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DAY ONE 

TIME ACTIVITY FACILITATOR 

1.1 1 hour Pre-test MQA 

1.2 30 minutes Welcome, introductions, housekeeping, agenda 

1.3 30 minutes Revision: Understanding how children learn to read 

1.4 1 hour 45 minutes A deeper look: The science of teaching reading 

1.5 15 minutes Orientation to independent work 

LUNCH 

1.5 1 hour 30 minutes Independent work 

1.6 30 minutes Discussion of independent work 

1.7 30 minutes Growth Mindset and Reading 

1.8 30 minutes Closure 

DAY TWO 

TIME ACTIVITY FACILITATOR 

2.1 1 hour NECT administration hour NECT STAFF 

2.2 15 minutes Welcome, agenda, and management notes 

2.3 1 hour 30 minutes A deeper understanding of phonemic awareness and 
phonics  

2.4 15 minutes Overview of transferability 

2.5 1 hour 30 minutes Phonemic awareness and phonics: Core methodologies and 
supporting teachers 

2.6 15 minutes Orientation to independent work 

LUNCH 

1 hour Independent work 

2.7 45 minutes Discussion of independent work / invented spelling 

2.8 30 minutes Closure 
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DAY  THREE 

TIME ACTIVITY FACILITATOR 

3.1 15 minutes Welcome and agenda 

3.2 30 minutes Revision: The basics of group guided reading 

3.3 1 hour A deeper understanding of decoding 

3.4 45 minutes Forming Same Ability Groups  

3.5 1 hour Podcast: At a loss for words 

3.6 30 minutes Revise the Group Guided Reading Tracker and Discuss 
Appropriate Texts  

LUNCH 

3.7 30 minutes Reading worksheets: Giving good instructions 

3.8 30 minutes Reading worksheets: Paired reading 

3.9 30 minutes Revise Teacher Training Guide 

3.10 30 minutes Closure 

3.11 1 hour Post-test MQA STAFF 
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Understanding how children learn to read 

What do I already know about teaching children to read? 

Introduction 

This is a simplified introduction to how children learn to read. It is important that all 

teachers have at least a rudimentary understanding of how children learn to read, in order to 

help them along this journey. 

Firstly, teachers need to know that language is acquired but reading is taught. Children 

will naturally acquire language as they grow up, but they have to be taught how to read – 

for the vast majority of children, this will not happen incidentally.  

Secondly, it is important for all children to know that reading is a code, and that we are all 
capable of learning the code. Some of us learn the code really quickly, and others take 

longer to learn the code. But, we can all learn the code. Even children who have progressed 

through school without learning to read can be helped, unless they have very serious 

barriers to learning.   
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Next, it is important for teachers to understand the components of technical reading 
skills. In order to master the technical aspects of reading, children must master the following 

skills: 

 

TECHNICAL READING SKILLS 

 

1. Phonemic and phonological awareness 
 

• Phonological awareness refers to a child’s ability to hear, identify and manipulate different 

sounds, parts of a word, syllables and rhyming words.  

• Phonemic awareness refers to a child’s ability to hear, identify and manipulate individual 

sounds.  

• Both skills are developed aurally and orally (hearing and speech) – they do not involve any 

reading.  

• Parents and pre-school teachers must be educated to play simple phonological awareness 

games with children. These games can include: 

a. Playing games to break words up into syllables (clapping out words) 

b. Replace one syllable in a word with another. What is the new word? (e.g. take away ‘ka’ 

from taka and add ‘la’ instead. What is the new word? … tala) 

c. Identifying rhyming words 

d. Adding words to a list of rhyming words, for instance: pink; ink; think; wink; blink; etc. 

• Parents and early grade teachers must be educated to play simple phonemic awareness games 

with children. These games can include: 

a. Clapping a rhythm which the child listens to and repeats 

b. Listening to two sounds with eyes closed, and saying whether they are the same or different 

c. Placing many objects on a table, and telling the child to pick up something that begins with 

… (a particular sound) 

d. I spy with my little eye something beginning with….(a particular sound) 

e. Identifying the beginning, middle and end sounds of simple words 

f. Replace one sound in a word with another, remove a sound from a word, or add a sound to 

a word. What is the new word? (e.g. take away ‘r’ from trip. What is the new word? … tip) 

• These games apply to all languages, although rhyming words are not a significant feature of 

some African languages. 
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2. Alphabetic principle

• Children must learn that different sounds are represented by the letters of the alphabet, and

that we write words using these letters.

• In other words, they must know that letters and words carry meaning.

• Each alphabet has a fixed number of letters (e.g. the English alphabet has 26 letters, the

Setswana alphabet has 22 letters).

• Letter names are important in English, but not in African languages.

• Learners must be taught to recognise lower and upper case letters instantly.

• Children usually start by recognising the first letter of their names, and by then learning to write

their names.

• Young children will also often learn to read common signs, like the words: Coca Cola, or

Checkers.

3. Phonics

• Phonics are the sounds made by each letter, and by groups of letters, or blends.

• Phonics are the building blocks of reading. By learning phonics, children learn the code of

reading. Most children cannot learn to read with being explicitly and systematically taught

phonic decoding.

• Children must be systematically taught all the sounds that are made by letters for their home

language, and then their first additional language. They must be able to automatically connect

letters and sounds.

• Then, children must be taught to blend and segment sounds, in order to read and write. This

means that children must be able to say all the individual sounds in a word, and to blend them

together until they can ‘hear’ the word.

• All teachers should know their phonics – the sounds made by different letters or groups of

letters. Teachers should know the phonics of the home language, and of the first additional

language.

• Teachers must also know that sometimes, letters make different sounds in different languages.

For example, some letters that make different sounds in some African Languages and English

are: a, u, ph, c, q, x.
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• When a child cannot read a word, no matter the grade, the teacher must help the child to sound

out the word, then blend the sounds together to figure out what the word says.

• Research shows that skilled readers can decode any word – regardless of the context. This

means they can sound out unfamiliar or nonsense words easily. Skilled readers are able to figure

out any word they see using their phonic knowledge.

4. Sight words and high frequency words

• Another important technical reading skill is to teach children to recognise many words with

automaticity. The more words that children can read automatically, or by sight, the faster and

more fluently they will read.

• In English, we start by teaching children ‘sight words’. Many of these words are not phonetically

regular, and therefore cannot be sounded out easily. For example: here, your, are, the, was.

• Teach children to recognise and read sight words by helping them to remember the order of

sounds in the word, even if they are not phonetically regular. For example:

a. Sound out the word: was /w/ - /a/ - /s/

b. Explain to learners that the middle sound is irregular – we do not say /a/

c. Help them to remember the order of sounds in the word, and that we say the word

differently to how it is sounded out.

• We also sometimes use this term ‘sight words’ to describe high frequency words. High frequency

words are words that appear in almost every text. These words exist in every language. In

African languages, these words are phonetically regular, so they can be sounded out.

• By teaching children to read these words with automaticity, we will improve their reading

fluency and speed.

• Once you have shown children the word, and helped them to sound it out and to remember the

order of sounds in the word, you must give children the opportunity to practice reading these

words.

• Do this by holding up flashcards of different words in a different order. Repeat this for a number

of days, but do not show each word more than 3 times on a given day.

• Teachers must remember that some children will learn to recognise words by sight very quickly,

and others will need a lot of practice. Some children just take more time.

• Because of this, teachers must accept that some learners will not grasp all sight words the first

time they see them. But, sight words can be revisited to allow children multiple opportunities to

learn them.
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COMPREHENSION SKILLS 

Whilst teaching children technical reading skills is very important, it is equally important to 

teach the skills learners need to understand what they are reading.  

Firstly, while children should be able to decode any words they see, this does not mean they 

will be able to understand the word! Just because children can read a word, does not 
mean that they can comprehend the word. Children need large oral vocabularies and 

background knowledge to understand the texts they decode.  

It is also important to teach children that they must think about and understand every text 
that they read. Children must be taught that there is no point to reading if you do not 

understand what you are reading. Children must also know that the minute they lose their 
way in a text, they must go back and reread what has been read, and try to visualise and 
remember what is happening.  

We can also explicitly teach comprehension skills in the following ways: 

1. Vocabulary

• A child’s spoken vocabulary is a very good indicator of his or her future ability to read for

meaning. The more words a young child knows, the better he or she will comprehend a text.

• For this reason, young children must be exposed to many words, in an authentic context.

• Parents, pre-school and primary school teachers must be encouraged to talk to children using

extended vocabulary and proper sentence structures (rich language) – not baby talk. By

repeatedly hearing new words or phrases in context, the child will learn new vocabulary and

language.

• For parents, this means that as they do different things with their children, they must talk about

what they are doing, even to babies. A parent who is cooking could name and describe the

different ingredients, and could describe the cooking process as it happens. A parent taking a

child for a walk through a village could point at and talk about different objects, people and

events that are seen.

8



• Parents must not be afraid to expose young children to multiple languages. Young children can

easily learn up to four or five languages without getting confused, and in fact, learning multiple

languages increases the brain function and makes us smarter!

• Books contain many words that are not commonly used in everyday conversation. Reading

books to children with complex story lines and vocabulary is important, because it helps to build

a larger vocabulary.

• Teachers must also be encouraged to expand and enrich children’s vocabulary, both in home

language and the additional language.

• All teachers, regardless of the grade and subject that they are teaching, must be trained to

explicitly teach vocabulary as part of every lesson. This is especially important where the child is

not learning in his or her home language.

• Teachers must also realise that if a child is taught a concept in his or her home language, and

they understand what that concept is, it is easier for them to learn the equivalent conceptual

word in another language. They can transfer their understanding of complex concepts across

languages.

• Subject specific (academic) language must also be explicitly taught. This means teachers must

explicitly teach learners words like: disappointed; heavier; segment; compare; describe; observe;

observation; triangle; experiment; communicate; etc.

2. General knowledge

• Improved general knowledge about the world also leads to better reading comprehension.

• Obviously, the more children know about a topic, the easier it will be for them to understand

what they are reading.

• This is especially true when expecting learners to make inferences and make connections. In

order to make an inference, a child must take what is written, and put it together with what they

already know about a topic, to make a good guess about what is not being said in the text. If the

child knows very little or nothing about a topic, they will not be able to make meaningful

inferences.
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• Once children have the skills to decode text, it is important to teach them fluency skills. This

means to read a good pace, with intonation and expression.

• Children who read very slowly and who have to sound out many words, or children who read

very quickly but who forget to connect the words they are reading, will often not understand

what they are reading. Therefore, we have to help children to become fluent readers. There are

different ways to do this.

• Firstly, teachers must always model fluent reading. It is important to always prepare any oral

reading, so that it can be read fluently, audibly and with the appropriate expression and

intonation.

• Secondly, continue to build children’s vocabulary. The more words they know, they more likely

they are to understand the text, and be able to read with intonation and expression.

• Next, we must teach learners to read some words by sight – we must make flashcards, and must

play games to help children to read these words with automaticity.

• Then, when reading a text with learners, all teachers can improve reading fluency in the

following way.

a. Start by giving learners some time to try and read the text silently on their own. This allows

the children to see what they can and can’t read.

b. Next, read the text aloud for learners, encouraging them to follow along as you read it. As

you read, you may stop and explain the text to learners, so that they are building meaning as

they read.

c. Then, read the text aloud once again. This time, tell the children to join in and read with you.

Children must read quietly, so that they can hear you. Keep reading at a normal pace, and

with proper expression and intonation – do not fall into a sing-song pattern.

d. Finally, tell learners to take turns to read the text with a partner. Instruct them to take turns

to read alternating sentences or paragraphs.

e. It is very important to only do fluency development in small, same-ability groups. This must

never be done as a whole class activity.

4. Summarising

• Summaries are a very important comprehension skill.

• There are many different ways to summarise a text.

a. First, we start by asking children to recount or summarise part of the story or text.

b. We can then move to asking children to summarise a complete story or text.

3. Reading fluency
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c. Finally, we can ask children to complete a high-level, conceptual summary of the text. Here,

we can ask learners to say what the text was about, what the message or lesson of the text

was, what they liked about the text, etc.

• This is also an important comprehension skill for older children to grasp. Often, we get caught up

with teaching children technical aspects of making a summary. We confuse them by telling them

to mainly use nouns and verbs. Or we tell them that they must reduce the number of words

from say, 150 to 60. Or, we tell them to identify the lead sentence in every paragraph, and to

focus on this in our summary. This can be very intimidating and confusing for children.

• Teachers must understand that the point of a summary is not to check that children use specific

words, or a specific number of words. It is to check that children understand the text literally and

conceptually, that they have grasped the main ideas of the text, and that they can reflect on the

text in a meaningful way.

5. Modelling how to think about a text

• As proficient readers, we automatically think about every text that we read. In our minds, we ask

questions, we read between the lines, we make connections, we make judgements, and we

predict what will happen next.

• As teachers, we have to teach children how to think about a text by modelling this for them.

• This means that, as you read, all the thoughts, opinions, questions and conclusions that enter

your mind, you need to say out loud. In this way, children will learn that good readers always

think about what they are reading. They will also learn the kinds of thoughts that good readers

have about different texts.

• As teachers read a text, they should model the following skills for learners:

a. Make predictions about the text

b. Search the text for details

c. Visualise what is happening in the text

d. Make connections between the text and their own lives

e. Make judgements and evaluations about characters or events

f. Make inferences, or read between the lines

g. Make summaries of the text
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Conclusion 
It is important to remember that learning to read isn’t a natural process – it is something we have 

to be taught! Remember, if we teach technical decoding skills in an explicit and systematic way and 

we build learners’ oral vocabularies, background knowledge and comprehension skills, we will be 

setting learners up to be skilled readers who are able to comprehend the texts they read!  
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Teaching Reading - KWL 

K 

KNOW ALREADY 

(What we already know) 

W 

WANT TO KNOW 

(What questions we have and what we hope to 

learn) 

L 

LEARNT SO FAR 

(What we have learnt) 
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The Science of Teaching Reading  
 

• During this training, we will be focusing on phonics and group guided reading. These are the 

areas of the curriculum where teachers must explicitly focus on teaching and reinforcing 

decoding skills. 

• The following articles will help us understand the technical (decoding) skills that learners 

need to master in order to be readers, and how teachers can teach these skills in a way that 

benefits the most learners. 

• In addition, the following articles (and the videos and podcasts we engage with during the 

training session) will give us a greater understanding about why technical decoding skills are 

critically important for reading – and some of the misconceptions about teaching reading 

we may encounter in the classroom.  

• Please complete the readings that follow, including the PSRIP core methodologies (Grade 

1 methodologies are included in the document, and you may feel free to reference Grade 

2 or Grade 3 as well) and answer the questions that follow.  

• Readings:  

- Richland, Karina. The Science of Teaching Reading: What All Teachers Should Know. 

(2020, August 31). Accessed: https://pridereadingprogram.com/the-science-of-reading-

what-all-teachers-should-know/ 

- Farrell, L., Davidson, M., Hunter, M., & Osenga, T. (2010). The Simple View of Reading: 

Research of Importance to All Educators. 

- Lyon, G. R., & Chhabra, V. (2004). The Science of Reading Research. Educational 

Leadership, 61(6), 13, pgs 12-17. 
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What is the Science of Reading? 

The science of reading is a term that refers to research that has been conducted over the 
past twenty years by leading reading experts, cognitive scientists, and reading researchers 
on how we learn to read. There is an actual science to teaching reading, but unfortunately 
there are many teachers who do not have the knowledge they need to implement 
research-based reading instruction into their classrooms. Many teachers have never heard 
of the science of reading. If teachers do not learn these scientifically proven strategies for 
teaching reading, many of their students will struggle with reading throughout their lives.  

According to the 2002 President’s Commission on Excellence in Special Education, two-
fifths of the children in special education “are there because they weren’t taught to 
read.”  Research has shown that if teachers were better educated and trained in the 
science of reading, the rate of reading failure could drop from 20-30% to just 2-10%. This is 
how crucial it is for teachers to know more about the science of reading!  
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Why Reading is Not a Natural Process.. According to 
the Science of Reading 

Learning to speak is a natural process for children, but learning to read is not. Reading has 
to be taught. Decades of scientific research has shown that reading does not come 
naturally. The human brain is not wired to read. 
Learning to read and write involves explicit instruction that requires children to make 
meaning out of print and know the different sounds in spoken language and be able to 
connect those sounds to written letters.  
Children also need background and vocabulary knowledge so that they comprehend what 
they are reading. Eventually, children need to recognize words automatically and read text 
fluently while at the same time attending to grammar, sentence structure and punctuation. 
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The Reading Brain 
There are three areas of the brain that involve reading (Sandak, Mencl, Frost, & Pugh, 2004; 
Houde, Rossi, Lubin, & Joliot, 2010). They are: 

Phonological Processor: 
The phonological processor is located towards the front of the brain on the left side. It 
handles spoken language. Almost everyone is born with this language area intact. 

Orthographic Processor: 
The orthographic processor is located towards the back of the brain on the left side. It 
handles visual images. Almost everyone is born with this visual part of the brain intact.  

Phonological Assembly Region: 
The phonological assembly region connects vision and speech and is the system that 
enables reading. No one is born with this neural system that connects both vision and 
speech. This system must be built through instructional experiences.  (American 
Psychological Association, 2014; Hruby & Goswami, 2011: Shaywitz & Shaywitz, 2004; 
Shaywitz & Shaywitz 2008).   

So…how does the human brain learn to read? The science of reading research has shown 
that a child’s brain needs to know the different sounds in spoken language and then be 
able to connect those sounds to written letters and then blend the sounds to make words 
(decoding).  
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The Simple View of Reading 

The Simple View of Reading is a formula that demonstrates the view that reading has two 
basic components: word recognition (decoding) and language comprehension. Students 
need both strong decoding and strong language comprehension skills to reach the ultimate 
goal of reading which is reading comprehension.  
Decoding (D)  X Language Comprehension (LC)  = Reading Comprehension (RC) 
Gough and Tunmer (1986) proposed the Simple View of Reading to explain the importance 
of decoding in reading. The Simple View formula has been supported and validated by a 
number of research studies, including research from Hoover and Gough (1990) and Catts, 
Adlof, & Weismer, 2006). 

Which Reading Skills Need to be Taught.. According to 
the Science of Reading? 

Research has shown that the most effective decoding (word reading) instruction is a 
structured and explicit phonics-based approach. This approach is beneficial to ALL 
students, not just those with dyslexia or reading difficulties. 
The National Reading Panel (NRP) Report in 2000 identified instruction in the following five 
elements as the most important skills students need to become proficient readers. 

1. Phonemic Awareness
Phonemic awareness is recognizing that words are composed of individual sounds that can 
be blended together for reading and pulled apart or segmented for spelling. 
Phonemic awareness is a crucial skill for all students learning to read and there is a greater 
emphasis for phonemic awareness in kindergarten and first grade. 
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2. Phonics
Phonics is a method of teaching students how to connect the graphemes (letters) with the 
phonemes (sounds) and how to use this letter/sound relationship to read and spell words. 
Phonics is a key component to reading because if a student can decode, they can 
comprehend. 

3. Fluency
Reading fluency is reading text with sufficient speed and accuracy to support 
comprehension. The practice of developing fluency in children includes reading accuracy, 
reading rate and reading expression. Instruction in reading fluency should include assisting 
students in developing their ability to use typical speech patterns and appropriate 
intonation while reading aloud. 

4. Vocabulary
Vocabulary is the understanding of individual word meanings in a text. Teachers should 
develop student’s vocabulary knowledge through direct and indirect methods of teaching 
and students should be exposed to vocabulary both orally and through reading. 

5. Comprehension
Comprehension is the understanding of connected text and is the ultimate goal of reading.   
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How do you Teach Reading… According to the Science 
of Reading? 
Instead of looking at valid evidence, many teachers rely on experience and anecdotal 
information to guide their reading lessons. Although experience is important, depending 
on experience alone will leave many children behind. To be able to provide reading 
instruction that helps all children succeed, teachers need a basic understanding of the 
science of reading. 

Explicit Instruction 
Learning to read does not come naturally and requires a complex set of skills that must be 
taught to students explicitly. The term “Explicit Instruction” means that the teacher is the 
one who takes center stage. The teacher controls the student’s learning by teaching the 
student. All concepts are directly and explicitly taught to students with continuous student-
teacher interaction, guidance and feedback.  
The Science of Reading shows us that explicit or direct instruction is the most effective 
teaching approach for students with reading difficulties. (Arden & Vaughn, 2016; Simmons, 
et.al, 2008; Weiser & Mathes, 2011) 
In explicit instruction, the teacher will first present a lesson with a demonstration. The 
teacher will then do the lesson together with the student.  Finally, the teacher will ask the 
student to do it without guidance. 
I do, we do, you do. 

Phonological Awareness 
Phonological awareness means that a child can recognize the sounds, rhythm, and rhyme 
involving spoken words.   
You hear it and you speak it. 
There is no print involved in phonological awareness. Phonological awareness happens 
way before children are introduced to letters of the alphabet. Research has proven that 
phonological awareness is highly related to success in reading and spelling.   
Phonological awareness involves teaching children rhyming, syllable division and phonemic 
awareness. 
Read more about Phonological Awareness and how to teach it from my previous post:   
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Systematic Phonics Instruction 
Systematic phonics is the method of teaching students how to connect the graphemes 
(letters) with the phonemes (sounds) using a clear and well thought out scope and 
sequence. This includes: 

• Consonant and short vowel sounds

• Digraphs and blends

• Long vowels and other vowel patterns

• Syllable patterns

• Affixes

Structured Literacy 
In the structured literacy approach, students are taught phonics, decoding and spelling 
skills explicitly in a systematic, sequential and cumulative step-by-step process. Structured 
literacy approaches are effective at helping students with learning differences, such as 
dyslexia, learn to read and spell (Spear-Swerling, 2019). 

Structured literacy instruction is carefully built around a scope and sequence. This scope 
and sequence dictates the order in which each concept or skill is taught. Each lesson builds 
upon itself and the student never has to read or spell anything they haven’t been 
introduced to yet, which is why the stories and text in structured literacy are always 
decodable. The students only read and spell what they have been explicitly taught. 
Each individual skill is taught in isolation beginning with the most basic levels of phonics 
and developing into the most advanced spelling rules and morphological concepts.  
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The	  Simple	  View	  of	  Reading:	  
Research	  of	  Importance	  to	  All	  Educators	  

By	  Linda	  Farrell,	  Marcia	  Davidson,	  Michael	  Hunter,	  Tina	  Osenga	  

Introduction	  
In	  spite	  of	  its	  importance	  in	  the	  world	  of	  reading	  research,	  many	  practicing	  educators	  do	  not	  know	  
about	  the	  Simple	  View	  of	  Reading.	  	  It	  is	  a	  formula	  based	  on	  the	  widely	  accepted	  view	  that	  reading	  
has	  two	  basic	  components:	  word	  recognition	  (decoding)	  and	  comprehension.	  	  The	  Simple	  View	  
formula	  has	  been	  supported	  and	  validated	  by	  a	  number	  of	  research	  studies.	  Understanding	  the	  
formula	  can	  help	  educators	  with	  assessing	  reading	  weaknesses	  and	  providing	  appropriate	  
instruction.	  

The	  Simple	  View	  formula	  presented	  by	  Gough	  and	  Tunmer	  in	  1986	  is:	  

Decoding	  (D)	  x	  Language	  Comprehension	  (LC)	  =	  Reading	  Comprehension	  (RC)	  

The	  Simple	  View	  formula	  and	  supporting	  studies	  show	  that	  a	  student’s	  reading	  comprehension	  (RC)	  
score	  can	  be	  predicted	  if	  decoding	  (D)	  skills	  and	  language	  comprehension	  (LC)	  abilities	  are	  known.	  	  
Notice	  that	  D	  and	  LC	  are	  not	  added	  together	  to	  predict	  RC.	  	  They	  are	  multiplied.	  	  In	  the	  Simple	  View	  
formula,	  the	  values	  of	  D	  and	  LC	  must	  be	  between	  0	  and	  1	  (or	  0%	  and	  100%).	  	  A	  score	  of	  0	  means	  no	  
skill	  or	  ability	  at	  all	  and	  1	  indicates	  perfection.	  	  (Examples	  of	  how	  the	  formula	  works	  are	  presented	  
later	  in	  this	  article.)	  

Gough	  and	  Tunmer	  (1986)	  proposed	  the	  Simple	  View	  of	  Reading	  to	  clarify	  the	  role	  of	  decoding	  in	  
reading.	  Many	  educators	  believe	  that	  strong	  decoding	  skills	  are	  not	  necessary	  to	  achieve	  reading	  
comprehension.	  Beginning	  and	  struggling	  readers	  are	  often	  taught	  to	  compensate	  for	  weak	  
decoding	  by	  guessing	  an	  unfamiliar	  word	  based	  on	  the	  first	  letter	  or	  the	  picture,	  then	  asking	  
themselves	  if	  the	  word	  makes	  sense	  after	  reading	  the	  sentence.	  In	  contrast,	  when	  decoding	  is	  the	  
focus	  of	  instruction	  students	  are	  taught	  to	  sound	  out	  unfamiliar	  words	  using	  all	  the	  letters.	  

This	  article	  discusses	  the	  following	  so	  that	  educators	  can	  take	  advantage	  of	  the	  Simple	  View	  of	  
Reading	  to	  help	  all	  students	  achieve	  their	  maximum	  reading	  potential.	  

1. The	  Simple	  View	  formula	  makes	  clear	  that	  strong	  reading	  comprehension	  cannot	  occur	  unless
both	  decoding	  skills	  and	  language	  comprehension	  abilities	  are	  strong.

§ We	  must	  teach	  students	  to	  decode	  expertly	  as	  early	  as	  possible.	  	  When	  students	  can	  decode
expertly,	  their	  reading	  comprehension	  capabilities	  equal	  their	  language	  comprehension
abilities.

§ We	  must	  provide	  students	  with	  strong	  content	  knowledge	  in	  many	  domains	  at	  all	  grade
levels	  in	  order	  for	  them	  to	  develop	  adequate	  language	  comprehension	  abilities.

2. Intervention	  for	  struggling	  readers	  is	  effective	  only	  when	  it	  addresses	  the	  student’s	  specific
weakness,	  which	  may	  be	  decoding,	  language	  comprehension,	  or	  both.

§ Intervention	  instruction	  focused	  on	  developing	  content	  knowledge	  or	  comprehension
strategies	  will	  benefit	  struggling	  readers	  only	  they	  have	  a	  weakness	  in	  language
comprehension.

§ Struggling	  readers	  of	  all	  ages	  can	  have	  decoding	  weaknesses;	  explicit	  instruction	  in	  decoding
will	  be	  necessary	  to	  improve	  their	  reading	  comprehension.

3. Decoding	  and	  language	  comprehension	  skills	  are	  separable	  for	  both	  assessment	  and	  teaching,
although	  both	  are	  required	  to	  achieve	  reading	  comprehension.
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§ Scores	  from	  reading	  comprehension	  (RC)	  assessments	  are	  not	  enough	  data	  to	  identify
students’	  areas	  of	  weakness	  (D	  or	  LC)	  with	  certainty.

§ Assessment	  for	  students	  of	  all	  ages	  must	  supply	  enough	  information	  to	  specifically	  identify
decoding	  skills	  and	  language	  comprehension	  abilities.

4. The	  Simple	  View	  of	  Reading	  is	  a	  mathematical	  formula	  with	  three	  variables.	  	  If	  we	  have	  two
variables,	  the	  third	  can	  be	  estimated	  using	  the	  formula.

5. The	  Simple	  View	  of	  Reading	  is	  supported	  by	  scientific	  research.

Definitions	  
For	  purposes	  of	  the	  Simple	  View	  of	  Reading,	  skilled	  decoding	  (D)	  is	  defined	  as	  “efficient	  word	  
recognition”	  (Hoover	  &	  Gough,	  1990).	  	  This	  definition	  goes	  beyond	  the	  traditional	  definition	  of	  
decoding	  as	  the	  ability	  to	  sound	  out	  words	  based	  on	  phonics	  rules.	  	  The	  meaning	  of	  decoding	  
expands	  to	  include	  fast	  and	  accurate	  reading	  of	  familiar	  and	  unfamiliar	  words	  in	  both	  lists	  and	  
connected	  text	  (Gough	  &	  Tunmer,	  1986).	  

Language	  comprehension	  (LC)	  is	  called	  by	  several	  other	  names	  in	  various	  studies,	  including	  linguistic	  
comprehension,	  listening	  comprehension,	  and	  comprehension.	  	  All	  of	  these	  terms	  are	  defined	  as	  the	  
ability	  to	  derive	  meaning	  from	  spoken	  words	  when	  they	  are	  part	  of	  sentences	  or	  other	  discourse.	  	  
Language	  comprehension	  abilities,	  at	  a	  minimum,	  encompass	  “receptive	  vocabulary,	  grammatical	  
understanding,	  and	  discourse	  comprehension”	  (Catts,	  Adlof,	  &	  Weismer,	  2006).	  

Reading	  comprehension	  (RC)	  differs	  from	  language	  comprehension	  because	  of	  the	  reliance	  on	  print,	  
as	  opposed	  to	  oral	  language,	  to	  perceive	  the	  words	  and	  derive	  meaning	  (Hoover	  &	  Gough,	  1990).	  	  In	  
other	  words,	  language	  comprehension	  becomes	  reading	  comprehension	  when	  word	  meaning	  is	  
derived	  from	  print.	  	  It	  is	  possible	  to	  have	  strong	  language	  comprehension	  and	  still	  be	  a	  poor	  reader	  if	  
there	  is	  difficulty	  with	  decoding.	  

Kamhi	  (2007)	  eloquently	  describes	  the	  differences	  between	  decoding	  (word	  recognition)	  and	  
comprehension.	  	  Decoding	  is	  “a	  teachable	  skill”	  compared	  to	  comprehension,	  which	  “is	  not	  a	  skill	  
and	  is	  not	  easily	  taught.”	  	  Kamhi	  explains	  that	  word	  recognition	  is	  a	  teachable	  skill	  because	  it	  
“involves	  a	  narrow	  scope	  of	  knowledge	  (e.g.	  letters,	  sounds,	  words)	  and	  processes	  (decoding)	  that,	  
once	  acquired,	  will	  lead	  to	  fast,	  accurate	  word	  recognition.”	  

Kamhi	  further	  writes	  that	  comprehension	  “is	  not	  a	  skill.	  	  It	  is	  a	  complex	  of	  higher-‐level	  mental	  
processes	  that	  include	  thinking,	  reasoning,	  imagining,	  and	  interpreting.”	  	  The	  processes	  involved	  in	  
comprehension	  are	  dependent	  on	  having	  specific	  knowledge	  in	  a	  content	  area.	  	  This	  makes	  
comprehension	  largely	  knowledge-‐based,	  not	  skills	  based.	  

Important	  Findings	  from	  the	  Simple	  View	  of	  Reading	  
Three	  important	  findings	  from	  research	  supporting	  the	  Simple	  View	  of	  Reading	  have	  major	  
implications	  for	  providing	  reading	  instruction	  and	  assessment.	  

1. Reading	  comprehension	  results	  from	  skills	  and	  knowledge	  that	  can	  be	  broken	  into	  two	  distinct
and	  identifiable	  categories:	  decoding	  (D)	  and	  language	  comprehension	  (LC).	  	  Although	  reading
is	  complex,	  the	  Simple	  View	  of	  Reading	  shows	  that	  the	  complexities	  can	  be	  assigned	  to	  one	  of
the	  two	  categories.	  	  	  A	  deficit	  in	  decoding	  is	  related	  to	  the	  student’s	  ability	  to	  read	  printed	  words
accurately	  and	  rapidly.	  	  Any	  deficit	  in	  language	  comprehension	  is	  not	  specific	  to	  reading,	  but
related	  to	  a	  knowledge	  domain	  or	  to	  higher	  order	  thinking	  skills	  such	  as	  reasoning,	  imagining	  or
interpreting.
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2. All	  reading	  difficulties	  fall	  into	  one	  of	  three	  general	  types.	  	  The	  Simple	  View	  demonstrates	  that
reading	  difficulties	  fall	  into	  three	  basic	  types:

1. Poor	  at	  Language	  Comprehension	  –	  Has	  adequate	  decoding	  skills	  and	  weak	  language
comprehension	  skills.	  	  The	  extreme	  example	  of	  this	  profile	  is	  a	  hyperlexic	  student	  (a	  student
with	  severe	  language	  comprehension	  issues	  and	  excellent	  decoding	  skills).

