different purpose in a 
different format. Rereading enables almost all 
children to achieve fluency by the last read
ing. Children who need help are not left to read 
by themselves but are supported in a variety 
of ways. Most teachers use reading partners 
and teach children how to help their partners 
rather than do all their reading for them. While 
some children read the selection by themselves 
and others read with partners, teachers usually 
meet with small groups of children. These 
teacher-supported groups change daily and do 
not include only the low readers. 

Self-se,lected reading. Although historical
ly it has been called individualized reading or 
personalized reading (Veatch, 1959), many 
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teachers now label their self-selected reading 
time Readers' Workshop (Routman, 1995). 
Regardless of what it is called. self-selected 
reading is that part of a balanced literacy pro
gram when children choose what they want to 
read and what parts of their reading they want 
to respond to. Opportunities are provided for 
children to share and respond to what is read. 
Teachers hold individual conferences with 
children about their books. 

In our classrooms. the self-selected read
ing block includes a teacher read-aloud. The 
teacher reads to the children from a wide range 
of literature Next, children read "on their own 
level" from a variety of books the teacher has 
gathered and keeps on a bookshelf or, more 
popularly, in dishpans or buckets. The teacher 
selects books for the classroom library on 
themes the class is studying, easy and difficult 
library books. old favorites. new easy pre
dictable books. etc. Every effort is made to 
have the widest possible range of genre and 
levels available. While the children read, the 
teacher holds conferences with and takes anec
dotal records on several children each day. The 
block usually ends with one or two children 
sharing their books with the class in a 
"Reader's Chair" format. 

Self-selected reading is, by definition, 
multilevel, because children choose what they 
want to read. These choices. however, can be 
limited by the reading materials available and 
how willing and able children are to read from 
the available resources. Fielding and Roller 
(1992) sum up the problem many struggling 
readers have with self-selected reading: 

While most of the children are quiet. engaged. and 
reading during independent reading times. there are 
always a few children who are not. They are picking 
up spilled cr.lyons. sweeping up shavings from the 
pencil sharpener. making trips to the water fountain. 
walking back and forth alongside bookcases. opening 
and closing books. and gazing at pictures. (p. 678) 

Many of the children who "wander round" 
during self-selected reading time are the ones 
whose reading ability is limited. Fielding and 
Roller conclude that: 

Either thev do not know how to find a book that 
they can re'ad. or there is no book available that they 
can read or they do not want to read the books they 
can read. These children remind us of Groucho 
Marx: They refuse to become a member of any club 
that will accept them. In book terms. they cannot 
read the books they want to read and the v do not 
want to read the boiJks they can read. (p. 679) 
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Fielding and Roller go on :.- :::..ike excel
lent and practical suggestion~ _-"",:ut how to 
support children in reading b,-,,-.,., :hey want 
to read that, without support. \\ :'_':' je too dif
ficult and about how to makt' ~~~ ~~ading of 
easy books both enjoyable and -..- ... - ~y accept
able. These suggestions incluj~ -~ :ping chil
dren determine when a bOOk '_'ust right. 
encouraging children {(I read :--:',-~:'o that the 
teacher has read aloud. encou:-.:.;::;. children 
to read with a friend and to de -~X' • .lted read
ings of books they enjo:. teach~-- -' ,xieling of 
the enjoyment to be found in e2.' ;~x>oks, set
ting up programs in which c~ .:.~~n read to 
younger children and thu:'o han' _ -~.ll purpose 
for reading and practicing ea'.· ~~oks, and 
making lots of informational; ::Jre books 
available. Following these sUf~~::,)ns makes 
the self-selected reading time m.-; :nultilevel. 
We have incorporated many of :..~~.;.e ideas in 
our self-selected reading block. 

In addition, we steer our m.·-~ advanced 
readers toward books that challe:-;~ them. We 

,.... also teach our early first grader.;. =:..:.t there are 
three ways to read. You can "pr;>:~::j read" by 
telling the story of a familiar Sl,'~ ~ook. You 
can "picture read" by looking a: ..:. :-...~k about 
real things with lots of pictur;>, .'-:Ill talking 
about all the things you see ir. :~;> pictures. 
And you can read by reading ..:..:' :he words. 
Early in the year, we model all ~ ~~ ,)f reading 
and discuss how children at th;>:~ .'-;:!e would 
probably read different tx~ks, 

The Three Bilh Goats G~lIffi~ " :--",~ you could 
pretend read because YOL knO\~ :'''',' -:,'ry 50 well. 
Let's practice how you nught pr;;>;,'-": :--.'ad it if you 
chose it for self-selected f<':lding :. :-: .... 

How would you r;;>:ld thi, ='-".'i. about di
nosaurs" It's got lois and k'ts of II> ,r.:' or: little print. 
but you could read it by r1;rure re-,.:.~; Let's prac
tice picture reading. 

Now. here is an alrhal:>ell:>l'.·~ ),)U see just 
one word and it goes with the picn.;:-;- '\ .'U can prob
ably read this book by re.dmg the \0 ,.~-,:,. 

Once children know that there are :..':xe ways to 
read books, no child ever S3yS. "I •. :.:: '! read yet!" 

Writing. The writing block I~ '-J.:-ried out in 
Writers' Workshop fashh.lll (C ..:.:"ms, 1994; 
Graves, 1995; Routman. 1995). I: ~~ins with 
a 10-minute minilesson. The tea,Xr sits at the 

,....overhead projector or \\ ith a l.<~" piece of 
hart paper. The teacher writes an-i models all 

the things writers do (although n,'[ all on any 
one day). The teacher thinks aJ()uJ--deciding 
what to write about-and then \\ nIl's. While 

writing, the teacher models looking at the 
Word Wall for troublesome words and invent
ing the spelling of a few big words. The 
teacher also makes a few mistakes relating to 
the items currently on the editor's checklist. 
When the piece is finished or during the fol
lowing day's minilesson, the children help the 
teacher edit the piece for the items on the 
checklist. 

