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EXECUTIVE SUMMARY AND KEY FINDINGS 

INTRODUCTION 
In the following report, Hanover Research describes best practices for literacy instruction in 
Kindergarten through Grade 2, and presents an overview of effective research-based 
literacy interventions. The report is organized into the following sections:  

 Section I describes instructional practices pertaining to phonemic awareness and 
phonics instructions; specific instructional goals and best practices for Kindergarten, 
Grade 1, and Grade 2; and other factors to be considered in the implementation of 
these practices.  

 Section II reviews six research-based literacy interventions documented in the U.S. 
Department of Education’s What Works Clearinghouse (WWC).  

 Appendix A provides the University of Oregon’s curriculum maps for recommended 
reading instructional sequences for Kindergarten through Grade 2. 

 Appendix B presents the WWC criteria for program effectiveness ratings, and an 
explanation of WWC’s “extent of evidence” categorization.  

 
KEY FINDINGS 

 Phonemic awareness and phonics instruction are effective strategies for improving 
literacy outcomes in students. While phonemic awareness instruction can improve 
reading outcomes for students in Kindergarten through Grade 6, a review of the 
literature shows the largest effect sizes for students in Kindergarten and below. For 
the greatest effect, educators may therefore seek to incorporate more phonemic 
awareness instruction into the earlier grades.  

 Literacy instruction in in Kindergarten through Grade 2 should follow a progression 
of basic phonemic awareness (i.e., letter and sound recognition) to spelling, 
vocabulary, reading, and writing. By the end of Grade 2, children should be ready to 
start reading and writing independently. However, because individual students 
progress through learning stages at different rates, teachers should tailor instruction 
appropriately based on individual student needs.  

 Experts recommend a holistic approach to literacy development in which teachers 
employ a variety of activities to engage students. This may include oral-language 
activities, read-alouds, writing activities, and thematic activities, such as a 
sociodramatic play. Play-based instruction in particular may help students better 
relate text to everyday experiences. In this kind of instruction, teachers support 
students’ intentional use of their literacy skills in dramatic play.  
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SECTION I: BEST PRACTICES IN PHONEMIC 
AWARENESS AND PHONICS INSTRUCTION FOR 
GRADES K-2 

The following section reviews research-based instructional practices in phonemic awareness 
and phonics, developmentally appropriate instructional practices for Kindergarten through 
Grade 2, and other factors to consider in the implementation of these practices. 
 
INSTRUCTIONAL PRACTICES 

PHONEMIC AWARENESS INSTRUCTION 
Phonemic awareness refers to the recognition and use of sounds that form syllables and 
words (phonemes), and instruction in phonemic awareness “involves teaching children to 
focus on and manipulate phonemes in spoken syllables and words.1  The English language 
consists of about 41 phonemes.2  
 
Between 1997 and 2000, the National Institute of Child Health and Human Development 
(NICHD) reviewed over 100,000 reports on literacy instruction to determine the efficacy of 
various approaches to instruction. This body of research indicates that phonemic awareness 
and letter knowledge are the two best predictors of reading achievement during a child’s 
first two years of school.3 Nonetheless, it should be noted that while phonemic awareness is 
a “critical foundational piece” of reading instruction, it does not guarantee that children will 
learn to read and write, as “literacy acquisition is a complex process for which there is no 
single key to success.”4  
 
In 2000, the National Reading Panel (NRP) conducted a literature review on all experimental 
studies that included a phonemic awareness treatment and control group, and that 
measured reading achievement as an outcome of the treatment.5 Key findings include the 
following:6 

 Effect sizes were larger when children received focused and explicit instruction on 
one or two phonemic awareness skills (such as those listed in Figure 1.1) rather than 
a combination of three or more phonemic awareness skills; 

                                                        
1 “Teaching Children to Read: An Evidence-Based Assessment of the Scientific Research Literature on Reading and Its 

Implications for Reading Instruction.” National Reading Panel, 2000. pp. 1-1. 
http://www.nichd.nih.gov/publications/pubs/nrp/Documents/report.pdf.  

2 Ibid  
3 “Findings and Determinations of the National Reading Panel by Topic Areas.” National Institute of Children Health 

and Human Development, 2006. http://www.nichd.nih.gov/publications/pubs/nrp/Pages/findings.aspx 
4 Ibid., p. 2–7. 
5 Ibid. 
6 Bullet points adapted from: Ibid., p. 2–4. 
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 Effect sizes were larger when children were taught phonemic awareness in small 
groups rather than individually or in whole classroom settings; 

 Treatments lasting five to 18 hours produced larger effect sizes than those shorter 
than five or longer than 18 hours; and 

 Socioeconomic status did not impact effect size. 
 
Figure 1.1 describes the NRP’s recommended instructional approaches to assess children’s 
phonemic awareness or to improve their phonemic awareness through instruction and 
practice: 
 

Figure 1.1: Phonemic Awareness Instructional Approaches 
STRATEGY DESCRIPTION EXAMPLE 

Phoneme Isolation 
Recognizing individual sounds in words  “Tell me the first sound in paste.”  

Activity: Groups of 2-3 students conduct a scavenger hunt looking for items in 
the classroom that start with the same sound. 

Phoneme Identity 

Recognizing the common sound in different 
words 

“Tell me the sound that is the 
same in bike, boy, and bell.” 

Activity: Students identify if a set of words have the same initial, medial, or final 
sound. 

Phoneme 
Categorization 

Recognizing the word with the odd sound 
in a sequence of three or four words 

“Which word does not belong? 
Bus, bun, rug.” 

Activity: Groups of 2-3 students sort pictures into piles to identify which words 
have the same initial, medial, or final sound, and which do not. 

Phoneme Blending 

Listening to a sequence of separately 
spoken sounds and combining them to 

form a recognizable word 
“What word is s/k/u/l?” 

Activity: Students manipulate blocks representing individual phonemes into 
sequences to create words. 

Phoneme 
Segmentation 

Breaking a word into its sounds by tapping 
out or counting the sounds or by 

pronouncing and positioning a marker for 
each sound 

“How many phonemes are there 
in ship?” 

Activity: Students separate blocks representing full words into blocks 
representing the individual sounds of the word.  

Phoneme Deletion 

Recognizing what word remains when a 
specified phoneme is removed “What is smile without the /s/?” 

Activity: Students remove blocks representing individual sounds from sequences 
representing full words to demonstrate the change in sound. 

Source: National Reading Panel; Rauth, J. and R. Stuart 7 
 

                                                        
7 [1] “Teaching Children to Read: An Evidence-Based Assessment of the Scientific Research Literature on Reading and 

Its Implications for Reading Instruction,” Op. cit., p. 2–2. 
     [2] Activities from Rauth, J. and R. Stuart. “Sound Instruction: Phonemic Awareness in Kindergarten and First 

Grade.” National Reading First Conference. pp. 46–62. 
http://www2.ed.gov/programs/readingfirst/2008conferences/sound.pdf 
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PHONICS INSTRUCTION 
Phonics instruction refers to teaching letter-sound correspondences so that beginning 
readers can apply this knowledge to spelling patterns and reading. To clarify the 
relationship between phonemic awareness and phonics instruction, “phonemic awareness 
instruction does not qualify as phonics instruction when it teaches children to manipulate 
phonemes in speech, but it does qualify when it teaches children to segment or blend 
phonemes with letters.”8 
 
While phonics instruction can be delivered either systematically or incidentally, systematic 
phonics instruction is intended to increase accuracy in decoding and word recognition, 
which in turn helps students understand more of the material they read.9 Specifically, 
systematic phonics instruction stresses the acquisition of letter-sound correspondences and 
their use to read and spell words.10 Furthermore, NRP conducted a meta-analysis of 38 
studies on phonics instruction,11 which showed that systematic phonics instruction “makes 
a bigger contribution to children’s growth in reading than alternative programs providing 
unsystematic or no phonics instruction.”12 The analysis showed that systematic phonics 
instruction was effective through individual tutoring, small groups, and whole-group 
settings, with effect sizes increasing in that order.13 
 