2. Poor	  at	  Decoding	  –	  Has	  adequate	  language	  comprehension	  and	  weak	  decoding	  skills.	  	  The
extreme	  example	  of	  this	  profile	  is	  a	  dyslexic	  student	  (a	  student	  with	  language
comprehension	  abilities	  that	  are	  at	  least	  average	  and	  severe	  decoding	  difficulties	  that	  do	  not
respond	  to	  research-‐based	  decoding	  intervention).

3. Weaknesses	  in	  Both	  Areas	  –	  Has	  weaknesses	  in	  both	  areas;	  sometimes	  referred	  to	  as	  the
“Garden	  Variety”	  poor	  reader.

3. Both	  decoding	  (D)	  skills	  and	  language	  comprehension	  (LC)	  abilities	  are	  necessary	  for	  reading,
and	  both	  must	  be	  strong.	  	  Strength	  in	  one	  area	  (D	  or	  LC)	  cannot	  compensate	  for	  a	  deficit	  in	  the
other	  area.

§ A	  student	  with	  excellent	  decoding	  skills	  will	  achieve	  reading	  comprehension	  equal	  to	  his
language	  comprehension	  skills	  in	  the	  subject	  area	  being	  tested.	  The	  Simple	  View	  shows	  that	  for
a	  student	  with	  D	  equal	  to	  1.0,	  the	  RC	  score	  will	  be	  equal	  to	  the	  LC	  score.	  	  For	  instance,	  a
student	  with	  a	  D	  score	  of	  100%	  and	  an	  LC	  score	  of	  50%	  will	  have	  an	  RC	  score	  of	  50%,	  as	  shown
below.

RC	  =	  D	  x	  LC	  

.50	  =	  1.0	  x	  .50	  

Any	  improvement	  in	  this	  student’s	  language	  comprehension	  skills	  will	  result	  in	  an	  equal	  
improvement	  in	  reading	  comprehension.	  	  Improving	  the	  LC	  score	  to	  70%	  will	  result	  in	  a	  
concurrent	  increase	  in	  RC	  to	  70%.	  

RC	  =	  D	  x	  LC	  

.70	  =	  1.0	  x	  .70	  

When	  decoding	  (D)	  skills	  are	  strong,	  the	  only	  limitation	  to	  high	  reading	  comprehension	  (RC)	  is	  
the	  student’s	  language	  comprehension	  (LC)	  abilities	  with	  regard	  to	  the	  material	  being	  read.	  

§ A	  student	  with	  strong	  language	  comprehension	  abilities	  in	  the	  subject	  area	  being	  tested	  will
achieve	  reading	  comprehension	  equal	  to	  his	  decoding	  skills.	  	  	  For	  instance,	  a	  student	  with	  an	  LC
score	  of	  100%	  and	  D	  of	  30%	  will	  have	  an	  RC	  score	  equal	  to	  30%,	  as	  shown	  below.

RC	  =	  D	  x	  LC	  

.30	  =	  .30	  x	  1.0	  

Any	  improvement	  in	  this	  student’s	  decoding	  abilities	  will	  result	  in	  an	  equal	  improvement	  in	  
reading	  comprehension.	  	  Improving	  the	  D	  score	  to	  75%	  will	  result	  in	  a	  concurrent	  increase	  in	  
RC	  to	  75%.	  

RC	  =	  D	  x	  LC	  

.75	  =	  .75	  x	  1.0	  
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When	  language	  comprehension	  (LC)	  abilities	  with	  regard	  to	  the	  subject	  area	  of	  reading	  are	  
strong,	  the	  only	  limitation	  to	  high	  reading	  comprehension	  (RC)	  is	  the	  student’s	  decoding	  (D)	  
skills.	  	  	  

§ A	  weakness	  in	  one	  area	  will	  be	  exacerbated	  by	  a	  weakness	  in	  the	  other	  area.	  	  For	  instance,	  a
student	  with	  scores	  of	  75%	  for	  both	  D	  and	  LC	  will	  have	  an	  RC	  score	  of	  56%,	  as	  shown	  below.

RC	  =	  D	  x	  LC	  

.56	  =	  .75	  x	  .75	  

Because	  of	  the	  multiplier	  effect	  in	  the	  Simple	  View	  formula,	  the	  RC	  score	  is	  significantly	  lower	  
than	  either	  of	  the	  component	  scores.	  	  	  Both	  D	  and	  LC	  scores	  will	  need	  to	  improve	  for	  this	  
student	  to	  achieve	  high	  reading	  comprehension	  scores.	  

If	  the	  D	  score	  improves	  to	  100%,	  the	  student’s	  RC	  improves	  only	  to	  75%	  as	  shown	  below:	  

RC	  =	  D	  x	  LC	  

.75	  =	  1.00	  x	  .75	  

Intervention	  in	  both	  D	  and	  LC	  is	  necessary	  in	  order	  for	  this	  student	  to	  achieve	  maximum	  RC	  
scores.	  	  

Practical	  Application	  of	  the	  Simple	  View	  of	  Reading	  
The	  Simple	  View	  is	  an	  algebraic	  equation	  with	  three	  variables.	  	  Any	  variable	  in	  the	  equation	  can	  be	  
estimated	  if	  the	  other	  two	  variables	  are	  known.	  	  That	  means	  that	  if	  any	  two	  of	  the	  three	  variables	  
(RC,	  D,	  LC)	  are	  known,	  the	  third	  variable	  can	  reasonably	  be	  estimated.	  	  The	  equations	  to	  estimate	  
each	  variable	  are:	  

RC	  =	  D	  x	  LC	  	  (The	  Simple	  View	  formula)	  

D	  =	  RC	  ÷	  LC	  

LC	  =	  RC	  ÷	  D	  

Measures	  of	  a	  student’s	  reading	  comprehension	  (RC)	  abilities	  are	  commonly	  available	  from	  high	  
stakes	  tests	  or	  other	  measures.	  	  Therefore,	  if	  scores	  for	  either	  decoding	  (D)	  or	  language	  
comprehension	  (LC)	  are	  available,	  the	  third	  variable	  can	  be	  estimated	  using	  the	  Simple	  View	  formula.	  	  
The	  practical	  aspect	  of	  this	  is	  that	  we	  need	  assess	  only	  two	  of	  the	  variables,	  not	  all	  three,	  which	  saves	  
time	  spent	  on	  assessment.	  	  

Using	  the	  Simple	  View	  of	  Reading	  to	  Analyze	  Different	  Responses	  to	  Intervention	  
This	  section	  analyzes	  three	  5th	  grade	  students.	  	  The	  profiles	  are	  composites	  of	  actual	  5th	  graders	  
with	  reading	  difficulties.	  	  

All	  three	  students	  had	  same	  RC	  score	  at	  the	  beginning	  of	  the	  year,	  which	  was	  considerably	  below	  the	  
grade	  level	  benchmark.	  	  In	  terms	  of	  the	  Simple	  View	  formula,	  these	  students	  can	  be	  considered	  to	  
have	  a	  low	  RC	  score	  of	  20%.	  

The	  three	  students	  were	  placed	  in	  the	  same	  intervention	  group	  that	  focused	  on	  improving	  content	  
knowledge	  and	  teaching	  comprehension	  strategies.	  	  The	  goal	  was	  for	  students	  to	  achieve	  an	  RC	  
score	  of	  50%	  or	  higher.	  
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Description	  of	  Varying	  Responses	  to	  Intervention	  

After	  four	  months	  of	  intervention,	  the	  three	  students	  in	  the	  intervention	  class	  had	  different	  
improvement	  in	  RC	  scores.	  	  The	  intervention	  was	  successful	  for	  one	  student	  who	  exceeded	  
benchmark	  after	  intervention.	  	  One	  student	  almost	  reached	  the	  goal	  of	  50%	  for	  an	  RC	  score.	  	  One	  
student	  had	  almost	  no	  improvement	  in	  comprehension.	  

Table	  1	  shows	  a	  description	  of	  the	  improvement	  in	  RC	  scores	  fro	  each,	  the	  increase	  in	  RC	  score,	  and	  
RC	  scores	  before	  and	  after	  intervention	  for	  each	  student.	  

Table	  1	  
Pre-‐	  and	  Post-‐	  Intervention	  Reading	  Comprehension	  (RC)	  Scores	  

Student	  
Description	  of	  
Improvement	  

in	  RC	  

Increase	  in	  
RC	  Score	  

RC	  Scores	  
Before	  

Intervention	  
After	  

Intervention	  
A	   Strong	   50%	   20%	   70%	  
B	   Minimal	   5%	   20%	   25%	  
C	   Moderate	   20%	   20%	   40%	  

Using	  the	  Simple	  View	  to	  Explain	  Different	  Responses	  to	  Intervention	  

The	  Simple	  View	  of	  Reading	  can	  explain	  why	  the	  students	  responded	  so	  differently	  to	  the	  same	  
instruction.	  	  After	  intervention,	  each	  student’s	  decoding	  skills	  were	  assessed.	  	  We	  can	  reasonably	  
assume	  that	  their	  decoding	  skills	  were	  essentially	  the	  same	  prior	  to	  intervention	  because	  they	  did	  
not	  receive	  instruction	  in	  word	  attack.	  	  Table	  2	  shows	  the	  student’s	  decoding	  (D)	  scores.	  

Table	  2	  
Decoding	  (D)	  Scores	  

Student	   D	  Score	  

A	   80%	  
B	   25%	  
C	   40%	  

Using	  pre-‐intervention	  RC	  scores	  and	  D	  scores,	  the	  Simple	  View	  formula	  will	  estimate	  the	  student’s	  
LC	  score	  prior	  to	  intervention.	  	  With	  both	  the	  D	  and	  LC	  scores,	  each	  student	  can	  be	  placed	  in	  one	  of	  
the	  three	  types	  of	  reading	  difficulties	  defined	  by	  the	  Simple	  View	  of	  Reading	  (see	  previous	  section).	  
This	  placement	  is	  based	  on	  pre-‐intervention	  RC	  scores.	  

Table	  3	  shows	  the	  estimated	  Pre-‐Intervention	  LC	  score	  for	  each	  student,	  along	  with	  actual	  RC	  and	  D	  
scores.	  	  Table	  3	  also	  places	  each	  student	  into	  one	  of	  the	  three	  types	  of	  reading	  difficulties	  defined	  by	  
the	  Simple	  View	  of	  Reading.	  
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Table	  3	  
Description	  of	  Students’	  Reading	  Difficulties	  

Based	  on	  the	  Simple	  View	  of	  Reading	  

Student	  
Reading	  Difficulty	  
per	  Simple	  View	  

D	  Score	  
Estimated	  	  

LC	  Score	  before	  
Intervention	  

A	  
Poor	  Language	  
Comprehension	  

80%	   25%	  

B	   Poor	  Decoder	   25%	   80%	  

C	  
Weaknesses	  in	  
Both	  D	  and	  LC	   40%	   50%	  

Explaining	  Different	  Responses	  to	  Intervention	  based	  on	  RC,	  D,	  and	  Estimated	  LC	  Scores	  

Each	  of	  the	  three	  students	  had	  the	  same	  low	  reading	  comprehension	  (RC)	  score,	  but	  responded	  very	  
differently	  to	  intervention.	  	  The	  discussion	  below	  views	  each	  student’s	  response	  to	  intervention	  
based	  on	  the	  Simple	  View	  of	  Reading.	  	  	  

§ Student	  A,	  Poor	  at	  Language	  Comprehension	  –	  Student	  A	  had	  the	  greatest	  improvement	  in
reading	  comprehension	  after	  the	  intervention	  (Table	  1).	  	  Student	  A’s	  post-‐intervention	  RC
score	  exceeded	  the	  goal	  of	  50%.	  He	  has	  strong	  decoding	  skills	  (Tables	  2	  and	  3).	  	  The	  primary
cause	  of	  his	  low	  reading	  comprehension	  was	  a	  significant	  deficit	  in	  language	  comprehension
(LC),	  as	  evidenced	  by	  his	  low	  estimated	  LC	  score	  of	  25%.	  	  Therefore,	  the	  intervention	  targeted
Student	  A’s	  weakness,	  and	  it	  was	  successful.

If	  the	  original	  assessment	  process	  had	  provided	  both	  RC	  and	  D	  scores,	  we	  could	  have	  predicted
the	  success	  of	  the	  comprehension	  instruction.	  We	  can	  use	  the	  Simple	  View	  formula	  to	  estimate
Student	  A’s	  LC	  score	  after	  intervention.

LC	  =	  RC	  ÷	  D	  

.875	  =	  .70	  ÷	  .80	  

Student	  A’s	  LC	  score	  improved	  from	  25%	  to	  87.5%	  after	  intervention.	  This	  student	  received	  the	  
instruction	  that	  targeted	  his	  weakness,	  and	  he	  experienced	  dramatic	  improvement	  to	  his	  RC,	  
score	  from	  20%	  to	  70%.	  

Student	  B,	  Poor	  Decoder	  -‐	  The	  Simple	  View	  makes	  it	  very	  clear	  that	  the	  primary	  cause	  of	  
Student	  B’s	  low	  reading	  comprehension	  (RC)	  score	  was	  very	  weak	  decoding	  (D)	  skills,	  with	  a	  
score	  of	  25%.	  	  His	  language	  comprehension	  abilities,	  at	  80%,	  were	  quite	  strong.	  	  It	  follows	  that	  
his	  RC	  scores	  increased	  only	  minimally	  (Table	  1)	  after	  intervention	  aimed	  at	  improving	  
language	  comprehension	  (LC).	  	  

If	  the	  original	  assessment	  process	  had	  provided	  both	  RC	  and	  D	  scores,	  we	  would	  have	  predicted	  
that	  improving	  Student	  B’s	  language	  comprehension	  would	  not	  translate	  to	  a	  material	  
improvement	  in	  reading	  comprehension.	  	  Indeed,	  Student	  B’s	  RC	  score	  increased	  only	  minimally	  
from	  20%	  to	  25%.	  
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We’ll	  use	  the	  Simple	  View	  formula	  to	  estimate	  Student	  B’s	  LC	  score	  after	  intervention.	  

LC	  =	  RC	  ÷	  D	  

1.0	  =	  .25	  ÷	  .25	  

The	  formula	  shows	  that	  Student	  B’s	  LC	  score	  improved	  from	  80%	  to	  100%.	  	  Improving	  LC	  to	  a	  
perfect	  score	  resulted	  in	  only	  a	  minimal	  improvement	  to	  RC	  from	  20%	  to	  25%.	  

	  Suppose	  the	  instruction	  had	  targeted	  decoding	  and	  the	  student’s	  D	  score	  had	  increased	  by	  20%,	  
from	  25%	  to	  45%.	  	  This	  results	  in	  increasing	  RC	  to	  36%	  (holding	  LC	  at	  the	  original	  level).	  

RC	  =	  D	  x	  LC	  

.36	  =	  .45	  ÷	  .80	  

A	  20%	  increase	  in	  D	  results	  in	  an	  RC	  score	  of	  36%.	  	  This	  contrasts	  with	  a	  20%	  increase	  in	  LC,	  which	  
yields	  an	  RC	  score	  of	  only	  25%,	  demonstrating	  that	  the	  student	  gets	  a	  “bigger	  bang	  for	  the	  buck”	  
to	  RC	  by	  teaching	  to	  the	  area	  of	  weakness.	  	  

§ Student	  C,	  Weaknesses	  in	  Both	  Areas	  –	  Student	  C	  has	  moderate	  deficits	  in	  both	  decoding	  and
language	  comprehension.	  	  Therefore,	  the	  comprehension-‐focused	  intervention	  improved	  one
of	  his	  weaknesses,	  which	  is	  reflected	  in	  the	  moderate	  improvement	  in	  his	  RC	  score	  (Table	  1).
However,	  Student	  C	  still	  needs	  to	  improve	  his	  decoding	  skills	  before	  he	  will	  realize	  significant
improvements	  in	  RC,	  such	  as	  those	  seen	  for	  Student	  A.

Student	  C’s	  RC	  score	  of	  20%	  is	  significantly	  lower	  than	  either	  his	  D	  or	  LC	  scores	  because	  of	  the
multiplier	  effect	  of	  the	  Simple	  View	  formula.	  	  This	  student	  needs	  to	  improve	  both	  D	  and	  LC	  to
experience	  significant	  improvement	  in	  RC.	  	  The	  comprehension-‐focused	  intervention	  did	  improve
his	  LC	  skills.	  	  Using	  his	  post-‐intervention	  RC	  score	  and	  his	  D	  score,	  the	  Simple	  View	  formula	  shows
that	  after	  intervention	  Student	  C’s	  LC	  scores	  increased	  to	  100%.

LC	  =	  RC	  ÷	  D	  

1.0	  =	  .40	  ÷	  .40	  

Student	  C’s	  RC	  will	  improve	  even	  further	  by	  raising	  his	  D	  score	  with	  instruction	  focused	  explicitly	  
on	  decoding.	  	  	  

It	  is	  clear	  from	  this	  analysis	  that	  intervention	  needs	  to	  target	  the	  student’s	  weakness,	  whether	  it	  is	  D	  
or	  LC.	  	  It	  is	  also	  clear	  that	  assessment	  needs	  to	  specifically	  identify	  the	  student’s	  weak	  area	  or	  areas.	  
Teaching	  to	  the	  student’s	  strength	  will	  not	  raise	  reading	  comprehension	  scores	  meaningfully,	  no	  
matter	  how	  intensive	  the	  instruction	  is.	  	  Students	  with	  weaknesses	  in	  both	  decoding	  and	  language	  
comprehension	  must	  have	  instruction	  in	  both	  areas	  in	  order	  to	  maximally	  improve	  reading	  
comprehension.	  

Using	  only	  RC	  scores	  to	  assign	  the	  students	  to	  an	  intervention	  is	  a	  hit	  or	  miss	  approach.	  	  Diagnosis	  of	  
either	  D	  or	  LC	  is	  needed	  to	  identify	  the	  area	  of	  reading	  weakness	  and	  to	  identify	  instruction	  that	  will	  
be	  most	  beneficial.	  	  With	  scores	  for	  RC	  and	  either	  D	  or	  LC,	  the	  unknown	  score	  can	  be	  reasonably	  
estimated	  based	  on	  the	  Simple	  View	  formula.	  	  	  

Too	  often	  it	  is	  assumed	  that	  older	  students	  with	  low	  reading	  comprehension	  (RC)	  scores	  have	  
general	  comprehension	  (LC)	  difficulties,	  and	  decoding	  (D)	  weaknesses	  are	  not	  considered	  or	  
assessed.	  	  Research	  supporting	  the	  Simple	  View	  of	  Reading	  shows	  that	  decoding	  weaknesses	  are	  a	  
problem	  even	  for	  older	  students.	  	  Both	  younger	  and	  older	  students	  with	  low	  reading	  comprehension	  
scores	  need	  additional	  assessment	  of	  decoding	  or	  language	  comprehension.	  Informal	  assessments	  
of	  decoding	  skills	  are	  readily	  available	  and	  easy	  to	  give,	  unlike	  assessments	  of	  language	  
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comprehension.	  	  Therefore,	  it	  is	  generally	  easier	  to	  give	  decoding	  assessments	  and	  estimate	  
language	  comprehension	  than	  the	  other	  way	  around.	  

Research	  Supporting	  the	  Simple	  View	  Formula	  
A	  number	  of	  studies	  support	  the	  Simple	  View	  of	  Reading.	  	  Aouad	  and	  Savage	  (2009)	  briefly	  describe	  
some	  of	  the	  studies	  that	  show	  how	  variability	  in	  decoding	  and	  language	  comprehension	  is	  strongly	  
correlated	  with	  variability	  in	  reading	  comprehension	  (p.	  184).	  Two	  studies	  are	  summarized	  below	  
because	  they	  directly	  validate	  the	  Simple	  View	  of	  Reading	  and	  its	  importance	  to	  instruction	  and	  
assessment.	  	  

The	  Simple	  View	  of	  Reading	  (1990)	  

Hoover	  and	  Gough	  (1990)	  first	  showed	  the	  validity	  of	  the	  Simple	  View	  of	  Reading	  formula.	  	  Their	  
study	  involved	  more	  than	  250	  students.	  	  They	  used	  multiple	  assessments	  to	  measure	  students’	  
development	  in	  cognition,	  language,	  and	  reading.	  	  Students	  were	  assessed	  annually	  from	  1978–1985.	  
They	  were	  followed	  from	  either	  the	  beginning	  of	  kindergarten	  or	  the	  beginning	  of	  first	  grade	  
through	  second,	  third,	  or	  fourth	  grades.	  	  (Some	  attrition	  of	  students	  occurred	  during	  the	  study.)	  

Decoding	  (D)	  was	  measured	  by	  having	  students	  read	  nonsense	  words	  (ranging	  from	  words	  such	  as	  
hin	  and	  pame	  in	  the	  lowest	  list	  to	  rhosmic	  and	  conspartable	  in	  the	  highest	  list).	  	  To	  measure	  language	  
comprehension	  (LC),	  students	  listened	  to	  a	  story,	  retold	  the	  story,	  and	  answered	  questions	  about	  it.	  	  
Reading	  comprehension	  (RC)	  was	  measured	  with	  materials	  and	  questions	  parallel	  to	  those	  used	  for	  
LC	  except	  that	  students	  read	  the	  story,	  as	  opposed	  to	  hearing	  it,	  before	  answering	  questions.	  	  

The	  correlation	  between	  the	  actual	  RC	  score	  and	  the	  RC	  score	  predicted	  by	  multiplying	  D	  x	  LC	  was	  
higher	  than	  0.8	  for	  each	  of	  grades	  K–4.	  	  What	  exactly	  does	  this	  mean?	  	  	  For	  studies	  of	  this	  type,	  a	  0.3	  
correlation	  is	  weak	  and	  a	  0.7	  correlation	  is	  strong.	  	  The	  correlations	  of	  0.8	  and	  higher	  are	  strong	  
validations	  of	  the	  Simple	  View	  of	  Reading.	  

Language	  Deficits	  in	  Poor	  Comprehenders:	  A	  Case	  for	  the	  Simple	  View	  of	  Reading	  (2006)	  

A	  more	  recent	  study	  that	  supports	  the	  Simple	  View	  of	  Reading	  was	  conducted	  with	  8th	  graders	  
(Catts,	  Adlof,	  &	  Weismer,	  2006).	  	  Three	  groups	  of	  students	  were	  studied:	  	  (1)	  poor	  comprehenders	  
(57	  students	  with	  poor	  reading	  comprehension	  and	  normal	  word	  recognition);	  (2)	  poor	  decoders	  (27	  
students	  with	  poor	  word	  recognition	  and	  normal	  reading	  comprehension;	  and	  (3)	  typical	  readers	  (98	  
students	  with	  normal	  word	  recognition	  and	  reading	  comprehension).	  

This	  study	  shows	  that	  the	  Simple	  View	  of	  Reading	  provides	  an	  effective	  classification	  system	  to	  aid	  
intervention	  for	  poor	  readers.	  	  The	  Simple	  View	  formula	  predicts	  that	  students	  who	  have	  poor	  
reading	  comprehension	  and	  strong	  decoding	  skills	  will	  have	  poor	  general	  language	  skills.	  	  As	  
predicted,	  the	  students	  with	  poor	  comprehension	  and	  normal	  word	  recognition	  uniformly	  had	  lower	  
language	  abilities	  than	  the	  other	  two	  groups.	  	  They	  had	  identifiable	  deficits	  in	  language	  
comprehension	  and	  normal	  abilities	  in	  phonological	  processing.	  	  Poor	  decoders	  with	  normal	  reading	  
comprehension	  had	  an	  almost	  opposite	  profile.	  	  They	  generally	  scored	  well	  on	  tests	  of	  oral	  language	  
comprehension	  but	  poorly	  on	  tests	  of	  phonological	  processing.	  	  (Interestingly,	  this	  study	  also	  
supports	  the	  view	  that	  poor	  decoding	  is	  correlated	  with	  a	  phonological	  deficit.)	  

Conclusion	  

The	  Simple	  View	  of	  Reading	  shows	  that	  reading	  comprehension	  abilities	  are	  dependent	  on	  decoding	  
skills	  and	  language	  comprehension	  abilities.	  	  These	  categories	  can	  be	  taught	  and	  assessed	  
separately.	  
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The	  Simple	  View	  of	  Reading	  provides	  clear	  guidance	  for	  necessary	  assessment	  of	  students	  with	  
reading	  comprehension	  scores	  below	  grade	  level	  expectations.	  	  We	  need	  more	  data	  than	  just	  an	  RC	  
score.	  	  We	  must	  also	  have	  data	  to	  understand	  the	  student’s	  decoding	  skills	  and	  language	  
comprehension	  abilities	  in	  order	  to	  determine	  effective	  and	  efficient	  reading	  intervention.	  	  

The	  Simple	  View	  of	  Reading	  also	  is	  clear	  about	  the	  components	  of	  effective	  reading	  instruction.	  At	  
every	  grade	  level	  we	  must	  insure	  that	  students	  have	  sufficient	  content	  knowledge	  and	  higher	  order	  
thinking	  skills	  to	  understand	  what	  they	  read.	  We	  must	  provide	  early	  reading	  instruction	  that	  insures	  
students	  become	  strong	  decoders	  because	  once	  decoding	  is	  strong,	  the	  only	  limit	  to	  reading	  
comprehension	  is	  the	  student’s	  knowledge	  of	  the	  subject	  he	  is	  reading	  about	  and	  his	  ability	  to	  
synthesize	  the	  information.	  

For	  those	  who	  would	  like	  to	  learn	  more	  about	  the	  Simple	  View	  of	  Reading,	  articles	  listed	  in	  the	  
References	  section	  below	  are	  a	  good	  place	  to	  start.	  	  (The	  two	  articles	  with	  asterisks	  are	  short	  and	  
easy	  to	  read.)	  
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The Science of Reading ResearchThe Science of Reading Research
G. Reid Lyon and Vinita ChhabraG. Reid Lyon and Vinita Chhabra

To prevent reading failure, educators must understand and act onTo prevent reading failure, educators must understand and act on
scienti�c evidence.scienti�c evidence.

Because students who do not learn to read will have di�culty masteringBecause students who do not learn to read will have di�culty mastering
academic content, succeeding in school, and ful�lling their life potential, theacademic content, succeeding in school, and ful�lling their life potential, the
schools' fundamental responsibility is to ensure that all students readschools' fundamental responsibility is to ensure that all students read
pro�ciently. Yet that goal remains elusive. The report of the most recentpro�ciently. Yet that goal remains elusive. The report of the most recent
National Assessment of Educational Progress (NAEP) indicates that once again,National Assessment of Educational Progress (NAEP) indicates that once again,
4th, 8th, and 12th grade reading scores are abysmally low, particularly among disadvantaged students4th, 8th, and 12th grade reading scores are abysmally low, particularly among disadvantaged students
(National Center for Education Statistics, 2003).(National Center for Education Statistics, 2003).

This situation is especially distressing because we now know that the majority of students can learn toThis situation is especially distressing because we now know that the majority of students can learn to
read irrespective of their backgrounds—read irrespective of their backgrounds—ifif their reading instruction is grounded in the converging scienti�c their reading instruction is grounded in the converging scienti�c
evidence about how reading develops, why many students have di�culties, and how we can preventevidence about how reading develops, why many students have di�culties, and how we can prevent
reading failure (Lyon, 2002; Moats, 1999; Shaywitz, 2003). Unfortunately, many teachers do not have thereading failure (Lyon, 2002; Moats, 1999; Shaywitz, 2003). Unfortunately, many teachers do not have the
background or training they need to access this information and implement research-based readingbackground or training they need to access this information and implement research-based reading
instruction in their classrooms.instruction in their classrooms.

Instead of looking to authoritative and valid evidence of what works, teachers frequently rely onInstead of looking to authoritative and valid evidence of what works, teachers frequently rely on
experience and anecdotal information to guide their teaching. Although experience is valuable, dependingexperience and anecdotal information to guide their teaching. Although experience is valuable, depending
on experience alone typically leaves many children behind. To provide reading instruction that will enableon experience alone typically leaves many children behind. To provide reading instruction that will enable
all students to succeed, educators must also have basic information about scienti�c knowledge: how it isall students to succeed, educators must also have basic information about scienti�c knowledge: how it is
developed and how it should guide the selection and implementation of instructional programs,developed and how it should guide the selection and implementation of instructional programs,
strategies, and approaches (McCardle & Chhabra, 2004; Moats, 1999; Stanovich & Stanovich, 2003).strategies, and approaches (McCardle & Chhabra, 2004; Moats, 1999; Stanovich & Stanovich, 2003).

Understanding Scienti�c EvidenceUnderstanding Scienti�c Evidence

Scienti�c evidence must become a fundamental part of teaching. Teachers should ask hard questionsScienti�c evidence must become a fundamental part of teaching. Teachers should ask hard questions
about the reading programs and instructional methods they use: Does the program comprehensivelyabout the reading programs and instructional methods they use: Does the program comprehensively
cover each of the evidence-based skills that students need to read pro�ciently? Has the program orcover each of the evidence-based skills that students need to read pro�ciently? Has the program or
approach been proven scienti�cally to work with students like mine? How can I be sure?approach been proven scienti�cally to work with students like mine? How can I be sure?

From talking to principals and teachers, we know that they are aware of the current emphasis on usingFrom talking to principals and teachers, we know that they are aware of the current emphasis on using
scienti�c evidence to inform instruction. However, jargon and a lack of clear guidance make it di�cult forscienti�c evidence to inform instruction. However, jargon and a lack of clear guidance make it di�cult for
educators to develop a good understanding of the term educators to develop a good understanding of the term scienti�c evidencescienti�c evidence..
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What Is Scienti�c Evidence?What Is Scienti�c Evidence?

“Research evidence is essential for identifying e�ective educational practice” (Reyna, 2004, p. 47). Before“Research evidence is essential for identifying e�ective educational practice” (Reyna, 2004, p. 47). Before
considering research evidence, however, we must understand the process of conducting scienti�cconsidering research evidence, however, we must understand the process of conducting scienti�c
research.research.

Scienti�c research begins with clear, answerable questions. At the National Institute of Child Health andScienti�c research begins with clear, answerable questions. At the National Institute of Child Health and
Human Development (NICHD), complex questions guide researchers as they examine instructionalHuman Development (NICHD), complex questions guide researchers as they examine instructional
methods or programs for teaching reading. Researchers consider not just what works in general but alsomethods or programs for teaching reading. Researchers consider not just what works in general but also
what speci�c instructional methods work for which students and under what conditions. Multiplewhat speci�c instructional methods work for which students and under what conditions. Multiple
researchers may study the same questions. The accumulation of research—not just the results from oneresearchers may study the same questions. The accumulation of research—not just the results from one
study—constitutes scienti�c evidence.study—constitutes scienti�c evidence.

Before beginning a study, researchers identify what previous research has already established and re�neBefore beginning a study, researchers identify what previous research has already established and re�ne
their research questions on the basis of that knowledge. Next, the researchers develop a hypothesis or atheir research questions on the basis of that knowledge. Next, the researchers develop a hypothesis or a
set of hypotheses that will guide the direction and methodology used in the study. Speci�cally, theset of hypotheses that will guide the direction and methodology used in the study. Speci�cally, the
hypotheses state what researchers predict will happen on the basis of the theoretical model they arehypotheses state what researchers predict will happen on the basis of the theoretical model they are
using, with the model itself incorporating information from previously conducted, high-quality studies.using, with the model itself incorporating information from previously conducted, high-quality studies.
The researchers then identify an appropriate method for testing the hypothesis. Finally, they collect andThe researchers then identify an appropriate method for testing the hypothesis. Finally, they collect and
analyze the data and report their �ndings.analyze the data and report their �ndings.

Even though di�erent types of studies use di�erent method-ologies, the scienti�c method provides aEven though di�erent types of studies use di�erent method-ologies, the scienti�c method provides a
consistent foundation for each research study. The evidence derived from a study is only as good as theconsistent foundation for each research study. The evidence derived from a study is only as good as the
care with which the researchers ask their questions, select and implement their research methods, andcare with which the researchers ask their questions, select and implement their research methods, and
analyze and interpret their data.analyze and interpret their data.