Next the children go to their own writing. 
They are all at different stages of the writing 
process-finishing a piece, starting a new 
piece. editing, illustrating. etc. While the chil
dren write, the teacher confers with individu
als. helping them get pieces ready to publish. 
In most classrooms. teachers allow children to 
publish a piece when they have completed 
three to five good first drafts. The child choos
es the one to publish and then confers with the 
teacher. At this point, we fix all spelling errors 
and tidy it up mechanically, because we want a 
published piece that the other children can read 
easily-and of which the author will be proud. 
This block ends with Author's Chair in which 
several students each day share first drafts or 
published books. 

Writing is the most multilevel block be
cause it is not limited by the availability or ac
ceptability of appropriate books. If teachers 
allow children to choose their own topics, ac
cept whatever level of first-draft writing each 
child can accomplish, and allow them to work 
on their pieces as many days as needed, all 
children can succeed in writing. One of the 
major tenets of process writing is that children 
should choose their own topics. When children 
decide what thy will write about, they write 
about something of particular interest to them 
and consequently something that they know 
about. Now this may seem like belaboring the 
obvious, but it is a crucial component in mak
ing process writing meet the needs and inter
ests of all children. When everyone writes 
about the same topic, the different levels of 
children's knowledge and writing ability be
come painfully obvious. 

In addition to teacher acceptance of stu
dent work. children choosing their own top
ics. and not expecting finished pieces each day, 
Writers' Workshops include two teaching op
portunities that promote the multilevel nature 
of process writing-minilessons and publish
ing conferences. In minilessons, the teacher 
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writes and thinks aloud. The children get to see 
how writers think. In these daily short lessons, 
teachers show all aspects of the writing 
process. They model topic selection, planning, 
writing, revising, and editing; they write on a 
variety of topics in a variety of forms. Some 
days they write short pieces. Other days. they 
begin a piece that takes several days to com
plete. When doing a longer piece, teachers 
model how to reread what was written previ
ously in order to reestablish the train of 
thought and continue writing. The mini lesson 
contributes to making process writing multi
level when the teacher includes different facets 
of the writing process, writes on a variety of 
topics in a variety of forms, and intentionally 
composes shorter easier pieces as we II as more 
involved longer pieces. 

Another opportunity for meeting the vari
ous needs and levels of children comes in the 
publishing conference. In some classrooms 
children do some peer revising and editing and 
then come to the teacher "editor-in-chief' for 
some final revision and editing before publish
ing. As teachers help children publish the pieces 
they have chosen, they have the opportunity to 
individualize their teaching. Looking at a 
child's writing usually reveals both what the 
child needs to move forward and what the child 
is ready to understand. The publishing confer
ence provides the "teachable moment" in which 
both advanced and struggling writers can be 
nudged forward in their literacy development. 

Finally, writing is multilevel because for 
some children writing is their best avenue to 
becoming readers. \Vhen children who are strug
gling with reading write about their own experi
ences and then read it back (even if no one else 
can read it), they are using their own language 
and experiences to become readers. Often these 
children who struggle with even the simplest 
material during guided reading can read every
thing in their writing notebook or folder. When 
children are writing, some children are really 
working on becoming better writers; others are 
engaging in the same activity, but for them. writ
ing helps them figure out reading. 

Working with words. In the working with 
words block. children learn to read and spell 
high-frequency words and learn the patterns 
that allow them to decode and spell lots of 
words. 
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The first 10 minutes of this block are usu
ally given to reviewing the Word Wall words. 
Word Wall is a display of high-frequency 
words categorized alphabetically by first let
ter only. The words are written with thick 
black marker on colored paper. The teacher 
adds 5 words a week until there are II 0-120 
words on the wall. Students practice new and 
old words daily by looking at them. saying 
them, clapping or snapping the letters, writing 
the words on paper. and self-correcting the 
words with the teacher. 

Practice with the high-frequency words on 
the wall takes the first 10 minutes of the w( rds 
block every day. The remaining 15-25 minutes 
is given to activities that help children learn 
to decode and spell. Three of the most popu
lar activities are described next. 

Rounding up the rhymes follows the guid
ed reading of a selection or a book the teacher 
has read aloud at the beginning of the self
selected reading time. Here is an example us
ing Ten Little Dinosaurs (Schnetzler, 1996). 

The first (and often second) reading of 
anything should be focused on meaning and 
enjoyment. Ten Little Dinosaurs describes in 
rhyme the antics of 10 different dinosaurs. 

Five little dinosaurs playing in the street. 
Ankylosaurus yelled. "'-\ car to beat'" 
He charged into the street: squeal. screech. bleet. 

spleet. 
No more dinotanks playing in the street. 

Revisiting the book during the words 
block, we draw the children's attention to the 
rhyming words. As we read each page. we en
courage the children to chime in and to listen 
to the rhymes they are saying. As children tell 
us the rhyming words, we 'W rite them on in
dex cards and put them in a pocket chart. Here 
are the rhyming words "rounded up" from the 
tirst several pages: 

bed bike mooth ri\er peak 5treet 

head spike tooth aqul\er beak beat 

said trike booth shiver shriek spleet 

Next, we remind children that words that 
rhyme usually have the same spelling pattern. 
Children then underline the spelling patterns in 
each set of rhymes and decide whether or not 
they are the same. Because we want rhymes 
with the same spelling pattern. we discard bed, 
head. and said; shriek and beat. We now have 



five sets of words that rhyme and have the 
same spelling pattern in our pocket chart: 

bike moorh river peak street 

spike tooth 

trike booth 

aquiver beak spleet 

shh'er 

In the final part of this activity children 
use these words to read and write some other 
words. This is the transfer step and is critical to 
the success of this activity for children who 
learn only what we teach. We begin the trans
fer part of this activity by telling children 
something like. 

You kno\l. that when vou are reading books and 
wriung stone,. there are many word~ you have nev· 
er ,een before. You have Ie> fjgure them out. One 
way man) people figure out how to read and spell 
ne\!, words IS to see if they already know any 
rhyming word, or words that have the same spelling 
pattern. I am going 10 write some words. and you 
can see which words with the same spelling pattern 
will help you read them. Then. we are going to try to 
spell some words by deciding if they rhyme with 
an) of the words in our pocket chart. 