Figure 1.2, on the following page, describes five systematic approaches to phonics 
instruction. The approaches vary by unit of analysis (e.g., individual letters, letter 
combinations, whole words) and application to reading of text. Teachers should evaluate 
which method to pursue based on their own classroom experiences and student 
characteristics.14 
  

                                                        
 
9 “Findings and Determinations of the National Reading Panel by Topic Areas,” Op. cit. 
10 “Teaching Children to Read: An Evidence-Based Assessment of the Scientific Research Literature on Reading and Its 

Implications for Reading Instruction,” Op. cit., pp. 2–89. 
11 To qualify for analysis, studies had to meet the following criteria: 

1. Studies had to adopt an experimental or quasi-experimental design with a control group. 
2. Studies had to appear in a refereed journal after 1970. 
3. Studies had to provide data testing the hypothesis that systematic phonics instruction improves reading 

performance more than instruction providing unsystematic phonics or no phonics instruction. To be 
considered an instance of phonics instruction, the treatment had to teach children to identify or use 
symbol-sound correspondences systematically. 

4. Studies had to measure reading as an outcome. 
5. Studies had to report statistics permitting the calculation or estimation of effect sizes. 
6. Studies were not those already included in the NRP’s meta-analysis of phonemic awareness training studies. 

12 “Teaching Children to Read: An Evidence-Based Assessment of the Scientific Research Literature on Reading and Its 
Implications for Reading Instruction,” Op. cit., pp. 2-91 -2–92. 

13 Ibid., pp. 2–93. 
14 “Findings and Determinations of the National Reading Panel by Topic Areas,” Op. cit. 
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Figure 1.2: Phonics Instructional Approaches 
STRATEGY DESCRIPTION EXAMPLE 

Analogy 
Phonics 

Teaching students unfamiliar words by analogy to 
known words, such as recognizing that the rime 

segment of an unfamiliar word is identical to that 
of a familiar word, and then blending the known 

rime with the new word onset. 

Reading “brick” by recognizing 
that -ick is contained in the 

known word kick, or reading 
“stump” by analogy to jump. 

Analytic 
Phonics 

Teaching students to analyze letter-sound 
relations in previously learned words to avoid 

pronouncing sounds in isolation. 

Students associate the letter “b” 
with the word “bat.” When 

students encounter other words 
that start with “b”, 

 they refer to how it sounds in 
“bat.” 

Embedded 
Phonics 

Teaching students phonics skills by embedding 
phonics instruction in text reading, a more implicit 
approach that relies to some extent on incidental 

learning. 

During reading, the word “night” 
appears in the text, so the 

teacher decides to pull that word 
out and teach it along with other 
words that have the same rime: 

light, sight, and fight. 

Phonics 
Through 
Spelling 

Teaching students to segment words into 
phonemes and to select letters for those 

phonemes (i.e., teaching students to spell words 
phonemically). 

A student writes the sentence, 
“The dog ran away from the girl,” 
as “The dog ran awa frm the grl.” 

Synthetic 
Phonics 

Teaching students explicitly to convert letters into 
sounds (phonemes) and then blend the sounds to 

form recognizable words. 

Students sound out the sounds in 
the word “dog” individually 

before putting them together in 
one word. 

Source: National Institute of Child Health and Human Development15 
 
According to the National Research Council’s (NRC) committee of 20 experts on early 
elementary reading instruction,16 “English is an alphabetic language in which printed letters 
systematically, but not entirely consistently, represent phonemes.”17 As such, teachers 
should conduct a combination of the following types of instructional activities to foster 
children’s literacy development:18 

                                                        
15 [1] Table contents quoted, with minor adaptations, from: “Findings and Determinations of the National Reading 

Panel by Topic Areas,” Op. cit. 
    [2] Table contents quoted, with minor adaptations, from: “Phonics and Phonemic Awareness: Classroom Guide to 

Best Practices and Top 5 Phonics/Word Work Lessons.” International Reading Association, August 2011. pp. 3–4. 
https://www.wku.edu/ste/staff/documents/nancy_hulan/phonics_phonemic_awareness_classroom_guide.pdf 

16 [1] The National Research Council (NRC) commissioned a diverse committee of 20 experts on early elementary 
reading instruction in 1998. The committee examined instructional practices supported by convergent evidence 
about individual differences in response to treatment in experimental investigations, correlational studies, 
nonequivalent control-group studies, and various other quasi-experimental designs and multivariate correlational 
designs. Convergent evidence increases the committee’s confidence that the conclusions have both internal and 
external validity. 

[2] Snow, C., S. Burns, and P. Griffin. “Preventing Reading Difficulties in Young Children.” National Research Council, 
1998. p. 177. http://www.nap.edu/openbook.php?record_id=6023&page=184 

17 Ibid., p. 184. 
18 Bullet points quoted from: Ibid., p. 189. 
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 Oral language activities for fostering growth in receptive and expressive language 
and verbal reasoning; 

 Reading aloud with children to foster their appreciation and comprehension of text 
and literary language; 

 Reading and book exploration for developing children’s print concepts and basic 
reading knowledge and processes; 

 Writing activities for developing children’s personal appreciation of the 
communicative dimensions of print and for exercising printing and spelling abilities; 

 Thematic activities (e.g., sociodramatic play) for giving children opportunities to 
integrate and extend their understanding of stories and new knowledge spaces; 

 Print-directed activities for establishing children’s ability to recognize and print the 
letters of the alphabet; 

 Phonemic analysis activities for developing children’s phonological and phonemic 
awareness; and  

 Word-directed activities for helping children to acquire a basic sight vocabulary and 
to understand and appreciate the alphabetic principle. 

 
Figure 1.3 summarizes the NRC’s recommended instructional practices for reading 
instruction in Kindergarten through Grade 2. 
 

Figure 1.3: Recommended Instructional Practices 
READING WRITING ACTIONS 

Read aloud Notice the forms and 
functions of print features Ask questions about the story 

Repeated reading Capture talk in writing Respond to others’ questions 

Read fiction and nonfiction Spell words as they sound Follow the text with movement, 
mime, or choral reading 

Relate the text to everyday 
experiences Write independently 

Play-based instruction: reflect on 
situations through dramatizations 

of their own invention 

Read big books, predictable books, 
and rebus books19  

Games and activities that direct 
attention to sounds of spoken 

words20 
Source: National Research Council21 
 
To further explain play-based instruction, mentioned in Figure 1.3 as a way to support 
students in relating text to everyday experiences and writing independently, researchers 
have observed that 20- to 30-minute play sessions are necessary for children to create the 

                                                        
19 Big books: oversized storybooks; predictable books: semi-repetitive text; rebus books: words represented in the 

text with pictures 
20 Examples: Rhyming, alliteration, and clapping to indicate the number of syllables in a spoken word. 
21 Snow, Burns, and Griffin, Op. cit., p. 179-184. 
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elaborate scripts that lead to the intentional use of literacy in dramatic play.22 Teachers can 
facilitate language and literacy development through play-based literacy instruction if 
they:23 

 Allow enough time and space for play in the classroom, 
 Provide the needed material resources, 
 Develop children's background knowledge for the play setting, 
 Scaffold the rehearsals of dramatic retellings, and 
 Become involved in play settings to guide the children's attention and learning 

through modeling and interaction. 
 
DEVELOPMENTALLY APPROPRIATE INSTRUCTION 
It is imperative for teachers to consider students’ development as they learn to read, and 
tailor instruction to their students appropriately. Unnecessarily low-level instruction wastes 
time, while overly difficult instruction causes students to feel frustrated or incompetent.24 
The role of the teacher is to push students appropriately beyond their current ability level; 
“learners will gain the most from materials or experiences that build on what they already 
know and can do, but also make them stretch a reasonable amount toward what they 
don’t yet know or cannot yet do.”25  
 
The National Association for the Education of Young Children (NAEYC) defines 
developmentally appropriate practice as:26 

 Teaching in ways that meet children where they are, as individuals and in groups; 
 Helping each child reach challenging and achievable goals that contribute to his or 

her ongoing development and learning.  
 
