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Overview of the Span

he grades two to three span is a pivotal time for children as they build more sophisticated
I comprehension and decoding skills and develop the fluency necessary to propel them
into more advanced reading, including independently reading chapter books. During this
span, children engage with wide-ranging, high quality,
increasingly complex text both as listeners! and readers,
and their teachers provide carefully designed instruction and
appropriate levels of scaffolding to support meaning making

The grades two to three span
is a pivotal time for children as

with these texts. At the same time, children’s language they build more sophisticated
(especially academic language) continues to expand, and comprehension and decoding
they become more proficient at writing different types of skills and develop the fluency
texts for a variety of purposes. They use digital tools to necessary to propel them

produce and publish writing. They build knowledge through
content area instruction and through interactions with
literary and informational texts, including history/social
studies, science, and technical texts. They also engage in reading chapter books.

wide reading and research projects, both which contribute

mightily to knowledge. They continue to gain skill in expressing themselves effectively as they
participate in collaborative discussions about texts and topics and provide formal presentations of their
knowledge to an audience.

Children who are English learners (ELs) participate fully in the ELA and other content area
curricula while they are also learning English as an additional language and developing as bilinguals.
(See chapters 2 and 9 of this ELA/ELD Framework.) They continue to develop their metalinguistic
awareness, learning new and nuanced ways of using English to convey ideas and messages that are
appropriate for the discipline, topic, purpose, and audience. They also build their understanding of
how vocabulary and other language resources are used to organize, expand and enrich, and connect
ideas in texts.

When they speak and write, EL second and third graders adopt some of the same ways of using
language they learn through their close reading of complex texts and their analysis of how language
works in these texts. Students produce an increasing variety of language in their writing, speaking,
and creating as they work to convey their understandings of the world, and they develop discourse

practices that enable them to participate in a range of
contexts, both social and academic. English learners
When they speak and write, at grades two and three achieve awareness about how

EL second and third graders language works and the ability to use language skillfully
adopt some of the same ways and flexibly through a carefully designed instructional

fusing | they | program that immerses them in intellectually engaging and
opusing 0”9 uage they 'earn meaningful content with appropriate levels of scaffolding.
through their close reading

It is important to note that, even as children are learning

into more advanced reading,
including independently

of complex texts and their English as an additional language, California values the
analysis of how language primary languages of its students and encourages continued
works in these texts. development of those languages. This is recognized by

the establishment of the State Seal of Biliteracy. (See the
introduction to this ELA/ELD Framework.) In addition, and

1 As noted throughout this framework, speaking and listening should be broadly interpreted. Speaking and listening should
include students who are deaf and hard of hearing using American Sign Language (ASL) as their primary language. Students
who are deaf and hard of hearing who do not use ASL as their primary language but use amplification, residual hearing,
listening and spoken language, cued speech and sign supported speech, access general education curriculum with varying
modes of communication.
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as discussed in chapters 2 and 9, California takes an additive
stance to language development for all children. This
This ELA/ELD Framework ELA/ELD Framework views the “non-standard” dialects of
views the “non-standard” English (such as African American English or Chicana/Chicano
English) that linguistically and culturally diverse students may
bring to school from their homes and communities as valuable
assets, resources in their own right, and solid foundations to

dialects of English (such as
African American English or

Chicana/Chicano English) be built upon for developing academic English.
that linguistically and Students with disabilities are a diverse group with varying
culturally diverse students needs and abilities, and with appropriate strategies, supports,
may brjng to school from and accommodations, they, too, engage in an intellectually
their homes and communities rich and engaging curriculum that supports their achievement
as valuable assets of grade-level standards. (See chapter 9 of this ELA/ELD

o Framework.)

This chapter provides guidance for supporting all children’s
achievement of the grades two and three CA CCSS for ELA/Literacy and, additionally for ELs, the CA
ELD Standards. It begins with a brief discussion of the integrated and interdisciplinary nature of the
language arts. It then highlights the key themes of ELA/literacy and ELD instruction, and outlines
appropriate ELD instruction. Grade-level sections provide additional guidance for grade two and grade
three and include snapshots and longer vignettes of practical application of this guidance.

An Integrated and Interdisciplinary Approach

As noted in previous chapters, reading, writing, speaking, listening, and language are not
independent processes; rather, they are interdependent. The CA CCSS for ELA/Literacy and the CA
ELD Standards recognize the interrelationships among these communicative acts and call for their
integration in the ELA/literacy and ELD curriculum. Instruction is organized so that the strands
of Reading, Writing, Speaking and Listening, and Language develop together and are mutually
supportive.

The CA CCSS for ELA/Literacy and the CA ELD Standards also recognize the role that the
language arts play across the curricula. The language arts are used to acquire knowledge and inquiry
skills in the content areas. Children read to gain, modify, or extend knowledge or to learn different
perspectives. They write to express their understandings of new concepts and also to refine and
consolidate their understandings of these concepts. They engage in discussion with others to clarify
points; ask questions; summarize what they have heard,
read, or viewed; explain their opinions; and collaborate on
projects, research, and presentations. They acquire language The language arts are used to
for new concepts through reading and listening and use this acquire knowledge and inquiry
language in speaking and writing. As the language arts are
employed in the content areas, skills in reading, writing,
speaking, listening, and language are further developed.
The reciprocal relationship between the language arts and or extend knowledge or to
content learning is apparent throughout California’s subject learn different perspectives.
matter content standards. Examples from grades two and
three include the following:

skills in the content areas.
Children read to gain, modify,

e Construct an argument with evidence that in a particular habitat some organisms can survive
well, some survive less well, and some cannot survive at all. (Grade Three Next Generation
Science Standard 3-L$4-3)
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e Trace why their community was established, how individuals and families contributed to its
founding and development, and how the community has changed over time, drawing on maps,
photographs, oral histories, letters, newspapers, and other primary sources. (California Grade
Three History—Social Science Content Standard 3.3.3)

e Use addition and subtraction within 100 to solve word
problems involving lengths that are given in the same

units, e.g., by using drawings (such as drawings of They [students] acquire
rulers) and equations with a symbol for the unknown Ianguage for new concepts
number to represent the problem. (California Grade through reading and listening
Two CCSS Mathematics Standard MD.5)

and use this language in

e Explain commonalities among basic locomotor and speaking and writing. As the
axial movements in dances from various countries.
(California Grade Two Visual and Performing Arts
Dance Content Standard 3.2)

language arts are employed
in the content areas, skills in
reading, writing, speaking,

e Describe and record the changes in heart rate before, Iistening and/anguage are
7

during, and after physical activity. (California Grade
Three Physical Education Standard 4.8) further developed.

Similarly, the components of the CA ELD Standards—
"Interacting in Meaningful Ways,” “Learning About How English Works,” and “Using Foundational
Literacy Skills"—are integrated throughout the curricula, rather than being addressed exclusively
during designated ELD. The CA ELD Standards guide teachers to support their EL students to fully
engage with the grade-level curricula that the CA CCSS for ELA/Literacy and other content standards
call for while developing linguistically in an accelerated time frame.

Key Themes of ELA/Literacy and ELD Instruction

This section discusses each of the five themes of California’s ELA/literacy and ELD instruction
described in the introduction to this framework and chapters 1 and 2 as they pertain to grades two
and three (see figure 4.1): Meaning Making, Language
Development, Effective Expression, Content Know ledge,

Teachers in the grade span 4 Foundational Skills, Impacting each of these for ELs is

recognize their critical learning English as an additional language, and impacting all
role in ensuring children’s students is the context in which learning occurs. Displayed in the
initial steps on the exciting white field of the figure are the characteristics of the context for

pathway toward ultimately instruction called for by this ELA_/ELD_ Framework. Highlighted

in figure 4.2 is research on motivation and engagement,
discussed in chapter 2 of this framework. Teachers in the grade
span recognize their critical role in ensuring children’s initial
steps on the exciting pathway toward ultimately achieving the
overarching goals of ELA/literacy and ELD instruction (displayed
in the outer ring of figure 4.1): students develop the readiness for college, careers, and civic life;
attain the capacities of literate individuals; become broadly literate; and acquire the skills for living and
learning in the 21st century.

achieving the overarching
goals of ELA/literacy and
ELD instruction . ..
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Figure 4.1. Circles of Implementation of ELA/Literacy and ELD Instruction
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Figure 4.2. Motivation and Engagement

Educators should keep issues of motivation and engagement at the forefront of their work
to assist children achieve the CA CCSS for ELA/Literacy and CA ELD Standards. The panel
report Improving Reading Comprehension in Kindergarten Through 3rd Grade (Shanahan, and
others 2010) makes clear the importance of addressing motivation and engagement in primary
grade literacy programs and recommended the following practices:

¢ Help students discover the purpose and benefits of reading by modeling enjoyment of text
and an appreciation of what information has to offer and creating a print rich environment
(including meaningful text on classroom walls and well stocked, inviting, and comfortable
libraries or literacy centers that contain a range of print materials, including texts on topics
relevant to instructional experiences children are having in the content areas).