Here are the new words the children read 
and spelled based on their new understanding 

-of rhymes and spelling patterns at the conclu
sion of this activity. 

hike liver leak sweet 

Making words (Cunningham & Cunning
ham. 1992: Cunningham & Hall. 1997) is an 
active. hands-on. manipulative activity in 
which children learn how to look for patterns in 
words and how changing just one letter or letter 
order changes the whole word. The children are 
given the six to eight letters that will form the 
final word. The lesson begins with two-letter 
words. then builds to three-. four- and five
letter words until the word that can be made 
with all the letters is made. Students then sort 
the words according to a variety of patterns 
including beginning sounds. endings, and 
rhymes; they read the sorted words and use 
them to spell words with similar patterns. 

In one lesson. the children had the letters 
a, i, g, n. s, t. They made these words: 

it. in. an. ant. tan. sit. sat. sag. snag. sang. gain. 
stain. giants 

(The word giants was chosen because the chil
dren had read a story about a giant during the 

,- guided reading block. The last word made is 
"the secret word" because it always uses all the 
letters. and children delight in trying to figure 
out what the secret word can be.) 

When all the words were made, the teacher 
led the children to sort them for rhymes: 

it 

it 

sit 

an 

an 

tan 

ag 

sag 

snag 

ain 

gain 

stain 

Following the same procedure used in the 
transfer step of rounding up the rhymes. the 
teacher helped students use these rhyming 
words to read and spell other rhyming words 
they might meet in their reading or need to 
spell while writing. In this particular lesson. the 
transfer words were brain. flag . plan. and hit. 

Guess the covered .mrd is another popu
lar working with words block activity. Its pur
pose is to help children practice the important 
strategy of cross-checking meaning with letter
sound information. For this activity. the 
teacher writes four or five sentences on the 
chalkboard. covering a word in each sentence 
with two sticky notes. Children read each sen
tence and then make several guesses for the 
word. There are generally many possibilities 
for a word that will fit the context, and the 
teacher points this out. Next. the teacher takes 
off the first sticky note. which always covers 
all the letters up to the vowel. Guesses that 
don't begin with these letters are erased, and 
new guesses that both fit the meaning and start 
with all the right beginning letters are made. 
When all the guesses that fit both meaning and 
beginning sounds haye been written, the en
tire word is revealed. Most teachers adjust the 
length of their sticky notes so that children also 
become sensitive to word length. 

Watching children doing the daily Word 
Wall practice, you would assume that they are 
all learning the same thing-how to spell 
words. But what they are doing externally may 
not reveal what they are processing internally. 
Imagine that the five new words added to the 
wall one week were come. where, they. boy, 
friend. During the daily Word Wall practice. 
children who have already learned to read 
them are learning to spell them. Other chil
dren. however, who require lots of practice 
with words. are learning to read them. 

While rounding up the rhymes. some chil
dren are still developing their phonemic 
awareness as they decide which words rhyme 
and are learning that rhyming words usually
but not always-have the same spelling pat
tern. As they use the words rounded up to read 
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and spell new words, some children are prac
ticing beginning letter substitution. Children 
who already have well-developed phonemic 
awareness and beginning letter knowledge are 
practicing the important strategy of using 
known words to decode and spell unknown 
rhyming words. 

Making words lessons are multilevel in a 
number of ways. Each lesson begins with short 
easy words and progresses to longer, more 
challenging words. Every making words les
son ends by the teacher asking, "Has anyone 
figured out the word we can make if we use 
an our letters?" Figuring out the sel;ret word in 
the limited time available is a challenge to 
even our most advanced readers. Making 
words includes even children with very limited 
literacy who enjoy manipulating the letters and 
making the words even if they don't complete 
them until the word is made by the teacher 
with the big pocket chart letters. By ending 
each lesson by sorting the words into patterns 
and then using those patterns to read and spell 
new words, we help children of all levels learn 
to use the word patterns to read and spell oth
er words. 

Guess the covered word lessons provide 
review for beginning letter sounds for those 
who still need it. The more sophisticated read
ers consolidate the important strategy of using 
meaning, all the beginning letters, and word 
length as cues to the identification of an un
known word. 

Connections across the blocks 
So far. we have described the blocks as sep

arate entities. In most classrooms, they each 
have their allotted times, and an observer can 
tell which block the teacher and children are in. 
As much as possible, teachers try to make con
nections' from one block to another. Many 
teachers take a theme approach to teaching. 
These teachers often select books for guided 
reading that correlate with their theme. During 
the writing minilesson when the teacher mod
els writing, he or she often writes something 
connected to the theme. Some of the books 
teachers read aloud at the beginning of self
selected reading and some of the books children 
can choose from are connected to the theme. 

Theme. words are not put on the Word 
Wall, which is reserved for high-frequency 
words. But most teachers have a theme board 

658 The Reading Teacher Vol. 51, ~o. 8 .May 1998 

m addition to the Word Wall. This board 
changes with each theme and, in addition to 
pictures, includes theme-related words that 
children will need as they pursue that theme. 
Often the secret word in a making words les
son is connected to the theme. Sometimes, the 
sentences a teacher writes for a guess the cov
ered word lesson relate to the theme. 

In addition to theme connections, there are 
other connections across the blocks. We prac
tice Word Wall words during the words block. 
but children know that when they are writing, 
they spell words as best they can unless the 
word is on the Word Wall. Word Wall words 
must be spelled correctly. 

Rounding up the rhymes occurs during the 
words block. but the book used usually has 
been read by the children during guided read
ing or read aloud by the teacher to begin the 
self-selected reading block. Sometimes. we do 
guess the covered word activities by using 
sticky notes to cover one word on each page of 
a Big Book. We often introduce vocabulary 
during guided reading through picture walks. 
and while reading with small groups, we coach 
children on how to decode words using pic
ture, context. and letter-sound strategies taught 
during the words block. 

In our minilesson at the beginning of each 
day's writing time, we model how to find 
words on the Word Wall and how to stretch out 
words and listen for the sounds in more chal
lenging words not available in the room. When 
we are helping children edit, we praise them 
for their good attempts and spelling and coach 
them to use strategies and skills they are learn
ing during the words block. 