Qualitative and Quantitative ResearchQualitative and Quantitative Research

Research methodologies fall into two major types—Research methodologies fall into two major types—qualitativequalitative and  and quantitativequantitative. Both types of research can. Both types of research can
be valuable and relevant to improving education. Both are equally scienti�c—if we align the right methodbe valuable and relevant to improving education. Both are equally scienti�c—if we align the right method
with the speci�c question or questions being addressed (Shavelson & Towne, 2002; Wiersma, 2000).with the speci�c question or questions being addressed (Shavelson & Towne, 2002; Wiersma, 2000).

QualitativeQualitative research is based on holistic inquiry and is context-speci�c, acknowledging the uniqueness of research is based on holistic inquiry and is context-speci�c, acknowledging the uniqueness of
individuals and settings (Ravid, 1994). Researchers using this approach rely on observation andindividuals and settings (Ravid, 1994). Researchers using this approach rely on observation and
description of events.description of events.

In contrast, In contrast, quantitativequantitative research seeks to quantify observations made on larger numbers of individuals research seeks to quantify observations made on larger numbers of individuals
and events; it is not context-speci�c. Researchers working with this approach use deductive inquiry, focusand events; it is not context-speci�c. Researchers working with this approach use deductive inquiry, focus
on individual variables and factors, and make comparisons (Wiersma, 2000). Quantitative researchers lookon individual variables and factors, and make comparisons (Wiersma, 2000). Quantitative researchers look
for �ndings that they can generalize to similar settings using statistical analyses.for �ndings that they can generalize to similar settings using statistical analyses.

Quantitative research attempts to answer questions about “what causes what.” To draw reliableQuantitative research attempts to answer questions about “what causes what.” To draw reliable
inferences about cause and e�ect—for example, to determine whether a particular instructionalinferences about cause and e�ect—for example, to determine whether a particular instructional
approach produces signi�cant gains in reading achievement—researchers must use speci�c types ofapproach produces signi�cant gains in reading achievement—researchers must use speci�c types of
quantitative research known as quantitative research known as experimentalexperimental and  and quasi-experimentalquasi-experimental studies. studies.

Both experimental and quasi-experimental studies attempt to establish causal relationships byBoth experimental and quasi-experimental studies attempt to establish causal relationships by
manipulating the variable that the hypothesis predicts will cause a change (a particular reading program,manipulating the variable that the hypothesis predicts will cause a change (a particular reading program,
for example) and then determining whether or not a signi�cant change occurred while holding otherfor example) and then determining whether or not a signi�cant change occurred while holding other
variables constant. The two approaches di�er in the methods they use to rule out alternative explanationsvariables constant. The two approaches di�er in the methods they use to rule out alternative explanations
for any e�ects. True experimental studies typically assign people randomly to the experimental conditionfor any e�ects. True experimental studies typically assign people randomly to the experimental condition
(Stanovich & Stanovich, 2003), whereas quasi-experimental studies control for alternative explanations of(Stanovich & Stanovich, 2003), whereas quasi-experimental studies control for alternative explanations of
e�ects through statistical means. Although true experimental design typically produces more reliablee�ects through statistical means. Although true experimental design typically produces more reliable
results than quasi-experimental design, both approaches enable us to determine cause and e�ect.results than quasi-experimental design, both approaches enable us to determine cause and e�ect.

The type of research question asked tells us which research method (or combination of methods) toThe type of research question asked tells us which research method (or combination of methods) to
employ. Qualitative research has a role in helping to tease out the employ. Qualitative research has a role in helping to tease out the howhow or  or whywhy in quantitative studies in quantitative studies
designed to �nd out what works. But qualitative research cannot produce generalizable results identifyingdesigned to �nd out what works. But qualitative research cannot produce generalizable results identifying
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instructional strategies that will improve reading achievement. Only quantitatively based studies—instructional strategies that will improve reading achievement. Only quantitatively based studies—
experimental or quasi-experimental—can do that. However, both quantitative and qualitative researchexperimental or quasi-experimental—can do that. However, both quantitative and qualitative research
methods are important and necessary if we are to develop the fullest understanding of which speci�cmethods are important and necessary if we are to develop the fullest understanding of which speci�c
instructional approaches are most e�ective for which students and why (Shavelson & Towne, 2002).instructional approaches are most e�ective for which students and why (Shavelson & Towne, 2002).

Evaluating ResearchEvaluating Research

Many teachers and principals, battered by a succession of “research-based” instructional magic bullets,Many teachers and principals, battered by a succession of “research-based” instructional magic bullets,
have lost faith in the idea that research can inform their teaching. This should not surprise us. Educationhave lost faith in the idea that research can inform their teaching. This should not surprise us. Education
research has historically been of poor scienti�c quality, lacking in the authority of valid evidence, poorlyresearch has historically been of poor scienti�c quality, lacking in the authority of valid evidence, poorly
communicated, and woefully impractical (Kennedy, 1997). Yet when new research �ndings emerge withcommunicated, and woefully impractical (Kennedy, 1997). Yet when new research �ndings emerge with
recommendations for classroom implementation, educators have an important responsibility to ask, Canrecommendations for classroom implementation, educators have an important responsibility to ask, Can
we trust the �ndings of this study?we trust the �ndings of this study?

What principles or criteria can teachers and administrators apply to research reports to ensure that thoseWhat principles or criteria can teachers and administrators apply to research reports to ensure that those
reports meet high standards of trust-worthiness? Major elements include appropriate methodologies,reports meet high standards of trust-worthiness? Major elements include appropriate methodologies,
peer review, converging evidence, and practical application.peer review, converging evidence, and practical application.

Appropriate MethodologiesAppropriate Methodologies

When presented with a curriculum, a program, or an approach that has been touted as “research-based,”When presented with a curriculum, a program, or an approach that has been touted as “research-based,”
teachers and administrators must ask, Did the researchers use the appropriate research methods toteachers and administrators must ask, Did the researchers use the appropriate research methods to
determine actual e�ectiveness? For example, research should not use observational measures, a type ofdetermine actual e�ectiveness? For example, research should not use observational measures, a type of
qualitative research, to answer questions about the e�ects of reading interventions and the applicabilityqualitative research, to answer questions about the e�ects of reading interventions and the applicability
of these interventions to similar classrooms. As Reyna writes,of these interventions to similar classrooms. As Reyna writes,

Classroom observations under the best of circumstances (systematic and reliable observers) do notClassroom observations under the best of circumstances (systematic and reliable observers) do not
even permit generalization to other classrooms. (2004, p. 54)even permit generalization to other classrooms. (2004, p. 54)

Peer ReviewPeer Review

Even after researchers have followed appropriate criteria for conducting research, it is crucial that anEven after researchers have followed appropriate criteria for conducting research, it is crucial that an
independent group of researchers who specialize in the same topic evaluate the studies:independent group of researchers who specialize in the same topic evaluate the studies:

The front line of defense for teachers against incorrect information in education is the existence ofThe front line of defense for teachers against incorrect information in education is the existence of
peer- reviewed journals in education, psychology, and other related social sciences. (Stanovich &peer- reviewed journals in education, psychology, and other related social sciences. (Stanovich &
Stanovich, 2003, p. 7)Stanovich, 2003, p. 7)

Peer review is a minimal benchmark for trustworthiness. Scienti�c documentation for e�ectiveness canPeer review is a minimal benchmark for trustworthiness. Scienti�c documentation for e�ectiveness can
only be found in journals that publish original research, such as only be found in journals that publish original research, such as The Journal of Educational Psychology,The Journal of Educational Psychology,
Reading Research QuarterlyReading Research Quarterly, and , and Scienti�c Studies in ReadingScienti�c Studies in Reading. The studies considered for publication in these. The studies considered for publication in these
journals are �rst reviewed by an objective group of scientists in the same �eld to ensure high standardsjournals are �rst reviewed by an objective group of scientists in the same �eld to ensure high standards
for design and methodology and to con�rm the veracity of the �ndings. Although there are journals thatfor design and methodology and to con�rm the veracity of the �ndings. Although there are journals that
publish editorials or opinion pieces (publish editorials or opinion pieces (Educational LeadershipEducational Leadership and  and Phi Delta KappanPhi Delta Kappan , for example) and provide, for example) and provide
valuable information, these periodicals are not designed to evaluate and publish the results of originalvaluable information, these periodicals are not designed to evaluate and publish the results of original
scienti�c studies.scienti�c studies.

The good news is that researchers must now adhere to rigorous standards to have their scienti�cThe good news is that researchers must now adhere to rigorous standards to have their scienti�c
research supported through federal funds provided by NICHD or the Institute for Educational Sciencesresearch supported through federal funds provided by NICHD or the Institute for Educational Sciences
within the U.S. Department of Education. Speci�cally, to obtain federal funding to conduct research, thewithin the U.S. Department of Education. Speci�cally, to obtain federal funding to conduct research, the
studies proposed must pass a rigorous peer review process that ensures that the information gained isstudies proposed must pass a rigorous peer review process that ensures that the information gained is
accurate and ready for implementation in classroom settings.accurate and ready for implementation in classroom settings.
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Converging EvidenceConverging Evidence

A single study's �ndings are not su�cient to generalize results to di�erent populations. An accumulationA single study's �ndings are not su�cient to generalize results to di�erent populations. An accumulation
of high-quality research across similar topic areas will verify the accuracy of �ndings and increase ourof high-quality research across similar topic areas will verify the accuracy of �ndings and increase our
con�dence in those �ndings. For example, the National Reading Panel (NRP) found that systematiccon�dence in those �ndings. For example, the National Reading Panel (NRP) found that systematic
phonics instruction produced signi�cant bene�ts for K-6 students and for those having di�culty learningphonics instruction produced signi�cant bene�ts for K-6 students and for those having di�culty learning
to read (2000). The NRP also found that systematic phonics instruction was most e�ective when providedto read (2000). The NRP also found that systematic phonics instruction was most e�ective when provided
within the context of a comprehensive reading program that also addressed phonemic awareness,within the context of a comprehensive reading program that also addressed phonemic awareness,
�uency, vocabulary, and comprehension strategies. These conclusions were based on a collection of�uency, vocabulary, and comprehension strategies. These conclusions were based on a collection of
similar �ndings replicated across many research studies conducted over several years.similar �ndings replicated across many research studies conducted over several years.

New resources can help teachers locate reading programs supported by converging research evidence.New resources can help teachers locate reading programs supported by converging research evidence.
The state of Florida has funded a scienti�c review of many reading programs used frequently in schools.The state of Florida has funded a scienti�c review of many reading programs used frequently in schools.
Teachers and administrators can access information on these reviews from the Florida Center for ReadingTeachers and administrators can access information on these reviews from the Florida Center for Reading
Research Web site (Research Web site (www.fcrr.org/FCRRReports/contents.htmwww.fcrr.org/FCRRReports/contents.htm). In addition, the U.S. Department of). In addition, the U.S. Department of
Education is in the process of developing the What Works Clearinghouse (www.w-w-c.org), a resource thatEducation is in the process of developing the What Works Clearinghouse (www.w-w-c.org), a resource that
will provide educators, policymakers, and the public with a central and independent source of scienti�cwill provide educators, policymakers, and the public with a central and independent source of scienti�c
evidence of what works in education.evidence of what works in education.

Practical ApplicationPractical Application

Another important question about reported research �ndings is whether teachers can implement thoseAnother important question about reported research �ndings is whether teachers can implement those
�ndings in their classrooms. To determine whether or not the �ndings have practical instructional value�ndings in their classrooms. To determine whether or not the �ndings have practical instructional value
for their students, teachers should ask whether similar classrooms implemented the research �ndingsfor their students, teachers should ask whether similar classrooms implemented the research �ndings
with good results. In addition, teachers and administrators may want to consult recent publications thatwith good results. In addition, teachers and administrators may want to consult recent publications that
have summarized reading research �ndings along with practical teaching recommendations based on thehave summarized reading research �ndings along with practical teaching recommendations based on the
�ndings. For instance, �ndings. For instance, Put Reading First: The Research Building Blocks for Teaching Children to ReadPut Reading First: The Research Building Blocks for Teaching Children to Read is based is based
on an accumulation of research and o�ers teachers practical examples of how to teach reading skills inon an accumulation of research and o�ers teachers practical examples of how to teach reading skills in
the classroom, as well as ways in which teachers can identify components of good reading programsthe classroom, as well as ways in which teachers can identify components of good reading programs
(Partnership for Reading, 2003).(Partnership for Reading, 2003).

What Scienti�c Research Says About ReadingWhat Scienti�c Research Says About Reading

An expanded understanding of the principles of scienti�c evidence will enable educators to takeAn expanded understanding of the principles of scienti�c evidence will enable educators to take
advantage of the converging evidence that research now provides about learning to read. What does thisadvantage of the converging evidence that research now provides about learning to read. What does this
research tell us?research tell us?

First, scienti�c evidence clearly indicates that learning to read the English language is not as easy as someFirst, scienti�c evidence clearly indicates that learning to read the English language is not as easy as some
have suggested (Adams, 1990; Fletcher & Lyon, 1998; Liberman, 1997; Lyon, 1998; NRP, 2000; Rayner,have suggested (Adams, 1990; Fletcher & Lyon, 1998; Liberman, 1997; Lyon, 1998; NRP, 2000; Rayner,
Foorman, Perfetti, Pesetsky, & Seidenberg, 2001; Shaywitz, 2003; Snow, Burns, & Gri�n, 1998). The sheerFoorman, Perfetti, Pesetsky, & Seidenberg, 2001; Shaywitz, 2003; Snow, Burns, & Gri�n, 1998). The sheer
number of youngsters who fail to learn to read—particularly those from impoverished backgrounds—number of youngsters who fail to learn to read—particularly those from impoverished backgrounds—
underscores the fact that children do not acquire reading ability naturally, easily, or incidentally. For manyunderscores the fact that children do not acquire reading ability naturally, easily, or incidentally. For many
children, learning to read is a monumental task that requires years of e�ort.children, learning to read is a monumental task that requires years of e�ort.

As Moats (1999) points out, because of the complexity of learning to read, teaching reading is clearly a jobAs Moats (1999) points out, because of the complexity of learning to read, teaching reading is clearly a job
for an expert; in fact, she compares it to rocket science. Given that reading instruction requires substantialfor an expert; in fact, she compares it to rocket science. Given that reading instruction requires substantial
expertise, what does the expert teacher need to know? At a minimum, teachers and administratorsexpertise, what does the expert teacher need to know? At a minimum, teachers and administrators
should be able to answer the following two questions.should be able to answer the following two questions.

How Does Reading Develop?How Does Reading Develop?

Learning to read is a relatively lengthy process that begins very early in development, before childrenLearning to read is a relatively lengthy process that begins very early in development, before children
enter formal schooling. The quantity and quality of language and early literacy interactions during theenter formal schooling. The quantity and quality of language and early literacy interactions during the
preschool years profoundly a�ect the acquisition of the language building blocks that support skilledpreschool years profoundly a�ect the acquisition of the language building blocks that support skilled
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reading (Snow et al., 1998). As noted in all of the NAEP reading results for the past quarter of a century,reading (Snow et al., 1998). As noted in all of the NAEP reading results for the past quarter of a century,
reading failure is most prevalent among children from disadvantaged environments. The gap betweenreading failure is most prevalent among children from disadvantaged environments. The gap between
these children and their more a�uent peers begins early. Lonigan (2003) found that low-incomethese children and their more a�uent peers begins early. Lonigan (2003) found that low-income
preschool children were signi�cantly less adept at identifying and manipulating the sound structure ofpreschool children were signi�cantly less adept at identifying and manipulating the sound structure of
language—a skill known as language—a skill known as phonological sensitivityphonological sensitivity—than were middle- and high-income children. Low-—than were middle- and high-income children. Low-
income children also experienced signi�cantly less growth in knowledge of phonemes, letter names, andincome children also experienced signi�cantly less growth in knowledge of phonemes, letter names, and
letter sounds. Vocabulary development, phonological sensitivity, and alphabetic skills are extremelyletter sounds. Vocabulary development, phonological sensitivity, and alphabetic skills are extremely
strong predictors of later reading pro�ciency; typically, children from low socioeconomic backgrounds lagstrong predictors of later reading pro�ciency; typically, children from low socioeconomic backgrounds lag
woefully in these abilities (Snow et al., 1998).woefully in these abilities (Snow et al., 1998).

The major reason for these gaps, particularly in vocabulary, is that children growing up in low-incomeThe major reason for these gaps, particularly in vocabulary, is that children growing up in low-income
environments engage in signi�cantly fewer language and literacy interactions during the preschool yearsenvironments engage in signi�cantly fewer language and literacy interactions during the preschool years
(Hersch, 2001; Snow et al., 1998). Hart and Risley (2003) found that the average child on welfare had half(Hersch, 2001; Snow et al., 1998). Hart and Risley (2003) found that the average child on welfare had half
as much experience listening and speaking to parents (616 words per hour) as the average working-classas much experience listening and speaking to parents (616 words per hour) as the average working-class
child (1,251 words per hour), and less than one-third that of the average child in a professional familychild (1,251 words per hour), and less than one-third that of the average child in a professional family
(2,153 words per hour). Unfortunately, preschool programs for low-income children, such as Head Start,(2,153 words per hour). Unfortunately, preschool programs for low-income children, such as Head Start,
rarely address these gaps (Whitehurst, 2001).rarely address these gaps (Whitehurst, 2001).

Crucial language and early reading skills can be developed in kindergarten and the elementary grades, butCrucial language and early reading skills can be developed in kindergarten and the elementary grades, but
teachers must have a solid foundation in how to teach these abilities (Moats, 1995). Until recently, mostteachers must have a solid foundation in how to teach these abilities (Moats, 1995). Until recently, most
teacher preparation programs have not provided this training (Moats, 1999).teacher preparation programs have not provided this training (Moats, 1999).

In addition to the development of these early foundational abilities, learning to read requires continuedIn addition to the development of these early foundational abilities, learning to read requires continued
development of phonemic awareness, phonics, reading �uency, vocabulary, and reading comprehensiondevelopment of phonemic awareness, phonics, reading �uency, vocabulary, and reading comprehension
strategies (NRP, 2000). Reading pro�ciency depends on the expert and integrated teaching of these skillsstrategies (NRP, 2000). Reading pro�ciency depends on the expert and integrated teaching of these skills
so that the reader learns to access print accurately and �uently and to relate what he or she reads toso that the reader learns to access print accurately and �uently and to relate what he or she reads to
vocabulary and content knowledge to ensure comprehension.vocabulary and content knowledge to ensure comprehension.

How Can We Prevent Reading Failure?How Can We Prevent Reading Failure?

The majority of children who enter kindergarten and elementary school at risk for reading failure canThe majority of children who enter kindergarten and elementary school at risk for reading failure can
learn to read at average or above-average levels—if they are identi�ed early and given systematic,learn to read at average or above-average levels—if they are identi�ed early and given systematic,
intensive instruction in phonemic awareness, phonics, reading �uency, vocabulary, and readingintensive instruction in phonemic awareness, phonics, reading �uency, vocabulary, and reading
comprehension strategies (Lyon et al., 2001; Torgesen, 2002a). Substantial research carried out andcomprehension strategies (Lyon et al., 2001; Torgesen, 2002a). Substantial research carried out and
supported by NICHD indicates clearly that without this systematic and intensive approach to earlysupported by NICHD indicates clearly that without this systematic and intensive approach to early
intervention, the majority of at-risk readers rarely catch up. Failure to read by 9 years of age portends aintervention, the majority of at-risk readers rarely catch up. Failure to read by 9 years of age portends a
lifetime of illiteracy for at least 70 percent of struggling readers (Shaywitz, 2003).lifetime of illiteracy for at least 70 percent of struggling readers (Shaywitz, 2003).

On the other hand, the identi�cation of children at risk for reading failure coupled with the provision ofOn the other hand, the identi�cation of children at risk for reading failure coupled with the provision of
systematic, comprehensive, and evidence-based reading interventions can reduce the number of studentssystematic, comprehensive, and evidence-based reading interventions can reduce the number of students
reading below basic levels to less than 6 percent (Torgesen, 2002a).reading below basic levels to less than 6 percent (Torgesen, 2002a).

NICHD-supported research has also found that older struggling readers can indeed develop strongNICHD-supported research has also found that older struggling readers can indeed develop strong
reading capabilities under the right instructional conditions (Lyon, 2002). However, successful remediationreading capabilities under the right instructional conditions (Lyon, 2002). However, successful remediation
of reading problems among older students requires extensive, intensive instruction (see Torgesen,of reading problems among older students requires extensive, intensive instruction (see Torgesen,
2002b). Moreover, in addition to providing a comprehensive reading program, consistency and duration2002b). Moreover, in addition to providing a comprehensive reading program, consistency and duration
of instruction are crucial factors for older readers (Shaywitz, 2003).of instruction are crucial factors for older readers (Shaywitz, 2003).

A Systemwide Response to Reading FailureA Systemwide Response to Reading Failure

Current instructional practices and policies are failing our most vulnerable students. How many moreCurrent instructional practices and policies are failing our most vulnerable students. How many more
children need to fail before we realize that human potential and life are too precious to risk on the basischildren need to fail before we realize that human potential and life are too precious to risk on the basis
of untested beliefs and opinions about what works?of untested beliefs and opinions about what works?

Any other helping profession would respond to a persistent problem such as pervasive reading failure—aAny other helping profession would respond to a persistent problem such as pervasive reading failure—a
problem that deeply a�ects the quality of life—by objectively and relentlessly identifying the causes of theproblem that deeply a�ects the quality of life—by objectively and relentlessly identifying the causes of the
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failure and systematically developing solutions. The scienti�c method would typically inform this responsefailure and systematically developing solutions. The scienti�c method would typically inform this response
to system failure. This method has solved many of the world's thorniest medical mysteries—mysteriesto system failure. This method has solved many of the world's thorniest medical mysteries—mysteries
just as complex as learning to read.just as complex as learning to read.

The scienti�c method is already realizing some of its potential to improve reading instruction. CurrentThe scienti�c method is already realizing some of its potential to improve reading instruction. Current
research has shown that basing our instructional practices and policies on converging scienti�c evidenceresearch has shown that basing our instructional practices and policies on converging scienti�c evidence
will result in signi�cantly more students learning to read pro�ciently. As more students learn to read,will result in signi�cantly more students learning to read pro�ciently. As more students learn to read,
including those from disadvantaged backgrounds, we hope that the tendency within education toincluding those from disadvantaged backgrounds, we hope that the tendency within education to
embrace instructional fads will give way to more e�ective practices based on solid, scienti�c research.embrace instructional fads will give way to more e�ective practices based on solid, scienti�c research.
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LESSON PLAN: TERM  34

Themes and Reading Schedule

WEEK 
NUMBER

THEME
SHARED 
READING 

TEXT

GROUP GUIDED 
READING TEXT

INDEPENDENT 
READING TEXT

1

Compassion
Khumo’s new 
friend

Select a reading 
text to suit the 
level of each 
group. Use the 
Group Guided 
Reading Tracker 
to carefully note 
what each group 
has read.

Worksheet 1

2 Worksheet 2

3

Honesty
The blue 
bracelet

Worksheet 3

4 Worksheet 4

5

Solving problems
William’s 
brilliant 
windmill

Worksheet 5

6 Worksheet 6

7
Learning new 
things

Zandile uses 
the Internet

Worksheet 7

8 Worksheet 8

9

Identities
Trevor 
Noah, the 
chameleon

Worksheet 9

10 Worksheet 10
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GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE 7

Daily Activities

These are the oral activities that you will do at the start of the EFAL lesson on Monday, 
Wednesday and Friday. These are the listening and speaking activities of the programme. They 
are carefully designed to give learners individual opportunities to speak. 

Daily Activities: Greetings

1. The greeting part of the daily activities should be very brief (1 to 2 minutes only).

2. Use common English phrases to welcome and greet different children every morning.

3. Each child should respond and greet you back. For example:

a) Greeting 1: Hello, (child’s name). How are you this morning?

b) Response 1: Hello, Teacher. I am fine, thank you. How are you?

c) Greeting 2: Good morning, (child’s name). How are you today?

d) Response 2: Good morning, Teacher. I am well, thank you. How are you?

4. This establishes a ROUTINE. The learners soon know that the English lesson begins every
day after the greeting.

Daily Activities: Song / Rhyme / Finger Play

1. The specific song, rhyme or finger play which you are to do with the learners is listed in the
lesson plan.

2. Over time, the learners will get to know these songs and finger plays, and they will sing
them automatically.

3. However, when they are first introduced, you need to teach learners the words, action and
tune (if there is one).

4. On Monday teach the song, rhyme or finger play to the learners, line-by-line as follows:

a. Sing or say the song, rhyme or finger play, and then explain the meaning of it to
learners, using code-switching if necessary.

b. Sing or say the first line, and then let learners repeat after you.

c. Sing or say the second line, and then let learners repeat after you.

d. Sing or say the first two lines together, and then let learners repeat after you.

e. Continue on in this manner until you have taught learners the whole song or rhyme.

5. For the rest of the week, repeat the song, rhyme or finger play with the learners.

6. Always include appropriate actions with the song or rhyme.

7. Let the children request to sing their favourite songs, rhymes or finger plays at the end of
the day – this is a fun way of reinforcing the new language that they have learnt.

Daily Activities: Theme Vocabulary

1. Every time you do Daily Activities, you will teach new theme vocabulary words to learners,
just before the Question of the Day.

2. Use the methodology ‘PATS’ to teach new vocabulary.

3. PATS is an acronym for Point, Act, Tell and Say.

C
O

R
E 

M
ET

H
O

D
O

LO
G

IE
S 

- O
R

A
L

41



LESSON PLAN: TERM  36

C
O

R
E M

ETH
O

D
O

LO
G

IES - O
R

A
L 

4. It is not always possible to do all four actions for each theme word – just do what is
appropriate.

a. P - POINT to a picture or real item, if possible.

b. A - ACT out the theme word, if possible.

c. T - TELL learners what the theme word means. This could either be code-switching,
where you give the meaning of the word in the home language, or it could be a simple
explanation of the word.

d. S - SAY the word in a sentence, and have the learners repeat the word after you.

5. Once you have taught the theme vocabulary for the week, display the words on the yellow
display board.

Daily Activities: The Question of the Day

Every day after the new vocabulary words are introduced, learners use these new words to 
answer a question. This method of vocabulary introduction ensures that learners interact with 
each new theme vocabulary word. This activity creates a context for learners to think about, 
discuss, and answer questions using new vocabulary words. 

The purpose of the question of the day:

1. The question of the day reinforces new theme vocabulary for learners.

2. It helps learners to use and repeat the target vocabulary words in complete oral sentences.

3. It creates regular opportunities for learners to hear and speak simple English in a real
context.

4. It requires listening, thinking, doing, speaking and seeing, which activates learners’ total
physical response.

5. The question of the day asks learners an opinion based question (there is no right or wrong
answer) or a prediction type question, or a question about what they know or like. These
types of questions allow learners to interact with new words without the fear or stress of
making a mistake.

Getting ready for the question of the day:

1. If you have a large class, divide them into groups for the Question of the Day. Then, call only
one group per day to answer the question. For example, if you are a Grade 3 teacher, you
could divide your class into 6 groups:

a. On Week 1 Mondays, Group 1 will answer

b. On Week 1 Wednesdays, Group 2 will answer

c. On Week 1 Fridays, Group 3 will answer

d. On Week 2 Mondays, Group 4 will answer

e. On Week 2 Wednesdays, Group 5 will answer

f. On Week 2 Fridays, Group 6 will answer

2. Write the question of the day on the chalkboard before the lesson begins.
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GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE 9

1. Draw a two or three column graph below the question of the day, and fill in the options.

2. Label each column with an answer word.

3. Draw or display matching pictures where possible.

For example:

Question of the day: Who do you have the most fun with?

my family my friends my teacher

Filling out the graph:

Modelling:

1. Read the question out loud to the learners.

2. Point to and read the options from which learners may choose.

3. Explain which option you prefer.

4. Write your vote in the correct column by drawing an X.

Learners:

1. Give learners a few seconds to think about which option they will choose.

2. Call a group to come up to the chalkboard to write their answers onto the graph. It is
important that you choose a system for this, and that it is always the same so that the
learners get used to the routine.

3. Learners line up at the chalkboard.

4. Learners draw their cross on the graph.

5. Once learners have added their response, they return quietly to their seats.

6. As learners answer on the graph, you should repeat their answers so that they hear
their choices articulated, with the vocabulary words repeated many times. For example,
encourage dialogue, such as:

Teacher: Pretty, who do you have the most fun with?

Pretty: I have the most fun with my teacher.

Teacher: She has the most fun with her teacher. 
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(For African language speakers learning English, pronouns are a particularly difficult language 
feature to learn. For this reason, it is important to model the correct use of pronouns for 
learners, whenever possible. The question of the day gives teachers an opportunity to do this 
authentically and in context.)

7. Once learners have added their response, they return quietly to their seats.

Discussing the question of the day:

1. Together with the learners count aloud the number of crosses in each column.

2. Write the total number at the bottom of each column.

3. Ask learners to identify which fruit was liked the most.

4. Ask individual learners the questions provided in the weekly lesson plans. You can help
learners here by using modelling to answer the questions before you ask the learners. For
example if the question is “Who do you have the most fun with?” You could say:

• I have the most fun with my friends.

• I see that 6 learners have the most fun with their friends.

• If you have the most fun with your friends, raise your hand. (Instruct learners to raise
their hands)

• Peter, who do you have the most fun with? (Ask individual learners)

Daily Activities: Sight Words and Orthographic Mapping

1. In the last few minutes of each oral lesson, teach or revise the sight words for the week.

2. To help learners read more fluently, there are some words that they must practice reading,
until they can read them with automaticity by sight.

3. Some of these words require learners to have more complex phonic knowledge to figure
out or decode.

4. Teach learners the sight words as follows:

a. Hold up the first flashcard.

b. Read the word for learners.

c. Then, say each sound in the word, pointing to the sound as you say it.

d. If possible, blend the sounds together to form the word.

e. If the sounds are irregular, and you cannot blend them together to form the word,
explain this to learners.

f. In this case, help learners to remember the order of the sounds in the word.

5. Once learners know the sight words, revise sight words as follows:

a. Hold up a flashcard, and ask a learner to read it.

b. If the learner cannot read the word, go through the sounds in the words again, and
remind the learner what the word says.

c. Repeat this process with all the sight words for the week.

d. Remember to ask different learners to read the sight words.

e. Display the sight words in your classroom.

44



GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE 11

Shared Reading with Comprehension Strategies

In Grade 3, a new story is read every second week.
Shared Reading is done as follows:

Week 1 Tuesday:  Pre-Read
Week 1 Thursday:  First Read
Week 2 Tuesday:  Second Read
Week 2 Thursday:  Post-Read

For these Shared Reading sessions, make sure all learners are settled and can clearly see the big 
book pictures. Remind learners of your expectations during shared reading time, such as: 

1. Sit comfortably and STILL.
2. Keep your HANDS in your laps.
3. Keep your EYES and thoughts on the story.
4. Turn your VOICES off (make a gesture showing zipped lips).

The main purposes of Shared Reading in this programme are as follows:
a. The learners experience what it is like to read an entire story that is more complex than

they are able to read alone. Because learners are not worried about the technical part
of reading, they can focus on the storyline and the characters. The learners can also
enjoy the stories, and develop a love for reading.

b. As the teacher reads the story aloud, she incidentally models certain reading skills: she
reads from the first to the last page; she reads from the top of the page to the bottom;
she reads from left to right; she responds to punctuation marks; she reads fluently and
at a good pace; and she reads with expression, which adds to the meaning of the text.
Learners incidentally learn many skills by observing a fluent reader.

c. As the teacher reads, she embeds meaning by: pointing to a part of the picture; by
using a gesture or action; and by adding expression to her voice. The teacher also
explicitly adds meaning, by stopping to explain a word or phrase. By listening to the
teacher and watching her, the learners are acquiring new language skills.

d. Then, very importantly, during Shared Reading, the teacher must teach the learners
how to think about a story, and how to build their understanding of a story. In this
programme, we have chosen to build comprehension skills by modelling and teaching
different comprehension strategies. The following comprehension strategies are used:
1. Predict
2. Visualise
3. Search the text
4. Summarise
5. Think about the text (wonder)
6. Make connections
7. Make inferences
8. Make evaluations
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Comprehension strategies 
The table below provides information on each strategy.