¢ Create opportunities for students to see themselves as successful readers. Texts and tasks
should be challenging, but within reach given appropriate teaching and scaffolding.

¢ Provide students reading choices, which include allowing them choice on literacy-
related activities, texts, and even locations in the room in which to engage with books
independently. Teachers’ knowledge of their students’ abilities will enable them to provide
appropriate guidance.

¢ Provide students the opportunity to learn by collaborating with their peers to read
texts, discuss texts, and engage in meaningful interactions with texts, such as locating
interesting information together.

Contributing to the motivation and engagement of diverse learners, including ELs, is
the teachers’ and the broader school community’s open recognition that students’ primary
languages, dialects of English used in the home, and home cultures are valuable resources in
their own right and also to draw on to build proficiency in English and in all school learning (de
Jong and Harper 2011; Lindholm-Leary and Genessee 2010). Teachers are encouraged to do
the following:
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¢ Create a welcoming classroom environment that exudes respect for cultural and linguistic
diversity.

¢ Get to know students’ cultural and linguistic backgrounds and how individual students
interact with their primary language, home dialect, and home cultures.

e Use the primary language or home dialect of English, as appropriate, to acknowledge
them as valuable assets and to support all learners to fully develop academic English and
engage meaningfully with the core curriculum

e Use texts that accurately reflect students’ cultural and social backgrounds so that students
see themselves in the curriculum.

¢ Continuously expand their understandings of culture and language so as not to
oversimplify approaches to culturally and linguistically responsive pedagogy. (For guidance
on implementing culturally and linguistically responsive teaching, see chapters 2 and 9 of
this ELA/ELD Framework.)

Meaning Making

Meaning making is at the very heart of ELA/literacy and ELD Meaning

Making

instruction. This section includes a focus on standards that relate
to meaning making, provides information about comprehension
of complex text, and briefly discusses comprehension strategies.

As in other grade spans, the focus on meaning making cuts
across the strands of CA CCSS for ELA/Literacy and the ELD
Standards in grades two and three. Each strand (ELA/Literacy)
or part (ELD) in both sets of standards emphasizes the primacy
of meaning in ELA/literacy and ELD instruction.

Prior to entering the grades two and three span, children
learned that reading, writing, speaking, and listening are
meaningful acts. They had many experiences making meaning
with text and in other communicative exchanges. In transitional
kindergarten through grade one, they participated in and demonstrated meaning making by asking
and answering questions about key details in a text (RL/RI.K-1.1). They learned to retell grade-level
stories and key details of informational text and to demonstrate understanding of a text’s central
message or main idea (RL/RI.K-1.2). They revealed their comprehension as they described characters,
settings, and major events in literary text and connections among elements of informational text
(RL/RI.K-1.3), and they used information from illustrations to make meaning (RL/RI.K-1.7). They
compared and contrasted adventures and experiences of characters in stories and identified basic
similarities in and differences between two informational texts on the same topic (RL/RI.K-1.9).

By grade one, with prompting and support, they read grade-level prose, poetry, and informational
texts, and they learned to activate prior knowledge related to the content of the texts and confirm
predictions about what will happen next (RL/RI.1.10).

In the transitional kindergarten through grade one span, they also learned that writing is used to
communicate opinions, information/explanations, and narratives as they shared their thoughts and
understandings through drawings and dictation and by employing their developing knowledge of the
alphabetic code (W.K-1, Standards 1-3). They learned to participate in collaborative conversations
in small and large groups, asking and answering questions to make meaning, and to present their
understandings to others (SL.K-1, Standards 1-6). And, they began to learn about and gain command

Effective
Expression

Language
Development

for EL4 /3
0066 "(Q,.
Reading, Writing, ‘¢
d' Speaking & Listening, =&
and Language

CAELD
Standards

in All Disciplines

Content
Knowledge

Foundational
Skills
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of basic oral and written language conventions in order to more clearly convey meaning (L.K-1,
Standards 1-2 and L.K-1, Standards 4-6).

These skills and understandings are furthered developed in the second- and third-grade span,
and new skills are learned that support meaning making. Among the new skills that focus on meaning
making are the following:

e Answering who, what, where, when, why, and how questions about text and, in grade three,
referring explicitly to the text as the basis for answers to questions about the text (RL/RI.
2-3.1)

e Explaining how details support the main idea in a text (RL/RI.2-3.2)

e Explaining how characters respond to major events and challenges and, in grade three, explain
how their actions contribute to the sequence of events.(RL.2-3.3)

e Describing the connection between a series of historical events, scientific ideas or concepts, or
steps in technical procedures in a text and, in grade three, use language that pertains to time,
sequence, and cause-effect (RI.2-3.3)

e Acknowledging differences in the points of view of characters and identifying the purpose of a
text (RL/RI.2-3.6)

o Referring explicitly to the text when demonstrating understanding in grade three (RL/RI.3.1)
e Conducting short research projects in grade three on their own (W.3.7)

e Gathering information from print and digital resources, taking notes, and sorting evidence into
provided categories in grade three (W.3.8)

¢ Recounting and determining main ideas and supporting details of a text read aloud or
information presented in diverse media and formats, including visually, quantitatively, and orally
(SL.2-3.2)

These skills contribute to the goal of educating individuals who can thoughtfully make meaning with a
range of text and media and with diverse peers and others.

The CA ELD Standards amplify this emphasis on meaning making. Children continue to learn
to interact in meaningful ways (Part 1) through three modes of communication: collaborative,
interpretive, and productive. In order to engage meaningfully
with oral and written texts, they continue to build their The CA ELD Standards amplify
understanding of how English works (Part 11) on a variety of
levels: how different text types are organized and structured
to achieve particular social purposes, how text can be
expanded and enriched using particular language resources,

this emphasis on meaning
making. Children continue to
learn to interact in meaningful

and how ideas can be connected and condensed to convey ways (Part ) through three
particular meanings. Importantly, second- and third-grade modes of communication:

ELs deepen their language awareness by analyzing and collaborative, interpretive, and
evaluating the language choices made by writers and productive.

speakers and discuss their contributions to meaning.
Meaning Making with Complex Text

It is during the second- and third-grade span that children begin to read appropriately-leveled
complex literary and informational texts. They are provided substantial instructional support as they
are guided toward reading texts in this grade span proficiently and independently by the end of
grade three (RL/RI.2-3.10). They learn to read complex texts closely. Often this entails rereading
for different purposes: to determine a character’s perspective, identify how the author’s word choice
impacts meaning, examine the organization of information, and so on.
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As discussed in chapter 2 in this ELA/ELD Framework, text complexity is determined on the basis
of quantitative and qualitative dimensions of the text as well as on knowledge of the reader (including
motivation, prior experiences, and background knowledge) and considerations about the reading task
itself. All children should be provided the opportunity and the appropriate differentiated instruction
that best enables them to interact successfully with complex text. Ample experiences with complex
text that are successful and satisfying contribute to children’s progress in achieving the skills and
knowledge required for college, the workforce, responsible citizenship, and the demands of the 21st
century. Furthermore, they are crucial if children are to attain the capacities of literate individuals and
become broadly literate. (See the overarching goals of ELA/literacy and ELD instruction described in
chapter 2 of this framework.)

In terms of quantitative measures of complexity, suggested ranges of multiple measures of
readability for the grades two and three complexity band recommended by the NGA/CCSSO are
provided in figure 4.3.