Support for struggling students 
Along with the four blocks, schools and 

teachers use a variety of formats for provid
ing the extra support needed by children who 
find learning to read unusually difficult. Some 
schools have Reading Recovery. Classroom 
teachers and Reading Recovery teachers report 
that the Four Blocks classroom instruction and 
Reading Recovery are very compatible. 

Other schools in which the majority of the 
children need additional support use a program 
called FROG-Facilitating Reading for Opti
mum Growth (HalL Prevatte, & Cunningham. 
1995). Special teachers and the classroom 
teacher form FROG teams. All children receive 



45 minutes of small-group FROG instruction 
each day. Each small group consists of four or 
five children and includes one of the strongest 
readers in the classroom, one of the weakest 
readers. and two or three other children. Each 
group is taught by one of the teachers. 

The 45 minutes of daily FROG instruction 
includes four activities. For the first 10 min
utes. children talk about and read a little from 
the self-selected book they have been reading 
during classroom self-selected time. Next. 
they participate in the shared reading of a big 
book. which is read and worked with for I 
week. The third daily activity is a word study 
activity such as making words. rounding up 
the rhymes. or guess the covered word. Each 
FROG session ends with each child writing a 
sentence related to the big book. 

In addition to the four blocks. many teach
ers schedule a 10-minute easy reading support 
group in which very easy books are read and 
reread. This group of four or five children 
changes daily. Children who need easy reading 
are included more often. but not every day. 
The group is not composed of only struggling 
readers. Teachers include better readers as 
models and assure that all children are includ
ed across several weeks. 

Assessment and evaluation 
In the last several years. several schools 

and districts have evaluated the effectiveness 
of the Four Blocks framework. We will report 
some data from three different sites. 

Datafrom the origino.i Four Blocks school. 
Clemmons Elementary School in Winston
Salem. North Carolina, the school in which the 
franework was originally implemented, is a 
large suburban U.S. school with a diverse stu
dent population. Some children come from 
homes surrounding the school. and others are 
bused from the inner city. In any year. 20-25% 
of children qualify for free or reduced-priced 
lunches. Approximately 25-30o/c of the chil
dren are African American, Hispanic. or Asian
Pacific Island. Since the program began, the 
student population has remained relatively sta
ble. with approximately 10% of the children 
moving in and out each year. There have been 
three different administrators. Approximately 
half of the current first- and second-grade 
teachers have been there for all 8 years of our 
work with Four Blocks. The other half. includ-

ing some beginning teachers, have more 
recently joined the staff. All classes are hetero
geneously grouped and contain an average of 
23 children. No children are retained, and chil
dren are not referred for special classes until 
second grade. Thus, the population of this 
study includes all children who are in the 
school at the end of first and second grade. The 
majority of the children have had 2 years of 
four blocks instruction, but some children who 
are new to the school have had a year or less. 

Throughout the year, teachers conduct as
sessment by observing and conferring with 
children. taking running records. and looking 
at writing samples. At the end of the year, chil
dren are given the Basic Reading Inventory 
(BRI) by an assessment team headed by the 
curriculum coordinator. Instructional levels 
are computed using the standard procedures 
and include measures of oral reading accura
cy and comprehension. Because the BRI is ad
ministered at the end of the year, an 
instructional level of first or second grade is 
considered grade level at the end of first grade, 
and an instructional level of second or third 
grade is considered grade level at the end of 
second grade. 

BRI data are reported starting with our 
second year, in which all first-grade teachers 
were involved, and continues through 6 years 
of first graders and second graders (see Table). 
Approximately 100-140 children in each 
grade are included in each year's data. 

Across 6 years, instructional level results 
have remained remarkably consistent. At the 
end of first grade, 58-64% of the children read 
above grade level (third grade or above); 
22-28tJ( read on grade level; 10-17% rearl be
low grade level (preprimer or primer). On av
erage. one child each year is unable to meet the 
instructional level criteria on the preprimer 
passage. At the end of second grade, the num
ber at grade level is 14-25%; the number 
above grade level (fourth grade level or above) 
increases to 68-76%; the number reading be
low grade level drops to 2-9%, half what it 
was in first grade. 

While we have no control group to which 
we can compare our results, our data were col
lected across 7 years and were consistent 
across 6 groups of 100-140 children. The data 
look remarkably similar, even with new teach
ers and several changes in school administra-
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Eight years of multi method, multilevel instruction 

Year 1 (Pilot study in one first-grade classroom) 1989 -1990 

Year 2 (Grade 1) 1991 
Reading levels: No. Percentage 
Above (Grades 3 - 6) 64 63% 
At (Grades 1 - 2) 28 27% 
Below (PP, P) 10 10% 

Year 3 (Grade 1) 1992 
Reading levels: No. Percent~ 
Above (Grades 3 - 6) 65 62% 
At (Grades 1 - 2) 26 25% 
Below (PP, P) 14 13% 

Year 4 (Grade 1) 1993 
Reading levels: No. Percent~ 
Above (Grades 3 - 6) 76 61% 
At (Grades 1 - 2) 28 22% 
Below (PP, P) 21 17% 

Year 5 (Grade 1) 1994 
Reading levels: No. Percentage 
Above (Grades 3 - 6) 59 58% 
At (Grades 1 - 2) 25 25% 
Below (PP, P) 17 17% 

Year 6 (Grade 1) 1995 
Reading levels: No. Percentage 
Above (Grades 3 - 6) 87 64% 
At(G rades 1 - 2) 29 22% 
Below (PP, P) 19 14% 

Year 7 (Grade 1) 1996 
Reading levels: No. Percentage 
Above (Grades 3 - 6) 85 64% 
At (Grades 1 - 2) 32 24% 
Below (PP, P) 15 11% 

tion. Looking at these data across 6 years re
veals that the most startling (and encouraging) 
results relate to those children who do not read 
at grade level at the end of first grade. Of the 
10-15% of children who do not read at grade 
level at the end of first grade, half are reading 
on or, in some cases, above grade level at the 
end of second grade. Standardized test data on 
these children collected in third, fourth and 
fifth grades each year indicate that 90% of the 
children are in the top two quartiles. Most 
years, no children's scores fall in the bottom 
quartile. 