Strategy 1: Predict

Explanation When learners predict, they say what they think will happen in a story. 
Learners can predict what will happen by looking at the pictures in a 
book. They can also predict what will happen next after they have read 
a page of the text. Finally, learners can predict how they think the story 
might end. 

Purpose By getting learners to predict, you are getting them to think about the 
story before they have even read it. Learners must use clues to try and 
work out who the characters are, and what main events will take place. 
By predicting, learners are developing their comprehension skills by 
thinking about the story.

Steps 
(For predicting 
with pictures)

1. Look at the picture.

2. Ask learners: What do you think is happening here?

3. Let learners think about the question.

4. If learners cannot answer, give an example answer to the
question.

Examples
(For predicting 
with pictures)

1. What do you think is happening here?

2. How do you think this character feels? Why?

3. What do you think you will see in the next picture?

Steps 
(For predicting 
with text)

1. Read a page of text.

2. Ask learners: What do you think happens next?

3. Let learners think about the question.

4. If learners cannot answer, give an example answer to the
question.

Examples
(For predicting 
with text)

1. What do you think happens next?

2. What do you think this character does next?

3. How do you think this story ends?
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Strategy 2: Visualise

Explanation When learners visualise, they must think about what is happening in 
the story like a scene from a movie. They must try to see the story in 
their minds as it happens. 

Purpose Visualisation helps learners to see how the events in the text are 
connected to each other. This helps them to think about the story as a 
whole, rather than just page by page. This also helps to give meaning to 
the words on the page – by turning them into a scene from a movie in 
our minds.

Steps 1. Read the text on the page.

2. Say: Now we are going to visualise the story as if we were
watching a movie.

3. Instruct learners to close their eyes. Explain that learners must
listen to the words and make a movie in their mind.

4. Read the text again.

5. Tell learners what you visualised. (Model the skill.)

6. Ask learners: What did you see? (What happened in your movie?)

7. Listen to and discuss learner answers. Make sure learners’
answers are relevant to what is happening in the story.

Examples 1. I visualised when Joe won the race. I could see the sweat coming
off his head and flying everywhere. I could see his eyes focussed
on the finish line, and his body working as hard as it could.

2. What did you visualise? What happened in your movie?
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Strategy 3: Search the text

Explanation Search the text questions are the most basic type of comprehension 
questions. These questions ask learner to think about or look at the 
words on the page, and to recall information. 

Purpose These questions are a basic check for understanding of the words on 
the page.

Steps 1. Read the text on the page.

2. Ask learners a question about the information in the text, like:
Who did Joe want to beat in the race?

3. Let learners answer the question.

4. NOTE: There is only one correct answer to this type of question.
If the learner answers the question incorrectly, you must read
the sentence with the correct answer out loud and/or point to
the picture for support. Then, give the correct answer to the
question. It is important that the learner knows if their answer
was incorrect, and that they hear the correct answer.

Examples These kind of questions usually begin with:

• Who?

• What?

• When?

• Where?

For example:  

1. Who did Joe want to beat in the race?

2. What did Joe do before the race?

3. When did Joe train for the race?

4. Where was the race being held?
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Strategy 4: Summarise

Explanation When learners summarise, they think about the most important points 
in a text. They explain the main points in a few, concise sentences. 
Summarising can be done orally or in writing. 

Purpose Summarising shows that the learner has understood the main points 
of the story. Asking learners to summarise or retell the main points of a 
story is the best way to check their understanding. 

Steps 1. Read the text.

2. Remind learners: When we summarise, we think of the most
important parts of a story.

3. Explain: Today we will summarise the story we just read. That
means we will explain what happened in the story in a few
sentences.

4. Give learners a minute to think about the story.

5. Instruct learners to turn and talk and tell their summary to a
friend (oral recount).

6. Next, instruct learners to write their summary down.

Examples Story: Joe wins the race

Learners should summarise the story into a few sentences as follows:

1. Sizwe always won everything at school.

2. The school was holding a big cross country race.

3. Joe trained every day after school when he ran home.

4. Joe beat Sizwe in the race.

5. Everyone was happy for Joe.
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Strategy 5: Think about the text (Wonder) 

Explanation When the teacher wonders, the teacher thinks out loud about the text. 
She lets the learners hear what she is thinking about the text. 

Purpose By modelling how to think/wonder about a text, we teach learners two 
things. Firstly, we teach learners that good readers do not just read the 
words, they always think about what they are reading. Secondly, we 
show learners the kinds of thoughts that we have about a text. 

By doing this, we show learners how to think creatively and critically 
about a text. In time, learners will start to do this for themselves. 

Steps 1. Read the text on the page.

2. Think of a question or idea that a fluent reader might have about
the text. (Ideas have been provided in the Read One and Read
Two columns in the lesson plans.)

3. Say: I see / I notice …

4. Say: I wonder …

5. Let learners think about the question.

6. Give a sample answer to the question.

7. Learners do not need to answer the question.

Example I see that Sizwe laughed at Joe when he entered the race. I wonder if 
this will upset Joe?
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Strategy 6: Make connections

Explanation When learners make connections, they compare the story to their own 
lives, or to another text. Sometimes, they think about how something 
from the story is like something in their own lives. Sometimes, these 
questions ask learners to think about what they would have done 
if they were in the story. Sometimes, learners must connect the 
character’s feelings and actions to those of characters in other stories 
they have read. 

Purpose These kinds of questions help learners relate to the story and make 
good guesses about feelings and personal experiences. This helps 
learners to develop empathy and understanding for the feelings and 
experiences of other people. 

Steps 1. Read the text on the page.

2. Ask learners a question, like: When was a time that you wanted to
win something, like Joe?

3. Use modelling to give a sample answer, like: When Joe wanted to
win the race, it reminded me of how I used to compete with my
sister at school. She always got top marks for everything, and my
parents were so proud. I wanted my parents to feel proud of me
too.

Examples 1. How does this remind you of your own life?

2. Tell me about a time when something similar happened to you.

3. If you were Joe, what do you think you would have done when
Sizwe laughed at you?

4. How do you think Sizwe felt when Joe beat him?

5. Which other character does this remind you of?
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Strategy 7: Make inferences

Explanation Making an inference involves using what you know to make a good 
guess about what you don’t know. This is what is meant by ‘reading 
between the lines’. When learners make an inference, they make a 
good guess about something using what they have read together with 
their own experiences and knowledge.

Sometimes, the author does not write down every single detail of the 
story. The author leaves parts of the story unfinished, so readers can 
work it out for themselves. 

Purpose Making inferences is a key thinking and comprehension skill. Learners 
need to work out parts of a story by making inferences. Learners 
may miss important information if they do not know how to make 
appropriate inferences. 

Steps 1. Read the text on the page.

2. Ask learners: What do you know about this? What does the text
say?

3. Ask learners: What else can we guess about this? Is there
something that the text does not say?

4. Listen to and discuss learners’ answers. Make sure learners’
answers are logical.

5. If learners struggle, give them an example of an inference. Use
the following sentence frame to help: Based on … I think …

Example Text: 

My brother applied to go to University. I came home and saw my 
brother holding a letter and smiling. My mother was crying, and 
laughing and hugging him.

Inference: 

Based on the fact that my brother applied to go to university, and that 
he is holding a letter looking very happy, we guess that his application 
was successful. 

52



GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE 19

Strategy 8: Make Evaluations

Explanation When we evaluate a text, we make a judgement about an aspect of the 
text.  

Purpose Learners must be taught that they must always evaluate what they 
read, and must be able to support or justify their evaluations.

Steps 1. Read the text on the page.

2. Ask learners an evaluation question, and ask them to support
their answer. For example: Do you think x did the right thing?
Why or why not?

3. Listen to and discuss learners’ answers. Make sure learners’
answers are logical.

4. If learners struggle, share your own evaluation as an example: I
think x did the right thing because x

Example Some evaluation questions start with:

1. Do you think…

2. Do you agree with…

3. In your view…

4. Did you like…
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Below is a description of the core methodology of each of the Shared Reading lessons: Pre-Read; 
First Read; Second Read; and Post-Read. Read these descriptions to get a clear understanding of 
the flow of each lesson.

Shared Reading: Pre-Read
Comprehension Strategy: Predict

In the Pre-Read, we build comprehension skills by getting learners to think about the story before 
it is read to them. 

1. Tell learners that today they will look at the pictures in the story, and think about the story.
2. Tell learners that, based on what they see, they will make predictions about the story. This

means they will use the pictures to try and guess what the story is about.
3. Explain to learners that they must not think of each picture on its own. They must think

about how the pictures relate to each other. They must connect all the pictures to each
other to try and work out what the entire story is about.

4. Show learners the cover of the story and read the title aloud.
5. Ask learners: What do you think will happen in this story?
6. Next, look at each picture in the story, and as you look, ask learners:

a. What do you see in this picture?
b. What do you think is happening here?
c. What do you think might happen next?

7. If learners forget to connect the different pictures, prompt them to do this. For example:
‘Can you remember what this boy was doing in the last picture? What is he doing now?
What do you think is happening?’

8. When you get to the last picture, ask learners: How do you think this story will end (if
appropriate)?

9. Thank learners for their predictions.
10. If you have time, read through the story once without stopping.

54



GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE 21

C
O

R
E 

M
ET

H
O

D
O

LO
G

IE
S 

- S
H

A
R

ED
 R

EA
D

IN
G Shared Reading: First Read

Comprehension Strategy: The strategy that must be used is identified in the lesson plan.

In the First Read, we first build comprehension skills by reading and explaining the story to 
learners. We also model how to think about the story.

• Before reading, tell the class what you are going to do. Say something like: ‘Class, it is time
for Shared Reading. Remember, whenever we read or listen to a story, it is important to
always think about the story. Today, I am going to show you how I think about the story. I
am going to do this by (for example) visualising what happens in the story.. This means that
as I read, I will make a movie of the story in my mind.’

1. Read each page of the story fluently and clearly. As you read, use gestures, actions and
facial expressions, and change tone of voice (expression) to enhance meaning.

2. Where necessary, stop and explain a word or phrase to learners. If you need to code switch,
you may do so. This gives learners a clear understanding of the story.

3. At the same time, during the First Read, we also focus on modelling and teaching a
comprehension strategy to learners.

4. At the end of each page you will see two coloured blocks, numbered 1 and 2.
5. Once you have read and explained the page to learners, pause and show that you are

thinking. Then, read or say the text in block 1. By doing this, you are modelling how to
think about the story. It is important that you understand what you are saying – if it
does not make sense to you, it will not make sense to your learners.

6. On the last page of the story, there are a few questions in block 1.
7. Ask different learners to answer the questions.
8. Show learners that there can be more than one correct answer to a question, and that

learners may have different opinions.
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Shared Reading: Second Read
Comprehension Strategy: The strategy that must be used is identified in the lesson plan.

In the Second Read, we continue to build comprehension skills by reading the story to learners, 
and by modelling how to think about the story. 

• Once again, tell the class what you are going to do. Say something like: ‘Class, it is time for
Shared Reading. Remember, whenever we read or listen to a story, it is important to always
think about the story. Today, I am going to show you how I think about the story. I am going
to do this by (for example) visualising what happens in the story.. This means that as I read, I
will make a movie of the story in my mind.’

1. Next, read each page of the story fluently and clearly. As you read, use gestures, actions and
facial expressions, and change tone of voice (expression) to enhance meaning.

2. This time, try to avoid code switching.
3. At the same time, during the Second Read, you will model how to think about the story.
4. At the end of each page you will see two coloured blocks, numbered 1 and 2.
5. Once you have read and explained the page to learners, pause and show that you are

thinking. Then, read or say the text in block 2. By doing this, you are modelling how to
think about the story. It is important that you understand what you are saying – if it
does not make sense to you, it will not make sense to your learners.

6. On the last page of the story, there are a few questions in block 2.
7. Ask different learners to answer the questions.
8. Show learners that there can be more than one correct answer to a question, and that

learners may have different opinions.
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The purpose of the Post-Read activity is to give learners an opportunity to consolidate their 
understanding of the story, and to practise using the new language that they have learnt.

In Grade 3 during the post-read, you will do one of the following activities:
• Act out the story
• Recount the story
• Illustrate the story
• Written comprehension

Act out the story (oral activity)
1. Settle the learners on the carpet, or in a quiet space outside.
2. Tell learners that today they will act out parts of the story that they have read.
3. Hold up the big book. Read the first page.
4. Give learners the instruction of what to act out. (in lesson plan)
5. Act out the instruction with learners.
6. Repeat with every page.
7. Train learners to respond to a signal that they should be quiet and listen as you read a page

between actions.

Recount the story (oral activity)
1. Settle the learners so that you have their attention.
2. Follow the steps in the lesson plan to recount the story with learners.
3. First, you will model recounting something from the story.
4. Next, you will tell learners to think of something from the story – they should not copy your

recount.
5. Then, learners will TURN AND TALK and share their recount with a partner.
6. Finally, you will call on a few learners to share their recounts with the class.

Illustrate the Story (written activity)

Modelling
1. Begin by modelling the activity for learners.
2. Explain that today, learners will draw their favourite part of the story.
3. Use modelling to think before you write.
4. Use modelling to explain your favourite part of the story.
5. Use modelling to draw a picture of the part of the story you like best.
6. Use modelling to add a label to your drawing.
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Oral Instructions:

1. Tell learners they must choose their favourite part of the story.
2. Hold up the pictures in the story for all the learners to see.
3. Remind learners that we think before we write.
4. Instruct learners to decide which part of the story they will write about.
5. Call on 2-3 learners to tell you their favourite part of the story. (Learners can point to the

picture that they like best if they cannot yet use English words.)
6. Explain that learners can try to add a label.

Writing:
1. Hand out learner books.
2. As learners write, walk around the room and complete mini conferences.
3. Ask learners to tell you about their drawings.
4. Help learners to add a label.
5. Encourage learners!

Turn and Talk:
1. When there are 2-3 minutes left, instruct learners to put their pencils down.
2. Instruct learners to turn and talk with a partner about their drawings.

Hang up learner drawings at LEARNER EYE-LEVEL around the room. This helps learners have 
conversations about the story.

Written comprehension (written activity)
1. Before the lesson, write the title of the story as a heading on the chalkboard.
2. Next, write the comprehension questions on the chalkboard.
3. Instruct learners to open their exercise books and write the heading.
4. Tell learners that today, they are going to think about and write the answers to these

questions.
5. Read through the questions with learners, and explain if required.
6. Tell learners they do not need to write down the questions, only the answers.
7. Walk around with the Big Book, and help learners who struggle.
8. In the last two minutes, go through the answers with learners, and allow them to correct

their own work.
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You will need to master three phonemic awareness and phonic activities for use in Grade 3.

Monday example lesson and purpose

INTRODUCE THE SOUND AND WORDS 
1. Say the sound and hold up the flashcard /sh-/ for learners to see.
2. Say the sound and instruct learners to repeat the sound. Do this three times.
3. Explain that when we see the letters s and h together in a word, we must not say the

sounds separately. We must say one sound: /sh-/
4. Say each word loudly and clearly as you show the flashcard: ship, shop, shut, shed, shell,

shack, shock, shall
5. Ask learners to repeat each word after you.
6. Stick up the flashcards on the Phonics Display Board.

ship shell

shop shack

shut shock

shed shall

PURPOSE OF THE ACTIVITY
• Learners must make the connection between written letters and spoken sounds. Showing

the letter and saying the sound helps learners make this connection.
• Learners must understand that written letters can have more than one sound. Learners

must learn to distinguish between sounds in English and in the home language.
• Learners must learn to hear and see patterns in words. This helps learners write and read

new words more easily.
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Wednesday example lesson and purpose

SEGMENTING AND BLENDING (I DO)
1. Say the word ship
2. Segment the word into the individual sounds: /sh/ - /i/ - /p/
3. Say the beginning sound of the word: /sh/
4. Say the middle sound of the word: /i/
5. Say the end sound of the word: /p/
6. Write the word on the board: ship
7. Model pointing and blending the sounds to make a word: /sh/ - /i/ - /p/ = ship
8. Remind learners that in English, when s and h are together in a word they must be read

together as one sound: /sh/
9. Repeat this with the word shut

SEGMENTING AND BLENDING (WE DO)
1. Say the word shell
2. Ask learners: What is the first sound in the word? /sh/
3. Ask learners: What is the middle sound in the word? /e/
4. Ask learners: What is the last sound in the word? /ll/
5. Ask learners to segment the word into each individual sound: /sh/ - /e/ - /ll/
6. Write the word: shell
7. Instruct learners to blend the sounds in the word with you: /sh/ - /e/ - /ll/ = shell
8. Repeat this with the word shock

SEGMENTING AND BLENDING (YOU DO)
1. Instruct learners to take out their exercise books.
2. Instruct learners to write the heading: sh- words.
3. Instruct learners to write the numbers 1-8.
4. Make sure the flashcard words are covered. Learners must not copy the words from the

board.
5. Say each of the following words. Instruct learners to write the word in their books.

ship shop shut shed shell shack shock shall

6. Uncover the Phonics Display Board. Instruct learners to check their words against the
flashcard words on the Phonics Display Board.

7. Instruct learners to practise reading the phonic words for homework.

PURPOSE OF THE ACTIVITY
• Learners must understand that words are made up of distinct sounds. These sounds can be

put together (blended) or taken apart (segmented).
• Learners must be able to hear and isolate the sounds in words.
• Learners must be able to blend the sounds they hear into a full word. Children can often

segment a word (point to and say the individual sounds in a word) but have trouble putting
the sounds back together to make a full word. Blending is a critical skill for children to be
able to decode words.
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S Friday example lesson and purpose

WORD FIND

Write the following table on the chalkboard:

bl- i p

oo d a

nk e m

MODEL

1. Remind learners of the sound of the week: /bl/
2. Review all of the sounds and blends on the chalkboard.
3. Explain that learners will have three minutes to make as many words as they can using the

sounds and blends above.
4. Show learners how to make a word using the target sound, like: /bl/ - /oo/ - /d/
5. Remind learners they can make a word using any of the sounds – they do not need to use

/bl/.
6. Show learners how to make another word, like: /p/ - /i / - /nk/
7. Remind learners they can make words using the target sound, like blood, or words without

the target sound, like pink.

LEARNERS DO 

1. Tell learners to open their exercise books and write the heading: bl words.
2. Instruct learners to begin writing.
3. Give learners 3 minutes to find and build as many words as they can.
4. Allow learners to correct their own work. Show learners how to build these words (and

others): blood, blink, blank, bloom, pink, map, dam, doom, pad, dip, mood

PURPOSE OF THE ACTIVITY
• Learners must understand that words are made up of distinct sounds. These sounds can

be put together (blended) or taken apart (segmented).
• Learners must be able to blend and segment on their own in order to form new words.
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Group Guided Reading

It is very important that you listen to every learner read individually, at least once per week. 

What to do with the rest of the class:
1. Before you begin the group guided reading session with a group, you must first settle the

rest of the class with their exercise books and decodable Reading Worksheets.
2. Make sure the worksheets are protected, by using flip files or plastic sleeves.
3. Train learners on the routine of Group Guided Reading as follows:

a. Settle the class with their reading worksheets
b. Explain the worksheet activity that must be completed
c. Call a group to read for you

d. Once you have listened to every learner in the group, send the group back to their seats
4. It is a good idea to seat a weaker reader next to a stronger reader, so that as learners read

the worksheets, some peer tutoring can take place.

Structure of the Reading Worksheets:
1. Each weekly worksheet consists of 5 activities. There are 5 group guided reading sessions

per week, so learners must complete one activity per group guided reading session.
2. However, learners who finish before the end of the session must be allowed to select

another book or text for independent reading.
3. Try to build a class library for this purpose.
4. Icons remind the learners of what to do on each day:

a. The mouth reminds learners to sound out words.
b. The eye reminds learners that they must read these words by sight.
c. The single child reminds learners to read on their own.
d. The two children remind learners to read with a partner.
e. The hand holding a pen reminds learners that they must draw or write.

5. A master list of all phonic and sight words taught is kept. New stories are structured using
the phonic and sight words of the week, and by including phonic and sight words that were
previously taught. This means that learners never encounter words on the worksheet that
they have not seen before.

Assigning groups and text selection for Group Guided Reading:
1. In the first two weeks of school, listen to every learner read individually.
2. Use the rubric below to sort learners according to their abilities.
3. Assign learners to same-ability groups.
4. In this programme, there are 5 slots per week to listen to reading. This means that you

should ideally form 5 groups.
5. In your Tracker you will find a form to fill in the names of learners per group, and a table

that allows you to keep track of what each group has read.
6. Please note: this rubric divides learners based on their technical reading skills.
7. If there are many learners at the same level, you may want to use reading comprehension

as a further way to divide the group.
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GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE 29

8. In a class of 40 learners, there may be:
• No full group at level 1, only a few individual learners
• 1 group at level 2
• 2 groups at level 3
• 1 group at level 4
• No full group at level 5, only a few individual learners

I think this learner 
reads at:
Level 1

I think this learner 
reads at: 
Level 2

I think this learner 
reads at:
Level 3

I think this learner 
reads at:
Level 4

I think this learner 
reads at: 
Level 5

• This learner
knows no
or very few
words.

• This learner
does not seem
to recognise
many letter-
sound
relationships.

• This learner
knows just a
few common
words.

• This learner
does not seem
to recognise
some letter-
sound
relationships,
OR this
learners needs
a lot of help to
read previously
unseen words.

• This learner
knows many
common
words.

• This learner
needs help
to decode
previously
unseen words.

• This learner
knows many
common
words and can
decode most
previously
unseen words.

• This learner
occasionally
needs help to
decode more
challenging
words.

• This learner
reads with
some fluency.

• This learner
knows many
common
words.

• This learner
can decode
previously
unseen words.

• This learner
reads with
fluency and
expression.

• This is one
of the best
readers in the
class.

What to do with each group during Group Guided Reading:
1. Call a group to read to you.
2. Select a text to read with the group – IF YOU HAVE A SERIES OF GRADED READERS, PLEASE

MAKE USE OF THIS.
a. Make sure that learners all have the correct text.
b. Seat the group in a circle.
c. Remind learners of the sight words they have learnt for the week. Show the group the

flashcards of these words and practice reading them.
d. Next, give learners a few minutes to read part of the text independently and in silence.
e. Then, ask each learner to read part of the text aloud, on his or her own.

3. During group guided reading, it is important to remember to:
a. Point out the sight words. Remind learners that there are some words that we cannot

sound out, so we must learn to read them by sight.
b. Build decoding skills. If a learner cannot read a word, do not just help the learner with

the word straight away. Rather, encourage the learner to sound the word out, and then
blend the sounds together to form the word.
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c. Praise and encourage learners. Make group guided learning a positive experience for
learners and use this time to try and build learners’ confidence.

d. Build reading fluency. Help learners to improve the fluency of their reading. Tell
learners that their reading should sound like they are talking. Model reading fluency for
learners and let them repeat after you.

e. Build reading comprehension. Tell learners that they must always think about what
they are reading. Teach learners to pause, go back, and reread what they have read
if they lose track of the meaning. Teach learners to visualise as they read – to build a
movie in their heads of what they are reading. Teach learners to try and remember
what they have read. Also encourage learners to ask if they do not understand
something.

Care of the Reading Worksheets:
1. It is a good idea to put the worksheets into flip files or plastic sleeves when learners use

them.
2. Look after these worksheets carefully and store them properly once they have been used.
3. You should be able to use the same worksheets for many years, as learners do not write on

them. Instead, they write in their exercise books.
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Writing Strategies

1. Follow the lesson plans to complete the writing task for each week.
2. In the lesson plans, you will notice that the same routine is always followed. This is to

help learners, so that they know what to expect in writing lessons. This helps to build
confidence.

3. You will also notice that different strategies are slowly taught to learners so they are
able to successfully complete sentence frames.

4. The aim is for learners to eventually use these strategies automatically.
5. These strategies help learners feel confident about their writing by showing them that

there is a series of steps to follow when they write.

STRATEGY 1: TEACHER MODELS WRITING FIRST

a. The teacher first demonstrates the task to the class (she shows
the class exactly what they are going to do).

b. By watching the teacher, the learners have a clear idea of the task.

STRATEGY 2: WRITERS THINK BEFORE THEY WRITE

a. Writing is the act of putting thoughts onto paper.
b. This means that writers must think first and decide what to write

about before writing.
c. It also means that there are no correct or incorrect ‘answers’

when writing – every writer has his or her own thoughts to write
about.

d. Always build in time for learners to think about what they want to
write.

STRATEGY 3: WRITERS DRAW A LINE FOR EACH WORD

a. Learners think about the sentence they want to write, and say it
aloud.

b. They count how many words there are in the sentence, and draw a
line to represent each word.

c. Lines must be drawn from left to right and from the top of the page
to the bottom.

d. Lines must be the approximate length of the words.
e. Spaces must be left between words.
f. At the end of the sentence, the learner puts a full stop.
g. With lines in place, the learner fills in words that are known, or must

try to write down the starting sounds of a word before asking for
help.

h. This gives a structure to the learner’s writing, which builds
confidence. Even learners who really struggle can start the writing
process in this way.
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STRATEGY 4: WRITERS USE RESOURCES TO WRITE WORDS

a. Teach learners not to ask for help to write all unknown words.
They should first use other resources to find out how to write the
unknown word. For example:

• Words on a word wall
• Other books
• Spelling lists
• They can even ask their classmates.

STRATEGY 5: WRITERS USE THEIR MEMORIES TO WRITE WORDS

a. Learners should try to remember words they have learnt, and to
write these words from memory.

STRATEGY 6: WRITERS SAY WORDS SLOWLY LIKE A TORTOISE

a. Teach learners to say an unknown word very slowly to hear its
different sounds. (Segmenting)

b. Next, teach learners to write down every sound that they can hear.
(They may not spell the word correctly, but this will be a starting
point to write unknown words.  For example, are may be written as
ar or even r. The teacher can then build on this and show the writer
the correct spelling.)

c. Try to read the learner’s phonetic writing, and praise them for
using their phonetic knowledge to try and build words. This is an
important skill to encourage.
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STRATEGY 7: WRITERS READ WHAT THEY WRITE

a. Learners read their sentences aloud to themselves or to a peer.
Reading one’s writing to a classmate makes the writing process more
meaningful.

b. As they do this, they check they have not left out any words.
c. They also check that the word order is correct.
d. Most importantly, set this up so that learners enjoy the reading

process, and feel proud of what they have written.

STRATEGY 8: WRITERS TURN AND TALK

a. At different times in the lesson, learners can turn to a partner, and
take turns to talk to each other.

b. This can be used to share ideas about what to write about, to read
their writing to each other, to tell each other about their pictures, or
to check that they understand what to do.

c. Teach learners to face each other and talk quietly when they turn
and talk.

STRATEGY 9: HOLD MINI-CONFERENCES

a. This is a useful strategy to use as learners are writing.
b. Walk around the room, and stop where you see a learner struggling.
c. Hold a mini-conference with that learner.
d. Engage with the learner’s work, listen to the learner, and help the

learner as needed.
e. Remember to try and give all learners some individual attention, and

to praise their efforts and improvements.
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Answer the Questions: 

What is the simple view of reading? Please summarise in your own words.  

Why is it important for teachers and people who support teachers (like Subject Advisors!) to understand the 

simple view of reading and the scientific evidence on how children learn to read? How do you think this research 

can be helpful in your work?  
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Which parts of the PSRIP lesson plans are focused on the technical (decoding) side of reading? 

Which parts of the PSRIP lesson plans are focused on building language comprehension skills? 

Why is it important that decoding and language comprehension skills are taught separately? What do you 

understand about this that you didn’t understand before? 

What is one question you have about how children learn to read? 
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Day 1 Reflection 

What is one thing you enjoyed learning today? Explain.  

What knowledge have you built today that can help you more effectively support the work of teachers?  
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Phonemic Awareness and Phonics  

 

It is crucial for educators to understand the differences between Phonemic Awareness and Phonics in 

order to successfully build learners’ reading skills. We will read the following article together to help 

build our understanding of what these two areas of reading instruction entail.  

 

Reading: Armbruster, B. B., Lehr, F., Osborn, J., O’Rourke, R., Beck, I., Carnine, D., & Simmons, D. (2001). 

Put reading first. Washington, DC: National Institute for Literacy. 
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2WEEK
THEME:

All around town

GRADE 1 - TERM 3

 ‘Safety is as simple as ABC. Always Be Careful.’

           — Unknown
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GRADE 1 ENGLISH FIRST ADDITIONAL LANGUAGE

WEEK 2: CLASSROOM PREPARATION 

1. At the start of each week, ensure that your classroom is neat and tidy.
2. Update your DISPLAY BOARDS, by removing items that are no longer relevant, and 

storing them carefully. 
3. Then, prepare the flashcard words and theme word illustrations that you will need. 
4. Find and prepare items for your theme wall and table that will be of interest to learners, 

for instance: posters about child safety from SAPS.
5. Do some research on the internet to prepare for the theme. For example: the names 

and numbers of orginisations that children can call for help. 
6. Make sure all learner exercise books and DBE Workbooks are marked, and neatly packed 

where they belong.
7. Make sure all your big books, graded readers and classroom library books are in good 

order. 
8. Adjust your group guided reading groups if necessary. 
9. Plan your informal and formal assessment activities for the week. 

EXTENSION ACTIVITIES

These activities can be used as independent work for learners who finish their work early 
OR while you are giving assessments to learners.

Activity 1 DBE Workbook 2: Listen and repeat, page 4

Activity 2 DBE Workbook 2: Word work, page 5

Activity 3 DBE Workbook 2: Let’s match, page 5

Activity 4 Draw a picture of yourself going to town.
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TERM 3: WEEK 2

OVERVIEW

THEME All around town

THEME 
VOCABULARY

safe, safer, unsafe, home, together, alone, shop, shebeen, warn, 
warning, passage, between, dark, night, light, day, worried, fast, faster, 
run

PHONICS /b/ - bit, bat, bed, back, sob, mob

WRITING FRAME I feel safe…

SIGHT WORDS together, friend, shop, sister

SENTENCE I walk to the shop together with my friend and my sister. 

TERM 3: WEEK 2

INTRODUCE THE THEME

PICTURE Picture from the Big Book story Stay safe Lesego!

SHOW Show learners the picture of Lesego running through the passages 
between houses. Explain that this week, we will read a story about a 
girl named Lesego. We will think about some safe and unsafe places in 
town! 

SAY • Ask learners: What are some places you feel safe?
• Listen to learner responses. This will help you understand what 

learners already know. 
• Explain that we must always think about where we are! We must 

try to avoid places where we could be unsafe and something bad 
could happen to us!

• Explain that this week, we will be learning all about places in 
town!  
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WEEK 2: MONDAY: DAILY ACTIVITIES (15 MINUTES)

GREETING Greet the learners in English.

SONG / RHYME
(Repeat the 
action rhyme by 
substituting a 
different place 
in town, like: 
bakery, museum, 
pharmacy, 
supermarket, 
clinic, station, 
bank, hospital, 
etc.)

Lyrics Actions

Turn left, turn right               Turn body to face left, then turn to 
face right

Go up, go down                 Stand up then squat down

Turn left, turn right
             

Turn body to face left, then turn to 
face right

Come see our town             Beckon to someone to come

Turn left, turn right               Turn body to face left, then turn to 
face right

Go up, go down                   Stand up then squat down

Turn left, turn right              Turn body to face left, then turn to 
face right

To the library in town! --

THEME 
VOCABULARY

safe, safer, unsafe, home

QUESTION OF THE DAY

Question Where do you feel safer?

Graph 2 COLUMN GRAPH

Options at home / at school 

Follow-up questions

Question How many learners feel safer at home?

Answer __ learners feel safer at home.

Question How many learners feel safer at school?

Answer __ learners feel safer at school.

Question Where do more learners feel safer?

Answer More learners feel safer at __.

Question Where do fewer learners feel safer?

Answer Fewer learners feel safer __.
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Question Where do you feel safer?