Figure 4.3. Associated Ranges from Multiple Measures for the Grades Two and Three Text
Complexity Band

AT Degr f . .
(Renaisoss:mce :ga(cal?: , SR T Ll Reading | o, eRrater
. g Kincaid Framework® Maturity
Learning) Power®
2.75-5.14 42-54 1.98-5.34 420-820 3.53-6.13 0.05-2.48
Source
National Governors Association Center for Best Practices and Council of Chief State School Officers. n.d. “Supplemental
Information for Appendix A of the Common Core State Standards for English Language Arts and Literacy: New
Research on Text Complexity,” 4. Common Core State Standards Initiative.

Quantitative measures provide a first and broad—and sometimes inaccurate—view on text
complexity. Teachers also should examine closely qualitative factors, such as levels of meaning,
structure, language conventionality and clarity, and knowledge demands of the text. Texts that have
multiple levels of meaning, use less familiar structures (such as flashbacks and flashforwards), employ
less common language conventions, and assume rather than provide requisite background knowledge
on a topic typically are more challenging to readers, and therefore are considered more complex text.
Readability formulae cannot provide this information. The complexity of a text also depends upon the
readers’ motivation, knowledge, and experiences and upon what the readers are expected to do with
the text (in other words, the task).

Teachers play a crucial role in ensuring that all students engage meaningfully with and learn from
challenging text. They provide strategically-designed instruction with appropriate levels of scaffolding,
based on students’ needs and as appropriate to the text and task, while always helping children work
toward achieving independence. Some of the teaching practices that illustrate this type of instruction
and scaffolding include leveraging background knowledge; teaching comprehension strategies,
vocabulary, text organization, and language features; focusing discussions on important questions
and ensuring equitable participation; sequencing texts and tasks appropriately; asking children
to reread the same text for different purposes, including to locate evidence for interpretations or
understandings; deploying tools, such as graphic organizers and student-made outlines; and teaching
writing in response to text. Figure 2.10 in chapter 2 of this ELA/ELD Framework provides guidance
for supporting learners’ engagement with complex text, along with considerations that are critical for
ensuring access for ELs.
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Using Comprehension Strategies. Teaching children to use reading comprehension strategies
to help them understand and retain what they read was among the recommendations of a panel
convened by the federal Institute of Education Sciences to review the research on comprehension
instruction in kindergarten through grade three. (Shanahan, and others 2010, 5). The panel identified
six research-based strategies as important for reading comprehension in the primary grades. These,
and descriptions, are provided in figure 4.4.

Figure 4.4. Comprehension Strategies and Descriptions

Effective Strategy Description
Activating Prior Knowledge/ Students think about what they already know and
Predicting use that knowledge in conjunction with other clues

to construct meaning from what they read or to
hypothesize what will happen next in the text. It is
assumed that students will continue to read to see if
their predictions are correct.

Questioning Students develop and attempt to answer questions
about the important ideas in the text while reading,
using words such as where or why to develop their
questions.

Visualizing Students develop a mental image of what is described
in the text.

Monitoring, Clarifying, and Fix Up Students pay attention to whether they understand
what they are reading, and when they do not,
they reread or use strategies that will help them
understand what they have read.

Drawing Inferences Students generate information that is important to
constructing meaning but that is missing from, or not
explicitly stated in, the text.

Summarizing/ Retelling Students briefly describe, orally or in writing, the main
points of what they read.

Source
Excerpted from

Shanahan, Timothy, and others. 2010. Improving Reading Comprehension in Kindergarten Through 3rd Grade:
A Practice Guide (NCEE 2010-4038), p. 12-13. Washington, DC: National Center for Education Evaluation and
Regional Assistance, Institute of Education Sciences, U.S. Department of Education.

The panel noted that strategies are “intentional mental actions” and “deliberate efforts”
employed before, during, or after reading to enhance understanding of text and overcome
difficulties in comprehending (Shanahan, and others 2010, 11), and the panel contrasted strategy
use with completion of worksheets. Teachers should explain each strategy (including its purpose
and application), demonstrate its use with authentic text, and support students’ independent use.
Strategies can be used individually or in combination. Critically, the strategies themselves are not the
focus of instruction; gaining meaning of the text in hand is always the goal.
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Questioning is one of the important comprehension
strategies identified by the panel, and teachers plan

It is important that questions be questions that support students’ comprehension of text
skillfully crafted, especially for and that guide them to read carefully and closely to
complex text. Planning is crucial, as uncover layers of meaning, perspectives, and language
are sensitivity and responsiveness use, thus deepening students’ understanding of the

text and its purposes. Teachers ensure that most of
the questions are text dependent, that is, ones that
can only be answered if the text has been read or

to students’ comprehension efforts
and growing understandings.

Students answer questions orally heard. Questions direct students to think about key
and in writing, as writing in ideas and details, vocabulary, and the author’s craft,
response to text also strengthens including the choices the author made in organizing
students’ comprehension. the text or using particular language. Questions prompt

literal and especially higher-order understandings and
guide students to make inferences. Critical thinking
also is prompted when questions target thinking about an author’s intentions. It is important that
questions be skillfully crafted, especially for complex text. Planning is crucial, as are sensitivity
and responsiveness to students’ comprehension efforts and growing understandings. Students
answer questions orally and in writing, as writing in response to text also strengthens students’
comprehension (Graham and Hebert 2010).

In addition to answering questions that support meaning making, students increase their skills in
asking their own questions about the texts they are read or listen to during this span (RL/RI.2-3.1).
Teachers model question generation during reading and has children collaborate with peers to
generate questions about the text. Students focus both on extracting and clarifying meaning and
on critically examining the author’s choices and purposes or perspectives. Initially, teachers provide
support, withdrawing it slowly as students’ skills and confidence grow. The process of gradually
releasing responsibility for learning to students is discussed in chapter 2 of this ELA/ELD Framework.

Language Development

Language is central to reading, writing, speaking, and
listening—and, indeed, to all learning. It is a crucial focus in
children’s schooling, especially in the early years, as these
years provide the foundation for the learning that occurs in i : Effective
subsequent years. This section begins with a discussion of L= Spent R | Expression
previous learning and current grade-span standards related to g L
language development. Then vocabulary development, teacher

read alouds, and teacher modeling and student conversations e
are highlighted.
in All Disciplines

In the transitional kindergarten through grade one span,
considerable attention was devoted to language development.
Children were exposed to rich and varied vocabulary, sentence
structures, and discourse structures through a variety of means,
and they were given many opportunities to use language to
express themselves and interact with others in meaningful and intellectually stimulating learning
contexts. (See chapter 3 of this ELA/ELD Framework.)

In the transitional kindergarten through grade one span, children learned to ask and answer
questions about unknown words or phrases in literature and informational texts (RL.K.4/RI.K-1.4).
They learned to identify words and phrases in stories or poems that suggest feelings or appeal to
the senses (RL.1.4). They also learned to use temporal words to signal event order (W.2.3). Children

Meaning

Foundational
Skills

Content
Knowledge
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Prior to entering the grades two
and three span, children were
also taught to determine or clarify
the meaning of unknown and
multiple-meaning words and
phrases in grade-level texts and

learned to describe people, places, things, and events
with relevant details, expressing ideas and feelings clearly
(SL.1.4). They learned to use language to seek help or
get information or clarification. They also learned to ask
and answer questions about key details in texts read
aloud, information presented orally or through other
media, or in order to gather additional information or
clarify something that a speaker said that they did not
understand (SL.K-1.2, SL.K-1.3).

content by using sentence-level
context, frequently occurring
affixes, or frequently occurring
root words and their inflectional
forms.

Prior to entering the grades two and three span,
children were also taught to determine or clarify the
meaning of unknown and multiple-meaning words
and phrases in grade-level texts and content by using
sentence-level context, frequently occurring affixes, or
frequently occurring root words and their inflectional

forms (L.1.4). With guidance and support, they began to demonstrate understanding of word
relationships and nuances in word meanings (L.1.5). They learned to use context, which includes
knowledge of language, to confirm or self-correct word recognition and comprehension while reading
(RE1.4c). See the language conventions sections of the grade-level discussions in chapter 3 of
this ELA/ELD Framework for detail on language conventions that were acquired in the transitional
kindergarten through grade one span.