In this vein, the NAEYC and the International Reading Association (IRA) outline the five 
phases of children’s development in reading and writing, as described in Figure 1.4 on the 
following page. 
  

                                                        
22 Ibid., p. 183. 
23 Bullet points quoted from: Ibid., p. 184. 
24 Copple, C. and S. Bredekamp. “Basics of Developmentally Appropriate Practice.” National Association for the 

Education of Young Children. p. 4. http://www.naeyc.org/store/files/store/TOC/259.pdf 
25 Ibid., p. 5. 
26 Bullets points quoted, with minor adaptations, from: Ibid., p. 3. 
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Source: National Association for the Education of Young Children and International Reading Association27  
 
This section follows with descriptions of developmentally appropriate practices for literacy 
instruction specifically for Kindergarten, Grade 1, and Grade 2. See Appendix A for examples 
provided by the University of Oregon’s Center for Teaching and Learning on the sequencing 
of literacy instruction at each of these grade levels based on the skills students should 
acquire at a particular time in the school year. 
 
INSTRUCTIONAL GOALS AND PRACTICES FOR KINDERGARTEN  
A meta-analysis of 52 studies on phonemic awareness instruction28 showed that while 
phonemic awareness instruction can improve reading outcomes for students in Grades K 
through 6, the largest effect sizes were observed for students in Pre-school and 
Kindergarten.29 Therefore, educators may wish to incorporate more phonemic awareness 
instruction into earlier grades for the greatest effect. 
 
According to the NRC, by the end of Kindergarten, children are expected to:30 
                                                        
27 “Where We Stand on Learning to Read and Write.” National Association for the Education of Young Children and 

International Reading Association, 2009. p. 2. 
http://www.naeyc.org/files/naeyc/file/positions/WWSSLearningToReadAndWriteEnglish.pdf 

28 To qualify for analysis, studies had to meet the following criteria: 
1. Studies had to adopt an experimental or quasi-experimental design with a control group or a multiple 

baseline method. 
2. Studies had to appear in a refereed journal. 
3. Studies had to test the hypothesis that instruction in phonemic awareness improves reading performance 

over alternative forms of instruction or no instruction. 
4. Studies had to provide training in phonemic awareness that was not confounded with other instructional 

methods or activities. 
5. Studies had to report statistics permitting the calculation or estimation of effect sizes. 

29 “Teaching Children to Read: An Evidence-Based Assessment of the Scientific Research Literature on Reading and Its 
Implications for Reading Instruction,” Op. cit., pp. 2–4. 

30 Bullet points quoted, with minor adaptations, from: Snow, Burns, and Griffin, Op. cit., p. 179. 

Figure 1.4: Phases in Children’s Development of Reading and Writing 

Infancy through Preschool: Awareness and Exploration 

Kindergarten: Experiential Reading and Writing 

Grade 1: Early Reading and Writing 

Grade 2: Transitional Reading and Writing 

Grade 3: Independent and Productive Reading and Writing 
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 Be familiar with the forms and format of books and other resources; 
 Be able to recognize and write most of the alphabet; and 
 Have basic phonemic awareness (i.e., understanding of the segmentability of spoken 

words in small units). 
 

Moreover, the NAEYC and the IRA produced a joint position statement on developmentally 
appropriate practices for young children, with specified reading goals for Grades K through 
2. The position asserts that in Kindergarten, children should “develop basic concepts of 
print and begin to engage in and experiment with reading and writing.”31 
 
Figure 1.5 details the expectations of what students should be able to do in Kindergarten, 
and the roles of teachers and parents in supporting students’ achievement of the NAEYC 
and IRA goals.  
 

Figure 1.5: Expectations of Students and Role of Teachers and Parents in Kindergarten 
EXPECTATIONS OF STUDENTS ROLE OF TEACHERS ROLE OF PARENTS 

 Enjoy being read to 
 Retell simple narrative stories 

or informational texts 
 Use descriptive language to 

explain and explore 
 Recognize letters and letter-

sound matches 
 Show familiarity with rhyming 

and beginning sounds 
 Understand left-to-right and 

top-to-bottom orientation 
and familiar print concepts 

 Match spoken words with 
written ones 

 Begin to write letters of the 
alphabet and some high-
frequency words 

 Encourage children to talk 
about reading and writing 
experiences 

 Provide many opportunities 
for children to explore sound-
symbol relationships within 
meaningful contexts 

 Help children segment 
spoken words and blend 
sounds into whole words 

 Frequently read interesting 
and conceptually rich stories 
to children 

 Provide daily writing 
opportunities 

 Help children build a sight 
vocabulary 

 Create a literacy-rich 
environment for independent 
reading and writing  

 Read narrative and 
informational stories daily to 
children 

 Encourage children’s 
attempts at reading and 
writing 

 Allow children to participate 
in activities that involve 
reading and writing  

 Play games that involve 
specific directions 

 Have conversations with 
children during mealtimes 
and throughout the day 

Source: National Association for the Education of Young Children32 
 
 

                                                        
31 “Continuum of Children’s Development in Early Reading and Writing.” National Association for the Education of 

Young Children and the International Reading Association, 1998. pp. 15–16. 
https://www.naeyc.org/files/naeyc/file/positions/PSREAD98.PDF 

32 Table contents quoted, with minor adaptations, from: Ibid., p. 15. 
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These NAEYC and IRA goals are consistent with the Center on Instruction’s targets and 
recommended instructional strategies for Kindergarten, described in Figure 1.6. 
  

Figure 1.6: Essential Components of Reading Instruction for Kindergarten 
TARGET METHODS OF INSTRUCTION 

Phonemic Awareness 

Teachers use explicit instructional techniques33 and systematic practice 
to help students acquire skill in identifying the sounds (phonemes) in 

spoken words. 
Activity: The teacher says a word that contains another word. The 

teacher then says the “hidden word” (e.g., “ear” within “fear”), and asks 
the students if they can determine which sound has been taken away. 

The teacher asks the students to use each word in a sentence to 
demonstrate the different meaning of the two words. 

Phonics 

Teachers use systematic and explicit instruction to teach students the 
relationships between letters and the sounds they typically represent in 
words. Students also receive instruction and practice to help them learn 
how to use their knowledge of letter-sound relationships to “sound out” 

unfamiliar words in text. Acquiring strong word analysis/phonemic 
decoding skills is one of the keys to becoming an accurate and 

independent reader. 
Activity: The teacher has a group of picture cards. The teacher selects 

one picture card and places it facedown so the students cannot see it. As 
the teacher says the word the picture card represents, she places 

individual letter blocks in front of her for each sound. The students mimic 
her and raise their hands when they think they know the word. Ensure 

that all words include one letter for each sound, and avoid silent letters. 

Learning to recognize a 
small set of high frequency 

sight words 

Teachers provide repeated exposures to words that occur very 
frequently in kindergarten texts so that students learn to read them at a 

single glance. This increases reading ease and fluency because these 
words do not have to be “sounded out.” 

Vocabulary 
Teachers use a variety of techniques, from explicit instruction to 

incidental teaching,34 to expand students’ vocabulary, or knowledge of 
the meaning of words. 