Answer I feel safer at home.

Answer I feel safer at school.

SIGHT WORD OF THE DAY

NEW

REVISE --

WEEK 2: MONDAY: SHARED READING (10 MINUTES)

TITLE Stay safe Lesego!  

ACTIVITY PRE-READING 

COMPREHENSION 
STRATEGY

Predict

PURPOSE By getting learners to predict, you are getting them to think about 
the story before they have even read it. By predicting, learners are 
developing their comprehension skills by thinking about the story.

PRE-READING ACTIVITY

1. Show learners the front cover of the story: Stay safe Lesego!
2. Read the title of the story. 
3. Ask learners: What do you think will happen in this story?
4. Display the Big Book for learners to see. Make sure all learners can see the pictures in 

the book.
5. Show learners the first picture. 
6. Ask learners: What do you think is happening here?
7. Discuss the picture with learners. 
8. Ask learners: What do you think might happen next?
9. Go through each picture in the book and ask learners these questions.

10. When you get to the last picture, ask learners: How do you think this story will end?
11. Thank learners for their predictions. 
12. Read through the story once.
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WEEK 2: MONDAY: PHONEMIC AWARENESS & PHONICS (5 MINUTES)

SOUNDS /e/ /c/ /k/ /ck/

ACTIVITY REVIEW PAST SOUNDS 
1. Put these past flashcards in a pile: /e/ /k/ /c/ /ck/
2. Hold up a flashcard in random order. 
3. Call on an individual learner to say the sound. 
4. Instruct the class to repeat the correct sound. 
5. Do this until you have gone through all of the past sounds. 

REVIEW PAST WORDS 
1. Explain that you will sound out a word. 
2. Learners must listen carefully to the sounds and try to make out 

what the word is. 
3. Say the sounds: /k/ - /i/ - /n/
4. Ask learners: What word do those sounds make?
5. Model blending the sounds to make a word: /k/ - /i/ - /n/ = kin
6. Show the flashcard for the word: kin. Say the word clearly.
7. Ask learners: Which word family does kin belong in?
8. Explain that it belongs in the –in word family. 
9. If you have time, repeat for the word:                                             

sock (it belongs to the –ock family)

BUILD A WORD WITH PAST SOUNDS
1. Write these past sounds on the chalkboard: /e/ /c/ /k/ /ck/ /i/ 

/o/ /a/ /g/ /d/ /m/ /n/
2. Ask learners if they can use these sounds to build a word. 
3. As learners build words, write them on the chalkboard, in word 

families.
4. Brainstorm other words on the chalkboard. Nonsense words are 

also acceptable.

at mock met nick

mat nock net mick

cat dock get kick

nat ket
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ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY
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WEEK 2: TUESDAY: DAILY ACTIVITIES (15 MINUTES)

GREETING Greet the learners in English.

SONG / RHYME
(Repeat the 
action rhyme by 
substituting a 
different place 
in town, like: 
bakery, museum, 
pharmacy, 
supermarket, 
clinic, station, 
bank, hospital, 
etc.)

Lyrics Actions

Turn left, turn right               Turn body to face left, then turn to 
face right

Go up, go down                 Stand up then squat down

Turn left, turn right
             

Turn body to face left, then turn to 
face right

Come see our town             Beckon to someone to come

Turn left, turn right               Turn body to face left, then turn to 
face right

Go up, go down                   Stand up then squat down

Turn left, turn right              Turn body to face left, then turn to 
face right

To the library in town! --

THEME 
VOCABULARY

together, alone, shop, shebeen

QUESTION OF THE DAY

Question Where is unsafe when you are alone?

Graph 2 COLUMN GRAPH

Options the shop / near the shebeen

Follow-up questions

Question How many learners think the shop is unsafe?

Answer __ learners think the shop is unsafe.

Question How many learners think near the shebeen is unsafe?

Answer __ learners think near the shebeen is unsafe. 

Question Where do more learners think is unsafe?

Answer More learners think __ is unsafe.

Question Where do fewer learners think is unsafe?

Answer Fewer learners think __ is unsafe.
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Question Where is unsafe when you are alone?

Answer I think the shop is unsafe when you are alone.

Answer I think near the shebeen is unsafe when you are alone. 

EXPLAIN Explain that both the shop and the shebeen are unsafe places to go 
alone. The shebeen can be especially unsafe because drinking can 
make people mean or want to fight. We must always try to go to places 
in town with others. If we must go alone, it is important that we tell 
someone exactly where were are going! 

SIGHT WORD OF THE DAY

NEW friend

REVISE together
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WEEK 2: TUESDAY: SHARED READING (15 MINUTES)

TITLE Stay safe Lesego!

ACTIVITY FIRST READ

COMPREHENSION 
STRATEGY

I wonder…
Make inferences

PURPOSE By modelling how to think/wonder about a text, we teach learners two 
things. Firstly, we teach learners that good readers do not just read the 
words, they always think about what they are reading. Secondly, we 
show learners the kinds of thoughts that we have about a text. By doing 
this, we show learners how to think creatively and critically about a text. 
In time, learners will start to do this for themselves.

Making inferences is a key thinking and comprehension skill. Learners 
need to work out parts of a story by making inferences. Teach learners 
that sometimes the details of a story are not written down – the reader 
must make a good guess.  

Story Think aloud: First Read

Early one Saturday morning, Lesego’s 
mother went to visit a friend. She hugged 
Lesego and Mapule goodbye. ‘Be safe. 
Remember, you must stay together all day. 
If you go to the shops, you must walk along 
the street – not in the passages between 
the houses! And you must not go near the 
shebeen!’ 

--

Later that afternoon, Ntate Thapelo, 
Lesego’s neighbour, called her over. He held 
out some money. ‘Please go to the shop 
behind the shebeen and buy some meat and 
pap for me,’ he said, ‘you can buy yourself 
sweets along the way.’ 

I wonder if Lesego will go and get the food for 
Ntate Thapelo? 

Lesego thought about calling Mapule to 
come with her. But, she didn’t want to share 
the money for sweets with her sister! 

Lesego knows she is not supposed to be 
alone! She also knows she must not go near 
the shebeen! I wonder if Lesego will listen to 
her mother? 
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It was getting late but Lesego thought that 
maybe if she went very quickly, she would 
get home before her mother. Then, her 
mother would never know. Lesego took the 
money from Ntate. ‘I have phoned the shop. 
My food will be ready when you get there!’ 
Ntate Thapelo said, smiling.

I wonder if Lesego will be able to get home 
before her mother?

Lesego stuffed the money in her pocket and 
began to run to the shop. Lesego’s mother 
had warned her that she must always stay 
on the road when she went to the shops. 
But it was much faster to take the passages 
to the shops! She thought that if she took 
the passages, she would get home before 
her mother. Then, her mother would never 
know.

I wonder how Lesego’s mother would feel 
if she saw Lesego running alone in the 
passages?

When Lesego finally saw the shebeen, she 
ran through a small passage to get to the 
shop. She went to the counter. ‘I’m here to 
pick up for Ntate Thapelo,’ she said, handing 
over the money. 

I wonder how Lesego’s mother would feel if 
she saw Lesego so close to the shebeen, all 
alone?

When Lesego turned around to leave, three 
men were standing in the narrow passage. 
They stared at her. She felt scared.  ‘I think 
I know why mom told me never to come to 
the shebeen,’ she thought. 

I wonder if this is the first time something 
scary has happened to Lesego near the 
shebeen?

Lesego used the change to buy herself 
sweets from the tuck shop. It would become 
dark soon. 

--

She ran through the passages, trying to get 
home before dark and before her mother 
got home. As she ran, a young man called to 
her, ‘Come girl! Come talk to me!’ he said. 
Lesego felt very scared. 
‘I think I know why mom told me not to walk 
through the passages,’ she thought, running 
faster.

I wonder if this is the first time something 
scary has happened to Lesego in the 
passages?
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When she finally got home, Ntate Thapelo 
was waiting. ‘Is my mother home yet? Did 
you see her?’ Lesego asked nervously. 
‘No, I haven’t seen her yet,’ Ntate said. 
Lesego breathed a sigh of relief.

--

As Lesego sat on her stoep eating her 
sweets, she made a decision. She decided 
on her own that she would never go to the 
near the shebeen or run in the passages 
again. 

I can infer that Lesego now sees that she was 
in danger. She knows there are worse things 
that could actually happen than her mother 
being angry! 

Follow up questions Possible responses

Where did Ntate Thapelo ask Lesego to go? He asked her to go to the shop behind the 
shebeen to pick up his food. 

Where did Lesego’s mother warn her not to 
go?

She warned her not to go in the passages or 
near the shebeen.

Why question Possible responses

Why did Lesego go to the shop near the 
shebeen, even though her mother warned 
her not to?

• Because she didn’t think anything bad 
would happen.

• Because she wanted to get sweets!
• Because Ntate Thapelo asked her to go 

get his food from the shop. 
• Because she decided her mother would 

probably never know!

W
E

E
K

 2
  

- 
 T

U
E

S
D

A
Y

99



LESSON PLAN: TERM  3

WEEK 2: TUESDAY: PHONEMIC AWARENESS & PHONICS (5 MINUTES)

SOUND /b/

FLASHCARDS bit, bat, bed, back
sob, mob

ACTIVITY INTRODUCE NEW SOUND
1. Say the sound and hold up the flashcard: /b/
2. Say the sound and instruct learners to repeat the sound x 3. 
3. Discuss how the sound for /b/ is the same in English and home 

language. 
4. Tell learners to try to find this letter written somewhere on the 

walls. 
5. Ask learners: Can you think of words that begin with /b/?
6. Brainstorm words with learners, like: boy, box, bed, bun
7. Ask learners: Can you think of words that end in /b/?
8. Brainstorm words with learners, like: bib, web, sob

INTRODUCE NEW WORDS
1. Say each word loudly and clearly as you show the flashcard: bit, 

bat, bed, back, sob, mob 
2. Show the words that start with /b/ to learners, as you say the 

words. 
3. Show the words that end with /b/ to learners, as you say the 

words.
4. Ask learners to repeat the words after you. 
5. Stick up the words on the Phonics Display Board.

bit sob

bat mob

bed

back

W
E

E
K

 2
  -  T

U
E

S
D

A
Y

100



GRADE 1 ENGLISH FIRST ADDITIONAL LANGUAGE

ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY
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WEEK 2: WEDNESDAY: DAILY ACTIVITIES (15 MINUTES)

GREETING Greet the learners in English.

SONG / RHYME
(Repeat the 
action rhyme by 
substituting a 
different place 
in town, like: 
bakery, museum, 
pharmacy, 
supermarket, 
clinic, station, 
bank, hospital, 
etc.)

Lyrics Actions

Turn left, turn right               Turn body to face left, then turn to 
face right

Go up, go down                 Stand up then squat down

Turn left, turn right
             

Turn body to face left, then turn to 
face right

Come see our town             Beckon to someone to come

Turn left, turn right               Turn body to face left, then turn to 
face right

Go up, go down                   Stand up then squat down

Turn left, turn right              Turn body to face left, then turn to 
face right

To the library in town! --

THEME 
VOCABULARY

warn, warning, passage, between

QUESTION OF THE DAY

Question Explain that in the story, Lesego takes the passages in between houses 
to get to the shop. She knows she is not supposed to do that, but she is 
in a hurry! Her mother warned her that she must not go in the passages, 
but she does it anyway! 
Ask learners: Have you ever run in the passages between houses?

Graph 2 COLUMN GRAPH

Options yes / no 

Follow up questions

Question How many learners have run in the passages?

Answer __ learners have run in the passages.

Question How many learners have never run in the passages?

Answer __ learners have never run in the passages.

Question Have more learners run in the passages or not?

Answer More learners have / have never run in the passages.
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Question Have fewer learners run in the passages or not?

Answer Fewer learners have / have never run in the passages.

Question Have you ever run in the passages between houses?

Answer Yes I have run in passages between houses.

Answer No I have not run in passages between houses.

EXPLAIN Explain that this might be the first time we are hearing this warning! 
It is important that we try to always stay in safe places. The passages 
between houses are one place we should try to avoid (not go)!

SIGHT WORD OF THE DAY

NEW shop

REVISE together, friend

WEEK 2: WEDNESDAY: SHARED READING (15 MINUTES)

TITLE Stay safe Lesego!  

ACTIVITY STORY ILLUSTRATION 

PURPOSE To give learners a chance to summarise and reflect on the text.

INSTRUCTIONS

Modelling:
1. Explain that today, learners will draw a picture of something important that happens in 

the story. 
2. Use modelling to think before you write.
3. Use modelling to summarise the story, like: Lesego runs in the passages, even though 

her mother told her not to!   
4. Use modelling to draw a picture of your summary. 
5. Use modelling to add a label to your drawing, like: passage.

Oral Instructions:
1. Tell learners they must think about something important that happens in the story. 
2. If needed, support learners by showing the pictures in the Big Book. 
3. Remind learners that we think before we write. 
4. Instruct learners to turn and talk and share their ideas with a partner.   
5. Call on 2-3 learners to tell you their summary of the story (learners can point to a picture 

that shows something important happening if they cannot yet use oral language.) 
6. Explain that learners can try to add a label, like: Lesego, passage, warning.
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LESSON PLAN: TERM  3

Writing:
1. Hand out learner books.
2. As learners write, walk around the room and complete mini conferences.
3. Ask learners to tell you about their drawings. 
4. Help learners to add a label.
5. Encourage learners!

Turn and Talk:
1. When there are 2-3 minutes left, instruct learners to put their pencils down.
2. Instruct learners to turn and talk with a partner about their drawings. 

Hang up learner drawings at LEARNER EYE-LEVEL around the room. This helps learners have 
conversations about the story.
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GRADE 1 ENGLISH FIRST ADDITIONAL LANGUAGE

WEEK 2: WEDNESDAY:  PHONEMIC AWARENESS & PHONICS (5 MINUTES)

SOUND /ck/ /b/ 

ACTIVITY DIFFERENTIATING NEW SOUNDS
1. Remind learners that we have learned the sounds /ck/ and /b/
2. Tell learners to listen carefully.
3. Explain that you will say one sound. 
4. Learners must decide if it is /ck/ or /b/
5. If learners think you said /ck/, they must hold up 1 finger.
6. If learners think you said /b/, they must hold up 2 fingers.  
7. Instruct learners to close their eyes.
8. Say one sound (either /ck/ or /b/). 
9. Instruct learners to hold up 1 or 2 fingers. 

10. Look around the room to see which learners correctly identified 
the sounds, and which learners are struggling.

11. Instruct learners to open their eyes. 
12. Tell learners which sound you said, and show the flashcard. 
13. Repeat this as many times as possible. 

ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY
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WEEK 2: THURSDAY: DAILY ACTIVITIES (15 MINUTES)

GREETING Greet the learners in English.

SONG / RHYME
(Repeat the 
action rhyme by 
substituting a 
different place 
in town like: 
bakery, museum, 
pharmacy, 
supermarket, 
clinic, station, 
bank, hospital, 
etc.)

Lyrics Actions

Turn left, turn right               Turn body to face left, then turn to 
face right

Go up, go down                 Stand up then squat down

Turn left, turn right
             

Turn body to face left, then turn to 
face right

Come see our town             Beckon to someone to come

Turn left, turn right               Turn body to face left, then turn to 
face right

Go up, go down                   Stand up then squat down

Turn left, turn right              Turn body to face left, then turn to 
face right

To the library in town! --

THEME 
VOCABULARY

dark, night, light, day

QUESTION OF THE DAY

Question Do you think Lesego will be safe if she gets home before dark? 

Graph 2 COLUMN GRAPH

Options yes / no 

Follow-up questions

Question How many learners think Lesego will be safe?

Answer __ learners think Lesego will be safe.

Question How many learners think Lesego will not be safe?

Answer __ learners think Lesego will not be safe.

Question Do more learners think Lesego will be safe or not?

Answer More learners think Lesego will / will not be safe.

Question Do fewer learners think Lesego will be safe or not?

Answer Fewer learners think Lesego will / will not be safe.
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GRADE 1 ENGLISH FIRST ADDITIONAL LANGUAGE

Question Do you think Lesego will be safe if she gets home before dark?

Answer Yes, I think she will be safe.

Answer No, I don’t think she will be safe.

EXPLAIN Explain that in the story, Lesego is safe. But she did some unsafe 
things in the story. She went to the shops alone, even though she 
was supposed to stay with her sister. She went near the she been 
even though her mother warned her not to. And, she ran through the 
passages to get home quickly! She gets home just before dark, but she 
still has done many unsafe things! 

SIGHT WORD OF THE DAY

NEW sister

REVISE together, friend, shop

WEEK 2: THURSDAY: SHARED READING (15 MINUTES)

TITLE Stay safe Lesego!

ACTIVITY SECOND READ

COMPREHENSION 
STRATEGY

I wonder…
Make inferences

PURPOSE By modelling how to think/wonder about a text, we teach learners two 
things. Firstly, we teach learners that good readers do not just read the 
words, they always think about what they are reading. Secondly, we 
show learners the kinds of thoughts that we have about a text. By doing 
this, we show learners how to think creatively and critically about a text. 
In time, learners will start to do this for themselves.
Making inferences is a key thinking and comprehension skill. Learners 
need to work out parts of a story by making inferences. Teach learners 
that sometimes the details of a story are not written down – the reader 
must make a good guess.  

Story Think aloud: Second Read

Early one Saturday morning, Lesego’s 
mother went to visit a friend. She hugged 
Lesego and Mapule goodbye. ‘Be safe. 
Remember, you must stay together all day. 
If you go to the shops, you must walk along 
the street – not in the passages between 
the houses! And you must not go near the 
shebeen!’ 

--
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Later that afternoon, Ntate Thapelo, 
Lesego’s neighbour, called her over. He held 
out some money. ‘Please go to the shop 
behind the shebeen and buy some meat and 
pap for me,’ he said, ‘you can buy yourself 
sweets along the way.’

--

Lesego thought about calling Mapule to 
come with her. But, she didn’t want to share 
the money for sweets with her sister! 

I can infer that Lesego must really want 
sweets!   

It was getting late but Lesego thought that 
maybe if she went very quickly, she would 
get home before her mother. Then, her 
mother would never know. Lesego took the 
money from Ntate. ‘I have phoned the shop. 
My food will be ready when you get there!’ 
Ntate Thapelo said, smiling. 

Lesego is only worried about her mother 
finding out that she broke the rules. She is 
not thinking about being unsafe!

Lesego stuffed the money in her pocket and 
began to run to the shop. Lesego’s mother 
had warned her that she must always stay 
on the road when she went to the shops. 
But it was much faster to take the passages 
to the shops! She thought that if she took 
the passages, she would get home before 
her mother. Then, her mother would never 
know. 

Lesego is only worried about her mother 
getting angry. I can infer that she doesn’t 
think anything bad could happen to her.

When Lesego finally saw the shebeen, she 
ran through a small passage to get to the 
shop. She went to the counter. ‘I’m here to 
pick up for Ntate Thapelo,’ she said, handing 
over the money. 

--

When Lesego turned around to leave, three 
men were standing in the narrow passage. 
They stared at her. She felt scared.  ‘I think 
I know why mom told me never to come to 
the shebeen,’ she thought. 

Lesego feels scared. She must see that 
something bad really could happen near the 
shebeen.

Lesego used the change to buy herself 
sweets from the tuck shop. It would become 
dark soon. 

--
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GRADE 1 ENGLISH FIRST ADDITIONAL LANGUAGE

She ran through the passages, trying to get 
home before dark and before her mother 
got home. As she ran, a young man called to 
her, ‘Come girl! Come talk to me!’ he said. 
Lesego felt very scared. 
‘I think I know why mom told me not to walk 
through the passages,’ she thought, running 
faster. 

Lesego feels very scared. She must see that 
something bad really could happen in the 
passages!

When she finally got home, Ntate Thapelo 
was waiting. ‘Is my mother home yet? Did 
you see her?’ Lesego asked nervously. 
‘No, I haven’t seen her yet,’ Ntate said. 
Lesego breathed a sigh of relief.

I can infer that Lesego is happy her mother 
will not know she broke the rules!

As Lesego sat on her stoep eating her 
sweets, she made a decision. She decided on 
her own that she would never go to the near 
the shebeen or run in the passages again. 

Even though Lesego’s mother will not 
know, Lesego decides she will not break 
the rules again. I can infer that Lesego now 
understands why her mother gave her those 
warnings!

Follow up questions Possible responses

Where did Lesego buy sweets for herself? She bought sweets at the tuck shop.

What did Lesego decide at the end of the 
story?

She decided that she would never go near the 
shebeen or run in the passages again.

Why question Possible responses 

Why did Lesego decide that she would never 
go to the near the shebeen or run in the 
passages again? 

• Because she felt very scared when she 
was near the shebeen.

• Because she felt very scared when she 
was in the passages running home.

• Because she sees that something bad 
really could happen to her!
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WEEK 2: THURSDAY: WRITING (15 MINUTES)

WRITING FRAME I feel safe…

Modelling:
1. Explain that today, learners will draw about a place they feel safe.
2. Read the writing frame to learners. 
3. Use modelling to show learners that you think before you write.
4. Tell learners your idea, like: I feel safe at my granny’s house!    
5. Use modelling to draw a picture of yourself at your granny’s house.
6. Use resources to add a label, like: me, home
7. Explain which words you will write. Draw a line for each word.
8. Use modelling to write your sentence, like: I feel safe at my granny’s house.
9. Use resources, like theme vocabulary words. 

10. Erase your example from the board. Explain this was just an example, but learners 
must write their own ideas. 

Oral Instructions:
1. Ask learners: Where do you feel safe? 
2. Instruct learners to think before they write. 
3. Instruct learners to turn and talk and share their idea with a partner. 
4. Call on 2-3 learners to tell you about their idea, like: I feel safe…
5. Explain that learners will now draw and write their own ideas!

Writing:
1. Hand out learner books. 
2. As learners are writing, walk around the room and complete mini conferences.
3. Ask learners to tell you about their drawing. 
4. Ask learners to read their writing to you.
5. Help learners use resources to add a label and complete the writing frame. 
6. Encourage learners.

Turn and Talk:
1. When there are 2-3 minutes left, instruct learners to put their pencils down.
2. Instruct learners to turn and talk with a partner about their writing. 

Hang up learner drawings at LEARNER EYE-LEVEL around the room. This helps learners have 
conversations with their new vocabulary! 
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WEEK 2: FRIDAY: DAILY ACTIVITIES (15 MINUTES)

GREETING Greet the learners in English.

SONG / RHYME
(Repeat the 
action rhyme by 
substituting a 
different place 
in town, like: 
bakery, museum, 
pharmacy, 
supermarket, 
clinic, station, 
bank, hospital, 
etc.)

Lyrics Actions

Turn left, turn right Turn body to face left, then turn to 
face right

Go up, go down                 Stand up then squat down

Turn left, turn right            Turn body to face left, then turn to 
face right

Come see our town             Beckon to someone to come

Turn left, turn right Turn body to face left, then turn to 
face right

Go up, go down                   Stand up then squat down

Turn left, turn right Turn body to face left, then turn to 
face right

To the library in town! --

THEME 
VOCABULARY

worried, fast, faster, run

QUESTION OF THE DAY

Question Explain that in the story, Lesego gets home before her mother. Her 
mother doesn’t know that she did so many unsafe things!
Ask learners: How would Lesego’s mother feel if she knew what Lesego 
did?

Graph 3 COLUMN GRAPH

Options worried / angry / scared

Follow-up questions

Question How many learners think Lesego’s mother would feel worried?

Answer __ learners think Lesego’s mother would feel worried.

Question How many learners think Lesego’s mother would feel angry?

Answer __ learners think Lesego’s mother would feel angry.

Question How many learners think Lesego’s mother would feel scared?

Answer __ learners think Lesego’s mother would feel scared.

Question How do most learners think Lesego’s mother would feel?
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GRADE 1 ENGLISH FIRST ADDITIONAL LANGUAGE

Answer Most learners think Lesego’s mother would feel __.

Question How do fewest learners think Lesego’s mother would feel?

Answer Fewest learners think Lesego’s mother would feel __.

Question How do you think Lesego’s mother would feel is she knew what Lesego 
did?

Answer I think she would feel worried.

Answer I think she would feel angry.

Answer I think she would feel scared.

SENTENCE OF THE WEEK

REVISE together, friend, shop, sister, I, walk, to, the with, my, and 

READ I walk to the shop together with my friend and my sister. 

WEEK 2: FRIDAY: SHARED READING (15 MINUTES)

TITLE Stay safe Lesego  

ACTIVITY RECOUNT THE STORY 

PURPOSE Recounting helps young learners to get used to sharing their own 
opinions, as they must choose the part of the story that they liked best. 
It also shows if the child understood the story or not.

INSTRUCTIONS

1. Explain that today, learners will give a recount of one thing they liked in the story. This 
means they will say one thing they liked. 

2. Use modelling to show learners how to give a short recount of the story, like: I liked how 
Lesego decided she must listen to her mother!

3. Hold up the pictures. Instruct learners to look at the pictures and think about what 
happened. 

4. Instruct learners to think about 1-2 things they liked about the story. 
5. Instruct learners to turn and talk and share their recount with a partner.
6. Ask 2-3 learners to share their ideas with the class. Help the learners form a short 

sentence. 
7. Explain and correct any common problems.
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WEEK 2: FRIDAY: PHONEMIC AWARENESS & PHONICS (5 MINUTES)

SOUND /b/

ACTIVITY SEGMENTING AND BLENDING (I DO)
1. Say the word: bed
2. Segment the word into the individual sounds: /b/ - /e/ - /d/  
3. Say the beginning sound of the word: /b/
4. Say the middle sound of the word: /e/
5. Say the end sound of the word: /d/ 
6. Write the word on the board: bed
7. Model pointing and blending the sounds to make a word:           

/b/ - /e/ - /d/  = bed
8. If you have time, repeat this with the word: back

SEGMENTING AND BLENDING (WE DO)
1. Say the word: mob
2. Ask learners: What is the first sound in the word? /m/
3. Ask learners: What is the middle sound in the word? /o/
4. Ask learners: What is the last sound in the word? /b/
5. Ask learners to segment the word into each individual sound:  

/m/ - /o/ - /b/
6. Write the word: mob
7. Instruct learners to blend the sounds in the word with you:       

/m/ - /o/ - /b/ = mob
8. If you have time, repeat this with the word: sob

SEGMENTING AND BLENDING (YOU DO)
1. Instruct learners to take out their exercise books.
2. Instruct learners to write the heading: b words
3. Instruct learners to write the numbers 1-4.
4. Make sure the flashcard words are covered. Learners must not 

copy the words from the board.
5. Say each of the following words. Instruct learners to write the 

word in their books. 

bat mob bit sob

6. Uncover the Phonics Display Board. Instruct learners to check 
their words.

7. Instruct learners to practise reading the phonic words for 
homework.
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ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY

\

WEEK 2: FRIDAY: END OF WEEK LEARNING REVIEW

Note: There is no formal time allocated for this activity. Please try to fit it in to your classroom 
routine at the end of each week.

1. Settle learners on the carpet at the end of the day.
2. Conduct the weekly language review session. You may choose to combine HL and FAL 

learning in this review.
3. Remember to allow learners to ‘Turn and Talk’ and discuss their answers with a partner. 

Then, select a few learners to share their answers with the class. 
4. Use the following prompting questions to guide the language part of your discussion:

a. What was our language theme for the week?
b. Which stories did we read together? 
c. What were your favourite new words of the week? 
d. What did you learn from the stories we read? 
e. What did we write about this week? 
f. How did your own writing improve this week? 
g. How did your own reading improve this week? 
h. What are you most proud of this week? 

5. Finally, tell learners to think about two things that they are going to tell their families 
about what they learnt or how they improved at school this week. 

Please note: This process of self-review and reflection is a critically important part of learning. 
Please do not skip this weekly activity.
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2WEEK
THEME:
Community

GRADE 2 - TERM 3

‘Without a sense of caring, there can be no sense of community.’

— Anthony D’Angelo
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WEEK 2: CLASSROOM PREPARATION 

1. At the start of each week, ensure that your classroom is neat and tidy.
2. Update your DISPLAY BOARDS, by removing items that are no longer relevant, and 

storing them carefully. 
3. Then, prepare the flashcard words and theme word illustrations that you will need. 
4. Find and prepare items for your theme wall and table that will be of interest to learners, 

for instance: pictures of different groups in your community, like the tribal council, or a 
women’s group. 

5. Do some research on the internet to prepare for the theme. For example: find out some 
different or interesting projects done by communities.

6. Make sure all learner exercise books and DBE Workbooks are marked, and neatly packed 
where they belong.

7. Make sure all your big books, graded readers and classroom library books are in good 
order. 

8. Adjust your group guided reading groups if necessary. 
9. Plan your informal and formal assessment activities for the week. 

EXTENSION ACTIVITIES

These activities can be used as independent work for learners who finish their work early 
OR while you are giving assessments to learners.

Activity 1 DBE Workbook 2: Let’s do, page 5 & 7

Activity 2 DBE Workbook 2: Let’s sing, page 6

Activity 3 DBE Workbook 2: Let’s write, page 5 & 7

Activity 4 Free Writing: All about my community… Learners write about their 
community. They can write about the people and places in their 
community.  
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TERM 3: WEEK 2

OVERVIEW

THEME Community

THEME 
VOCABULARY

town, city, village, community, place, school, church, shop, helpful, 
teacher, farmer, herder, soup, ingredient, slaughter, stir, trick, villagers, 
plan, thin, sneaky, clever, rich, poor

SIGHT WORDS famous, share, tasty, bowl, more

PHONICS /-sh/ - dish, fish, wish, bash, mash, rash, crash, trash

WRITING FRAME Tuesday Thursday

I want to make stone soup with…
I would bring…

One time in my community…
I felt…

TERM 3: WEEK 2

INTRODUCE THE THEME

PICTURE Picture from the Big Book Story Granny’s Stone Soup

SHOW Show learners the picture of when the teacher says: ‘You have shown us 
that sharing makes us all richer.’   

SAY • Remind learners that we are learning about community. 
• Read the line to learners: ‘You have shown us that sharing makes 

us all richer.’   
• Ask learners: How does sharing make us richer?
• Discuss this statement with learners. Explain that sharing is good 

for everyone! When a community shares and helps each other, it 
is a positive and happy thing. 

• Explain that this week, we will continue to think about 
community.    
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WEEK 2: MONDAY: DAILY ACTIVITIES (15 minutes)

GREETING Greet the learners in English.

SONG / RHYME Lyrics Actions

I will share my food with my 
brothers and my sisters

Hold out your hands

I will share my food with love Make a heart shape with your 
hands

I will share my food with my 
brothers and my sisters

Hold out your hands

In the name of God above Point to the sky and smile

THEME 
VOCABULARY

soup, ingredient, slaughter, stir

QUESTION OF THE DAY

Question Remind learners that in the story Stone soup, each person brings a 
different food to add to the soup. Instruct learners to pretend a stone 
soup is being made in their own community. 
Ask learners: What do you want to bring to put into the soup? 

Graph 3 COLUMN GRAPH

Options a carrot / an onion / a chicken

Follow-up questions

Question How many learners want to bring a carrot?

Answer __ learners want to bring a carrot.

Question How many learners want to bring an onion?

Answer __ learners want to bring an onion.

Question How many learners want to bring a chicken?

Answer __ learners want to bring a chicken

Question What do most learners want to bring?

Answer Most learners want to bring  __.

Question What do fewest learners want to bring?

Answer Fewest learners want to bring  __.
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Question What do you want to bring to put into the soup?

Answer I want to bring a carrot.

Answer I want to bring an onion.

Answer I want to bring a chicken.   

READING Practice reading the sight words for the week.

WEEK 2: MONDAY: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND /-sh/ 

FLASHCARDS dish, fish, wish
bash, mash, rash, crash, trash

ACTIVITY INTRODUCE THE SOUND AND WORDS 
1. Say the sound and hold up the flashcard /-sh/ for learners to see.
2. Say the sound and instruct learners to repeat the sound. Do this 

three times. 
3. Explain that when we see the letters s and h together in a word, 

we must not say the sounds separately. We must say one sound: 
/-sh/

4. Point out that last week, we used the /sh/ sound at the beginning 
of the word. This week, we are using the /sh/ sound at the end of 
words.