In the second- and third-grade span, children continue to build the skills they learned in the
previous grades. New to this span in terms of language development and language awareness are the
following:

294 | Chapter 4

Describing how words and phrases (e.g., regular beats, alliteration, rhymes, repeated lines)
supply rhythm and meaning in a story, poem, or song (RL.2.4)

Determining the meaning of words and phrases as they are used in a text (RI.2.4), and in the
case of literature (in grade three), distinguishing literal from nonliteral language (RL.3.4)

Determining the meaning of general academic and domain-specific words and phrases in a text
(in grade three) (RI.3.4)

Knowing the meaning of the most common prefixes, derivational suffixes, and Latin suffixes
(RR.3.3a, b) and determining the meaning of the new word formed when a known prefix (L.2.4)
or other affix (L.3.4) is added to a known word

Using linking words (in grade two) and phrases (in grade three) in writing to connect ideas
(W.2-3.1, W.3.2¢)

Using temporal phrases (in grade three) in writing to signal event order (W.3.3c)

Using language that pertains to time, sequence, and cause/effect when describing the
relationship between a series of historical events, scientific ideas or concepts, or steps in
technical procedures in a text in grade three (RI.3.3)

Recounting or describing key ideas or details from a text read aloud or informational presented
orally or through diverse media and formats (SL.2-3.2)

Offering elaboration and detail while asking and answering questions about information from a
speaker (in grade three) (SL.3.3)

Using descriptive details (including clear and specific vocabulary in grade three) to tell a story or
recount an experience (or, in grade three, report on a topic) (SL.2-3.4)

Grades 2 and 3



e Comparing formal and informal uses of English (in grade two) (L.2.3a) and recognizing and
observing differences between conventions of spoken and written standard English (in grade
three) (L.3.3)

e Choosing words and phrases for effect (in grade three) (L.3.3a)

e Using knowledge of the meaning of individual words to predict the meaning of compound words
(L.2.4d)

e Using glossaries and beginning dictionaries, both print and digital, to determine or clarify the
meaning of words and phrases in all content areas (L.2-3.4)

e Demonstrating understanding of word relationships and nuances in word meanings, including
(in grade three) distinguishing the literal and non-literal meanings of words and phrases in
context and distinguishing shades of meaning among related words that describe states of mind
or degrees of certainty

e Using adjectives and adverbs to describe in grade two (L.2.6)

e Determining the meaning of, acquiring, and using accurately grade appropriate conversational,
general academic, and domain-specific words and phrases (in grade three) (L.3.6, R.3.4)

The CA ELD Standards amplify the emphasis on
language, particularly on the development of academic Part |l ofthe CAELD
language and language awareness. This emphasis includes
students using academic language meaningfully in Standards and the CA CCSS

conversations, oral presentations, and various writing tasks for ELA/Literacy highlight the
and selecting and adapting language strategically according importance ofdeveloping

to purpose, text type, task, and audience. English learners deep awareness of how
learn to interpret, analyze, and evaluate how writers and English works on multiple

speakers use language by explaining how well the language
used supports opinions or presents ideas (ELD.PI.2-3.7), and
they analyze the language choices of writers and speakers
by distinguishing how their choice of words with similar
meanings evoke different effects on the reader or listener
(ELD.PI1.2-3.8). This amplification of the CA CCSS for ELA/Literacy also includes a strong emphasis
on selecting a wide variety of general academic and domain-specific words, synonyms, antonyms,
and non-literal language to create precision and shades of meaning while speaking and writing (ELD.
PI.2-3.12).

Part |l of the CA ELD Standards and the CA CCSS for ELA/ Literacy highlight the importance
of developing deep awareness of how English works on multiple levels, including discourse, text,
sentence, clause, phrase, and word. This multiplicity requires teachers to think strategically about
the types of learning experiences that will support their EL students at varying English proficiency
levels to build up and use the linguistic resources and content knowledge necessary for participating
in academic discourse. While teachers continue to help their EL students develop the type of English
used in social situations and, importantly, allow students to use social English, “imperfect” English, and
their primary language as they engage in academic tasks, all of the CA ELD standards in Part | and ||
are focused on developing ELs’ proficiency in academic English across and within the disciplines.
Students’ language develops when they have ample opportunities to hear, read, and use language
in speaking and writing. Therefore, teachers should serve as excellent models of language use and
ensure that children have many opportunities to use language for a variety of purposes in a variety
of stimulating contexts. Classrooms that are silent for hours suggest lost opportunities for language
development.

levels, including discourse, text,
sentence, clause, phrase, and
word.
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Vocabulary | nstruction

Research indicates that there are large vocabulary differences among English users by the end
of grade two, differences that account for ability to comprehend grade-level text in the years ahead

Research indicates that

there are large vocabulary
differences among English
users by the end of grade two,
differences that account for
ability to comprehend grade-

(Biemiller and Slonim 2001). Early attention to vocabulary,
therefore, is crucial. In the second- and third-grade span,
as in all grade levels, children are provided thoughtful and
deliberate vocabulary instruction.

Figure 2.13 in chapter 2 of this ELA/ELD Framework
displays a model for conceptualizing categories of words
(Beck, McKeown, and Kucan 2013): conversational, general
academic, and domain-specific words. Most children acquire

level text in the years ahead.
Early attention to vocabulary,
therefore, is crucial.

conversational vocabulary without much teacher support,
although explicit instruction in this category of words may
need to be provided to ELs depending on their exposure to
and experience using conversational English. Instructional

attention is needed to ensure acquisition of general
academic and domain-specific words. The latter are typically taught in the context of the discipline,
and typically both texts and teachers provide definitions. The words are used repeatedly and are often
accompanied by a diagram or a glossary definition that supports understanding. General academic
words are considered by some as requiring the most explicit instructional attention (NGA/CCSSO
2010a: Appendix A, 33). These words impact meaning yet are not often defined in a text, and, they
are likely to appear in many types of texts and contexts, sometimes changing meaning depending on

the discipline.

A review of research on vocabulary instruction (National Reading Technical Assistance Center

[NRTA] 2010) concluded the following:

o Higher frequency of exposure to targeted vocabulary words will increase the likelihood that
young children will understand and remember the meanings of new words and use them more

frequently (NRTA 2010, 4).

e Explicit instruction of words and their meanings increases the likelihood that young children will
understand and remember the meanings of new words (NRTA 2010, 4). Contextual approaches
have been found to produce greater gains than lessons that emphasize word definitions (Nash

and Snowling 2006).

e Questioning strategies that highlight vocabulary
and language engagement enhance students’ word
knowledge (NRTA 2010, 5).

English learners benefit from the same type of
comprehensive vocabulary instruction called for in the NRTA
review, and they also benefit from additional attention to
vocabulary development particular to their needs as learners
of English as an additional language. Teachers should
provide multiple and repeated opportunities for EL children
to hear, read, and use general academic and domain-
specific vocabulary in meaningful contexts. For example,
teachers draw students’ attention to particular words (e.g.,
devastated) while they are reading a complex text aloud
and use the target words intentionally throughout the day in
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General academic words

are considered by some as
requiring the most explicit
instructional attention. These
words impact meaning yet
are not often defined in a text,
and, they are likely to appear
in many types of texts and
contexts, sometimes changing
meaning depending on the
discipline.
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different situations (e.g., Last year, | was devastated when my pet died.). They also structure frequent
conversations in which students are able to use the target words meaningfully, discussing the texts
they are reading or that the teacher reads aloud or using

open language frames as appropriate (e.g., Wilbur would be

devastated if ) In addlition, cognates are a rich
In addition, cognates are a rich vocabulary resource vocabulary resource for ELs.
for ELs. Cognates are words in two or more languages that Cognates are wordls in two or
sound and/or look the same or very nearly the same and more languages that sound
that have similar or identical meanings. For example, the and/or look the same or very

word animal in English and the word animal in Spanish are
clearly identifiable cognates because they are spelled the
same, sound nearly the same, and have the same meaning.
The abundance of words with Latin roots in English science
and history texts make cognates an especially rich linguistic resource for academic English language
development for Spanish-speaking ELs and other ELs whose primary language is derived from

Latin (Bravo, Hiebert, and Pearson 2005; Carlo, and others 2004; Nagy, and others 1993). Cognate
knowledge does not necessarily develop automatically for all children. Teachers build their EL students’
metalinguistic awareness of cognates by drawing attention to the words, highlighting the nuances
between different types of cognates and the existence of false cognates, or words that appear to be
the same in different languages but are in fact quite different. For more information on leveraging
students’ cognate knowledge for learning English and developing biliteracy, see chapter 2 of this
ELA/ELD Framework.