Oral language 
comprehension 

Teachers read stories and other kinds of text, and discuss their meaning 
with students to enhance the students’ ability to understand both 

narrative and expository text. Additionally, these activities can help 
deepen students’ interest in reading and their sense of reading as a 

meaningful activity.  
Source: Center on Instruction and Reading Rockets35 
  

                                                        
33 Explicit instruction is a three-step process of teacher explanation and modeling, guided practice and corrective 

feedback, and independent student application. 
34 Incidental teaching is a method where the student initiates interest in a particular activity or object and the teacher 

responds and encourages that interest.  
35 [1] Table contents quoted, with minor adaptations, from: Torgesen, J. et al. “Teaching All Students to Read in 

Elementary School.” Center on Instruction, 2007. pp. 5–8. 
http://www.fcrr.org/Interventions/pdf/Principals%20Guide-Elementary.pdf  

    [2] Table contents quoted, with minor adaptations, from: Adams, M. et al. “Phonemic Activities for the Preschool or 
Elementary Classroom.” Reading Rockets. http://www.readingrockets.org/article/phonemic-activities-preschool-
or-elementary-classroom 
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INSTRUCTIONAL GOALS AND PRACTICES FOR GRADE 1 
In terms of the NAEYC and IRA reading goals for students specifically in Grade 1, children 
should begin to read simple stories and be able to write about a topic that is meaningful 
to them.36  According to the NRC, literacy instruction in Grade 1 should be designed to:37 

 Explicit instruction and practice with sound structures that lead to phonemic 
awareness; 

 Familiarity with spelling-sound correspondences and common spelling conventions, 
and their use in identifying printed words; 

 Sight recognition of frequent words; and 
 Independent reading, including reading aloud. 

 
Figure 1.7 describes the expectations of what students should be able to do in Grade 1 and 
the roles of teachers and parents in supporting NAEYC and IRA literacy goals. 
 

Figure 1.7: Expectations of Students and Role of Teachers and Parents in Grade 1  
EXPECTATIONS OF STUDENTS ROLE OF TEACHERS ROLE OF PARENTS 

 Read and retell familiar stories 
 Use strategies (such as 

rereading, predicting, 
questioning, contextualizing) 
when comprehension breaks 
down 

 Use reading and writing for 
various purposes on their own 
initiative 

 Orally read with reasonable 
fluency 

 Use letter-sound associations, 
word parts, and context to 
identify new words 

 Identify an increasing number 
of words by sight 

 Sound out and represent all 
substantial sounds in spelling a 
word 

 Write about topics that are 
personally meaningful 

 Attempt to use some 
punctuation and capitalization 

 Support vocabulary 
development by reading daily 
to the children, transcribing 
their language, and selecting 
materials that expand 
children’s knowledge and 
language development 

 Model strategies and provide 
practice for identifying 
unknown words 

 Give children opportunities 
for independent reading and 
writing practice 

 Read, write, and discuss a 
range of different text types 

 Introduce new words and 
teach strategies for learning 
to spell new words 

 Demonstrate and model 
strategies to use when 
comprehension breaks down 

 Help children build lists of 
commonly used words from 
their writing and reading 

 Talk about favorite 
storybooks 

 Read to children and 
encourage them to read to 
you 

 Suggest that children write to 
friends and relatives 

 Bring to a parent-teacher 
conference evidence of what 
your child can do in reading 
and writing 

 Encourage children to share 
what they have learned about 
their reading and writing 

Source: National Association for the Education of Young Children38 

                                                        
36 “Continuum of Children’s Development in Early Reading and Writing,” Op. cit., pp. 15–16. 
37 Bullet points quoted from: Snow, Burns, and Griffin, Op. cit., p. 194. 



Hanover Research | July 2015 

 
© 2015 Hanover Research   14 

Figure 1.8 describes the Center on Instruction’s targets and recommended instructional 
strategies for literacy instruction in Grade 1, which are consistent with the overarching goals 
of the NAEYC and IRA. 
 

Figure 1.8: Essential Components of Reading Instruction for Grade 1 
TARGET METHODS OF INSTRUCTION 

Phonics/word analysis 

First grade is a time for students to expand and deepen both the accuracy 
and fluency with which they can use a variety of strategies to identify 
unfamiliar words in text. Teachers will explicitly teach more complex 

phonics in first grade, and reading will move from decodable, supported 
texts, to texts with a much wider range of regular and irregular words. 

Fluency 

Students expand the range of words they can recognize “by sight” as they 
do large amounts of reading, which contributes significantly to the growth 

of their text-reading fluency. Students learn most words after they have 
read them correctly multiple times. Teachers model reading in phrases and 

with proper expression to help build fluency. 

Vocabulary 

Teachers use a variety of techniques, from explicit instruction to incidental 
teaching, to expand students’ vocabulary, or knowledge of the meaning of 
words. Teachers often read texts to students that are beyond their current 
independent reading ability in order to expose them to more challenging 
vocabulary than they encounter in text they can read on their own. This 

helps prepare students for the higher levels of vocabulary they will 
encounter as they move into second and third grade. 

Reading comprehension 

Teachers begin to teach specific comprehension strategies, such as the use 
of story structure, to help students increase their reading comprehension. 

They also create many opportunities for students to discuss the meaning of 
the text they are reading. Writing in response to reading and sharing and 
discussing student writing are also important instructional techniques for 

reading comprehension.  
Source: Center on Instruction39 
 
INSTRUCTIONAL GOALS AND PRACTICES FOR GRADE 2 
The NAEYC and IRA goals for Grade 2 indicate that children should begin to read more 
fluently and write various text forms using simple and more complex sentences.40 Figure 
1.9, on the following page, details expectations of what students should be able to do in 
Grade 2, and the roles of teachers and parents in supporting students’ achievement of the 
NAEYC and IRA goals.  
 
 
 
 
 

                                                                                                                                                                     
38 Table contents quoted, with minor adaptations, from: Ibid. 
39 Table contents quoted, with minor adaptations, from: Ibid., p. 6. 
40 “Continuum of Children’s Development in Early Reading and Writing,” Op. cit., p. 16. 
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Figure 1.9: Expectations of Students and Roles of Teachers and Parents in Grade 2  
ROLE OF STUDENTS ROLE OF TEACHERS ROLE OF PARENTS 

 Read with greater fluency 
 Use strategies more efficiently when 

comprehension breaks down 
 Use word identification strategies with 

greater facility to unlock unknown 
words 

 Identify an increasing number of words 
by sight 

 Write about a range of topics to suit 
different audiences 

 Use common letter patterns and critical 
features to spell words 

 Punctuate simple sentences correctly 
and proofread their own work 

 Spend time reading daily and use 
reading to research topics 

 Create a climate that fosters 
analytic, evaluative, and 
reflective thinking 

 Teach children to write in 
multiple forms (such as 
stories, information, poems) 

 Ensure that children read a 
range of texts for a variety of 
purposes 

 Teach revisiting, editing, and 
proofreading skills 

 Teach strategies for spelling 
new and difficult words 

 Model enjoyment of reading 

 Continue to read to children 
and encourage them to read 
to you 

 Engage children in activities 
that require reading and 
writing 

 Become involved in school 
activities 

 Show children your interest in 
their learning by displaying 
their written work 

 Visit the library regularly 
 Support your child’s specific 

hobby or interest with 
reading materials and 
references 

Source: National Association for the Education of Young Children41 
 
These overarching goals are consistent with the Center on Instruction’s targets and 
instructional strategies for Grade 2 described in Figure 1.10. While the targets for Grades 1 
and 2 are the same, the instructional methods differ to reflect deeper complexity as 
students move through the grades.42  
 

Figure 1.10: Essential Components of Reading Instruction for Grade 2 
TARGET METHODS OF INSTRUCTION 

Phonics/word analysis 
Teachers teach more complex letter patterns and simple morphological 
units, and work extensively with decoding strategies for multi-syllable 

words. 

Fluency 
Teachers encourage extensive reading and use specific methods, such as 

timed readings, partner reading, and reader’s theatre, to stimulate 
growth in fluency. 

Vocabulary 
Teachers continue to provide direct vocabulary instruction as well as 
instruction to help students learn how to infer the meanings of words 

they encounter when they are reading.  