Data from a suburban school district. The 
original school in which the framework was 
implemented does not use standardized testing 
until the end of third grade. Other districts, 
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Year 3 (Grade 2) 1992 
Reading levels: No. Percentage 
Above (Grades 4 - 6) 77 75% 
At (Grades 2 - 3) 24 23% 
Below (PP, P, Grade 1) 2 2% 

Year 4 (Grade 2) 1993 
Reading levels: No. Percentage 
Above (Grades 4 - 6) 74 71% 
At (Grades 2 - 3) 21 20% 
Below (PP, P, Grade 1) 9 9% 

Year 5 (Grade 2) 1994 
Reading levels: No. Percentage 
Above (Grades 4 - 6) 87 68% 
At (Grades 2 - 3) 32 25% 
Below (PP, P, Grade 1) 9 7% 

Year 6 (Grade 2) 1995 
Reading levels: No. Percentage 
Above (Grades 4 - 6) 76 78% 
At (Grades 2 - 3) 16 16% 
Below (PP, P, Grade 1) 6 6% 

Year 7 (Grade 2) 1996 
Reading levels: No. Percent~ 
Above (Grades 4 - 6) 97 70% 
At (Grades 2 - 3) 31 22% 
Below (PP, P, Grade 1) 10 8% 

Year 8 (Grade 2) 1997 
Reading levels: No. Percentage 
Above (Grades 4 - 6) 118 74% 
At (Grades 2 - 3) 26 20% 
Below (PP, P, Grade 1) 8 6% 

however, do administer standardized reading 
tests in the primary grades. One district devised 
an evaluation modeL the results of which will 
be reported here. Lexington One in Lexington. 
South Carolina, is a suburban school district 
with eight elementary schools. in which 25% of 
the children qualify for free or reduced-price 
lunches. During the 1995-1996 school year. 
first-grade teachers in the district were given 
information about the Four Blocks framework 
and allowed to choose whether they wanted to 
implement the model in their classrooms. 
Approximately half of the teachers chose to im
plement the framework and were provided with 
several workshops, professional books. and 
collegial support throughout the year in their 
classrooms. 



In January 1996,100 first graders in class
rooms using the Four Blocks and 100 first 
graders in classrooms not using the framework 
were randomly selected and were given the 
Word Recognition in Isolation and Word 
Recognition in Context sections of the BRI. 
Adjusted mean (average) scores for both mea
sures favored students in the Four Blocks 
classrooms. For the Word Recognition in 
Context scores. the differences were statisti
cally significant. Students in the Four Blocks 
classrooms were. on average. reading at the 
beginning of second-grade level. Students in 
the other first grades were on average at the 
first-grade. second-month level. 

Although these results were encouraging. 
district officials were concerned about lack of 
reliability of the BRI and about teacher bias. 
fearing that the enthusiasm of the teachers who 
chose to implement the model may have cre
ated artificially high scores. They then devised 
an experiment using cohort analysis and stan
dardized test results. In May of 1996, all 557 

- first graders in Four Blocks classrooms were 
administered the Metropolitan Achievement 
Test. Each child was matched with a first grad
er from the previous year (1994-1995) on the 
basis of his or her scores on the Cognitive 
Skills Assessment Battery (CSAB). a test of 
readiness given each year during the first week 
of school. The total reading mean score for the 
Four Blocks first graders was significantly bet
ter (.0001 level) than that of matched students 
from previous years. In grade equivalent 
terms. the average Four Blocks first grader's 
reading level was 2.0 while the 1994-1995 
student's average reading level was] .6. 

On the basis of the standardized test data, 
school officials concluded that the Four Blocks 
framework had been much more effective than 
their previous ability-grouped traditional basal 
instruction. They hypothesized that since stu
dents selected for the basal cohort group had 
been taught by all the first-grade teachers in 
the system. teacher bias could not have ac
counted for the results. Furthermore. class
room observations suggested that teachers 
who implemented the Four Blocks framework 

_ had not all implemented it fully or equaJly 
well. In spite of the uneven implementation. 
children in the Four Blocks classrooms scored 
on average almost half a year better than the 
previous group. 

The district then analyzed its data by di
viding both group~ of students into thirds ac
cording to their CSAB scores. The Figure 
demonstrates graphically that children of all 
ability levels (as defined by their CSAB per
formance) profited from the multilevel Four 
Blocks instruction. There was a 15-point dif
ference in total reading scores for the lower 
third, a 23-point difference for the middle 
third, and a 28-point difference for the upper 
third. The district concluded that organizing 
in this nonability-group manner had profited 
the struggling students and had been even 
more successful for students who would tradi
tionally have been placed in the top groups. 

Data from one rural school. During the 
same year. a nearby school adopted the Four 
Blocks framework and mandated its use in all 
first- and second-grade classrooms. Brockington 
Elementary School in Florence School District 
Four in Timmonsville. South Carolina. is a small 
rural district in which 84o/c of students qualify 
for free or reduced-price lunches. Based on low 
achievement test scores. the elementary school 
had been placed on the list of the state's worst 
schools and had tried a variety of approaches to 
improving reading and math test scores. During 
the 1991-1992 school year, the school was man
dated by a new superintendent to "teach the ba
sics." A state-developed basic skills curriculum 
focused on "skill and drill" was implemented 
along with a computer lab basic skills remedia
tion program for Chapter 1 students. End of the 
year achievement test scores showed no im
provement. During the ] 992-1993 school year, 
teachers took a yearlong graduate course on 
whole languag~. Again. the end-of-year test re
sults failed to show improvement. 

During the 1993-1994 school year, anoth
er new superintendent arrived. The district 
continued to emphasize whole language. and 
teachers were trained in cooperative learning. 
This year's test scores showed some improve
ment at Grades 2 and 3. though none at Grade]. 
During the 1994-1995 school year. teachers 
were urged to continue to use whole language 
and cooperative learning; they were also trained 
in the learning styles approach of Rita Dunn. 
On the Metropolitan Achievement Test (MAT) 
only 20llt of first-grade students scored at or 
above the 50th percentile on total reading. At 
the second-grade level, only 99t scored at or 
above the 50th percentile. 
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During the 1995-1996 school year. all 10 
teachers-6 at first grade and 4 at second 
grade-were trained in and mandated to try 
the Four Blocks framework. The teachers were 
given workshops and books, as well as state 
department and central office support, etc. In 
the opinion of those central office and state de
partment facilitators who visited classrooms 
weekly, 4 of the 6 first-grade teachers and 3 
of the 4 second-grade teachers implemented 
the framework. 