5. Say each word loudly and clearly as you show the flashcard: dish, 
fish, wish, bash, mash, rash, crash, trash

6. Ask learners to repeat each word after you.
7. Stick up the flashcards of the word families on the Phonics Display 

Board.

dish bash

fish mash

wish rash

crash

trash
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ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY

WEEK 2: MONDAY: GROUP GUIDED & INDEPENDENT READING (15 minutes)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 1

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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WEEK 2: TUESDAY: SHARED READING (15 minutes)

TITLE Granny’s Stone soup

ACTIVITY Second read

COMPREHENSION 
STRATEGY

Make evaluations

PURPOSE When we evaluate a text, we make a judgement about an aspect of 
the text. Making evaluations is a key thinking and comprehension skill. 
Learners must realise that they must always evaluate what they read, 
and be able to support or justify their evaluations. Remember that it 
takes confidence to share an evaluation, so it is important to encourage 
and praise learners as they start to make evaluations.

Story Think Aloud: Second Read

Tselane and her Granny were very hungry. 
Times were hard. The rain had not come. 
The maize did not grow, and the cattle were 
thin. No one in the village had any food to 
spare. Granny was worried. What could 
she do? Tselane’s skinny legs grew thinner 
every day, and she no longer ran around and 
played after school.

I make the evaluation that Granny loves 
Tselane, and wants to make a plan for her to 
eat!

Granny needed to think of a plan quickly! 
She sat in her rocking chair. Back and forth 
she rocked as she thought of a plan. ‘Aha,’ 
shouted Granny, ‘I have a plan! Tselane, it’s 
time to make my famous stone soup!

I make the evaluation that Tselane’s 
grandmother is clever. I think she can always 
make a plan, even when times are hard!

Tselane made a fire. Granny put a large 
pot filled with water on the fire. Tselane 
collected smooth stones from the dry 
ground. ‘These stones will make delicious 
soup!’ Tselane and Granny laughed happily! 
Granny added the stones to the water.

I make the evaluation that Tselane’s granny 
is so clever. She calls her soup ‘Stone soup’ so 
people will think it is a special soup.   

‘Run to the village and tell everyone about 
my delicious stone soup, Tselane!’ said 
Granny. Tselane ran to the village.

 --
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‘Granny is making her delicious stone soup!’ 
she told the villagers. 
‘Stone soup?’ said the teacher. ‘I don’t know 
about that.’
‘Granny is famous for her delicious stone 
soup,’ said Tselane.
‘Oh yes – I love that soup,’ said Granny’s 
friend. ‘I definitely need to have a bowl.’
‘Can I taste?’ asked the farmer.
‘It sounds delicious,’ said the herder.
‘It is,’ said Tselane.

I make the evaluation that Tselane is clever, 
like her grandmother. She has a plan to make 
all the villagers curious about Granny’s special 
soup.

Tselane thought for a moment. ‘But there 
isn’t enough to share,’ she said sadly. 
Everyone looked sad. They were hungry too.

--

‘I have an idea!’ said Tselane, ‘I am sure 
Granny will share her soup. But you must 
all bring a tasty ingredient to add to it. Then 
there will be enough for everyone!’ 
‘I can bring potatoes,’ said the teacher. 
‘Carrots will add flavour,’ said the farmer.
‘I have sweet onions we can add,’ said the 
herder.
‘I will slaughter my last chicken for the pot,’ 
said Granny’s friend. 
All the villagers rushed home to see what 
they could find to add to Granny’s special 
stone soup.

Tselane is playing a clever trick on the other 
villagers. I think the soup will taste delicious 
because of all of the ingredients from the 
villagers – not the stones in the soup! 

Steam drifted up from the pot. Granny 
stirred the water and added salt and spices. 
What a delicious smell! One by one the 
villagers brought their vegetables to add 
to Granny’s soup. As each villager added 
something to the soup it smelled even more 
delicious!

I make the evaluation that Granny’s stone 
soup is a clever way for granny to get some 
food when she really needs it!

The soup was ready at last. Everyone 
brought a bowl and sat around the fire to 
share the tasty stone soup. There was even 
enough for Tselane’s dog!

I make the evaluation that it is all of the 
ingredients from the villager that have made 
this into a real soup – not the stones!
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After the feast, Granny told a story, Tselane 
sang a song and everyone celebrated. It had 
been a long time since the village had sat 
down together to eat and talk. 
‘What a wonderful day we have had,’ said 
the farmer.
‘Thank you for the stone soup,’ said the 
herder.
‘You have shown us that sharing makes us all 
richer,’ said the teacher.

I make the evaluation that the neighbours 
love Granny’s stone soup! I don’t think they 
realise that Tselane and her granny have 
tricked them!

Tselane and Granny shared a secret smile. I make the evaluation that they are clever 
and sneaky, because they got to share in so 
many ingredients, even though they only had 
stones and salt to add!

Follow up questions Responses

Why was granny worried? Because she didn’t have enough food for her 
granddaughter!

Where was Granny when she decided to 
make stone soup?

She was sitting in her rocking chair.

How do the villagers feel after the feast? They feel happy / full. 

Why question Possible response 

Make an evaluation about Tselane and 
her granny. Do you think they are clever or 
sneaky people? 

I think they are…because…

W
E

E
K

 2
  -  T

U
E

S
D

A
Y

124



GRADE 2 ENGLISH FIRST ADDITIONAL LANGUAGE

WEEK 2: TUESDAY: WRITING (15 minutes)

WRITING FRAME I want to make stone soup with…
I would bring…

Modelling:
1. Explain that today, learners will think about the book we are reading: Stone soup. They 

will think about if their community made stone soup, like the characters in the story.  
2. Read the writing frame to learners.
3. Use modelling to show learners that you think before you write.
4. Tell learners some ideas you have for filling in the writing frame, like: If I made stone 

soup, I would want to make it with my mom, my grandmother, my neighbours Kgabo 
and Nobuntu. If we made stone soup, I would put in some rice. I love rice and I think 
the rice would taste delicious in our soup. I want to make stone soup with my mom, 
grandmother, and my neighbours. If we made stone soup, I would bring some rice. 

5. Use modelling to draw a picture of making stone soup.
6. Use modelling to add the label “me” next your picture and another label, like “soup”. 
7. Explain which words you will write. Draw a line for each word.
8. Use modelling to complete the writing frame: I want to make stone soup with my mom, 

Kgabo, and Nobuntu. Explain that when we write a list, we must put a comma between 
each word! I would bring rice!

9. Say words slowly like a tortoise and write the sounds you know. 
10. Use resources, like sight words. 
11. Erase your example from the board. Explain this was just an example, but learners 

must write their own ideas. 

Oral Instructions:
1. Ask learners: Who would you want to make stone soup with?
2. Explain that learners should come up with their own ideas – they should not copy your 

idea!
3. Instruct learners to think before they write. They must think about who they would like 

to make stone soup with.  
4. Call on 2-3 learners to tell you who they want to make stone soup with. They must say: I 

want to make stone soup with…
5. Ask learners: What would you bring to put into the soup?
6. Instruct learners to think before they write. They must think about what food they 

would add to the soup.
7. Instruct learners to turn and talk and share their ideas with a partner. 
8. Call on 2-3 learners to tell you what they would bring. They must say: If we made stone 

soup, I would bring…
9. Explain that learners will now use the writing frame to draw and write their own ideas!

Writing:
1. Hand out learner books. 
2. As learners are writing, walk around the room and complete mini conferences.
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3. Ask learners to read their writing.
4. Help learners complete the writing frame.
5. Help learners say words slowly like a tortoise and use resources.
6. Encourage learners.
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WEEK 2: TUESDAY: GROUP GUIDED & INDEPENDENT READING (15 minutes)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 2

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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WEEK 2: WEDNESDAY: DAILY ACTIVITIES (15 minutes)

GREETING Greet the learners in English.

SONG / RHYME Lyrics Actions

I will share my food with my 
brothers and my sisters

Hold out your hands

I will share my food with love Make a heart shape with your 
hands

I will share my food with my 
brothers and my sisters

Hold out your hands

In the name of God above Point to the sky and smile

THEME 
VOCABULARY

trick, villagers, plan, thin

QUESTION OF THE DAY

Question Explain to learners that in the story Granny’s Stone Soup, Tselane and 
her grandmother trick the other people in their community. They only 
have stones and some salt and spices to add to the soup – no vegetables 
or meat! They trick everyone into bringing one ingredient. In the 
end, the soup is delicious because everyone has brought and added 
something special. 
Ask learners: What do you think of Tselane and her grandmother’s 
trick?

Graph 3 COLUMN GRAPH

Options it is a mean trick / it is a funny trick / it is a helpful trick

Follow up questions

Question How many learners think it is mean?

Answer __ learners think it is mean.

Question How many learners think it is funny.

Answer __ learners think it is funny.

Question How many learners think it is helpful?

Answer __ learners think it is helpful.

Question What do most learners think of the trick?

Answer Most learners think it is a __ trick.
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Question What do fewest learners think of the trick?

Answer Fewest learners think it is a __ trick.

Question What do you think of Tselane and her grandmother’s trick?

Answer I think it is a mean trick.

Answer I think it is a funny trick.

Answer I think it is a helpful trick.

DISCUSS
Ask learners to explain why they have chosen the answer they have. 
Remember, there is no correct answer here! 

READING Practice reading the sight words for the week.

WEEK 2: WEDNESDAY: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND /-sh/

ACTIVITY SEGMENTING AND BLENDING (I DO)
1. Say the word dish
2. Segment the word into the individual sounds: /d/ - /i/ - /sh/
3. Say the beginning sound of the word: /d/
4. Say the middle sound of the word: /i/ 
5. Say the end sound of the word: /sh/ 
6. Write the word on the board: dish
7. Model pointing and blending the sounds to make a word:            

/d/ - /i/ - /sh/ = dish
8. Remind learners that in English, when s and h are together in a 

word they must be read together as one sound: /sh/
9. Repeat this with the word bash

SEGMENTING AND BLENDING (WE DO)
1. Say the word crash
2. Ask learners: What is the first sound in the word? /cr/
3. Ask learners: What is the middle sound in the word? /a/
4. Ask learners: What is the last sound in the word? /sh/
5. Ask learners to segment the word into each individual sound:        

/cr/ - /a/ - /sh/
6. Write the word: crash
7. Instruct learners to blend the sounds in the word with you:             

/cr/ - /a/ -/ /sh/ = crash
8. Repeat this with the word trash
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SEGMENTING AND BLENDING (YOU DO)
1. Instruct learners to take out their exercise books.
2. Instruct learners to write the heading: -sh words.
3. Instruct learners to write the numbers 1-8.
4. Make sure the flashcard words are covered. Learners must not 

copy the words from the board.
5. Say each of the following words. Instruct learners to write the 

word in their books. 

fish rash crash mash trash wish bash dish

6. Uncover the Phonics Display Board. Instruct learners to check 
their words against the flashcard words on the Phonics Display 
Board. 

7. Instruct learners to Practice reading the phonic words for 
homework.

ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY
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WEEK 2: WEDNESDAY: GROUP GUIDED & INDEPENDENT READING (15 minutes)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 3

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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WEEK 2: THURSDAY: SHARED READING (15 minutes)

TITLE Granny’s Stone Soup

ACTIVITY Dramatise / Act out the story

PURPOSE To give learners a chance to act out what is happening in the story

Getting ready:
• Choose a learner to be Tselane, Tselane’s grandmother, the teacher, the farmer, the 

herder, and grandmother’s friend. 
• If possible, bring: a pot, some stones, a carrot, an onion, a potato, and some salt to 

school for learners to use when the act out the story.

TEXT TEACHER DOES / SAYS LEARNERS DO

Tselane and her Granny 
were very hungry. Times 
were hard. The rain had 
not come. The maize did 
not grow, and the cattle 
were thin. No one in the 
village had any food to 
spare. Granny was worried. 
What could she do? 
Tselane’s skinny legs grew 
thinner every day, and she 
no longer ran around and 
played after school. 

Ask learners: What is 
happening here?

Learners summarise what is 
happening on the page.

Granny needed to think of 
a plan quickly! She sat in 
her rocking chair. Back and 
forth she rocked as she 
thought of a plan. ‘Aha,’ 
shouted Granny, ‘I have a 
plan! Tselane, it’s time to 
make my famous stone 
soup!’

Call the learners who are 
playing Granny and Tselane up 
to the front of the room.

Granny says: ‘Aha! I have 
a plan! Tselane, it’s time 
to make my famous stone 
soup!’
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Tselane made a fire. 
Granny put a large pot 
filled with water on the 
fire. Tselane collected 
smooth stones from 
the dry ground. ‘These 
stones will make delicious 
soup!’ Tselane and Granny 
laughed happily! Granny 
added the stones to the 
water.

Ask learners: What is 
happening here?
Help the learners follow all the 
steps on the page: 
Tselane makes a fire.
Granny puts a pot on the fire.
Tselane searches for the stones 
and gives them to Granny.
Granny puts the stones in the 
pot. 

Tselane pretends to make a 
fire.
Granny puts the pot on top 
of the fire. 
Tselane pretends to search 
for stones. 
Tselane says: ‘These stones 
will make delicious soup!’
Tselane and Granny laugh 
together.  
Granny puts the stones in 
the pot. 

‘Run to the village and 
tell everyone about my 
delicious stone soup, 
Tselane!’ said Granny. 
Tselane ran to the village.

-- Granny says: ‘Run to the 
village and tell everyone 
about my delicious stone 
soup, Tselane!’
Tselane pretends to run to 
the village. 

‘Granny is making her 
delicious stone soup!’ she 
told the villagers. 
‘Stone soup?’ said the 
teacher. ‘I don’t know 
about that.’
‘Granny is famous for her 
delicious stone soup,’ said 
Tselane.
‘Oh yes – I love that soup,’ 
said Granny’s friend. ‘I 
definitely need to have a 
bowl.’
‘Can I taste?’ asked the 
farmer.
‘It sounds delicious,’ said 
the herder.
‘It is,’ said Tselane.

Ask learners: Where is this part 
of the story happening?

Call the learners who are 
playing the teacher, the farmer, 
the herder, and Granny’s friend 
up to the front of the room. 

Instruct the Granny to sit for 
this part!

Learners explain that 
Tselane is in the village now. 

Tselane says: ‘Granny is 
making her delicious stone 
soup!’ 

Teacher says: ‘Stone soup? I 
don’t know about that.’

Tselane says: ‘Granny is 
famous for her delicious 
stone soup.’ 

Granny’s friend says: ‘Oh 
yes – I love that soup! I 
definitely need to have a 
bowl.’

Farmer says: ‘Can I taste?’ 

Herder says: ‘It sounds 
delicious.’

Tselane says: ‘It is!’
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Tselane thought for a 
moment. ‘But there isn’t 
enough to share,’ she said 
sadly. Everyone looked sad. 
They were hungry too. 

Ask learners: How do the 
villagers feel here? Why?

Learners summarise what is 
happening on the page.

Tselane says: ‘But there isn’t 
enough to share!’

Everyone else looks sad.

‘I have an idea!’ said 
Tselane, ‘I am sure Granny 
will share her soup. But 
you must all bring a tasty 
ingredient to add to it. 
Then there will be enough 
for everyone!’ 
‘I can bring potatoes,’ said 
the teacher. 

Tselane says: ‘I have an 
idea! I am sure Granny 
will share her soup. But 
you must all bring a tasty 
ingredient to add to it. Then 
there will be enough for 
everyone!’ 

Teacher says: ‘I can bring 
potatoes.’

‘Carrots will add flavour,’ 
said the farmer.
‘I have sweet onions we 
can add,’ said the herder.
‘I will slaughter my last 
chicken for the pot,’ said 
Granny’s friend. 
All the villagers rushed 
home to see what they 
could find to add to 
Granny’s special stone 
soup.

 -- Farmer says: ‘Carrots will 
add flavour!’

Herder says: ‘I have sweet 
onions we can add.’ 

Granny’s friend says: ‘I will 
slaughter my last chicken for 
the pot.’

All the villagers must 
pretend to run home! 

Steam drifted up from 
the pot. Granny stirred 
the water and added 
salt and spices. What a 
delicious smell! One by 
one the villagers brought 
their vegetables to add 
to Granny’s soup. As each 
villager added something 
to the soup it smelled even 
more delicious! 

Ask learners: Where is this part 
of the story happening?

Instruct the teacher, the 
farmer, the herder, and 
Granny’s friend to come one-
by-one. Each must add their 
ingredient into the pot!

Learners explain that this 
is happening at Tselane’s 
Granny’s house! 
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The soup was ready at last. 
Everyone brought a bowl 
and sat around the fire to 
share the tasty stone soup. 
There was even enough for 
Tselane’s dog!

Instruct all the learners to 
pretend they have a bowl and 
are sitting around the fire 
eating soup!

All the learners pretend to 
eat delicious stone soup!

After the feast, Granny 
told a story, Tselane sang 
a song and everyone 
celebrated. It had been a 
long time since the village 
had sat down together to 
eat and talk. 
‘What a wonderful day we 
have had,’ said the farmer.
‘Thank you for the stone 
soup,’ said the herder.
‘You have shown us that 
sharing makes us all richer,’ 
said the teacher.

-- Farmer says: ‘What a 
wonderful day we have 
had!’ 
Herder says: ‘Thank you for 
the stone soup!’ 
Teacher says: ‘You have 
shown us that sharing 
makes us all richer.’

Tselane and Granny shared 
a secret smile.

-- Tselane and Granny smile at 
each other. 
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WEEK 2: THURSDAY: WRITING (15 minutes)

WRITING FRAME One time in my community…
I felt…

Modelling:
1. Explain that in the book we read, the community makes stone soup. We will think about 

something we have done together with people in our own community.  
2. Read the new writing frame to learners.
3. Remind learners that they will continue with the same message as Tuesday. Remind 

learners that you were writing about if you were to make stone soup in your community.
4. Explain that today, learners will think about something they did with people in their own 

community.   
5. Use modelling to show learners that you think before you write.
6. Tell learners some ideas you have for filling in the writing frame, like: One time in my 

community we had a big celebration for the anniversary of our church. There was pap 
and meat for everyone. We sat together and ate. I felt so happy about the celebration! 

7. Use modelling to draw a new picture, like: yourself eating with other people in front of 
the church.

8. Explain which words you will write. Draw a line for each word.
9. Use modelling to complete the writing frame, like: One time in my community we ate 

all together at church. I felt so happy.
10. Say words slowly like a tortoise and write the sounds you know. 
11. Use resources, like sight words. 
12. Erase your example from the board. Explain this was just an example, but learners 

must write their own ideas. 

Oral Instructions:
1. Explain that on Tuesday, we thought about who we would like to make stone soup with, 

and what we would add. Today we will think about something we have really done with 
people in our own community. 

2. Explain that learners should come up with their own ideas – they should not copy your 
idea!

3. Ask learners: What is something you have done with people in your community?
4. Instruct learners to turn and talk and share their ideas with a partner. 
5. Call on 2-3 learners to tell you what they have done in their community. They must say: 

One time in my community…
6. Ask learners: How did you feel when you were with the people in your community?  
7. Instruct learners to think before they write. 
8. Instruct learners to turn and talk with a partner about how they felt.
9. Call on 2-3 learners to tell you how they felt. They must say: I felt…
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Writing:
1. Hand out learner books. 
2. Instruct learners to begin writing on the same page as Tuesday, so that they have one 

complete paragraph. 
3. As learners are writing, walk around the room and complete mini conferences.
4. Ask learners to read their writing.
5. Help learners complete the writing frame.
6. Help learners say words slowly like a tortoise and use resources.
7. Encourage learners. 

Turn and Talk:
1. When there are 2-3 minutes left, instruct learners to put their pencils away.
2. Instruct learners to turn and talk with a partner about their drawings. 

Hang up learner drawings at learner eye-level around the room. This helps learners have 
conversations using the theme vocabulary words. 
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WEEK 2: THURSDAY: GROUP GUIDED & INDEPENDENT READING (15 minutes)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 4

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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WEEK 2: FRIDAY: DAILY ACTIVITIES (15 minutes)

GREETING Greet the learners in English.

SONG / RHYME Lyrics Actions

I will share my food with my 
brothers and my sisters

Hold out your hands

I will share my food with love Make a heart shape with your 
hands

I will share my food with my 
brothers and my sisters

Hold out your hands

In the name of God above Point to the sky and smile

THEME 
VOCABULARY

sneaky, clever, rich, poor

QUESTION OF THE DAY

Question What do you think of Tselane and her grandmother?

Graph 2 COLUMN GRAPH

Options they are clever / they are sneaky

Follow up questions

Question How many learners think they are clever?

Answer __ learners think they are clever.

Question How many learners think they are sneaky?

Answer __ learners think they are sneaky.

Question What do more learners think of Tselane and her grandmother?

Answer More learners think __.

Question What do fewer learners think of Tselane and her grandmother?

Answer Fewer learners think __.

Question What do you think of Tselane and her grandmother?

Answer I think they are clever.

Answer I think they are sneaky.

READING Practice reading the sight words for the week.
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WEEK 2: FRIDAY: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND /-sh/

WORDS dish, fish, wish
bash, mash, rash, crash, trash

ACTIVITY BEGINNING SOUND 
1. Model isolating the beginning sound for learners. Say: 

• /d/ − ish (dish)
• /f/ − ish  (fish)

2. Say two words: rash, crash
• Ask learners: Which word begins with the /cr/ sound? (crash)

3. Say two words: dish, wish
• Ask learners: Which word begins with the /w/ sound? (wish)

4. Say two words: trash, mash
• Ask learners: Which word begins with the /tr/ sound? (trash)

LETTER SWAP
1. Say the word: bash
2. Ask learners: What is the beginning sound? /b/
3. Ask learners: If I take away the /b/ and add /cr/ what word does 

that make? 
4. Help learners to hear that the word is: cr – a – sh = crash
5. Write: bash
6. Read the word: b – a – sh = bash
7. Erase: ‘b’
8. Write: ‘cr’
9. Read the new word: cr – a – sh = crash

10. Ask learners: What other words can you think of that end with 
‘-ash’

11. Let learners brainstorm words. (smash, lash, etc.)

INFORMAL ASSESSMENT
1. Instruct learners to take out their exercise books.
2. Instruct learners to write the heading: sh words
3. Instruct learners to write numbers from 1-8.
4. Make sure the flashcard words are covered on the display board. 

Learners must not copy the words.
5. Say each of the following words. Instruct learners to write the 

words in their book.

fish wish dish trash crash rash mash bash

6. Use the results to informally assess learners’ progress. Identify 
learners who need extra support. 
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ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY

WEEK 2: FRIDAY: GROUP GUIDED & INDEPENDENT READING (15 minutes)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 5

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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WEEK 2: FRIDAY: END OF WEEK LEARNING REVIEW

Note: There is no formal time allocated for this activity. Please try to fit it in to your classroom 
routine at the end of each week.

1. Settle learners on the carpet at the end of the day.

2. Conduct the weekly language review session. You may choose to combine HL and FAL 
learning in this review.

3. Remember to allow learners to ‘Turn and Talk’ and discuss their answers with a partner. 
Then, select a few learners to share their answers with the class. 

4. Use the following prompting questions to guide the language part of your discussion:

a. What was our language theme for the week?

b. Which stories did we read together? 

c. What were your favourite new words of the week? 

d. What did you learn from the stories we read? 

e. What did we write about this week? 

f. How did your own writing improve this week? 

g. How did your own reading improve this week? 

h. What are you most proud of this week? 

5. Finally, tell learners to think about two things that they are going to tell their families 
about what they learnt or how they improved at school this week. 

Please note: This process of self-review and reflection is a critically important part of learning. 
Please do not skip this weekly activity.
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2WEEK
THEME:
compassion

GRADE 3 - TERM 3

‘We are all different. Don’t judge, understand instead.’

- Roy T. Bennett
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WEEK 2: CLASSROOM PREPARATION 

1. At the start of each week, ensure that your classroom is neat and tidy.
2. Update your DISPLAY BOARDS, by removing items that are no longer relevant, and 

storing them carefully. 
3. Then, prepare the flashcard words and theme word illustrations that you will need. 
4. Find and prepare items for your theme wall and table that will be of interest to learners, 

for instance: notes that the learners write to someone, showing compasion. 
5. Do some research on the internet to prepare for the theme. For example: find out about 

different acts of compassion that can be shown to disabled people.
6. Make sure all learner exercise books and DBE Workbooks are marked, and neatly packed 

where they belong.
7. Make sure all your big books, graded readers and classroom library books are in good 

order. 
8. Adjust your group guided reading groups if necessary. 
9. Plan your informal and formal assessment activities for the week. 

EXTENSION ACTIVITIES

These activities can be used as independent work for learners who finish their work early 
OR while you are giving assessments to learners.

Activity 1 DBE Workbook 2: Let’s write, page 7 & 8

Activity 2 DBE Workbook 2: Word work, page 8

Activity 3 DBE Workbook 2: Let’s write, page 9

Activity 4 DBE Workbook 2: Let’s read, page 10
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TERM 1: WEEK 2

OVERVIEW

THEME Compassion

THEME 
VOCABULARY

compassion, friend, shy, friendly, include, exclude, lonely, alone, fit in, 
strange, thoughtful, compassionate, invite, thankful, included, excluded, 
sibling, stranger, classmate, treat, want, need, deserve, decide

SIGHT WORDS strange, know, alone, proud, again

PHONICS /ow/ - show, slow, slowest, grow, elbow, borrow, pillow, follow

WRITING FRAME Topic: Edit, publish and share a paragraph about a time you showed 
compassion for another person.       

Tuesday Thursday

Edit Publish and share

TERM 3: WEEK 2

INTRODUCE THE THEME

PICTURE Picture from the Big Book story Khumo makes a new friend

SHOW Show learners the picture of Khumo in bed, thinking about what to do 

SAY • Remind learners that we have been talking about compassion. 
• Ask learners: What is happening in this picture?
• Discuss the picture with learners. Explain that Khumo is lying in 

bed trying to decide if he should listen to Mr Ngoma and include 
Thomas. Khumo remember how he felt when he didn’t have 
friends and had to sit alone. He makes a connection with Thomas. 
This helps him make a compassionate decision! 

• Explain that this week, we will continue to think about 
compassion, and thinking about how other people feel.  

TEACH Teach learners the sight words for the week. Explain that learners will 
see these words in their independent reading.

1. Learners copy down the sight words into their books.
2. Learners Practice reading the sight words at home.
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WEEK 2: MONDAY: DAILY ACTIVITIES (10 MINUTES)

GREETING Greet the learners in English.

SONG / RHYME Lyrics Actions

We are all different Open your arms out wide

Not the same you and I Point to your friend, point to 
yourself

Some people are friendly -

And others are shy Hug yourself tightly

Let’s all be caring Wave your index finger

Let’s all be kind Point to everyone around you

And if we’re lucky Touch your friend on the 
shoulder

New friends we may find! -

THEME 
VOCABULARY

invite, thankful, included, excluded

QUESTION OF THE DAY

Question How do you think Thomas feels when Khumo invites him to play?

Graph 3 COLUMN GRAPH

Options thankful / happy / included

Follow-up questions

Question How many learners think he feels thankful?

Answer __ learners think he feels thankful.

Question How many learners think he feels happy?

Answer __ learners think he feels happy.

Question How many learners think he feels included?

Answer __ learners think he feels included.

Question How do most learners think he feels?

Answer Most learners think he feels __.

Question How do fewest learners think he feels?

Answer Fewest learners think he feels __.
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Question How do you think Thomas feels when Khumo invites him to play?

Answer I think he feels thankful.

Answer I think he feels happy.

Answer I think he feels included.

READING Practice reading the sight words for the week.

WEEK 2: MONDAY: PHONEMIC AWARENESS & PHONICS (5 MINUTES)

SOUND /ow/ - (long o)

FLASHCARDS show, slow, slowest, grow, elbow, borrow, pillow, follow

ACTIVITY INTRODUCE THE SOUND AND WORDS 
1. Say the sound and hold up the flashcard /ow/ for learners to see.
2. Say the sound and instruct learners to repeat the sound. Do this 

three times. 
3. Explain that when we see the letters o and w together in a word, 

we must not say the sounds separately. We must say one sound:   
/ow/ - (long o)

4. Show each flashcard and help learners break the word up into 
individual sounds:
/sh/ - /ow/
/sl/ - /ow/
/sl/ - /ow/ - /est/
/gr/ - /ow/
/el/ - /b/ - /ow/
/b/ - /o/ - /rr/ - /ow/
/p/ - /i/ - /ll/ - /ow/
/f/ - /o/ - /ll/ - /ow/

5. Ask learners to repeat each word after you. 
6. Stick up the flashcards on the Phonics Display Board.
7. Call on a different learner to read each of the phonic words:

show elbow

slow borrow

slowest pillow

grow follow
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ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY

WEEK 2: MONDAY: GROUP GUIDED & INDEPENDENT READING (15 MINUTES)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 1

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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WEEK 2: TUESDAY: SHARED READING (15 MINUTES)

TITLE Khumo makes a new friend

ACTIVITY Second read

COMPREHENSION 
STRATEGY

Make connections

PURPOSE Making connections helps learners think critically about the feelings and 
experiences of characters in the text. Learners connect the story to their 
own lives, and realise that stories are about experiences of people in 
the real world!

Story Think Aloud (Second Read)

Khumo did everything with Bonga and 
Bantu. They always sat under the same 
tree together to eat their lunch. They 
always kicked their soccer ball back and 
forth on the same part of the field. 

--

One day when the bell rang for break, 
Mr Ngoma called Khumo to stay in the 
classroom. Khumo looked at Bonga and 
Bantu. The looked back at him. ‘I’ll meet you 
outside,’ Khumo said. 

Look at Khumo! He looks worried. I can make 
a connection! Sometimes, when the principal 
calls me for a meeting, I feel worried that I 
have done something wrong!

‘Khumo, I have called you to talk about 
one of your classmates,’ Mr Ngoma said. 
‘I have noticed that Thomas is quite shy. I 
see that he always sits alone at break. I am 
hoping that you might include him with 
your friends.’ 

Khumo didn’t know what to say. He 
wanted to tell Mr Ngoma that Thomas was 
quiet and strange, and that his friends did 
not want to play with Thomas. But Khumo 
didn’t say anything. 

Khumo must feel unsure about what to do. 
He must be worried about what will happen if 
he says no to his teacher. But, he must also be 
worried about what his friends will say about 
including Thomas. I can make a connection! 
My friend and my sister both invited me to 
come for dinner on Saturday. I didn’t know 
who to say no to, because I didn’t want to 
disappoint either of them!

When Khumo went outside, Bonga and 
Bantu were already sitting in their usual 
spot. ‘Are you in trouble?’ Bantu asked.
‘No – Mr Ngoma found my pencil on the 
floor,’ Khumo lied. He didn’t feel like telling 
them about what Mr Ngoma said. Not 
until he had thought it through, at least.  

-- 
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That night Khumo complained to his mother. 
‘Ugh! Mr Ngoma asked me to be friends 
with that strange boy, Thomas,’ Khumo 
moaned. ‘He doesn’t have any friends and 
he doesn’t even talk to anyone. I don’t know 
why he asked me to play with him?’

Khumo’s mother looked at him thoughtfully. 
‘Well you don’t have to. Mr Ngoma only 
asked you. There isn’t really anything Mr 
Ngoma can do to make you if you don’t want 
to,’ she said seriously. 
That made Khumo feel better. ‘I don’t have 
to play with that strange kid,’ he thought.  

-- 

But as Khumo lay in bed that night, he 
thought about when he first started 
school, before he knew Bonga and Bantu. 
He thought about those few weeks, 
when he sat alone during break, hoping 
someone would want to sit with him. 
‘Maybe I don’t have to,’ Khumo thought, 
‘but I want to.’ 

Khumo remembers how lonely he felt when 
he didn’t have friends to sit with at break. He 
makes a connection to Thomas. He realizes 
that Thomas must feel lonely, just like he felt. 
He knows how sad that feels. I think that is 
why Khumo decides to play with Thomas.