Reading comprehension 

Teachers model and explicitly teach reading comprehension strategies, 
and provide scaffolded support for their use during reading. They also 

create many opportunities for students to engage in high-level discussions 
of the meaning of both narrative and expository text. Teachers continue 
to use writing as an aid to building reading comprehension, and as a way 

of monitoring the growth of students’ spelling knowledge.   
Source: Center on Instruction43 

                                                        
41 Table contents quoted, with minor adaptations, from: Ibid. 
42 Torgesen et al., Op. cit., pp. 5–8. 
43 Table contents quoted, with minor adaptations, from: Ibid., pp. 6–7. 
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IMPLEMENTATION CONSIDERATIONS 
This subsection briefly describes other factors to consider in the implementation of literacy 
instructional approaches, including professional development and the classroom 
environment. 
 
PROFESSIONAL DEVELOPMENT 
The National Research Panel (NRP) conducted a review of 32 studies on teacher 
development in reading instruction. The studies show that in-service professional 
development produces significant gains in student achievement.44 As a result, investing in 
appropriate training for teachers in a particular reading or literacy instructional approach 
may be an important consideration as schools or districts seek to implement more effective 
practices.   
 
A 2007 principals’ guide for elementary literacy instruction, written by the Florida Center for 
Reading Research at Florida State University, describes two kinds of teacher professional 
development: general principles and program-specific. These two types of professional 
development are described in Figure 1.11 with examples of topics that may be covered and 
modes of delivery.  
 

Figure 1.11: Professional Development Types 
FOCUS EXAMPLES MODE 

General principles 
(techniques of 

effective teaching) 

 Increasing student engagement during 
lessons 

 Leading effective classroom discussions 
of text 

 Effectively correcting student word-
reading errors during shared reading 
activities 

 Workshop series 
 Literacy study groups 
 Coaching 
 Classroom follow-up 

Program-specific 
professional 
development 

 Systematic lessons for teachers to use  
to support the growth of critical reading 
skills in their students 

 Practice and teacher support activities 
aligned with reading instruction 

 Several days of initial training 
to provide basic 
understanding of the 
program 

 Modeling of instructional 
routines 

 Follow-up visits to the 
classroom 

Source: Center on Instruction45 
 
In addition to explicit professional development for teachers, the Institute of Education 
Sciences’ Practice Guide for early elementary reading suggests that teachers use common 
lesson-planning time to collaborate on developing lists of texts to use in reading instruction. 

                                                        
44 “Findings and Determinations of the National Reading Panel by Topic Areas,” Op. cit. 
45 Contents of table adapted from: Torgesen et al., Op. cit., pp. 11–12. 
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This collaboration exposes teachers to a broader range of texts than if they were planning 
alone and can improve their instructional practice.46  
 
CLASSROOM ENVIRONMENT 
Ensuring that the classroom has the appropriate materials and setting the classroom up in a 
way that engages and motivates students may also be important considerations for 
effectively implementing literacy instruction. For example, the aforementioned 2007 
principal’s guide for elementary reading instruction describes three categories of 
instructional materials necessary for reading teachers: interesting books written at different 
levels of difficulty, supplemental materials and technology, and comprehensive reading 
programs.47 

 Interesting books written at different levels of difficulty: Supply classroom libraries 
with multiple copies of children’s books on a variety of topics, ranging in difficulty 
from below grade level to considerably above grade level. Large amounts of 
engaged reading practice are integral to developing both basic and more complex 
reading skills; supplying interesting books engages more students in reading during 
the school day. 

 Supplemental materials and technology: Provide high quality, research-based 
supplemental materials to aid teachers, especially inexperienced ones, in reading 
instruction. Supplemental instructional materials either contain instructional 
strategies or focused curricula. Curricula may include lesson plans, explicit 
instructional routines, a scope and sequence, and practice materials. Computer-
based instructional materials should not be used as a substitute for direct 
instruction by a teacher, but rather instruction and practice that supplements the 
overall reading instruction in the classroom. 

 Comprehensive reading programs: Institute a core reading program to increase the 
consistency and integration of reading instruction across classrooms within grade 
levels. Core programs ensure that instruction is properly sequenced from one grade 
to the next.  

 
The Institute of Education Sciences’ Practice Guide for early elementary reading 
recommends that teachers create “attractive and prominently located ‘literacy centers,’ or 
classroom libraries,” to make reading appealing to students. The centers should “have 
comfortable seating (e.g., beach chairs help create a beach theme), small reading rugs, or 
pillows to make the reading experience especially enjoyable.” Although some younger 
students may not be able to read an entire book on their own, literacy centers “can get 
students excited about reading by providing a special place in which they can read at their 
own level and pace.”48 

                                                        
46 “Improving Reading Comprehension in Kindergarten through Third Grade: IES Practice Guide.” What Works 

Clearinghouse, 2010. p. 21. http://files.eric.ed.gov/fulltext/ED512029.pdf 
47 Torgesen et al., Op. cit., pp. 13–14. 
48 “Improving Reading Comprehension in Kindergarten through Third Grade: IES Practice Guide,” Op. cit., p. 35. 



Hanover Research | July 2015 

 
© 2015 Hanover Research   18 

SECTION II: REVIEW OF RESEARCH-BASED K-2 
LITERACY INTERVENTIONS 
This section presents research-based K-2 literacy interventions described in the Department 
of Education’s WWC. Specifically, it describes all interventions with medium to large 
evidence bases of positive or potentially positive effects on alphabetics (phonemic 
awareness, phonological awareness, letter recognition, print awareness and phonics). Note 
that this is not an exhaustive list of literacy interventions, but refers to those programs 
identified, at minimum, as partially effective by the WWC.  
 
Figure 2.1 summarizes the intervention programs that will be discussed in more detail in this 
section. (See Appendix B, Figure B.1 for an explanation of how program effectiveness is 
determined, and Appendix B, Figure B.2 for an explanation of  how “Extent of Evidence” is 
categorized.)  
 

Figure 2.1: Effective Alphabetics Interventions, Grades K-2 

INTERVENTION POPULATION GRADES* EFFICACY** EXTENT OF 
EVIDENCE COST 

Fast ForWord Beginning K-3 ++ Medium – Large  $5,400 per 
school49 

Ladders to 
Literacy Beginning Kindergarten + Medium – Large $9.99 per 

student50 
Peer-Assisted 

Learning 
Strategies 

Beginning K-1 + Medium – Large $40 per 
teacher51 

Sound Partners Beginning K-1 ++ Medium – Large  $25.37 per 
student52 

Success for All Beginning K-3 ++ Medium – Large   $104 per 
student53 

Voyager Universal 
Literacy System Beginning Kindergarten + Medium – Large  $160 per 

student54 
Source: What Works Clearinghouse55 
*Grades for which the intervention meets this criteria; interventions may be available for additional grades 
**For this measure: “+” indicates potentially positive effects, “++” indicates positive effects. 
 

  

                                                        
49 Sales Representative. Telephone Interview. March 4, 2015.  
50 “Ladders to Literacy.” Brookes Publishing Co. http://products.brookespublishing.com/Ladders-to-Literacy-

P557.aspx 
51 “PALS Reading - Product List.” Peer Assisted Learning Strategies. http://kc.vanderbilt.edu/pals/reading-grade1.html 
52 Sales Representative. Telephone Interview. March 5, 2015.  
53 “Frequently Asked Questions.” Success for All Foundation. http://www.successforall.org/About-Us/FAQs/ 
54 “Voyager Universal Literacy System.” What Works Clearinghouse, August 2007. 

http://ies.ed.gov/ncee/wwc/pdf/intervention_reports/WWC_Voyager_072307.pdf 
55 “Find What Works.” What Works Clearinghouse. http://ies.ed.gov/ncee/wwc/FindWhatWorks.aspx 
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FAST FORWORD 

PROGRAM DETAILS 
Fast ForWord is a computer-based instructional program designed to improve the cognitive 
skills necessary for literacy development in students from the elementary grades onwards. 
Program material is designed based on the current scientific understanding of cognitive 
development and adapts the level of difficulty and content to each individual learner.56 The 
intervention is intended for use 30 to 100 minutes per day, five days per week. The total 
intervention period can range from four to 16 weeks long. Fast ForWord is delivered 
through three overarching programs: 57 

 Fast ForWord Language focuses on building the cognitive skills necessary for reading 
comprehension. Specific attention is paid to memory, attention, processing, 
sequencing, listening accuracy, phonological awareness, and knowledge of language 
structures. 