MAT total reading scores for all first and 
second graders in the school (including the 
three classes that did not implement the frame
work) indicated that 30% of the first graders 
and 38% of the second graders had total read
ing scores at or above the 50th percentile. 
Results for the 1996-1997 school year show 
46% of first graders and 40% of second 
graders at or above the 50th percentile on the 
MAT total reading. 

The results from this school system are, 
of course, open to speculation. Since different 
children were tested in the 1994-1995 group 
and we have no pretest data on these children, 
we cannot be sure that the huge jump in the 

Middle third Upper third 

- .. -- Total reading Four Blocks 
-V- Total reading control 

number of children reading at or above grade 
level is due to the implementation of the Four 
Blocks framework. Nevertheless, officials in 
this school district, having tried so many pro
grams in the previous 5 years, are convinced 
that the differences are real and attributable to 
the balanced multilevel instruction that most of 
the first and second graders received. 

Conclusions 
The last 8 years have been exciting and sat

isfying for us. We have seen the Four Blocks 
framework implemented in hundreds of class
rooms in diverse settings, with varied popula
tions of children. We have learned a great deal 
about teachers and about children. 

Teachers who are widely criticized for not 
being willing to try anything new will change 
when the innovation has lots of familiar ele
ments. is doable within the time frame and 
materials they currently have, and results 
in observably better readers and writers. 
Teachers, too. have individual differences. 
Most teachers like some blocks better than oth
ers. They continue teaching each block each 
day, however. because they see children for 
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whom each block is critical and are convinced 
that if they left any block out, some children 
would not learn to read as well. Finally, we 
have learned that teachers can take this frame
work and put their own "stamp" or style on it. 
What is the same in all classrooms, however, is 
that we give each block its allotted time each 
day and we work to make each block as multi
le;el as possible. Beyond that. there is wide 
latitude for teachers to carry out the instruction 
in ways they and the children find most satis
fying and effective. 

We have also learned more about how 
children learn. We began with the notion that 
children do not all learn in the same way, and 
this notion has become a conviction. Some 
children seem equally engaged and successful 
in each block. but others have clearly observ
able preferences. If you watch closely, you can 
almost see them "click in" during the block 
that matches their learning personality. 

We are even more convinced now about 
the dangers of fixed reading groups. Although 
we use many grouping formats for our instruc
tion. the children have no notion of being in a 
top, middle, or bottom group. First graders who 
come with little print experience but much ea
gerness to learn maintain that eagerness and 
their "I can do anything" attitude. Many of our 
inexperienced first graders become grade-level 
or better readers and writers. 

We realize that when we used to put chil
dren in the bottom group, we were combining 
two types oflearners-slow learners and inex
perien..::ed learners. When slow learners and in
experienced learners are combined in a bottom 
group. the pace is slowed and the opportunity 
to learn is limited. When inexperienced but 
fast learners have multiple opportunities to 
read and write and don't become discouraged 
by low-group placement, they make up for lost 
time. We began with the theoretical abstract 
idea that grouping children was not the best so
lution to the many entering levels of children. 
Our abstract idea has now been replaced with 
"real kid" readers and writers. 

Perhaps the most surprising thing we have 
learned from our work came not from the chil
dren with the lowest entering levels but from 
those children already reading when they came 
to first grade. the ones who would have been 
placed in the top reading groups. In all hon
esty. we didn't initially expect our model to 

make things much better for these children. We 
just hoped that not being in a top group would
n't hurt them. As year after year of data have 
indicated, these children read consistently and 
significantly above grade level. We have come 
to realize that the Four Blocks framework is 
probably as important for the highest achievers 
in each class as it is for the lowest. When our 
children were in reading groups. the top group 
in first grade read in the second-grade book at 
the end of first grade. But this upwards modi-

, fication had clearly not been enough to accel
erate the achievement of the very best readers. 
In the Four Blocks framework, children spend 
half their time in the self-selected and writing 
blocks in which there is no limit to the level at 
which they can read and write. When there is 
no limit on how fast they can learn, our best 
readers will astonish us. It is clear to us now 
that being placed in static reading groups de
fined by ability levels and with a prescribed 
curriculum was as limiting for those in the top 
half of the top group as it was for those in the 
bottom half of the bottom group. 

Previously a public school teacher and admin
istrator, Cunningham now teaches courses in lit
eracy education at Wake Forest University. Hall 
is the curriculum coordinator at Clemmons 
Elementary School in Winston-Salem, North 
Carolina, USA. Defee was the first-grade 
teacher at Clemmons Elementary who initially 
collaborated with Cunningham and Hall in de
veloping the Four Blocksframework. She is now 
the curriculum coordinator for Easton Elemen
tary School in Winston-Salem, North Carolina, 
USA. Cunningham can be contacted at Wake 
Forest University, PO Box 7266, Winston
Salem, NC 27109, USA. 
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Integration of the Disciplines 
Historical Perspectives 

Purpose of this Unit 

The purpose of this brief history of curriculum integration is to both examine experiments in 
curricula integration and to develop topics of inquiry to assist you with better understanding how the 
history of integration has guided current practice. The purpose of this inquiry is to help you find 
infonnation which leads to new questions, and these questions assist you with looking at the 
literature in a critical reflective process. 

The Core Curriculum 

As educators continue to search for ways to improve the educational process, many find themselves 
trying to overcome the disjointedness of departmentalized teaching methodologies. These attempts to 
lessen the lack of integration across the disciplines has once again found educators developing the 
concepts of "core curriculum." The core curriculum concepts which focus on problems, issues, and 
concerns of students have been cited in the literature in the early 1800s by Herbert Spencer. Since 
this time, more than 80 normative and comparative studies have been perfonned on the effectiveness 
of integrative programs (National Association for Core Curriculum, 1984). 

\Vhat \vere the results of these studies? 

• According to Vars (1991), in nearly every instance, students in various types of 
integrative/interdisciplinary programs have perfonned as well or better on standardized 
achievements tests than students enrolled in the usual separate SUbjects . 