Reading Aloud

Rich exposures to text contribute to students’ language development. As important as independent
reading is, at this point in the development of their decoding skills children are more likely to expand
their academic language through teacher read alouds of high quality literary and informational text.
When children attend to complex texts written beyond their level of decoding, they are exposed to
new language and ideas. Figures 4.5 and 4.6 provide examples of the rich language of texts.

nearly the same and that have
similar or identical meanings.

Figure 4.5. Sample Academic Language from Bunnicula: A Rabbit-Tale of Mystery by
Deborah and James Howe

General Academic Words Complex Grammatical Structures
admonition (p. 3) « I shall never forget the first time I laid these now tired
impolite (p.3) old eyes on our visitor. (p. 3)
digress (p. 4) * In the midst of this reverie, | heard a car pull into the
pelting (p. 4) driveway. (p. 4)
midst (p. 4) » There was a flash of lightning, and in its glare I noticed

reverie (p. 4) that Mr. Monroe was carrying a little bundle—a bundle
P- with tiny glistening eyes. (p. 4)
glare (p. 4)

. * “Would somebody like to take this?” asked Mr. Monroe,
circumstances (p. 6)

indicating the bundle with the eyes. (p. 6)
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Figure 4.6. Sample Academic Language from The Story of Snow: The Science of
Winter's Wonder by Mark Cassino with Jon Nelson

General Academic Words Domain-Specific Complex Grammatical
Words Structures
reflect (p. 7) water vapor (p. 7) » Clouds are mostly made of
forming (p. 10) soot (p. 9) also bits of other things, like
g (p: P- tiny particles of dirt, ash,

center (p. 10) pollen (p. 9) and salt. (p. 8)
causes (p. 10) evapo.rates (p. 9) « As the snow crystal gets
common (p. 14) dendrites (p. 15) bigger and heavier, it starts
complicated (p. 17) hexagon (p. 17) to fall to earth. (p. 13)

Reading aloud both literary and informational texts should be a regular part of every school
day. Teachers select texts that expose students to sophisticated ideas, rich vocabulary, complex
grammatical structures, and different discourse features. Selections challenge or stretch children but
are within their reach, and the teacher provides explanations of vocabulary and phrases, including
figurative uses of language, as they read aloud. One research study revealed that while rereading
texts to children improved their understanding of word meanings, teacher explanations of unknown
words during reading aloud resulted in greater gains (Biemiller and Boote 2006). Helpful to all
children, but particularly ELs, is to contextualize vocabulary instruction within rich read-aloud texts,
provide multiple opportunities to use new vocabulary meaningfully, and incorporate multi-media
(August and Haynes 2014; Silverman and Hines 2009).

Teacher Modeling and Time for Conversations

Teachers create language-rich environments for
students. They model use of academic vocabulary and
varied and increasingly complex grammatical structures
as they interact with children, read aloud and discuss

Teachers create language-
rich environments for students.

challenging texts, deliver instruction across the curricula, They model use of academic
and discuss classroom routines and experiences. They vocabular )4 and varied

also ensure that children have many opportunities to and increasingly complex
explore and use the language they are learning. They grammqtjcg] structures as they

engage children in structured (e.g., think-pair-share)

as well as informal (e.g., turn-and-talk) academic
conversations with partners, in small groups, and in large
groups. Instructional routines and strategic scaffolding
(e.g., open sentence frames tailored to students’ language curricula, and discuss classroom
learning needs) guarantee equitable participation for routines and experiences.

all students. Crucial for all learners, especially ELs

and children with language delays or disabilities, is an

atmosphere of respect for children’s efforts to communicate their ideas. Teachers engage children in
genuine conversations about their experiences, their interests, current events, and the curricula, and
they provide stimulating, social learning activities that fuel conversations.

interact with children, read aloud
and discuss challenging texts,
deliver instruction across the
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Effective Expression

The development of effective communication skills is one of the ot
hallmarks of the CA CCSS for ELA/Literacy and the CA ELD Standards.

This section provides a brief overview of writing, discussing, for ELy,
presenting, and using I_amguage conventions in the grade_ span. o ol (,('iadmgl Wﬂm‘g’f% e
Additional information is provided in the grade-level sections of this & spealing & Listening, 2

and Language
chapter.

Writing

In transitional kindergarten through grade one, children learned . in Al Discplines .
to compose opinion pieces, informative/explanatory texts, and Kook hay-re
narratives. They began by using a combination of drawing, dictating,

and writing to express their ideas and by the end of grade one they
were writing pieces in which they introduced a topic, supplied some details (e.g., a reason for an
opinion, facts about an informative/explanatory piece, and details about the events in a narrative),
and provided some sense of closure (W.K-1, Standards 1-3). With support and guidance from adults,
they learned to focus on a topic, respond to questions and suggestions from peers, and add details
to strengthen their writing. They also learned to use a variety of digital tools to produce and publish
writing, including in collaboration with peers (W.K-1, Standards 5-6). Importantly, they participated in
shared research and writing projects, drawing on texts and other resources and experiences to inform
their work (W.K-1, Standards 7-8).

In grades two and three, students build on previous learning to write more detailed and cohesive
texts of a variety of types for a variety of purposes (W.2-3, Standards 1-3). Among the writing skills
new to the grades two and three span are the following:

¢ Using linking words in writing (W.2-3, Standards 1-2)

CAELD
Standards

e Writing a well elaborated narrative with descriptive details and, in grade three, dialogue (W.2—
3.3)

e With guidance and support from adults, producing writing in which the development and
organization are appropriate to task and purpose (W.2-3.4)

e Using feedback from peers to strengthen writing by revising and editing and, in grade three,
planning (W.2-3.5)
e Using keyboarding skills in grade three to produce and publish writing (W.2-3.6)

In addition, Writing Standard 10 begins in grade two.
Although students engaged in considerable writing in

transitional kindergarten through grade one, Standard 10 T Writing Standard 10 begins
requires that they now and hereafter “Write routinely over in grade two. Although students
extended and shorter time frames for a range of discipline- engaged in considerable writing
specific tasks, purposes, and audiences.” in transitional kindergarten

A panel charged with examining the research on effective through grade one, Standard
writing instruction in elementary schools states “students
should develop an early foundation in writing in order to
communicate their ideas effectively and efficiently” and that

10 requires that they now and
hereafter “"Write routinely over

“students who develop strong writing skills at an early age extended and Shof ter time fr ames
acquire a valuable tool for learning, communication, and for a range of discipline-specific
self-expression” (Graham, and others 2012, 6). Thus, it is tasks, purposes, and audiences.”

imperative that adequate attention is given to writing in the
early years of schooling.
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Skill in writing is developed through excellent instruction and plentiful opportunities to write
for meaningful purposes daily. The panel recommends a minimum of one hour a day be devoted
to writing, beginning in grade one, with about half of the time dedicated to learning strategies,

Contributing to students’
development as effective
writers are opportunities

to listen to, view, and read
exemplary texts and to discuss
the author’s craft. Thus, rich
classroom and school libraries
are important, as are time to
read and time to discuss what
is read.

techniques, and skills appropriate to students’ levels and
needs, and half in application across the curriculum.
Students write in science, history—social science,
performing and visual arts, and other content areas. For
example, students record the steps they take in a science
investigation, explain their understanding of a graph,

write an argument for or against a new classroom rule,
record personal responses to a literary text in a journal,
present facts about the history of a community and explain
features of a community map, write invitations for family
and community members to attend a school event, write
scripts in preparation for a performance, respond in written
language to a work of art, and write requests to merchants
for donations of sports equipment. There is no dearth of
topics or purposes for writing.

Contributing to students’ development as effective writers are opportunities to listen to, view, and
read exemplary texts and to discuss the author’s craft. Thus, rich classroom and school libraries are
important, as are time to read and time to discuss what is read. Additionally, teachers model writing
and engage in collaborative writing with children. They provide opportunities for children to develop
and strengthen their writing through planning, revising, and editing based on teacher and peer
support and feedback, as well as self-identified areas for refinement. Furthermore, teachers create
supportive environments and attend to students’ motivation by fostering a community of writers,
offering students’ choice, and valuing students’ work (Graham and others, 2012).