 Fast ForWord Literacy focuses on the same components as Fast ForWord Language 
described above. 

 Fast ForWord to Reading emphasizes building processing efficiency and cultivating 
reading skills. In particular, lessons focus on “sound-letter associations, phonological 
awareness, word recognition, knowledge of English language conventions, 
vocabulary, and comprehension.”58 

 
PROGRAM EFFICACY 
WWC identified seven studies of Fast ForWord in Grades K through 3 that meet the WWC’s 
evidence standards without reservations, and two studies that met evidence standards with 
reservations. The results of these studies indicate that Fast ForWord produces positive 
effects on alphabetics, mixed effects on comprehension, and no discernible effects on 
reading fluency.59 
 
LADDERS TO LITERACY 

PROGRAM DETAILS 
Ladders to Literacy is a supplemental curriculum for Kindergarten students designed to 
enhance skills in print awareness, phonological awareness, and oral language. The 
curriculum is presented in the books Ladders to Literacy: A Preschool Activity Book, and 
Ladders to Literacy: A Kindergarten Activity Book. The curriculum targets students from 
different backgrounds, including students with typical development, students with 
disabilities, and those at risk of reading failure.60 
                                                        
56 “Fast ForWord.” What Works Clearinghouse, 2013. http://ies.ed.gov/ncee/wwc/interventionreport.aspx?sid=172 
57 Ibid. 
58 Ibid. 
59 Ibid. 
60 “Ladders to Literacy for Kindergarten Students.” What Works Clearinghouse, August 13, 2007. p. 1. 

http://ies.ed.gov/ncee/wwc/pdf/intervention_reports/WWC_Ladders_Literacy_072307.pdf 
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The Ladders to Literacy curriculum contains about 20 lessons and activities in each of three 
sections (print awareness, phonological awareness, and oral language). Teachers may 
choose from these activities based on what they are covering in lesson plans, and 
implement them on a weekly, monthly or one-time basis. All activities require little 
preparation time and are primarily designed for large groups, such as an entire class. 
Activities in the print awareness section require learners to answer questions about 
environmental print, print conventions, and letter names and sounds. The curriculum 
encourages teachers to use newspapers, menus, recipes, signs, messages and writing 
exercises to supplement books in the classroom. In phonological awareness activities, 
students are asked to identify environmental sounds, repeat words or phrases in songs and 
nursery rhymes, play games of alliteration, and blend and segment words. In the oral 
language section, students complete activities that encourage developmental conversation 
prompted by storybooks, pictures, objects and films. The oral language section integrates 
the other sections by encouraging students to reference print and phonological awareness 
activities.61 
 
PROGRAM EFFICACY 
A 2008 University of New Hampshire study tested 123 children in Head Start to assess the 
impact of Ladders to Literacy. Half of the children participated in Ladders to Literacy, and 
the other half participated in a control Kindergarten curriculum. The study found no 
significant effects of Ladders to Literacy on the treatment group.62 
 
WWC identified four studies of Ladders to Literacy in Kindergarten that meet the WWC’s 
evidence standards with reservations. The results of these studies indicate that Ladders to 
Literacy produces potentially positive effects on alphabetics and fluency, and mixed effects 
on comprehension.63 
 
PEER-ASSISTED LEARNING STRATEGIES 
PROGRAM DETAILS 
Peer-Assisted Learning Strategies (PALS) is a supplementary reading activity for students in 
Grades K through 6. Teachers pair students together for peer-led tutoring for 30 to 35 
minutes, three to four times per week.64 During each session, students take turns inhabiting 
the tutoring role in various skills assignments. Teachers deliberately pair students based on 
an area in which one student is deficient and in which the other is proficient, with the more 
proficient student inhabiting the tutor role first. Reading activities include:65 

                                                        
61 Ibid., pp. 1-2. 
62 Chambers, B. et al. “Effective Early Childhood Education Programs: A Systematic Review.” Best Evidence 

Encycopedia, September 2010. p. 24. http://www.bestevidence.org/word/early_child_ed_Sep_22_2010.pdf 
63 “Ladders to Literacy for Kindergarten Students,” Op. cit., p. 6.  
64 “Peer-Assisted Learning/Literacy Strategies.” What Works Clearinghouse, May 2012. p. 2. 

http://ies.ed.gov/ncee/wwc/pdf/intervention_reports/wwc_pals_050112.pdf 
65 Ibid. 
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 Partner reading/retelling: Students take turns reading for five minutes each. While 
one student is reading, the other coaches the reader through challenging passages 
and provides feedback on errors and corrections. 

 Paragraph shrinking: Students take turns reading paragraphs from a story. After 
each paragraph, the reader generates a statement about the main idea of the 
paragraph. The tutor helps the reader correct or refine the main idea statement. 

 Prediction relay: The first reader predicts what will happen in the half page of text 
s/he is about to read. After s/he reads the text, the listener evaluates the accuracy 
of their prediction. Students switch and repeat the procedure. 

 
PROGRAM EFFICACY 
WWC identified two studies of PALS in Grades K through 1 that meet the WWC’s evidence 
standards without reservations, and one study that meets standards with reservations. The 
studies’ findings indicate that the program has a potentially positive effect on alphabetics, 
no discernible effect on reading fluency, and mixed effects on reading comprehension.66 
 
SOUND PARTNERS 
PROGRAM DETAILS 
Sound Partners is a phonics-based tutoring program that provides supplemental reading 
instruction to students in Kindergarten through Grade 3 with below-average reading skills. 
The program consists of a set of scripted lessons with texts for oral reading practice. Sound 
Partners is designed for 30 minute sessions of one-to-one tutoring four days per week. Each 
session includes four to eight short activities, with the last 15 minutes dedicated to oral 
reading practice. Tests are administered once every 10 lessons to gauge student mastery. 
The program is designed specifically for tutors with minimal training and experience, and 
can be conducted either as a pull-out program during the school day, as an after-school 
program, or at home.67 
  
PROGRAM EFFICACY 
A follow-up study conducted by the Sound Partners founder, Patricia Vadasy, shows positive 
effects of the program persisting over time. The two-year follow-up of the intervention 
group shows positive effects on word reading, spelling, and comprehension outcomes for 
language minority students and positive effects on word reading, spelling, comprehension, 
and fluency outcomes for non-language minority students. Students who participated in 
Sound Partners in Kindergarten experienced greater effects with more word study 
instruction in Grade 1 and more meaning instruction in Grade 2.68  
                                                        
66 Ibid., pp. 5-6. 
67 “Sound Partners.” What Works Clearinghouse, 2010. pp. 2-4. 

http://ies.ed.gov/ncee/wwc/pdf/intervention_reports/wwc_soundpartners_092110.pdf 
68 Vadasy, P. and E. Sanders. “Two-Year Follow-up of a Kindergarten Phonics Intervention for English Learners and 

Native English Speakers: Contextualizing Treatment Impacts by Classroom Literacy Instruction.” Journal of 
Educational Psychology, November 2012. http://psycnet.apa.org/psycinfo/2012-10765-001/ 
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WWC identified seven studies that examine the effects of Sound Partners Strategies on 
students in Grades K through 1. Four studies meet evidence standards without reservations, 
and three studies meet standards with reservations. The study findings indicate that the 
program has a positive effect on alphabetics, reading fluency, and reading comprehension, 
but no discernible effect on general reading achievement. The studies constitute a medium 
to large research base for alphabetics, reading fluency, and reading comprehension, and a 
small research base for general reading achievement.69 
 