The next day, Khumo sat with Bantu and 
Bonga. He watched Thomas sit by himself. ‘I 
think we should see if Thomas wants to sit 
with us,’ Khumo said.
‘Thomas? Why do you want to include him?’ 
asked Bantu, laughing.
‘Yeah, he doesn’t even seem fun!’ said 
Bonga.
‘I think he seems okay,’ Khumo said. ‘And I 
feel sorry for him. None of us would like to 
sit alone at break. Plus, if we have a fourth 
friend we can play teams.’
‘Okay, fine,’ Bantu and Bonga agreed.

I think Khumo must feel happy when he sees 
Thomas smile. 
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Khumo went over to Thomas. ‘Hey! Do you 
want to come and sit with us?’ 
Thomas looked around. ‘Me?’ he asked. 
‘Yes, you. Do you want to come sit with 
us?’ 
A smile came across Thomas’s face. ‘Okay,’ 
he said.

Khumo must feel proud that he has done 
something kind, and has made another 
person feel happy!  I can make a connection! 
One time, I offered my seat on the bus to an 
older woman who was standing up. I really 
wanted my seat, but I knew she needed it 
more than me. She looked so happy when I 
gave her my seat. I felt proud for choosing to 
be kind and make someone else feel good!

After eating, the boys used rocks to set up 
two goals. They played two-on-two. ‘That 
was the best soccer we ever played!’ Bantu 
said. ‘Come play with us again tomorrow!’ 
Bonga said to Thomas.

--

‘I’m proud of you, Khumo,’ said Mr Ngoma, 
at the end of the day. As Khumo walked out 
the door, he felt proud too. 

Khumo must be feeling good because he has 
made so many people feel happy.

Follow up questions Responses

How long did it take for Khumo to decide 
whether to include Thomas? 

It took him one night.

How did Thomas feel when Khumo first 
asked him to play? 

Surprised / happy

At first, Khumo didn’t want to include 
Thomas. Can you make a connection? Have 
you ever wanted to exclude someone? Why?

Learner’s own response.

Why question Possible response 

Why did Khumo decide to include Thomas? • Because he thought about what it was 
like to sit alone at break.

• Because he realised when he had to sit 
alone, he wished someone wanted to 
sit with him.

• Because he realised it was the kind and 
compassionate thing to do.
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WEEK 2: TUESDAY: WRITING (30 MINUTES)

TOPIC Write a paragraph about a time you showed compassion for another 
person.     

TASK EDITING

Write the following checklist on the chalkboard OR photocopy for learners. 

I used capital letters.

I used punctuation (.!?) 

I read my sentences out loud.

I checked my spelling. (I circled words I need help with)

Getting Ready: 
Write your sentences from the previous week on the board. Hide 3-4 mistakes in your 
sentences, like: 

I showed compassions to an elderly man in my taxi. I seed that he felt tired. so, I help him 
carry his heavy bag up the hill. 

 
Modelling:

1. Explain that today, learners will edit their paragraphs.
2. Read the checklist out loud to learners.
3. Use modelling to read each of your example sentences out loud to learners.
4. After each sentence, instruct learners to look for the mistakes.
5. Fix each mistake on the chalkboard with learners. Explain each mistake, like: 

a. I showed compassions to an elderly man in my taxi. (This is an uncountable noun! 
Lots of feeling words are uncountable because we can’t count a feeling!) 

b. I seed saw that he felt tired. (We say ‘I see’ but the past tense is irregular! The past 
tense of see is ‘saw’.)

c. so, (I must always capitalise the first word in a sentence!)
d. … I helped (I am telling a recount of something that already happened. It happened 

in the past. Therefore, I must use the past tense!) 

Oral Instructions:
1. Tell learners that they will:

a. Read their writing out loud to a partner.
b. Help their partner look for and fix mistakes. 
c. Read the checklist and make sure all items have been completed. 

Writing:
1. Hand out learner books with completed paragraphs from the previous week. Instruct 

learners to find their writing from the previous week.
2. Instruct learners to turn and talk. 

W
E

E
K

 2
  

- 
 T

U
E

S
D

A
Y

152



LESSON PLAN: TERM  3

3. Instruct learners to find and fix their mistakes. 
4. As learners talk and fix mistakes, walk around the room and complete mini conferences. 
5. Ask learners to read their writing. 
6. Help learners who are struggling to find and fix their mistakes. 
7. Instruct any learners who finishes early to add more details or sentences to their 

paragraphs.
8. Encourage learners. 

WEEK 2: TUESDAY: GROUP GUIDED & INDEPENDENT READING (15 MINUTES)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 2

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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WEEK 2: WEDNESDAY: DAILY ACTIVITIES (10 MINUTES)

GREETING Greet the learners in English.

SONG / RHYME Lyrics Actions

We are all different Open your arms out wide

Not the same you and I Point to your friend, point to 
yourself

Some people are friendly -

And others are shy Hug yourself tightly

Let’s all be caring Wave your index finger

Let’s all be kind Point to everyone around you

And if we’re lucky Touch your friend on the shoulder

New friends we may find! -

THEME 
VOCABULARY

sibling, stranger, classmate, treat (verb: the way we treat people)

QUESTION OF THE DAY

Question Who do you think you should show compassion to?

Graph 3 COLUMN GRAPH

Options siblings / classmates / strangers

Follow-up questions

Question How many learners think they should show compassion to siblings?

Answer __ learners think they should show compassion to siblings.

Question How many learners think they should show compassion to 
classmates?

Answer __ learners think they should show compassion to classmates.

Question How many learners think they should show compassion to strangers?

Answer __ learners think they should show compassion to strangers.

Question Who do most learners think they should show compassion to?

Answer Most learners think they should show compassion to __.

Question Who do fewest learners think they should show compassion to?

Answer Fewest learners think they should show compassion to __.
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Question Who do you think you should show compassion to?

Answer I think I should show compassion to siblings.

Answer I think I should show compassion to classmates.

Answer I think I should show compassion to strangers.

EXPLAIN Explain that it is important to try to be compassionate to all people! We 
must try to think about how other people feel, and to treat people the 
way we want to be treated – no matter who they are!

READING Practice reading the sight words for the week.

WEEK 2: WEDNESDAY: PHONEMIC AWARENESS & PHONICS (5 MINUTES)

SOUND /ow/ - (long o)

ACTIVITY SEGMENTING AND BLENDING (I DO)
1. Say the word grow
2. Segment the word into the individual sounds: /gr/ - /ow/
3. Say the beginning sound of the word: /gr/
4. Say the end sound of the word: /ow/ 
5. Write the word on the board: grow
6. Model pointing and blending the sounds to make a word:                  

/gr/ - /ow/ = grow
7. Remind learners that in English, when o and w are together in a 

word they must be read together as one sound: /ow/ - (long o)
8. Repeat this with the word show

SEGMENTING AND BLENDING (WE DO)
1. Say the word borrow
2. Ask learners: What is the first sound in the word? /b/
3. Ask learners: What are the middle sounds in the word? /o/ - /rr/
4. Ask learners: What is the last sound in the word? /ow/
5. Ask learners to segment the word into each individual sound:    

/b/ - /o/ - /rr/ - /ow/
6. Write the word: borrow
7. Instruct learners to blend the sounds in the word with you:                                                        

/b/ - /o/ - /rr/ - /ow/ = borrow
8. Repeat this with the word follow

SEGMENTING AND BLENDING (YOU DO)
1. Instruct learners to take out their exercise books.
2. Instruct learners to write the heading: ow words.
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3. Instruct learners to write the numbers 1-8.
4. Make sure the flashcard words are covered. Learners must not 

copy the words from the board.
5. Say each of the following words. Instruct learners to write the 

word in their books. 

show slow slowest grow elbow borrow pillow follow

6. Uncover the Phonics Display Board. Instruct learners to check 
their words against the flashcard words on the Phonics Display 
Board. 

7. Instruct learners to Practice reading the phonic words for 
homework.

ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY

W
E

E
K

 2
  

- 
 W

E
D

N
E

S
D

A
Y

156



LESSON PLAN: TERM  3

WEEK 2: WEDNESDAY: GROUP GUIDED & INDEPENDENT READING (15 MINUTES)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 3

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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WEEK 2: THURSDAY: SHARED READING (15 MINUTES)

TITLE Khumo makes a new friend

ACTIVITY Recount 

COMPREHENSION 
STRATEGY

Summarise
Make connections

PURPOSE • Asking a young learner to summarise the main points of a story is 
the best way to check their understanding.

• Making connections helps learners think critically about the 
feelings and experiences of characters in the text. Learners 
connect the story to their own lives, and realise that stories are 
about experiences of people in the real world!

SENTENCE FRAME In the story…
I can make a connection! Khumo…
That reminds me of…

INSTRUCTIONS

1. Explain that when we summarise a story, we think about the most important things that 
happened!

2. Remind learners that when we make a connection, we think about how something in 
the story is like something that has happened in our own lives. 

3. Explain that learners will summarise and make a connection to the story: Khumo’s new 
friend!

4. Use modelling to show learners how to give a 2-3 sentence summary of the story like: In 
the story, Khumo shows compassion to Thomas by including him with his friends! 

5. Use modelling to make a connection to this story, like: I can make a connection! Khumo 
decides to be nice to someone even though he doesn’t have to. That reminds me of the 
time I invited my sister to play with me and my friends, even though my mother didn’t 
ask me to. 

6. Hold up the pictures. Instruct learners to look at the pictures and think about the most 
important events in the story. 

7. Instruct learners to think about their summary and connection to the story. 
8. Instruct learners to turn and talk and share their own recount with a partner (they 

should not memorise what the teacher has said. This should be learners own ideas!)
9. Ask 2-3 learners to share their ideas with the class. Help the learners form complete 

sentences. 
10. Explain and correct any common problems to learners.
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WEEK 2: THURSDAY: WRITING (30 MINUTES)

TOPIC Write a paragraph about a time you showed compassion for another 
person.     

TASK PUBLISHING and SHARING

WRITING FRAME I showed compassion to…
I saw that he / she felt …
So, I…
I showed compassion because…
I felt…
He / she felt…
Compassion is important because…

Getting Ready: 
1. Write one of your sentences on the board, with a corrected mistake, like:

I showed compassions to an elderly man in my taxi.

Modelling:
1. Explain that today, we will publish our work so that people can read it. 
2. Remind learners that when we publish, we rewrite our sentences without mistakes. 
3. Explain that learners must look at the corrections they made with their partners on 

Tuesday. 
4. Explain that learners can illustrate (add pictures) their work if they have time. 
5. Use modelling to show learners how to publish. You must rewrite your sentence and fix 

your mistake, like: 
I showed compassion to an elderly man in my taxi. 

Writing:
1. Hand out learner books.
2. Instruct learners to find their drafts from the previous week. They must read through 

the corrections they made with their partners! 
3. Instruct learners to begin publishing.
4. Remind learner to fix their mistakes as they publish. They can also add to or change 

their ideas if they think they can make something sound better!
5. Walk around the room and complete mini conferences. 
6. Help learners to correct their mistakes. 
7. Instruct learners who finish early to add more to their writing, or to do silent reading 

from the DBE Workbook or a book from the reading corner. 
8. As you walk around, encourage writers.

Turn and Talk:

1. When there are 2-3 minutes left, instruct learners to put their pencils away.
2. Instruct learners to turn and talk with a partner about their paragraphs. 

Hang up learners’ writing at learner eye-level around the room. This helps learners have 
conversations using the new theme vocabulary.
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GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE

WEEK 2: THURSDAY: GROUP GUIDED & INDEPENDENT READING (15 MINUTES)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 4

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.
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LESSON PLAN: TERM  3

WEEK 2: FRIDAY: DAILY ACTIVITIES (10 MINUTES)

GREETING Greet the learners in English.

SONG / RHYME
 

Lyrics Actions

We are all different Open your arms out wide

Not the same you and I Point to your friend, point to 
yourself

Some people are friendly -

And others are shy Hug yourself tightly

Let’s all be caring Wave your index finger

Let’s all be kind Point to everyone around you

And if we’re lucky Touch your friend on the 
shoulder

New friends we may find! -

THEME 
VOCABULARY

want, need, deserve, decide

QUESTION OF THE DAY

Question Explain that we all deserve (and need!) people in our lives who think 
about our feelings and show us love and compassion. We should choose 
friends who are kind to us and who make us feel good!
Ask learners: Who do you think shows you the most compassion?

Graph 3 COLUMN GRAPH

Options my friends, my family, my teacher

Follow-up questions

Question How many learners think their friends show the most compassion?

Answer __ learners think their friends show the most compassion.

Question How many learners think their family shows the most compassion?

Answer __ learners think their family shows the most compassion.

Question How many learners think their teacher shows the most compassion?

Answer __ learners think their teacher shows the most compassion.

Question Who do most learners think shows the most compassion?

Answer Most learners think their __ shows the most compassion.
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GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE

Question Who do fewest learners think shows the most compassion?

Answer Fewest learners think their __ shows the most compassion.

Question Who do you think shows you the most compassion?

Answer I think my friends show the most compassion.

Answer I think my family shows the most compassion.

Answer I think my teacher shows the most compassion.

READING Practice reading the sight words for the week.

WEEK 2: FRIDAY: PHONEMIC AWARENESS & PHONICS (5 MINUTES)

SOUND /ow/ - (long o)

ACTIVITY WORD FIND
Write the following table on the chalkboard:

ow sh b

i a e

sl st p

MODEL
1. Remind learners of the sound of the week: /ow/ 
2. Review all of the sounds and blends on the chalkboard. 
3. Explain that learners will have three minutes to make as many 

words as they can using the sounds and blends above. 
4. Show learners how to make a word using the target sound, like:    

/sl/ - /ow/
5. Remind learners they can make a word using any of the sounds – 

they do not need to use /ow/.
6. Show learners how to make another word, like: /b/ - /e/ - /st/.
7. Remind learners they can make words using the target sound, like 

slow, or words without the target sound, like best.
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LESSON PLAN: TERM  3

LEARNERS DO 
1. Tell learners to open their exercise books and write the heading: 

ow words.
2. Instruct learners to begin writing. 
3. Give learners 3 minutes to find and build as many words as they 

can.
4. Allow learners to correct their own work. Show learners how to 

build these words (and others): slow, slowest, show, stow, bow, 
ship, step, slap, slip, past, pest, slab, best, bash

ALTERNATE PROGRAMME: PHONEMIC AWARENESS & PHONICS (5 minutes)

SOUND 

WORDS

ACTIVITY
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GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE

WEEK 2: FRIDAY: LANGUAGE USE (30 MINUTES)

TOPIC Uncountable nouns
Units of measurement

ACTIVITY

EXPLANATION
1. Remind learners that last term we learned about countable and uncountable nouns. 

Remind them that you can add a number in front of countable nouns, but you can’t to 
uncountable nouns.

2. For example, apple is a countable noun. We can say: I want one apple. I want two 
apples. I want three apples, etc. 

3. Milk is an uncountable noun. We can say I want some milk. However, we cannot say: I 
want one milk. I want two milks. I want three milks, etc. 

4. Explain that often, we add units of measurement to make uncountable nouns into 
countable nouns. For example, we can say: one glass of milk, two glasses of milk OR one 
box of milk, two boxes of milk. We are able to count the containers of milk. We can add 
units of measurement to some uncountable nouns but not all! For example, we cannot 
measure feelings (like love or compassion). 

5. Write the following units of measurement on the board and explain their meaning:
a. glass
b. cup
c. jar
d. box
e. kilogram
f. piece
g. packet
h. bottle
i. teaspoon

I DO (Teacher models)
1. Brainstorm some uncountable nouns with learners, like:

a. flour 
b. juice
c. love
d. sugar
e. money
f. milk
g. oil
h. yogurt

2. Explain that today we will turn try to use units of measurement to make these 
uncountable nouns countable.
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LESSON PLAN: TERM  3

3. Use modelling to complete the first two for learners: 
a. Say: I can weigh flour or I can measure it using cups. 

Write: One kilogram of flour. Two cups of flour.
b. Say: I can drink a glass of juice. I can buy a bottle or can of juice.

Write: One glass of juice. Two bottles of juice. 

WE DO (Teacher and learners do together):
1. Complete the next two words on the list together with the learners, like:
2. Point to the word: love.

Ask learners: How can we measure love?
Explain that we cannot put love in a cup or a jar – it is not measurable! 

3. Point to the word: sugar.
Ask learners: How can we measure sugar?
Explain that we can put sugar in a cup or in a teaspoon. We can put one teaspoon or 
two teaspoons of sugar into our tea. 
Write: One cup of sugar. Two teaspoons of sugar.

YOU DO (Learners do independently):
1. Hand out learner books. 
2. Instruct learners to read through the remaining nouns on the list. 
3. They must determine if the uncountable noun can be measured. 
4. If the noun can be measured, they must write one or two examples of how it can be 

measured (just like you have done!)
5. Once the learners have gone through the list, they must choose any four uncountable 

nouns to write a sentence with. 
6. As learners are writing, walk around the room and complete mini conferences.
7. Help learners correctly identify countable and uncountable nouns and use the correct 

words.
8. Instruct learners who finish early to write sentences for each of the words. 
9. Encourage learners. 

SHARE
1. Hand out chalk to some learners (as many different pairs as possible).
2. Instruct learners to write one of their sentences on the board. 
3. Call on learners to read the sentences. 
4. Correct any mistakes. 
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GRADE 3 ENGLISH FIRST ADDITIONAL LANGUAGE

WEEK 2: FRIDAY: GROUP GUIDED & INDEPENDENT READING (15 MINUTES)

GROUP GUIDED READING (SMALL GROUP)

GROUP GROUP 5

TEXT Use your tracker. Choose a text that is appropriate for the learners in 
the group. 

SIGHT WORDS Review any sight words that appear in the chosen text.

INDEPENDENT READING (WHOLE CLASS)

Learners use worksheet for independent reading.

WEEK 2: FRIDAY: END OF WEEK LEARNING REVIEW

Note: There is no formal time allocated for this activity. Please try to fit it in to your classroom 
routine at the end of each week.

1. Settle learners on the carpet at the end of the day.

2. Conduct the weekly language review session. You may choose to combine HL and FAL 
learning in this review.

3. Remember to allow learners to ‘Turn and Talk’ and discuss their answers with a partner. 
Then, select a few learners to share their answers with the class. 

4. Use the following prompting questions to guide the language part of your discussion:

a. What was our language theme for the week?

b. Which stories did we read together? 

c. What were your favourite new words of the week? 

d. What did you learn from the stories we read? 

e. What did we write about this week? 

f. How did your own writing improve this week? 

g. How did your own reading improve this week? 

h. What are you most proud of this week? 

5. Finally, tell learners to think about two things that they are going to tell their families 
about what they learnt or how they improved at school this week. 

Please note: This process of self-review and reflection is a critically important part of learning. 
Please do not skip this weekly activity.
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Guidelines for Giving Feedback 

• One of the best ways we can support teachers is to watch them teach, and to give useful

feedback around how the teacher can improve instruction.

• These can be sensitive conversations – it is important to follow some basic guidelines to

ensure these conversations are constructive and helpful!

Before the lesson observation: 

1. Greet the teacher and try to make a personal connection!

2. Ask the teachers:

• What will you be teaching?

• What is the objective of the lesson/s you will be teaching today?

• What has been going well since the last time I saw you?

• Is there anything you have been struggling with? Is there anything that you want me to

look out for?

3. If appropriate, ask the teacher if they would feel comfortable with you demonstrating the

lesson in the classroom.

After the lesson observation: 

1. Ask the teacher: What do you think went well?

2. Give the teacher positive feedback about the lesson.

3. Go through the core methodology with the teacher – step-by-step. Ask the teacher to

reflect on each of the steps in the methodology as you go.

4. Ask the teacher: What were learners meant to learn from the lesson? Do you think the

objective of the lesson was reached?

5. Ask the teacher: What do you think you could improve for next time?

6. Give the teacher a few goals for your next visit. Make sure these are manageable and not

overwhelming for the teacher.
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The following table is meant to help you have effective post-lesson observation conversations about 

phonics instruction with teachers, and is structured as follows: 

Lesson Title: Day/s taught as per the routine 

Objective: 

• This tells you what the purpose of the lesson is – this give you information about why this

lesson has been included in the programme.

• Keep the main objective of the lesson in mind as you observe and reflect on the lesson.

Learners should be able to: 

• This give you information about what learners should be able to do in this lesson / as a

result of the lesson.

Core methodology: 

• When discussing this lesson with the teacher, go through the core methodology step-by-

step. This helps to keep the discussion objective – rather than focused on ‘good’ and

‘bad’.

• The main questions in the conversation are: Has the teacher successfully gone through

the core methodology? Have the main objectives of the lesson been met?

Some common misconceptions / errors to watch out for: 

• This section is meant to help you identify and watch for common problem areas.
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Supporting Teachers: Phonemic Awareness & Phonics 

Review & Build: Grade 1 

Objective: 

• To informally assess learners’ recall of taught phonics sounds taught in EFAL.

• To remediate or consolidate phonic knowledge through self-correction.

• To ensure learners remember the sound made by each letter and can blend sounds
to form words.

Learners should be able to: 

• Recall past sounds taught

• Use their sound and handwriting knowledge to form words

Core methodology:  

REVIEW PAST SOUNDS 

1. Put some past flashcards in a pile, for example: /i/ /p/ /t/ /s/

2. Hold up a flashcard in random order.

3. Call on an individual learner to say the sound.

4. Instruct the class to repeat the correct sound. Do this until you have gone through all of

the past sounds.

REVIEW PAST WORDS 

1. Explain that you will sound out a word.

2. Learners must listen carefully to the sounds and try to make out what the word is.

3. Say the sounds of a word, for example: /s/ - /i/ - /t/

4. Ask learners: What word do those sounds make?

5. Model blending the sounds to make a word: /s/ - /i/ - /t/ = sit

6. Show the flashcard for the word: sit. Say the word clearly.

7. Ask learners: Which word family does sit belong in?

8. Explain that it belongs in the –it word family.
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9. If you have time, repeat for the word: sip (it belongs to the –ip family)

BUILD A WORD WITH PAST SOUNDS 

1. Write some past sounds on the chalkboard, for example: /i/ /p/ /t/ /s/ /a/

2. Ask learners if they can use these sounds to build a word.

3. As learners build words, write them on the chalkboard, in word families.

4. Brainstorm other words on the chalkboard. Nonsense words are also acceptable.

pat pit tap sip 

sat sit sap tip 

tat it pap pip 

Some common misconceptions / errors to watch out for: 

• This lesson is meant to be an informal assessment – it is not a test.

• Nonsense words are fine, as long as the learner uses the sounds correctly. For example: if

a learner says the word ‘pas’, this is fine as long as they can segment and blend the word.

• The teacher should note learners who are struggling, so that she can provide extra

support. This should not be used to scold, embarrass, or punish learners.

• Sometimes, teachers struggle with rhyming words. Ensure teachers are correctly grouping

words into word families. This means the ending sound of the words are the same.
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Learning New Sound and Words: Grades 1, 2 & 3 

Objective: 

• To explicitly and systematically develop learners’ phonemic awareness.

• To explicitly and systematically teach home language phonemes to learners, and to

practice the identification and use of the taught phoneme in words.

Learners should be able to: 

• Say the sound taught

• Identify the written form of the sound taught

• Connect the oral and written sound

• Orally identify words with the sound taught

• Identify rhyming patterns in words

Core methodology:  

Introduce the new sound 

1. Say the sound and hold up the flashcard, for example: /p/

2. Say the sound and instruct learners to repeat the sound x 3.

3. Discuss how the sound for /p/ is the same in the home language and English / different in

the home language and English.

4. For single sounds, show learners the sound on the alphabet frieze.

5. Ask learners: Can you think of words that begin with /p/?

6. Brainstorm words with learners, like: path, power, pap, pencil

7. Ask learners: Can you think of words that end with /p/?

8. Brainstorm words with learners, like: map, clap, cap

Introduce the new words 

1. Say each word loudly and clearly as you show the flashcard: pat, sap, tap

2. Show each word to learners, as you say it.
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3. Ask learners to repeat the words after you.

4. Then, break the word into sounds. Model this for learners.

5. Stick up the flashcards of the rhyming words on the Phonics Display Board.

pat sap 

tap 
 

Some common misconceptions / errors to watch out for: 

• Most importantly, the sound should be pronounced properly in English. Watch that the

teacher is teaching the proper phonic sound.

• Watch out for over-drilling of the sound. The teacher should show the flashcard 3x, but

not until all learners have memorised the sound.

• The brainstorming in this activity is meant to be oral. That means learners are meant to

orally identify words with the sounds – not write them or identify written words.

• It is important that in the oral brainstorming activities, the teacher is focused on the

sound and not the spelling of the word. For example, if the sound is /f/ and a learner says

phone, this is correct because it begins with a /f/ sound – the spelling is not important.
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Differentiating New Sounds: Grade 1 

Objective: 

• To explicitly and systematically develop learners’ phonemic awareness.

• To help learners in their ability to notice and hear differences in sounds.

Learners should be able to: 

• Identify whether the sounds are the same or different

Core methodology: 

1. Remind learners that we have learned the sounds /p/ and /s/ (for example).

2. Tell learners to listen carefully.

3. Explain that you will say one sound.

4. Learners must decide if it is /p/ or /s/

5. If learners think you said /p/, they must hold up 1 finger.

6. If learners think you said /s/, they must hold up 2 fingers.

7. Instruct learners to close their eyes.

8. Say one sound (either /p/ or /s/).

9. Instruct learners to hold up 1 or 2 fingers.

10. Look around the room to see which learners correctly identified the sounds, and which

learners are struggling.

11. Instruct learners to open their eyes.

12. Tell learners which sound you said, and show the flashcard.

13. Repeat this as many times as possible.

Some common misconceptions / errors to watch out for: 

• The teacher must first ensure learners understand the words same and different,

otherwise this activity will not properly assess sound recognition. Oral vocabulary is

important for this activity!
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• Learners should have their eyes closed, so that they do not look at their peers. This way,

the teacher can informally assess which learners are struggling with phonemic awareness.
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Segmenting and Blending: Grades 1, 2 & 3 

Objective: 

• To explicitly and systematically develop learners’ phonemic awareness

• To explicitly and systematically ability to blend and segment taught phonemes

• To increase recognition of phonemes with automaticity

Learners should be able to: 

• Break words up into sounds

• Blend sound together to make words

• Identify the beginning sound, middle sound/s and ending sound in words

Core methodology: 

I do… 

1. Start with a word from the Tuesday lesson.

2. Say the word: ship

3. Segment the word into the individual sounds: /sh/ - /i/ - /p/

4. Say the beginning sound of the word: /sh/

5. Say the middle sound of the word: /i/

6. Say the end sound of the word: /p/

7. Write the word on the board: ship

8. Model pointing and blending the sounds to make a word: /sh/ - /i/ - /p/  = ship

9. Repeat this with a word from the Wednesday lesson.

We do… 

1. Start with a word from the Tuesday lesson.

2. Say the word: shell

3. Ask learners: What is the first sound in the word? /sh/

4. Ask learners: What is the middle sound in the word? /e/
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5. Ask learners: What is the last sound in the word? /ll/

6. Ask learners to segment the word into each individual sound: /sh/ - /e/ - /ll/

7. Write the word: shell

8. Instruct learners to blend the sounds in the word with you: /sh/ - /e/ - /ll/ = shell

9. Repeat this with a word from the Wednesday lesson.

You do… 

1. Instruct learners to take out their exercise books.

2. Instruct learners to write the heading: sh- words.

3. Instruct learners to write the numbers 1-8.

4. Make sure the flashcard words are covered. Learners must not copy the words from

the board.

5. Say each of the following words. Instruct learners to write the word in their books.

ship shop shut shed shell shack shock shall 

6. Uncover the Phonics Display Board. Instruct learners to check their words against

the flashcard words on the Phonics Display Board.

7. Instruct learners to practise reading the phonic words for homework.

Some common misconceptions / errors to watch out for: 

• Watch that the teacher models the skill for learners. It is important for learners to see

how to correctly break up a word before they are asked to do it. Teachers often skip the

modelling section -- they move into the ‘We do’ right away.

• Watch that the teacher segments the word orally before doing it in writing (steps 1-6).

Teachers often skip the oral part of the activity, and move to using flashcards or writing

on the board right away. This leaves phonemic awareness out of the activity.

• The ‘You do’ part of this lesson is meant to be an informal assessment – it is not a test.
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• The teacher should read out the words at a normal pace – she should not break the

words up for learners when giving the assessment. When learners hear the word, they

must try to use their own knowledge to break down (segment) the word into sounds, and

then write it down.

• Learners should not try to guess a sound. If they cannot recall a sound, it is better for

them to write a dash (-). This helps learners recognise which sounds they do and do not

remember.

• However, learners should try to sound out words by writing all the sounds they can hear

in the word. This is not meant to be an exercise in memorising words or correct spelling,

but in applying phonic knowledge. For example, if a teacher read the word ‘kiss’ and the

learner writes ‘kis’, the teacher should recognise that the learner has correctly identified

the sounds in this word!

• The teacher should use this assessment to note learners who are struggling, so that she

can provide extra support. This should not be used to scold, embarrass, or punish

learners.
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Letter Swop: Grade 2 

Objective: 

• To provide an opportunity for learners to consolidate their knowledge of taught

phonemes.

• To give learners the opportunity to practise the skill of blending to build words.

• To increase recognition of phonemes with automaticity.

Learners should be able to: 

• Identify the distinct sounds in words.

• Put sounds together (blend) or take words apart (segment).

• Hear and isolate the sounds in words.

• Manipulate and change sounds in words to form new words.

Core methodology:  

BEGINNING SOUND 

1. Model isolating the beginning sound for learners. Say:

• /c/ - ash (cash)

• /fl/ - ash (flash)

2. Say another two words that begin with different sounds, like: mash and bash.

3. Ask learners to identify the word that begin /b/ - (bash).

4. Repeat with different pairs of words.

LETTER SWAP 

1. Say the word: rash

2. Identify the beginning sound. /r/ - ash. Ask what is left (-ash).

3. Swap the first sound and ask learners what word this makes. /tr/ -ash = trash

4. Do this orally and in writing.

5. Ask learners to think of other words that end the same (rhyme).

178



INFORMAL ASSESSMENT 

6. Instruct learners to take out their exercise books.

7. Instruct learners to write the heading: -ash words

8. Instruct learners to write numbers 1-4 and to write down the following words as you say

them:

cash flash rash trash 

Some common misconceptions / errors to watch out for: 

• Watch that the teacher models the skill for learners. It is important for learners to see

how to correctly isolate the beginning sounds before they are asked to do it. Teachers

often skip the modelling section -- they move into the ‘We do’ right away.

• Watch that the teacher does the activity orally before doing it in writing. Teachers often

skip the oral part of the activity, and move to using flashcards or writing on the board

right away. This leaves phonemic awareness out of the activity.

• The ‘You do’ part of this lesson is meant to be an informal assessment – it is not a test.

• The teacher should read out the words at a normal pace – she should not break the

words up for learners when giving the assessment. When learners hear the word, they

must try to use their own knowledge to break down (segment) the word into sounds, and

then write it down.

• Learners should not try to guess a sound. If they cannot recall a sound, it is better for

them to write a dash (-). This helps learners recognise which sounds they do and do not

remember.

• However, learners should try to sound out words by writing all the sounds they can hear

in the word. This is not meant to be an exercise in memorising words or correct spelling,

but in applying phonic knowledge. For example, if a teacher read the word ‘kiss’ and the
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learner writes ‘kis’, the teacher should recognise that the learner has correctly identified 

the sounds in this word!  

• The teacher should use this assessment to note learners who are struggling, so that she

can provide extra support. This should not be used to scold, embarrass, or punish

learners.
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Word Find: Grade 3 

Objective: 

• To provide an opportunity for learners to consolidate their knowledge of taught

phonemes.

• To give learners the opportunity to practise the skill of blending to build words.

• To increase recognition of phonemes with automaticity.

Learners should be able to: 

• Recall past sounds taught

• Recall new sounds taught

• Use sounds in the table to write words

• Read the words they have written on their papers

Core methodology: 

Write the table on the chalkboard that includes previously learnt sounds as well as the sounds taught 

on Tuesday and Wednesday. 

bl- i p 

oo d a 

nk e m 

Model… 

1. Remind learners of the sounds of the week: for example: /bl/ and /oo/

2. Review all of the sounds and blends on the chalkboard.

3. Explain that learners will have three minutes to make as many words as they can using

the sounds and blends above.