Formative assessment informs teachers’ practice and is a crucial component of effective writing
instruction. Romero (2008) suggests teachers employ the following types of informal approaches in
order to engage in formative assessment in the area of writing:

e Observations of students’ strategies, skills, behaviors, and apparent dispositions as they write

and revise (keeping anecdotal records)

e |nventories, such as individual interviews and written
surveys, in which students identify their writing strengths,

needs, and interests

Formative assessment

e Checklists, completed by the teacher or the writer, in informs teachers
which targeted objectives are highlighted ( “I included a practice and is a crucial
conclusion.” or “I checked for capitalization at the beginning component of effective

of sentences.”)

writing instruction.

e Conferences in which the student and the teacher discuss a
single work, a collection of works, progress, and goals

e Rubrics constructed by the teacher and/or the students and completed by either or both as a
writing project is under development

¢ Portfolios that include a large collection of artifacts selected by the student in consultation with
the teacher and are used to identify goals and inform subsequent instruction

This focus on writing is amplified in the CA ELD Standards. Much of Part I is focused on students
examining how successful writers use particular language resources to convey their ideas and on
making strategic choices to use language purposefully in writing for increasingly academic purposes.
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All of Part Il focuses on enacting understandings of how written (and spoken) language works: how
different text types are organized, how to make texts more cohesive, how to expand ideas and enrich
them, how to connect ideas in logical ways that create
relationships between them, and how to condense multiple

ideas to create precision. These understandings are critical Prior to the second- and third-

for successful writing, particularly as ELs increasingly use grade span, children learned
writing to communicate their understandings of texts they to follow agreed-upon rules
read in language arts and other content areas. for discussions, respond to the
Discussing comments of others, engage

Prior to the second- and third-grade span, children in multiple exchanges on the
learned to follow agreed-upon rules for discussions, respond same topic, and ask questions
to the comments of others, engage in multiple exchanges on to clear up any confusion.

the same topic, and ask questions to clear up any confusion

(SL.K-1.1). They learned to ask and answer questions about

texts read aloud, information presented orally or through other media, and by peers (SL.K-1.2-3).
They produced complete sentences when appropriate to the task and situation (SL.K-1.6). CA ELD
standards focused on ELs learning a variety of discourse practices in order to contribute effectively
to the conversations (ELD.PI.K-1.1). In transitional kindergarten through grade one, all children had
many experiences communicating their thoughts, opinions, and knowledge to diverse partners, and
instruction included attending to and responding and building on the thoughts of others.

In grades two and three, children continue to build skill in discussion and to apply their skills to
grade-level topics and texts. Among the discussion skills new to the grades two and three span are the
following:

¢ Gaining the floor in respectful ways during discussions (SL.2-3.1)

e Coming to discussions prepared in grade three (SL.3.1)
e Staying on topic in grade three (SL.3.1)

e Recounting or describing key ideas (grade two) and the main ideas and supporting details
(grade three) from a text read aloud or information presented in diverse media (SL.2-3.2)

The CA ELD Standards amplify this focus on discussion, and collaborative conversations—about
content and about language—permeate both Parts | and Il. Much of second language development
occurs through productive and extended collaborative discourse about topics that are worthy of
discussion. The CA ELD Standards call for ELs to contribute meaningfully in collaborative discussions

in a variety of settings (e.g., whole class, small group,
The CA ELD Standards amplify partner), including sustained and extended dialogue
(ELD.PI.2-3.1). When engaged in conversations with others,

ihls focun o efiauision, and ELs offer opinions and negotiate with others using particular

collaborative conversations—

language moves (e.g., “l agree with . . . , but . . .”; “That’s a
about content and about good idea, but . . .") (ELD.PI.2-3.3), and they learn to shift
lcmguage—permeate both registers, adjusting and adapting their language choices
Parts | and Il. Much of second according to purpose, task, and audience (ELD.PI1.2-3.4).
language development Frequent, daily verbal interaction is critical for all

learners to develop communicative competence and

for ELs to progress along the ELD continuum. Through
collaborative discussions with peers about academic content,
discourse about topics that are students learn to convey information, exchange ideas, and
worthy of discussion. support their opinions with evidence. Each of these verbal
communicative acts serves to support children’s abilities

occurs through productive
and extended collaborative
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to effectively engage in collaborative conversations about academic content and build their content
understandings. Discussions about texts and topics also serve as a bridge to writing.

It is crucial that teachers provide environments that are

physically conducive to discussion and psychologically safe

Because discussion is so for participants. Norms are established with the children and
critical to the development of closely maintained, and structures are employed that ensure
both content understandings equity of participation. Furthermore, children are encouraged

to join the conversation, and teachers convey a clear message
that discussions are opportunities to explore one’s ideas
and hear those of others, and that developing—and even

and academic language,
collaborative conversations

should occur across the changing—ideas and opinions during an academic conversation
curricula and throughout the is normal (and sometimes even expected).
day. A research panel (Shanahan, and others 2010, 23-28)

concluded that four factors contribute to the success of young
children’s discussion of text and recommends that teachers:
e Ensure that texts are compelling enough to spark discussion; in other words, the topic should
be interesting to the children and the discussion should be worth having

e Prepare higher-order questions that prompt children to think more deeply about the text
o Ask follow-up questions to encourage and facilitate the discussion

e Provide opportunities, with ample scaffolding, for children to engage in peer-led discussions

These recommendations apply to all genres of text as well as other learning experiences. Because
discussion is so critical to the development of both content understandings and academic language,
collaborative conversations should occur across the curricula and throughout the day.

Presenting

As noted elsewhere in this framework (see chapters 1 and 2 of this ELA/ELD Framework), students
not only learn to engage productively in discussions throughout the years of schooling, they learn to
present information and ideas effectively. In the transitional kindergarten through grade one span,
children learned to express ideas and feelings clearly as they described people, places, things, and
events with relevant details (SL.K-1.3). They added drawings or other visual displays to descriptions
when appropriate to clarify ideas, thoughts, and feelings, and they produced complete sentences as
appropriate (SL.K-1, Standards 4-5). They memorized and recited poems, rhymes, and songs with
expression (SL.K-1.3). Among the presentation skills new to grades two and three are the following:

e Telling a story or recounting an experience with appropriate facts and relevant, descriptive
details (SL.2-3.4)

e Planning and delivering a detailed, logically sequenced narrative presentation in grade two and
a well-organized informative/explanatory presentation in grade three (SL.2-3.4a)

¢ Creating audio recordings of stories or poems (SL.2-3.5)

Children learn to use more formal registers as they plan and deliver presentations. In the second-
through third-grade span, they have many opportunities to present information and ideas to their
peers and other audiences on a range of topics and in a variety of content areas. Children also employ
technology appropriately and effectively, such as when they create recordings of text (SL.2-3.5).
Recorded presentations may be shared with audiences beyond the school.

For ELs in particular, but indeed for all children, using English in a variety of ways and across
a range of content areas (including science and social studies) is critical for full academic English
language development. Presenting provides an opportunity for children to slow down and take the
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time to organize their ideas and prepare the language

they will use in their presentations. Both of these tasks
(organizing thoughts and planning for language use) support
language development. In addition, engaging children

in readers’ theater and skits, choral readings of poems

and chants, and singing songs that contain sophisticated
language are not only creative and motivating, they are

ideal for developing new ways of using English. Other tasks,
such as face-to-face or audio recorded book talks, oral
presentations using video, and other creative ways of using
multimedia promote language development and engagement
with school learning.

Using Language Conventions

For ELs in particular, but
indeed for all children, using
English in a variety of ways
and across a range of content
areas (including science and
social studies) is critical for full
academic English language
development.

Contributing to effective expression is students’ command over language conventions, such as
grammar and usage in writing and speaking (L.2-3.1) and capitalization, punctuation, and spelling
in writing (L.2-3.2). Conventions are taught explicitly and are applied in the contexts of meaningful

spoken and written communication.

In the transitional kindergarten through first grade span, children learned the skills identified in
figure 4.7, yet these skills likely will need attention during grades two and three to maintain. See

chapter 3 of this ELA/ELA Framework for definitions and details.

Figure 4.7. Language Conventions Learned in Prior Grades and Maintained in the

Second- and Third-Grade Span

Language Standard 1 (conventional
grammar and usage in speaking and

Language Standard 2 (conventional
capitalization, punctuation, and spelling

nouns.
c. Use singular and plural nouns with

writing) in writing)
a. Print all upper- and lowercase letters. a. Capitalize dates and names of people.
b. Use common, proper, and possessive b. Use end punctuation for sentences.