SUCCESS FOR ALL 
PROGRAM DETAILS 
Success for All is a school reform model that includes reading, writing and oral language 
development interventions for students in Pre-kindergarten through Grade 8. In classrooms, 
Success for All take the form of daily 90-minute reading periods, during which students 
meet in class groups of 15 to 20 students performing at the same reading level, regardless 
of age or grade distinctions. Reading teachers lead each class in literacy activities such as 
reading books aloud and discussing the story. At the Kindergarten and Grade 1 levels, 
teachers emphasize reading activities that focus on phonemic awareness, auditory 
discrimination, and sound blending. Teachers of students in Grades 2 through 5 use reading 
materials provided by the school or district to guide structured, interactive activities in 
which students read, discuss, and write about the books, particularly focusing on 
collaborative learning exercises like partner reading.70 
 
PROGRAM EFFICACY 
WWC identified one study of Success for All in Grades K through 3 that meets the WWC’s 
evidence standards without reservations, and six studies that meet the WWC’s evidence 
standards with reservations. The results of these studies indicate that Success for All 
produces positive effects on alphabetics and mixed effects on comprehension.71 
 
VOYAGER UNIVERSAL LITERACY SYSTEM 
PROGRAM DETAILS 
The Voyager Universal Literacy System is a core reading program that uses strategies such 
as individual reading instruction, higher-level comprehension activities, problem solving, 
and writing. Sequenced lessons provide teachers with tools and directions for instruction 
and assessment. Computer-based activities provide practice and reinforcement in 
phonological skills, comprehension, fluency, language development, and writing. Classroom 
activities include read-alouds directed by the teacher and students in whole classroom, 

                                                        
69 “Sound Partners,” Op. cit., pp. 3-8. 
70 “Success for All.” What Works Clearinghouse, 2009. pp. 1-2. 

http://ies.ed.gov/ncee/wwc/pdf/intervention_reports/wwc_sfa_081109.pdf 
71 Ibid., p. 1.  
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small group, and independent settings. The program includes a home study curriculum with 
15-minute activities for parents and children.72  
 
PROGRAM EFFICACY 
WWC identified two studies of the Voyager Universal Literacy System in Kindergarten 
students that meet the WWC’s evidence standards with reservations. The results of these 
studies indicate that the Voyager Universal Literacy System produces potentially positive 
effects on alphabetics and potentially negative effects on comprehension.73 
 
 
 
 
 
 
  

                                                        
72 “Voyager Universal Literacy System,” Op. cit., pp. 1-2.  
73 Ibid., p. 1. 
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APPENDIX A: CURRICULUM MAPS 
This appendix includes curriculum maps from the University of Oregon’s Center on Teaching 
and learning. The maps outline recommended instructional sequencing for beginning 
reading instruction in Grades K through 2 based on the phonemic awareness skills students 
should be acquiring at a particular time in the year. The numbers in the first row correspond 
to the number of months in the school year; for example, if the school year starts in August, 
teachers should focus on developing the skill marked with an “X” in column one in August, 
and move on to column two in September. 
 
KINDERGARTEN 

INSTRUCTIONAL FOCUS 1 2 3 4 5 6 7 8 9 
PHONEMIC AWARENESS 

Tells whether words and 
sounds are the same or 

different 
X X        

Identifies which word is 
different  X X       

Identifies different speech 
sound   X X      

Identifies whether words 
rhyme X         

Produces a word that rhymes  X X       
Orally blends syllables or 

onset-rimes   X X      

Orally blends separate 
phonemes     X X X   

Claps words in sentences X         
Claps syllables in words  X X       

Says syllables    X X     
Identifies first sound in one-

syllable words X X X X X     

Segments individual sounds in 
words     X X X X X 

ALPHABETIC PRINCIPLE 
Identifies letter matched to a 

sound X X X X X X    

Says the most common sound 
associated with individual 

letters 
  X X X X X X X 

Blends letter sounds in one-
syllable words     X X X X X 

Recognizes some words by 
sight      X X X X 

VOCABULARY  
Names pictures of common 

concepts X X X X X X X X X 
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INSTRUCTIONAL FOCUS 1 2 3 4 5 6 7 8 9 
Uses words to describe 

location, size, color, and shape  X X X X X X X X X 

Uses names and labels of 
basic concepts X X X X X X X X X 

Learns new vocabulary 
through stories and 

instruction 
X X X X X X X X X 

Listens to new vocabulary in 
multiple contexts to 
understand its use 

X X X X X X X X X 

Uses newly learned 
vocabulary on multiple 
occasions to reinforce 

meaning 

X X X X X X X X X 

COMPREHENSION 
Uses pictures and information 

about the story to predict 
what will happen next 

   X X     

Answers who, where, and 
what questions after listening 

to a sentence or short 
paragraph 

X X X X      

Responds to stories by 
answering and asking 

questions, discussing ideas, 
and relative events to 
personal experiences 

X X X X X X X X X 

Retells a familiar story with a 
book    X X     

Retells a familiar story without 
a book including beginning, 

middle, and end 
     X X   

Retells a story and includes 
characters, settings, and 

important events 
      X X  

Identifies the correct 
sequence of events in a story 
read orally by someone else 

       X X 

Connects events, characters, 
and actions in the story to 

specific life experiences 
X X X X X X X X X 

Source: University of Oregon74 
 
  

                                                        
74 “Big Ideas in Beginning Reading: Curriculum Maps.” University of Oregon. 

http://reading.uoregon.edu/resources/maps.php 
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GRADE 1 
INSTRUCTIONAL FOCUS 1 2 3 4 5 6 7 8 9 

PHONEMIC AWARENESS 
Identifies first sound in one-

syllable words X X        

Identifies final sound in one-
syllable words X X X       

Identifies medial sound in 
one-syllable words  X X X      

Blends three to four 
phonemes into a whole word X X X X X     

Segments three and four-
phoneme, one-syllable words X         

ALPHABETIC PRINCIPLE 
Produces L-S correspondences X X X       
Produces sounds to common 

letter combinations   X X X X    

Decodes words with 
consonant blends  X X X      

Decodes words with letter 
combinations   X X X X X   

Reads regular one-syllable 
words fluently X X X X X X X X X 

Reads words with common 
word parts    X X X X   

Reads common sight words 
automatically X X X X X X X X X 

FLUENCY  
Reads accurately (one error in 

20 words)    X X X X X X 

Reads fluently (one word per 
two to three seconds mid-
year; one word per second 

end of year) 

X X X X X X X X X 

Phrasing attending to ending 
punctuation      X X X X 

Reads and rereads to increase 
familiarity      X X X X 

Rereads and self-corrects 
while reading  X X X X     

SPELLING  
Writes letters associated with 

each sound in one-syllable, 
phonetically regular words 

X X X       

Spells single-syllable regular 
words correctly and 

independently 
 X X X X     

Spells studied sight words 
accurately X X X X X X X X X 
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INSTRUCTIONAL FOCUS 1 2 3 4 5 6 7 8 9 
VOCABULARY 

Sorts grade-appropriate words 
with or without pictures into 

categories 
X X X X X X X X X 

Learns and uses unfamiliar 
words introduced in stories 
and informational passages 