• According to Oberholzer (1937) the results of the Houston School District experiment 
demonstrated success in skills achievement, problem solving activities, creative work, and 
higher levels of achievement. In addition, comments from principals, teachers, children, and 
parents indicated gains in the development of pupil initiative and self reliance, pupil skills, 
organization and appreciations, motivation of study habits and skills, organization and 
procedure, and teacher improvement. 

A Brief History of Integration 

This section provides four examples of experiments in integrating the curriculum. Each of the titles 
listed below are linked to descriptions of these examples. When you are ready, you can view these 
examples by clicking on the example name. When you want to explore another example, return to 
this page and select the next example. 

Historical Exan1ples to Study 

Most of these experiments, and others in teaching and learning during the early part of the 20th 
century, did not use the tenn "integrated" to describe their curricular designs, but many used the 
principles and processes that are considered a part of contemporary curriculum integration. 

Examine the four historical examples by clicking on their names below. 

http://www.orst.edulinstruction/ed555/zone3lhistroy2.htm 8/31/01 
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• Dewey School (1898-1948) 
• Lincoln School (1926) 
• Houston City Schools (1924-1930) 
• Bank Street Workshops (1943-1948) 

- - -- -
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Integration of the Discipl i nes 
Historical Exan1ple - Dewey School 

I 
The De\vey School (1898-1948): The Schoo! as a C'ooperoti\'c 

-' 

Societ1' 
./ 

The Laboratory School of the University of Chicago, later known as the Dewey School, opened in 
January 1896 with 16 pupils and two "teachers." By 1898 the Dewey School had 82 students. By 
1902 the school was composed of 140 children, 23 teachers, and 10 graduate assistants. 

The Goals of the Dewey School: 

1. the development of the school as a cooperative community that would meet the social needs of 
students and, 

2. the intellectual development of the child through activity. 

According to Mayhew & Edwards (1936), two assumptions about children were fundamental to the 
philosophy of the Dewey School. 

The first emphasized the differences between children and adults: 

- • A child is not a little adult, and a child's main work is learning. 

The second assumption was that: 

• the conditions which make for mental and moral progress are the same for the child as for the 
adult. 

Therefore the school must meet the unique needs and interests of the child, while providing a 
situation where the problem-solving processes used by both children and adults can be brought to 
bear upon those interests and needs. 

Equally important to the philosophy of the Dewey School was that learning occurred within a 
community setting. Dewey (1900) stated that a school as an embryonic community life that will 
reflect the life of the larger society. Dewey elaborated on this belief by stating that the embryonic 
community will in tum produce citizens that can improve the larger society by making it worthy, 
lively, and harmonious. Thus, in the Dewey School, a major goal of education was its social purpose. 
This social purpose guided the process of having children learn to work cooperatively together to 
achieve common goals. 

Activities at the Dewey School arose from the child's own interests and from the need to solve 
problems that aroused the child's curiosity and that led to creative solutions. In tum, activity itselfled 
to inquiry and to the development of skills (Tanner & Tanner, 1980). 

Subject matter was seen as a resource for social and intellectual problem solving. In keeping with 
- principles of child development, the selection of subject matter was related to children's experiences 

and interests, and moved from primarily concrete and physical experiences for the younger children 

http://www.orst.edulinstruction/ed555/zone3/dewey.htm 8/31/01 
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to more abstract and intellectual pursuits for the older groups (Martinello & Cook, 1994). 

Integrated Curriculull1 in the Dewey School 

In the Dewey School integration of the curriculum emerged from teacher's and researcher's beliefs 
about learning and from beliefs about the purposes of schools. Children's interests are not subject 
specific; they cross the traditional disciplines. The acquisition of skills emerges from activities and 
inquiry related to a broad central theme, and are explored in the community of the classroom. 

The Dewey School curriculum, and integration of that curriculum, was expected to occur naturally, as 
subject-area specialists designed activities to explore the problem each group was investigating. 
However, teachers were not afraid to encourage the children to explore other topics not directly 
related to the central problem. 

For exalnple: 

A group 0/6 year old children, in addition to counting and measuring, as they learned about 
a/arm, also used dominoes and blocks to help develop concepts ottens and units. 

It is important to note that the central problems studied in each age group at the Dewey School had a 
strong social studies orientation. This is logical considering the social purposes of the school were the 
School's major focus. Studies in subjects such as science, mathematics, cooking, art, music, and even 
French were related to the central social, historical, or geographical central theme. 

[Jr. Mark L. Merickel 
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I ntegration of the Discip1 ines 
Historical Exanlple - Lincoln School 

I 
The Lincoln School (1926): The ('hild-Centered School 

In 1916, Abraham Flexner published his essay "A Modem School" in the American Review of 
Reviews, calling for a school designed "to give children the knowledge they need, and to develop in 
them the power to handle themselves in our own world" (Cremin, 1964). This school would be based 
upon scientific standards, and would provide a laboratory from which would issue scientific studies 
of educational problems. 

This model school came into existence as the Lincoln School of Teachers College. Situated in 
Manhattan, the school built a curriculum based upon units of work that took into account children's 
development, and that used the city of New York itself as a laboratory for exploration and activities. 

The children studied units designed to deal in depth with some important aspect of contemporary 
civilization. Each classroom was perceived as a real-world workshop, and children's learning was 
seen as real work. The goal of the school was the development of an all-round, harmonious 
personality. The criteria for units of work developed by the staff of the elementary division gave a 
clear indication of the school's philosophy: 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

The unit of work must be selected from real-life situations and must be considered worthwhile 
by children because they feel that they have helped select it and because they find in it many 
opportunities to satisfy their needs. 

The unit of work must afford many opportunities for real purposes and real projects, and it will 
be something that children can carry into the regular curriculum. 

The unit of work must stimulate many kinds of activities and so provide for individual 
differences. 

The unit of work must make individual growth possible. 

The succession of units of work must provide for continuous group growth from one level to 
the next. 

Each unit of work must furnish leads into other related units of work and must stimulate in 
children the desire for a continued widening of their interests and understandings. 

Each ~nit of work must help meet the demands of society and must help clarify social 
meamngs. 