¢. Use commas in dates and to separate
single words in a series.

matching verbs in basic sentences.

d. Use personal, possessive, and indefinite
pronouns.

e. Use verbs to convey a sense of past,
present, and future.

f. Use frequently occurring adjectives.

g. Use frequently occurring conjunctions.
h. Use determiners.

i. Use frequently occurring prepositions.

j. Produce and expand complete simple
and compound declarative, interrogative,
imperative, and exclamatory sentences in
response to prompts.

. Use conventional spelling for words with

common spelling patterns for frequently
occurring irregular words.

. Spell untaught words phonetically,

drawing on phonemic awareness and
spelling conventions.
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Language conventions related to grammar, capitalization, and punctuation learned during the
second- and third-grade span are discussed in the grade-level sections of this chapter. A brief overview
of spelling follows this section.

Part II of the CA ELD Standards: “Learning About How English Works” identifies the language
resources EL children need to develop to be successful in school tasks. In keeping with the spirit and
intent of the CA ELD Standards, grammar instruction is contextualized within intellectually-rich and
engaging instruction, and the content of Part |l of the CA ELD Standards is taught in tandem with that
of Part |. Furthermore, all language instruction for ELs builds into and from content instruction (e.g.,
highlighting for children particular grammatical structures or vocabulary in the texts they are reading,
listening to, or writing themselves).

Spelling. Among the language conventions that contribute
to effective expression is spelling. Learning to spell is a Among the language
developmental process (Cramer 1998; Henderson 2000; Bear,
Invernizzi, Templeton, and Johnston 2012). In general, learners
progress from representing language with random marks and ) i _
arbitrary letter-like symbols to using knowledge of letter-sound spelling. Learning to spell is
correspondences to incorporating knowledge of patterns and, a developmental process.
ultimately, to drawing on knowledge of morphology (meaning
units). Figure 4.8 briefly displays this progression.

Spelling knowledge is developed across several strands of the CA CCSS for ELA/Literacy; these
are identified in the figure. Most directly related to spelling development are the standards in
the Language strand that specifically address spelling. For example, L.K.2 is “Spell simple words
phonetically, drawing on knowledge of sound-letter relationships.” Spelling-specific standards are
identified with SP in the figure.

Also related are several decoding standards in the Reading strand. For example, RE1.3c is “Know
the spelling-sound correspondences for common consonant digraphs” and RF.4-5.3a reads “Use
combined knowledge of all letter-sound correspondences, syllabication patterns, and morphology (e.g.,
roots and affixes) to read accurately unfamiliar multisyllabic words in context and out of context.” The
intent is that children achieve these standards in order to decode. However, the knowledge gained by
achieving these standards has implications for encoding as well. Decoding standards related to spelling
are noted with DC in the figure.

An additional set of standards connected to spelling are the language standards related to
vocabulary, specifically those that target inflectional endings, affixes, and Greek and Latin roots. For
example, L.3.4d states “Use a known root word as a clue to the meaning of an unknown word with
the same root (e.g., company, companion)” and L.5.4b is “Use common, grade-appropriate Greek and
Latin affixes and roots as clues to the meaning of a word (e.g., telegraph, photograph, autograph).”
Vocabulary standards related to spelling are identified with V in the figure. Although the related
standards may be taught at different grade levels, teachers should capitalize on the contributions each
set makes to the others.

Assessment of spelling should be ongoing. Teachers examine children’s written drafts and observe
their spelling attempts in action. This information serves to inform in-the-moment and subsequent
instruction. Teachers in the grades two and three span are likely to have in their classrooms children at
a range of stages of spelling development. They should be prepared to offer differentiated instruction
that advances all children, neither frustrating nor boring any child.

It is important that spelling not be treated simply as an act of memorization, although irregularly
spelled words will need to be memorized. Spelling is a developmental process whereby children—
with appropriate instruction that includes ample opportunities to explore, examine, and use printed
language—build insights into principles that govern English orthography.

conventions that contribute
to effective expression is
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Figure 4.8. Stages of Spelling Development (SP- Spelling; DC- Decoding; \/- Vocabulary)

Typical Grade

Related CCSS

Stage* Abbreviated Description Examples Span for
ELA/ Literacy

Prephonetic | Children make marks to Transitional
(Emergent) communicate ideas. Those kindergarten

marks may include letters of (or earlier)

the alphabet, but the letters through

used have little, if any, NPXXA O grade 1

relationship to the sounds.
Phonetic Children begin to use brd Kindergarten SP: LK2c, d
(Letter letters to represent sounds. | Ik skr. through DC: REK.3a, b:
Name- Invented spellings are grade 2 RE1.3b
Alphabetic) common.
Patterns Children move from using she Grades 1 SP: L.1-2.2d
Within one-to-one letter-sound rain, cake through 4 DC: RF1.3a, C;
Words correspondences to using | can skate. RE2.3b
(Within spelling-sound patterns, such
Word) as digraphs and long vowel

spellings, in single-syllable

words.
Syllable Students begin to accurately | hop — Grades 3 SP:L.3.2¢, f
Juncture spell words containing hopping through 8 DC:RF1.3e, f;
(Syllables more than one syllable. love — RF2.3c, d:
and Affixes) | They apply what they learn loving RF.4-5.3a

about doubling, dropping, or easy — V: L.K=3.4b;

changing letters at syllable easiest L.1.4c

junctures and the addition ha N

of inflectional endings and happy

affixes. ppIness
Meaning Students begin to draw chronic, Grades 4 and DC: RE.3.3a—<;
Derivation on their knowledge of chronicle, up RF.4-5.3a
(Derivational | morphology to accurately synchronize V: L.4-5.4b;
Relations) spell words. They are photograph, L.2-3.4c

consistent in their spelling photographer

of Greek and' Lat.m root; please,

and they maintain spellings pleasant

based on meaning even favor

when the sounds change. i

favorite

others 2012.

*The names of stages vary. Here they are drawn from Cramer 1998 and Henderson 2000, and, in parentheses, Bear, and
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Content Knowledge

Content knowledge (other than ELA/literacy and ELD)
is largely the purview of other frameworks published by the
California Department of Education (http://www.cde.ca.gov/).
However, given the powerful relationship between content
knowledge and literacy and language development, and calls for
the integration of ELA/literacy and ELD throughout the curricula,
discussions of content knowledge are included throughout this
ELA/ELD Framework.

As noted in chapter 2, research indicates that content
knowledge plays a significant role in comprehension. Therefore, — Foundations
it is crucial that content instruction (including, but not limited Knowledge Skills
to, science, history—social science, mathematics, and the arts)
is given significant attention throughout the years of schooling.
And, given the role that language and literacy play in the acquisition of content knowledge, it is critical
that content instruction include attention to the language arts. In short, as noted in previous chapters:

e Content area curricula should be given adequate time in the schedule, and all students should

have full access to content instruction.

e Content area instruction should include attention to literacy and language development in the
subject matter (complementing and contributing to content instruction, not replacing inquiry
and other content approaches).

In this section, the roles of wide reading, informational texts, and research projects in building
knowledge are highlighted.

Wide Reading

There are many reasons for ensuring that children engage in wide reading. Chief among these are
wide reading leads to children becoming broadly literate and discovering that texts are interesting,
informative, exciting, and worth reading. (See the introduction and chapter 2 of this ELA/ELD
Framework.) In terms of the key theme of content knowledge, it is important to note that wide
reading plays a sizeable role in knowledge acquisition. Extensive reading exposes children to new
ideas and information, as well as new ways of presenting ideas and information; different genres
make use of different types of text features and discourse structures. (See chapters 6 and 7 of this
ELA/ELD Framework for discussions of disciplinary literacy.) Text sets related to content that children
are learning in science, social science, and other curricular areas, are especially valuable because they
provide repeated exposure to concepts and key words and phrases, thus increasing the likelihood that
knowledge and the accompanying academic vocabulary are
acquired.