X X X X X X X X X 

Increases knowledge of word 
meanings and uses new 

vocabulary in speaking and 
writing 

X X X X X X X X X 

COMPREHENSION 
Answers who, where, and 

what questions after listening 
to a sentence or short 

paragraph 

X X X X X X X X X 

Tells the main idea of a simple 
story or topic of an 

informational passage  
X X X X X     

Identifies and answers 
questions about characters, 

settings, and events 
X X X X      

Makes and verifies predictions 
based on information from 

the story 
   X X X    

Draws conclusions about 
information or stories read      X X X  

Retells the main idea of 
simple stories  X X X      

Retells a story and includes 
characters, settings, and 

important events 
  X X X X X X X 

Retells correct sequence of 
events in a story or a 

chronological passage 
     X X X X 

Summarizes main ideas 
learned about a topic from an 

informational passage 
      X X X 

Stops while reading to assess 
understanding and clarify X X X X X X X X X 

Connects events, characters, 
and actions in the story to 

specific life experiences 
X X X X X X X X X 

Uses prior knowledge to 
clarify understanding X X X X X X X X X 

Source: University of Oregon75 
 

                                                        
75 Ibid. 
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GRADE 2 
INSTRUCTIONAL FOCUS 1 2 3 4 5 6 7 8 9 

ALPHABETIC PRINCIPLE 
Produces diphthongs and digraphs X X        
Uses advanced phonic elements to 

recognize words X X X X      

Reads compound words, 
contractions, possessives, and 

inflectional endings 
  X X X X    

Reads multisyllabic words     X X X   
Reads more sight words accurately X X X X X X X X X 

FLUENCY  
Reads 90 to 100 words per minute X X X X X X X X X 

Reads with phrasing and 
expression   X X X     

Listens to fluent oral reading and 
practices increasing oral reading 

fluency 
X X X X X X X X X 

Reads and rereads to increase 
familiarity X X X X X X X X X 

Self-corrects word recognition 
errors X X        

SPELLING  
Spells previously-studied 

phonetically regular words 
accurately 

X X X X X X X X X 

Uses phonetic strategies to spell 
unfamiliar words  X X X X X X X X 

Spells frequently used sight words 
accurately  X X X X X X X X 

Uses dictionary to check spellings     X X X X X 
VOCABULARY  

Classifies and categorizes words 
into sets and groups X X X X X X X X X 

Learns and uses unfamiliar words 
that are introduced in stories and 

texts  
X X X X X X X X X 

Understands and explains common 
antonyms and synonyms X X X X X X X X X 

Increases knowledge of vocabulary 
through independent reading X X X X X X X X X 

Uses new vocabulary X X X X X X X X X 
Examines word usage and 

effectiveness to expand descriptive 
vocabulary 

X X X X X X X X X 

Makes inferences about the 
meaning of a word based on its 

use in a sentence 
X X X X X X X X X 
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INSTRUCTIONAL FOCUS 1 2 3 4 5 6 7 8 9 
Uses word structure to learn 

meaning X X X X X X X X X 

Identifies simple multiple-meaning 
words X X X X X X X X X 

COMPREHENSION 
Answers questions about the main 

characters, settings, and events X X X X X X    

Identifies characters’ actions, 
motives, emotions, traits, and 

feelings 
  X X X X    

Makes and confirms predictions 
based on information from the 

story 
      X X X 

Answers what, if, why, and how 
questions    X X X    

Distinguishes main idea from 
details, fact from opinion, and 

cause from effect 
 X X X X X    

Uses text structure to aid 
understanding   X X X     

Uses information from simple 
tables, maps, and charts to learn 

about a topic 
   X X X    

Uses titles, table of contents, and 
chapter headings to locate 

information 
    X X X   

Reads for understanding X X X X X X X X X 
Interacts with stories and 

informational texts to clarify and 
extend comprehension 

X X X X X X    

Retells explicit and implicit main 
ideas  X X X X X X   

Identifies the correct sequence of 
events X X X       

Draws conclusions based on 
content   X X X     

Identifies/discusses themes of text     X X X   
Connects events, characters, 

actions, and themes to specific life 
experiences 

X X X X X X X X X 

Uses prior knowledge to clarify 
understanding  X X X X X X X X X 

Makes comparisons across reading 
selections     X X X X X 

Source: University of Oregon76 
 
 

                                                        
76 Ibid. 
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APPENDIX B: WWC EVIDENCE STANDARDS 
Figures B.1 and B.2 present the Institute of Education Sciences’ criteria for rating program 
effectiveness and extent of evidence in the “What Works” reports. 
 

Figure B.1: WWC Intervention Rating Scheme 
RATING REQUIREMENTS 

Positive  

 Two or more studies showing statistically significant positive effects, at least 
one of which met WWC evidence standards for a strong design 

 No studies showing statistically significant or substantively important negative 
effects 

Potentially 
Positive 

 At least one study showing statistically significant or substantively important 
positive effect 

 No studies showing a statistically significant or substantively important negative 
effect AND fewer or the same number of studies showing indeterminate effects 
than showing statistically significant or substantively important positive effects 

Mixed 

 At least one study showing a statistically significant or substantively important 
positive effect AND at least one study showing a statistically significant or 
substantively important negative effect, but no more such studies than the 
number showing a statistically significant or substantively important positive 
effect OR 

 At least one study showing a statistically significant or substantively important 
effect AND more studies showing an indeterminate effect than showing a 
statistically significant or substantively important effect 

No Discernible 
Effects 

 None of the studies shows a statistically significant or substantively important 
effect, either positive or negative 

Potentially 
Negative 

 At least one study showing statistically significant or substantively important 
negative effect 

 No studies showing a statistically significant or substantively important positive 
effect OR more studies showing statistically significant or substantively 
important negative effects than showing statistically significant or substantively 
important positive effects 

Negative 

 Two or more studies showing statistically significant negative effects, at least 
one of which met WWC evidence standards for a strong design 

 No studies showing statistically significant or substantively important positive 
effects 

Source: Institute of Education Sciences77 
 

  

                                                        
77 Table contents copied verbatim from: “What Works Clearinghouse Procedures and Standards Handbook.” Institute 

of Education Sciences, 2010. pp. 23–24. 
http://ies.ed.gov/ncee/wwc/pdf/reference_resources/wwc_procedures_v2_1_standards_handbook.pdf 
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Figure B.2: WWC Extent of Evidence Categorization 
CATEGORIZATION IF ANY OF THE FOLLOWING ARE TRUE: 

Medium – Large  

 Domain includes more than one study 
 Domain includes more than one school 
 Domain findings are based on a total sample size of at least 350 students OR, 

assuming 25 students in a class, a total of at least 14 classrooms across studies 

Small 

 Domain includes only one study 
 Domain includes only one school 
 Domain findings are based on a total sample size of less than 350 students 

AND, assuming 25 students in a class, a total of less than 14 classrooms across 
studies 

Source: Institute of Education Sciences78 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

                                                        
78 Table contents copied verbatim, with minor adaptations, from: Ibid., p. 100. 
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PROJECT EVALUATION FORM 
 
Hanover Research is committed to providing a work product that meets or exceeds partner 
expectations. In keeping with that goal, we would like to hear your opinions regarding our 
reports. Feedback is critically important and serves as the strongest mechanism by which we 
tailor our research to your organization. When you have had a chance to evaluate this 
report, please take a moment to fill out the following questionnaire. 
 
http://www.hanoverresearch.com/evaluation/index.php 
 
 

CAVEAT 
 
The publisher and authors have used their best efforts in preparing this brief. The publisher 
and authors make no representations or warranties with respect to the accuracy or 
completeness of the contents of this brief and specifically disclaim any implied warranties of 
fitness for a particular purpose. There are no warranties that extend beyond the 
descriptions contained in this paragraph. No warranty may be created or extended by 
representatives of Hanover Research or its marketing materials. The accuracy and 
completeness of the information provided herein and the opinions stated herein are not 
guaranteed or warranted to produce any particular results, and the advice and strategies 
contained herein may not be suitable for every partner. Neither the publisher nor the 
authors shall be liable for any loss of profit or any other commercial damages, including but 
not limited to special, incidental, consequential, or other damages. Moreover, Hanover 
Research is not engaged in rendering legal, accounting, or other professional services. 
Partners requiring such services are advised to consult an appropriate professional. 
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