4. Show learners how to make a word using a target sound, like: /bl/ - /oo/ - /d/
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5. Remind learners they can make a word using any of the sounds – they do not need to use

/bl/ or /oo/.

6. Show learners how to make another word, like: /p/ - /i / - /nk/

7. Remind learners they can make words using the target sounds, like blood, or words

without the target sound, like pink.

Learners do… 

9. Tell learners to open their exercise books and write the heading: bl, oo.

10. Instruct learners to begin writing.

11. Give learners 3 minutes to find and build as many words as they can.

12. After 3 minutes, call learners back together.

13. Call on different learners to read out one word they built using the table. Ask learners to

break their word into sounds.

14. Show learners how to build some of these words (and others) using the sounds in the

table: blood, blink, blank, bloom, pink, map, dam, doom, pad, dip, mood

Some common misconceptions / errors to watch out for: 

• Nonsense words are fine, as long as the learner can read the word. For example: if a

learner wrote the word ‘pid’ using this table, this is fine as long as they can read the word.

• Again, it doesn’t matter if words are not spelled correctly – as long as learner can ‘read’

them by putting the sounds together correctly.  For example, if the learner used the

sounds in this table to write ‘pade’, this is fine as long as they can read it.

. 
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Independent Work: Invented Spelling  

Read the following articles and answer the questions that follow.  

Readings: 

- Childrenslitlove (2018, November 23). Accessed: 

https://childrenslitlove.com/2018/11/23/the-importance-of-invented-spelling/ 

- Excerpted from: Lutz, E. (1986). Invented Spelling and Spelling Development. ERIC 

Digest. ERIC Clearinghouse on Reading and Communication Skills. Accessed: 

https://www.readingrockets.org/article/invented-spelling-and-spelling-development 

- Loweus, Liana. Invented Spelling Leads to Better Reading, Study Says. (2017, May 5). 

Accessed: https://www.edweek.org/teaching-learning/invented-spelling-leads-to-

better-reading-study-says/2017/05 
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THE IMPORTANCE OF INVENTED SPELLING 
NOVEMBER 23, 2018BY CHILDRENSLITLOVE 

Let’s talk about the importance of invented spelling! Did you know that invented spelling 
(when a child makes her best guess, without adult help, at a word based on their 
understanding of letters and sounds) is a completely normal developmental stage as 
preschoolers and young elementary schoolers learn to write? Invented spelling also has 
wonderful benefits for developing writers— and a connection was recently found with 
learning to read, too! 

Some benefits of invented spelling: 

*increased engagement in and enjoyment of writing

*increased self-confidence as a writer

*results in greater creative expression and therefore practice of the whole writing process

*gives students extra practice in phonics (invented spelling is usually very phonetic)
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*better long-term writing skills (children allowed to use invented spelling when they’re
learning to write will write more; the more you write, the better you’ll become)

But there’s also a connection to reading! In 2017, Canadian researchers Ouellette and 
Sénéchal completed a landmark study mapping the connection between beginning reading 
and writing. Because using invented spelling requires a child to think more deeply about the 
components and phonetic parts of a word than memorizing spelling does, it allows for 
better learning and deeper understanding of language. Children then build “dictionaries” of 
these words (and eventually their correct spelling, as invented spelling is a developmental 
stage, not an end), which allows for greater fluency and automaticity in both reading and 
writing! 

Through their research, they concluded that invented spelling was “a unique predictor of 
growth in early reading skills, over and above children’s alphabet knowledge and 
phonological awareness.” Pretty cool, huh? 

So, the next time your developing reader and writer makes his best guess at writing through 
invented spelling, hold back the urge to correct. It’s normal, it’s developmental, and it’s 
good! 

185

https://www.ncbi.nlm.nih.gov/pubmed/27617354
https://www.ncbi.nlm.nih.gov/pubmed/27617354
https://www.ncbi.nlm.nih.gov/pubmed/27617354


Invented Spelling and Spelling Development 
By: Elaine Lutz 

Children progress through certain stages of spelling development. Knowing this progression 
allows teachers to compel development through their instruction. Find out strategies for doing so 
in this article, such as promoting the use of invented spelling in the early stages. 

RELATED 

In the past, spelling was usually taught as a separate subject; memorization was thought to be 
the key to its mastery. Even now, most elementary schools use spelling series and treat spelling 
as a subject separate from the other language arts. 

However, during the past decade, language researchers have shed new light on the spelling 
process. The acquisition of spelling rules is now viewed as a complex developmental process. 
Once the stages of this process are identified, elementary teachers can help students develop 
strategies for learning standard English spelling, and they can assess students' progress more 
accurately. 

This article defines invented spelling, describes the developmental stages, and considers 
implications for classroom instruction. 

What is invented spelling? 
Invented spelling refers to young children's attempts to use their best judgments about spelling. 
In one of the first major studies of children's beginning attempts at learning to spell, linguist 
Charles Read (1975) examined the writing of thirty preschoolers who were able to identify and 
name the letters of the alphabet and to relate the letter names to the sounds of words. The 
students had "invented" spellings for words by arranging letters. 

Read writes, "One sees clearly that different children chose the same phonetically motivated 
spellings to a degree that can hardly be explained as resulting from random choice or the 
influence of adults." In other words, even at an early age, the children were able to detect 
phonetic characteristics of words that English spelling represents. 

Read concluded that, by and large, "learning to spell is not a matter of memorizing words, but a 
developmental process that culminates in a much greater understanding of English spelling than 
simple relationships between speech sounds and their graphic representations." 
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What are the stages of spelling development? 
As preschool and early elementary school children discover the intricacies of printed English, 
they go through several stages of spelling development. Gentry (1982), building on Read's 
research, describes five stages: precommunicative, semiphonetic, phonetic, transitional, and 
correct. 

• Precommunicative stage

The child uses symbols from the alphabet but shows no knowledge of letter-sound
correspondences. The child may also lack knowledge of the entire alphabet, the
distinction between upper- and lower-case letters, and the left-to-right direction of
English orthography.

• Semiphonetic stage

The child begins to understand letter-sound correspondence ? that sounds are assigned
to letters. At this stage, the child often employs rudimentary logic, using single letters,
for example, to represent words, sounds, and syllables (e.g., U for you).

• Phonetic stage

The child uses a letter or group of letters to represent every speech sound that they hear
in a word. Although some of their choices do not conform to conventional English
spelling, they are systematic and easily understood. Examples
are KOM for come and EN for in.

• Transitional stage

The speller begins to assimilate the conventional alternative for representing sounds,
moving from a dependence on phonology (sound) for representing words to a reliance on
visual representation and an understanding of the structure of words. Some examples
are EGUL for eagle and HIGHEKED for hiked.

• Correct stage

The speller knows the English orthographic system and its basic rules. The correct speller
fundamentally understands how to deal with such things as prefixes and suffixes, silent
consonants, alternative spellings, and irregular spellings. A large number of learned
words are accumulated, and the speller recognizes incorrect forms. The child's
generalizations about spelling and knowledge of exceptions are usually correct.

Gentry notes that the change from one spelling stage to the next is a gradual one and that 
examples from more than one stage may coexist in a particular sample of writing. 

However, children do not fluctuate radically between stages, passing from phonetic back into 
semiphonetic spelling or from transitional back to phonetic. According to Carol Chomsky (1976), 
the major need for inventive spellers who are beginning to read is to have someone to answer 
their questions and correct their mistakes, such as the misreading of words, when necessary. 
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It is clear that instruction in standard spelling shapes the developmental process in important 
ways. Read's research shows that the characteristics of invented spelling do change after 
exposure to standard spelling instruction. However, some children's spelling shows aspects of 
invented spelling for several years. But even these children do not have any special difficulty in 
adapting to standard spelling. 

Read's conclusion is that children's understanding of spelling is based on a set of tacit 
hypotheses about phonetic relationships and sound-spelling correspondences, and that children 
are able to modify these hypotheses readily as they encounter new information about standard 
spelling. 

How can teachers nurture spelling development in 
the classroom? 
An awareness of spelling development can help teachers plan instruction. For precommunicative 
and semiphonetic spellers, teachers may teach alphabet knowledge, letter-sound 
correspondences, the concept of "wordness," and left-to-right directionality. At the phonetic 
stage, students might be introduced, in the context of writing, to word families, spelling patterns, 
phonics, and word structures (Gentry, 1982). 

Gentry holds that purposeful writing experiences are the key to cognitive growth in spelling. 
Teachers can encourage purposeful writing, such as the writing of messages, lists, plans, signs, 
letters, stories, songs, and poems. 

Teachers can also provide opportunities for frequent writing, which, when integrated with all 
aspects of the curriculum, should be a natural part of the daily classroom routine. Frequent 
application of spelling knowledge by students while writing encourages spelling competency. 

In teaching students to write, teachers should avoid overemphasis on absolute correctness, 
mechanics, and memorization. Early emphasis on mechanical aspects of spelling inhibits 
developmental growth. When frequent purposeful writing takes precedence, adherence to the 
rules is secondary. The teacher in no sense abandons expectations for correctness. Rather, 
correctness is nurtured more effectively through knowledge of the pupils' level of development. 

Teachers can also make use of instructional games since children acquire language, in large part, 
from their alertness to language around them. Hodges (1981) points out that language games 
can be used to enhance the young child's growing awareness of words and how they are spelled. 
In Learning to Spell, Hodges presents games that involve exploring sound and letter 
relationships, manipulating letters to form words, building words, alphabetizing, and using the 
dictionary. 
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Finally, teachers can select spelling words from varied sources. For example, teachers can select 
words for formal instruction from two sources: their students' own writing and a list of high 
frequency words, such as the New Iowa Spelling Scale of 1977 (DiStefano and Hagerty, 1985). 

If schools are to make use of recent insights into children's language development, changes in 
teacher and public attitudes are required. Teachers must be encouraged to relate spelling to 
purposeful writing rather than to conduct rule-based instruction or to rely on memorization. 
Students' invented spellings must be seen as opportunities for them to contribute actively to 
their own learning. 

By combining an understanding of invented spelling with formal spelling instruction, teachers 
should be able to develop more effective spelling programs. 
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Invented Spelling Leads to Better 
Reading, Study Says 

By Liana Loewus — May 05, 2017  3 min read 

Encouraging kindergartners’ attempts to spell unknown words on their own can help 
them become better readers, according to a recent study by two Canadian researchers. 

Gene Ouellette, an associate professor of psychology at Mount Allison University, and 
Monique Sénéchal, a psychology professor at Carleton University, have done a number 
of studies on how invented spelling plays into literacy acquisition. 

“What we’ve found over the years is there seemed to be something with kids who are 
doing invented spelling on their own that’s really helping them learn how to read,” said 
Ouellette in an interview. “I’d say it’s like the missing piece” in early literacy instruction. 

Integrating Reading Skills 

Invented spelling (also known as inventive spelling), as explained in Ouellette and 
Sénéchal’s recent study, published in the journal 

Developmental Psychology, refers to “children’s spontaneous or self-directed attempts 
to represent words in print.” Children generally start with the first sound in a word; for 
instance, they might spell dog by writing a d, possibly followed by random letters. Then
they typically represent final sounds (d becomes dg), and gradually children will 
include the sounds in the middle. 

“It’s an engaging and cognitively strenuous activity,” said Ouellette, “It helps bring 
together all the skills kids use when they learn how to read,” including alphabetic 
knowledge and phonemic awareness. 

 

190

https://www.edweek.org/by/liana-loewus


The researchers’ recent study followed about 170 students from kindergarten to 1st 
grade. It found that children who did more invented spelling and were better at it 
tended to have stronger literacy skills after a year. 

The results, the researchers explain, were causal—meaning that by statistically 
controlling for how well students knew the alphabet or could listen for sounds, they 
could see that invented spelling led to better reading (and not the other way around). 

With this study, the researchers “have mapped the powerful beginning reading-writing 
connection, moved us closer to being successful teachers of reading in 1st grade, and 
cleared up decades of confusion,” J. Richard Gentry, who was not involved in this study 
but conducted early research on invented spelling in the 1980s, wrote in Psychology 
Today. 

Fears About Teaching the ‘Wrong Way’ 

To put this into practice, Ouellette recommends that teachers let students attempt to 
write words before showing them the correct spelling. “Instead of giving them a word 
list and telling them to memorize it, before a student has ever seen the word, you’d 
encourage them to spell it,” he said. “It’s a spelling-first approach.” 

But the idea of encouraging self-directed spelling does worry some people. 

Critics of the tactic are often concerned students will learn incorrect spellings for words 
and hang onto them. 

“People get super defensive” about invented spelling, said Ouellette. “They think we’re 
saying you should just let kids spell how they want and never teach them the right way.” 

But teachers can be supportive of students’ attempts without actually reinforcing 
misspellings, said Oullette. After students try to spell a word, the teacher can show them 
the correct spelling and talk about how the spellings differ. “You gradually shape them 
into the correct spelling,” he said. 
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As some will remember, invented spelling was once seen as part of the “whole language” 
approach to reading, which minimizes phonics in favor of simply exposing students to 
text. That approach fell out of favor in the 1990s based on research showing that 
students learned to read better through systematic phonics instruction. 

Ouellette emphasized that the way invented spelling was used in his research is distinct 
from the whole language approach, and not compatible with it. “That approach has 
children writing passages and narratives with invented spelling,” he wrote in an email. 
“We are advocating word-level work. ... We would also help [children] discover how to 
improve their spellings over time. “ 

Top Image: Ellis, a kindergartner, visited the Education Week offices with his mother, assistant managing editor 
Lesli Maxwell, on Take your Child to Work Day last week. He documented his experience in this note, concluding 
that his mother is a “gurnalist.” 
Lower Image: Ellis writes his mother a card “for a vare speshil resin.” —Lesli Maxwell for Education Week. 
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Answer Questions 

What is invented spelling, in your own words? (Write a short summary) 

How do you think phonemic awareness, phonics and invented spelling might be related? Explain. 

Imagine you had a learner who spelled cat as ‘ct’. What might this tell you about their phonemic awareness and 

phonic knowledge? 
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Day 2 Reflection 

What is one thing you enjoyed learning today? Explain.  

What knowledge have you built today that can help you more effectively support the work of teachers?  
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DECODING PRACTICE 

dog 

goat 

grape 

tree 

mean 

shell 

house 

stack 

must 

pumpkin 

glue 

hour 

chain 

quit 

me 

rug 

write 

know 
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CREATING SAME ABILITY GROUPS 

A. Reading Level Scenarios

Scenario 1 

You cannot read at all. You guess words that you see in order to pretend you can read. 

When the teacher shows you letters, you also do not know what sound the letters make. 

Scenario 2 

You can read some common words, like high frequency words (the, to, me, I, a, and, we, 

can) easily, but you do not have any decoding skills. You either know a word or you do 

not. When you see a word you do not know, you just shrug. You do not try to sound it 

out. When the teacher points to a single letter, you do know the sound it makes, but you 

aren’t sure how to sound out a word you don’t know. (For the purposes of this activity, 

pick several words in every sentence that you do not know). Basically, you have 

memorised some words but do not actually know how to read.  

Scenario 3 

You do not recognize any words by sight. You try to sound out every word you see. Even when 

you see common words (like: is, it, the, to, and) you must try to sound them out. Also, you can 

say the sounds, but cannot blend the sounds together to make words. You are very slow 

because you get stuck on every word.  
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Scenario 4 

You are able to read some common words by sight (like: is, it, the, to, and, you, can, is, it). You 

must try to sound out longer or more difficult words in the passage. However, when you try to 

sound out the words, you say each sound in the word, but have difficulty blending the sounds 

back together to make a word. You are able to do this for shorter words, but struggle to decode 

longer words. (For the purposes of this activity, pick two words in every sentence that you try 

to sound out but cannot put back together).  

Scenario 5 

You are an excellent reader. You read fluently. (For the purposes of this activity, please 

read as you normally would). 
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B. Rubric for Sorting Learners into Same-Ability Groups

I think this learner 
reads at: Level 1 

I think this learner 
reads at: Level 2

I think this 
learner reads at: 
Level 3

I think this learner 
reads at: Level 4

I think this 
learner reads at: 
Level 5

• This learner
knows no or
very few
words by
sight.

• This learner
does not
seem to
recognise
many letter-
sound
relationships.

• This learner
knows just a few
common words.

• This learner does
not seem to
recognise some
letter-sound
relationships, OR
this learners
needs a lot of
help to read
previously
unseen words.

• This learner
knows many
common
words by
sight.

• This learner
needs support
to decode
previously
unseen
words.

• This learner
knows many
common words
by sight and can
decode most
previously
unseen words.

• This learner
occasionally
needs help to
decode more
challenging
words.

• This learner
reads with
some fluency.

• This learner
knows many
common
words.

• This learner
can decode
previously
unseen words
easily.

• This learner
reads with
fluency and
expression.

• This is one of
the best
readers in the
class.
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C. Sample Assessment Texts for Grade 2

a b i 
m o g
s p t
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Word reading (Decodable words / using sounds already taught) 

pat 

tip 

dot 

got 

cat 

ten 

sick 

dad 

Text 2: Average (Text /Grade 2 Term 1 Week 1 Reading Worksheet) 

The bad man is in jail. He will sit in jail and be sad. He will not get 
his mail in jail. His friends will fail to send him mail. 

Text 3: Advanced (Text / Grade 2 Term 3 Week 1 Reading Worksheet) 

Look at the shack. The shack is shut. Shall we go to the shack? Shall 
we go to the shack by the shed? Can you see the shell? Can you 
see the shell by the shack? Shall we go to the shell by the shack? 

Text 1: Easier (Basic sentences using very common sight words and past phonic words) 

The cat got sick. I pat the cat. 
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SAMPLE TRACKER FOR GROUP GUIDED READING 

 
Please ensure that you do the following:  

TERM 3 READING GROUPS 

1. In the first two weeks of school, sort learners into group guided reading groups using the 

guidance given in the orientation programme. 

2. Assign learners to same-ability groups and fill their names in on the table that follows. 

3. Space has been allocated for 8 groups for teachers who have very large classes. 

4. Ideally, try to have 5 groups, with no more than 8 learners per group. 

5. There are 2 copies of table called TERM 3 READING GROUPS. This means that you can 

update your tables if you make many changes to your reading groups during the term. 

 

TERM 3 GROUP GUIDED READING TRACKER 

1. Please write the group names in this table. 

2. In the first column, list all the texts that you have access to. This includes sound and 

word cards, the DBE Workbook stories, and any readers that you may have. 

3. As each group starts a new text, write the start date in this table. 

4. Allow groups to progress at their own pace.
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Reading Groups 

 
Date  

Group 
number 
and name 

Group 1 Group 2 Group 3 Group 4 Group 5 Group 6 Group 7 Group 8 

Reading 
day 

        

Group 
members’ 
names 
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Reading Groups 

 
Date  

Group 
number 
and name 

Group 1 Group 2 Group 3 Group 4 Group 5 Group 6 Group 7 Group 8 

Reading 
day 

        

Group 
members’ 
names 
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Group Guided Reading Tracker 

 
Text Group 1 Group 2 Group 3 Group 4 Group 5 Group 6 Group 7 Group 8 
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Group Guided Reading – DECODABLE TEXTS 

 

What is a decodable text? 

A decodable text is a text that uses only sound patterns and some sight words that learners have 

previously been taught. This means that learners should reasonably be able to sound out and read every 

word that appears in the text. They will encounter some new words – but these words will only contain 

sound patterns they have been taught to read already.  

 

For example: Let’s say learners have already learned: 

The sounds: /m/ /a/ /t/ /p/ /s/ /e/ /c/ /r/ /d/ 

The sight words: the, I, in, and, my, on, is 

 

We could make a text that says:  

My cat is red. My pet cat is sad. My sad, red cat sat on the mat. I pet my sad, red cat. I pat my pet cat. 

Pat, pat, pat. I pet and pat my sad, red cat on the mat.  

 

This text is decodable because it only uses the sounds and words that have already been taught.  

 

We cannot make a text that says: I see the fat cat. The fat cat is in the sea.  

This text is not decodable because:  

• Learners have not learnt the sound /ee/ or the sight word ‘see’. 

• Learners have also not learned the /f/ sound in ‘fat’ yet!  

• Learners have learnt the sounds /s/ /e/ /a/ BUT ‘sea’ is not decodable because /e/ and /a/ combine 

together in this word to create a totally new sound (digraph) that learners have not yet been taught.  

 

Why is it important for learners to read decodable texts? 

• Decodable texts help learners ‘crack the code’ of reading: When children read decodable texts and 

books, they're more likely to try to decode—to sound out the words. The use of decodable 

text forces readers to practice their decoding skills instead of relying on pictures or guessing. Brain 

research tells us this strengthens the growing neuronal connections in the brain and is the best way 

for children to actually learn to read! 

• Decodable texts reinforce and solidify phonic knowledge: When given a text that contains many 

decodable words (learners can sound out at least 50% of the words), young readers learn that 
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phonics work. If students receive explicit, systematic phonics instruction, but it is followed up with 

texts that have limited connection to the letter-sound relationships they have been taught, we run 

the risk of reinforcing the wrong idea: that phonics is random and has little to do with reading. 

Instead, if explicit, systematic phonics instruction is followed up with decodable texts that contain 

the phonetic elements taught thus far, learners develop an understanding that words can be 

decoded!  

• Decodable texts help build independence and confidence: The use of decodable texts helps young 

readers become confident in their reading abilities.  When provided the opportunity to apply their 

phonetic skills to connected text, young readers become less dependent on others to word solve. 

They start to ‘trust the system’ and their own ability to ‘crack the code’!  

 

What should I read with my small groups during Group Guided Reading? 

When working with a small group, the teacher should first select a text from the reading worksheets to 

read with the group. This is important, because all of the texts in the worksheets are aligned to the 

phonics programme and are decodable for young readers.  

 

There are different levels of texts on the worksheet. The teacher can use these suggestions to select 

appropriate texts for readers at various reading levels:  

 

Struggling and beginning decoders:  

• Remember: Struggling decoders need extra help learning and practicing letter-sound relationships! 

• The teacher can review the phonic sound/s for the week, and the sounds from previous weeks. The 

teacher can use the Management Notes documents as a reminder of the sounds taught in each 

term.  

• The teacher can teach learners the sound/s of the week, and previous sounds taught using the 

phonics methodologies with the small group. Struggling readers need lots of extra practice building 

their knowledge of letter-sound relationships, and segmenting and blending sounds. Repeating the 

phonics lessons in a small group setting is a great way to give learners this extra support.  

• The teacher can help learners practice segmenting and blending the phonic (sound out) words from 

the worksheet. The learners may also segment and blend phonic words taught previously. The 

teacher can use the Management Notes documents as a reminder of the phonic words taught in 

each term. 
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• The teacher can use sound cards with previous sounds taught and help learners build words. If the 

teacher does not have letter cards, they may use the Review and Build or the Word Find 

methodology to help learners think about building words with sounds they have learnt.  

• If the learners are ready to read connected texts, the teacher can begin with the texts from Term 1 

and move on from there. The teacher must make sure to review and build learners’ letter-sound 

knowledge as she goes.  

 

Average decoders:  

• The teacher can begin by reviewing the new sounds taught. The teacher can ask learners to practice 

segmenting and blending the phonic (sound out) words from the worksheet.  

• The teacher should then select one of the decodable texts from the reading worksheet to read with 

the small group. The teacher can instruct each learner in the group to read one sentence in the 

reading worksheet. 

• The teacher can use previous reading worksheets to practice past sounds and sight words that have 

been taught. These texts can be used to reinforce decoding skills, and to help learners build reading 

fluency.  

• The teacher can give learners a list of past sounds and sight words taught. The teacher can ask 

learners to create words using sound they have learnt, and then a sentence using sounds and words 

that they know. Then, learners can read each other’s sentences.  

• The teacher can create new decodable texts using the phonic sounds, phonic words, and sight words 

taught previously. Please see below for more information on how to do this!  

 

Advanced decoders:  

• Even advanced readers benefit from reading decodable texts. The teacher can begin by choosing the 

most challenging text on the worksheet. The teacher can instruct each learner in the group to read 

one sentence in the reading worksheet. Or the teacher may ask each learner in the group to read an 

entire short text from the worksheet.  

• The teacher can then use the decodable texts from the worksheet or from previous worksheets to 

help learners build fluency skills.  

• The teacher can give learners a list of past sounds and sight words taught. The teacher can ask 

learners to create words using sound they have learnt, and then a to write a few sentences using 

sounds and words that they know. Then, learners can read each other’s sentences.  

• The teacher can create new decodable texts using the phonic sounds, phonic words, and sight words 

taught previously. Please see below for more information on how to do this!  
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• Once learners have ‘cracked the code’, and can independently decode most words they encounter, 

the teacher may move onto other texts.  

  

How can I create my own, decodable texts? 

In the Management Document for each term, there is a list of the Learning Outcomes for the term. This 

includes a list of: 

• The phonic sounds taught during the term 

• The phonic words taught during the term, and 

• The sight / high frequency words taught during the term 

 

Teachers can use all of the past sounds and sight words taught to build words and sentences for learners 

to read.  

For example, in Grade 1 Term 1 learners learn the following sounds: 

a s t p 

 

And sight / high frequency words: 

I like to  play all  day at school mom dad 

and my  have a big family we  in the sun 

do you hot run am sad he said is so 

happy she         

 

From these sounds we can create many phonic words, like: at, sat, pat, tap, sap, taps, pats, past 

 

And from the sounds and sight words, some sentences like:  

I sat at the tap. My big family sat at the tap. We pat the tap. We sat at the hot tap.  In the past we sat 

at the tap.  

 

Remember: Good decodable texts do not contain only sight words. They need to contain words that use 

the phonic sounds taught as much as possible, so learners have a chance to put their phonic knowledge 

into practice!  
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Why use Paired Reading? 

Paired (or partner) reading is a research-based strategy used with readers who lack fluency as it provides a model of fluent reading 

and helps students learn decoding skills. When using this strategy, students read aloud to each other. When using partners, more 

fluent readers can be paired with less fluent readers, or students who read at the same level can be paired to reread a story they 

have already read. Paired reading helps students work together, encourages cooperation and supports peer-assisted learning. It 

allows students to take turns reading and provide each other with feedback as a way to monitor comprehension.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Except where otherwise noted, content on this site is licensed under a Creative Commons Attribution-

NonCommercial 4.0 International License 

Suggested Learning Outcomes 

OL1: Know and use the conventions of oral language 

interaction, in a variety of contexts, including class 

groups for a range of purposes such as … listening to 

others… informing… commentating, narrating… 

OL4: Listen actively in order to get the gist of an 

account or presentation noting its main points and 

purpose 

R1: Read texts with fluency, understanding and 

competence, decoding groups of words/phrases and 

not just single words 

R12: Understand how word choice, syntax, grammar 

and text structure may vary with context and purpose 

Paired Reading 

Reading Comprehension Strategy 

Possible Key Skills 

• Being literate

• Communicating

• Working with others

• Staying well

Preparation 
Pair students either by same reading ability or by high level readers with low level 
readers. Use the following steps to pair high-level readers with low-level readers: 

• List the students in order from highest to lowest according to reading 
ability 

• Divide the list in half

• Place the top student in the first list with the top student in the second
list

• Continue until all students have been partnered

• Be sensitive to pairings of students with special education needs,
including learning or emotional needs. Adjust pairings as
necessary

Instructions 

Paired reading can be used with any text, taking turns reading sentences, paragraphs, pages or chapters. Once a suitable text is chosen, 

introduce the students to the Paired Reading strategy. Modelling the procedure is crucial to ensure that students understand how to 

use the strategy. 

Part of a successful paired reading approach involves establishing a routine for students to adopt so that they know the step-by-step 
requirements for engaging in paired reading. Allowing some time to read the text in advance of reading aloud is useful to promote 
confidence. The reader from the first list could read aloud first while the reader from the second list listens and follows along.  
Depending on the pairings/ needs of students, the teacher can decide how reading will be structured: 

• Will students read out loud simultaneously? Ask students to begin reading in pairs and adjust reading speed if reading

simultaneously so they stay together.

• Will they take turns with each person reading a sentence, paragraph or a page?

• Will one person read while the other person listens?

The second reader could pick up where the first reader stops. Assure students that if additional practice is needed, then the second reader can 

reread what the first reader read.  

Encourage pairs to ask each other some reflective questions about what was read. Students might ask "What was your extract about? What 

was your favourite part?". We can also encourage students to offer feedback and praise frequently for correct reading. 

Teaching students an error-correction procedure to use when supporting each other's reading (i.e. re-reading misread words; signalling 

for difficulty) is also very worthwhile in promoting student confidence.  

The teacher has an opportunity to move between pairings to observe the learning and support students as they work. 
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EFAL WORKSHEET 
GRADE 2 TERM 3 WEEK 2 
MONDAY 

 
LOOK & 

SAY 
famous share tasty bowl more 

 
SOUND 

OUT 

dish fish wish bash 
mash rash crash trash 

 
 I wish. I wish for fish. I wish for tasty fish on a dish.  

 
 

READ 

I have a dish and a bowl. I will not share my dish or 
my bowl. I have mash in my bowl. I have fish on my 
dish. I have tasty food on my dish and in my bowl. I 
will not share my mash or my fish. 

TUESDAY 

 WRITE 
Read and copy the and words from Monday 
into your exercise books. 

WEDNESDAY 

 READ Read the and words from Monday. 

 
 

Look at my fish on the dish. Look at the tasty fish on 
my dish. 

 
 

READ 

I wish for a bowl and a tasty fish. I wish for a dish 
and tasty mash. I will share. I will share my tasty fish. 
I will share my tasty mash. I wish for tasty fish and 
mash. I will share my tasty fish and mash. I will share 
my tasty food with my friend. 
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THURSDAY 

 READ Read the and words from Monday. 

 
 

READ 

I will make 
my famous 
soup. We 
will share 
my famous 
soup. It will 
be tasty. It 
will be a 
tasty soup 
to share. 
We need a 
dish and a 

bowl to share the soup. We need a dish and a bowl to 
share the tasty soup. 

FRIDAY 

 READ Read the and words from Monday. 

 
READ & 

ANSWER 

1. What will they make? 
They will make ____. 

2. Will they share the soup? 
____, they will share the soup. 

3. What do they need to share the soup? 
They need ____. 
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EFAL WORKSHEET 
GRADE 3 TERM 3 WEEK 2 
MONDAY 

 
LOOK & 

SAY 
strange know alone proud again 

 
SOUND 

OUT 

show slow slowest grow 
elbow borrow pillow follow 

  
Do you see the pillow? I see the pillow. I will show 
you. I will show you the pillow. 

 
 

READ 

Do you know that I am slow? I am always slow. I 
am always slow when I run. I will show you that I 
am slow. I am slow but I am not the slowest. I am 
slow but he is the slowest.  

TUESDAY 

 WRITE 
Read and copy the and words from Monday 
into your exercise books. 

WEDNESDAY 

 READ Read the and words from Monday. 

 
 

Look at my elbow. I will show you. I will show you my 
elbow. 

 
 

READ 

Do not follow me. I want to be alone. You are strange. 
I know you are strange. I will go sit on the bench. I 
will go to the bench alone. Do not follow me! I want 
to sit on the bench alone and think about things. 
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THURSDAY 

 READ Read the and words from Monday. 

 
 

READ 

Khumo thought 
about Thomas. 
Khumo thinks 
Thomas is strange. 
He always sits alone 
on the bench. Khumo 
thinks about Thomas 
again. Thomas is 
always alone. Khumo 

knows it is not good to be alone. Khumo will tell 
Thomas to play with him. Khumo will feel proud when 
he asks Thomas to play with him. 

FRIDAY 

 READ Read the and words from Monday. 

 
READ & 

ANSWER 

1. Who does Khumo think about? 
Khumo thinks about ____. 

2. What does Khumo think about Thomas? 
He thinks Thomas is ___. 

3. Is it good to be alone? 
____, it is not good to be alone. 
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Day 3 Reflection 

What information has felt most interesting to you during this training? 

What information has felt most helpful to you in your work supporting teachers to use the PSRIP materials? 

What questions do you still have about building decoding skills? Is there anything you want to learn more about? 
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