Each unit of work must be accompanied by progress in the use of such tool subjects as 
contribute to that unit. 

Each unit of work must lead to the development of desirable habits. 

Teachers themselves were expected to have a sound background: a thorough knowledge base, an 
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understanding of children and their development, and a lively personality (Tippett et aI., .1927). The 
teacher was expected to use a specific technique that included the following elements (TIppett et aI., 
1927): 

1. To give time for orientation; 

2. To set the stage for the initiation and development of educative situations or units of work; 

3. To work as a member as well as a guide of the class; 

4. To select the educative factors in any unit of work; 

5. To do something with the facts and meanings that have been stressed. 

The Integrated Curriculum in the Lincoln School 

The curriculum in the Lincoln School was deliberately organized around broad, cross-curricular units 
of work designed to provide children as nearly as possible with real-life situations (Tippett et aI., 
1927). These units of work might incorporate virtually all the traditional subjects or be closely 
focused on one subject area such as social studies, science, or music. In their reports for the year, 
teachers were required to indicate the subject areas that had been incorporated in the units of study 
(Tippett et aI., 1927). 

More than one unit of study was frequently in progress at one time. Sometimes a smaller unit was 
related to the major unit. For example, in the second grade class, a map making unit might be going 
on concurrently with a study of how foods reach the city from the farm. At other times, unrelated 
units might be going on simultaneously. In a fifth grade class, a study of marimbas and marimba 

- making instigated in the creative music class might be concurrent with a larger unit on Colonial 
history. 

Skills subjects such as math and reading were frequently linked to a unit, but, if necessary, were 
taught separately. For example, if a unit did not include any opportunities for arithmetic, separate 
lessons would be taught, or if specific skill or knowledge was needed, special lessons would be 
given. Sometimes, as in a second grade classroom, daily reading or other skill lessons were built into 
the schedule (Tanner & Tanner, 1980). 

Flexibility in meeting the goals of the school was a hallmark ofthe Lincoln School and these goals 
were clearly child-centered. Children were involved in the selection of units, and the units were 
designed to be broad enough to allow for individual interests. The teacher was guided by two 
considerations: The unit must be kept near to present needs, and it must be thought worthwhile by the 
child (Tippett et aI., 1927). 

(Adapted/rom Interdisciplinary Inquiry In Teaching and Learning by Martinello & Cook, 1994) 
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Integration of the Disciplines 
Historical Exanlple - The Banl< Street 
Workshops 

I 
The Bank Street Workshops (1943-1948): Teacher Educationfol' 
CIII·I·i(~l{lll}n Developlnellt 

The Bank Street Workshops were designed to take the principles and practices of curriculum from the 
Bank Street College of Education into the public schools. The Bank Street College of Education 
developed out of the Bureau of Educational Experiments, founded in 1916 by Lucy Sprague Mitchell 
to try to bring together the movement toward building experimental schools with the movement 
toward developing a science of education (Cremin, 1964). 

The purpose of the first workshop, in 1943, was to work with teachers in their school, with their 
children, in their physical and social neighborhood, and in that concrete situation to work with them 
realistically to build a curriculum suited to children in modem-day United States (Mitchell, 1950). 
For the first 3 years, three of the Bank Street staff worked intensively with about half the teachers and 
three of the administrators in a large urban elementary school of some 1,700 students. The curriculum 
was revised twice during the Workshop experience, with increasing involvement and ownership 
among the teachers. In 1946, the program was expanded to two additional schools, and three teachers 
from the original school were assigned to work full-time with the Bank Street team in the new 
Workshops. 

The Integrated Curriculunl in the Bank Street Workshops 

In the first workshops, teachers did not understand the when, where, how and why of curriculum 
integration. According to Martinello & Cook (1994), they liked the idea of units as experiences in 
which content from various areas of the curriculum might be used, but they perceived the units as 
some thing to be added onto the regular course of study. 

Social studies was deliberately selected as a starting point in the curricula since the subject area 
appeared to lend itself most readily to student involvement and social interaction. History, geography, 
and civics were part of the new social studies. The study of science was then added to the curriculum. 

Major thenles \Nere identified for difTerent grade levels: 

• Kindergarden - Living and Working in the Home, School, and the Neighborhood 

• Gradt' 2 - Living and Working in New York City and in Different Kinds of Communities 

• Grades 3 and 4 - Living and Working Together in the United States of America and the 
World 

• Grades 5 and 6 - Expanding environments 

Each of these are still patterns and units commonly found in elementary social studies curricula. 

http://www.orst.edulinstructionled555/zone3/bank.htm 8/31/01 
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Later in the workshops, teachers explored with Bank Street ways in which activities in dramatic play, 
art, language, music, and other subject grew out of the core experiences. However, it is important to 
note that the workshops never concentrated on designing and implementing a fully integrated 
curriculum. The emphesis of second phase workshops was on building a pedigogically sound vertical 
social studies curriculum rather than a horizontal curriculum which broadens the curriculum across 
subject. 

In the earliest phases ofthe workshops, the teachers were interested in how to implement the new 
ideas, not in the underlying philosophy or assumptions about children and learning. According to 
Martinello & Cook (1994), during the second phase, there was an important shift in the teacher 
approach to curriculum building. And after 3 years in the workshop,teachers began to see how 
knowledge of children's development of the environment, and of a basic philosophy of education, 
were the essential knowledge bases or foundations for curriculum development. 

Throughout the Bank Street Workshop experiment, teachers went through the following stages 
of professional growth: 

• early lack of self-confidence that led them to seek specific directions and prescriptions; 

• a desire to acquire more background knowledge and content; 

• growth in understanding the concept of curriculum building; and 

• relating their job to the world outside the school (Mitchell, 1950). 

The Findings 

As the teachers developed more self-confidence in their own ideas and their ability to work creatively 
with children, their professional attitude changed. They became enthusiastic, inventive, and willing to 
experiment. They obtained deep satisfaction from their creative endeavors (Mitchell, 1950). 

Also according to Mitchell (1950), although they became increasingly impatient with the strictures 
and limitations of public school teaching, they became better equipped to deal with these problems 
and to develop authentic learning environments for their students . 
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