Children should have ample opportunities daily to read
both informational and literary texts of their choice at

Meaning
Making

or E
09(" 4 Gy Effective
o Reading, Writing, /;9 Expression
g Speaking & Listening, <
and Language

CAELD
Standards

in All Disciplines

Language
Development

There are many reasons for
ensuring that children engage

in wide reading. Chief among their reading level (and even below or above their reading
these are wide reading leads level, if they so choose). Teachers should establish an

to children becoming broadly independent reading program, so they can monitor the types
literate and djgcoverjng of books students choose and offer suggestions that attend

I 9 to their students’ interests, related content, ancf .reading

. . » development needs—and that expand students’ interests,

inf ormatlve., exciting, and expose them to new content, and advance their skills. (See

worth reading. chapter 2 of this ELA/ELD Framework for a discussion of
wide and independent reading.)
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Engaging with | nformational Text

During the elementary years, about half of the texts children engage with (including those
read aloud by teachers) are informational texts. Informational texts introduce children to different
organizational structures (such as description, explanation, or argument and cause/effect or
sequence of events) and text features (such as glossaries and headings or graphs and other visuals)

in addition to new concepts and the language that

Informational texts introduce represents those concepts and conveys relationships
among them. Teachers thoughtfully use informational
texts in a coherent program so that students build
their content knowledge and experience multiple

children to different organizational
structures (such as description,

explanation, or argument and exposures to concepts and vocabulary. In other words,
cause/effect or sequence of events) informational texts are thoughtfully selected to support
and text features (such as glossaries students’ incremental development of deep content

understandings. Texts are shared during read-aloud
time, used in literacy instruction, employed during
content instruction, and made available for independent

and headings or graphs and other
visuals) in addition to new concepts

and the language that represents reading. Texts on a wide variety of topics are available

those concepts and conveys for independent reading as personal interests are

relationships among them. stimulated and expanded by interactions with texts of
many kinds.

In the transitional through grade one span, children had many opportunities to actively engage
with informational text in group reading activities and, with prompting and support in grade one, to
read appropriately complex informational text. In both cases, they drew on relevant prior knowledge
and used illustrations and context to make predictions about the text (RI.K-1.10). They also learned
to ask and answer questions about key details in the text (RI.K-1.1); identify the main topic and
retell key details (RI.K-1.2); and describe the connections between two individuals, events, ideas,
or pieces of information (RI.K-1.3).They learned to use various text structures to locate key facts or
information in a text (RI.K-1.5). In addition, they learned to name the author and illustrator of a text
(in kindergarten) and to distinguish between information provided by pictures or other illustrations
and information provided by the words in a text (in grade one) (RI.K-1.6), as well as to use the
illustrations and key details in a text to describe key ideas (RI.K-1.7). They learned to identify the
reasons an author gives to support points in a text (RI.K-1.8) and identify basic similarities in and
differences between two texts on the same topic (RI.K-1.9).

Prior to the grades two and three span, children also
learned to write informative/explanatory texts in which they

\ : ... informational texts are
name a topic, supply some facts, and provide some sense of

closure (W.K-1.2). thoughtfully selected to
New to the grades two and three span in terms of support students’ incremental
engagement with informational text are the following: development of deep content
e Identifying the main topic of a multi-paragraph understandings. Texts
informational text as well as the focus of specific are shared during read-
paragraphs within the text (RI.2.2) and, in grade aloud time, used in literacy
three, recounting the key details and explaining how instruction, employed during

they support the main idea (RI.3.2) content instruction, and made

e Describing the relationship between a series of available for independent
historical events, scientific ideas or concepts, or steps

reading.
in a technical procedures in a text (RI.2-3.3) g
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e Knowing and using captions, bold print, subheadings, and indexes and, in grade three, using
search tools (e.g., key words, side bars, hyperlinks) to locate information (RI.2-3.5)

¢ |dentifying the main purpose of a text (in grade two) and distinguishing their own point of view
from that of the author (in grade three) (RI1.2-3.6)

¢ Explaining how specific images contribute to and clarify a text (in grade two) and use
information gained from illustrations (e.g., maps, photographs) and the words in a text to
demonstrate understanding of the text (in grade three) (RI1.2-3.7)

e Describing how reasons support specific points the author makes in a text (in grade two) and
describing the logical connection between particular sentences and paragraphs in a text (in
grade three) (RI.2-3.8)

e Comparing and contrasting the most important points (in grade two) and key details (in grade
three) presented in two texts on the same topic (RI.2-3.9)

e Comprehending informational texts at the high end of the grades 2-3 complexity band with
support (in grade two) or independently and proficiently (in grade 3) by the end of the year
(RI.2-3.10)

e \Writing informative/explanatory texts in which they introduce a topic (grouping information and
using illustrations in grade three), using facts and definitions (and details in grade three) to
develop points, using linking words and phrases for cohesion (in grade three), and providing a
concluding statement or section (W.2-3.2)

e Producing writing in which the development and organization are appropriate to the task and
purpose, with guidance and support (W.2-3.4)

Figure 4.9, from the NGA/CCSSO (2010, 33) provides a sample set of texts appropriate for
grades two and three that may be used to build knowledge of the human body. Figure 4.10 provides
suggestions for other topics. The California Department of Education provides a database (http://
www3.cde.ca.gov/reclitlist/search.aspx)—searchable by, among other things, discipline, grade span,
and language—of recommended literature for students in preschool through grade twelve.

Figure 4.9. Texts to Build Knowledge on the Human Body

Digestive and excretory systems

What Happens to a Hamburger by Paul Showers (1985)

The Digestive System by Christine Taylor-Butler (2008)

The Digestive System by Rebecca L. Johnson (2006)

The Digestive System by Kristin Petrie (2007)

Taking care of your body: Healthy eating and nutrition
Good Enough to Eat by Lizzy Rockwell (1999)

Showdown at the Food Pyramid by Rex Barron (2004)
Muscular, skeletal, and nervous systems

The Mighty Muscular and Skeletal Systems Crabtree Publishing (2009)
Muscles by Seymour Simon (1998)

Bones by Seymour Simon (1998)

The Astounding Nervous System Crabtree Publishing (2009)
The Nervous System by Joelle Riley (2004)
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Figure 4.10. Texts to Build Knowledge on Topics in Science

Grade Two — Rock Cycle Grade Three — Solar System
Rocks: Hard, Soft, Smooth and Rough by Comets, Meteors, and Asteroids by Seymour
Natalie Rosinsky (2004) Simon (1994)
Everybody Needs a Rock by Byrd Baylor (1995) | The Moon by Seymour Simon (2003)
Cool Rocks: Creating Fun and Fascinating Eyewitness Books: Astronomy by Kristen
Collections by Kompelien (2007) Lippincott (1994)
A Gift From the Sea by K. Banks (2008) Postcards from Pluto: A Tour of the Solar
System by Loreen Leedy (2006)
If You Find A Rock by P. Christian (2008) Solar System by Gregory Vogt
Rocks by Sally M. Walker (2007) What Makes Day Night by Franklyn Branley
(1961)
Earthshake — Poems From the Ground Up by The Usborne Complete Book of Astronomy and
L. Westberg Peters (2003) Space by Lisa Miles, Alastair Smith, and
Judy Tatchell (2010)
What Is The Rock Cycle? by Natalie Hyde Stargazers by Gail Gibbons (1999)
(2010)
The Rock Factory by Jacqueline Bailey (2006) | The Moon Book by Gail Gibbons (1998)
What Are Igneous Rocks? by Molly Aloian The Moon by Michael Carlowicz (2007)
(2010)
What Are Sedimentary Rocks? by Natalie Hyde | The Big Dipper by Franklyn Branley (1991)
(2010)
What Are Metamorphic Rocks? by Molly Aloian | The Magic School Bus: Lost in the Solar System
(2010) by Joanna Cole (1992)

Engaging in Research

Opportunities to engage in research during the first years of schooling contribute to children’s
content knowledge, as well as to their enthusiasm for pursuing knowledge. Students explore topics
that interest them, and they engage in research related to hands-on science investigations, social
studies topics, and all curricular areas.

In the transitional kindergarten through grade one span, children engaged in shared research
projects. With guidance and support from adults, they learned to recall information from experiences
or gather information from provided sources to answer a question (W.K-1, Standards 7-8).

Students continue to develop their abilities to engage in research in the grades two and three
span, becoming more independent. New to the span are the following:

e Conducting short research projects that build knowledge about a topic in grade three (W.3.7)

e Recalling information from experiences or gather information from provided sources to answer a
question in grade two, including print and digital sources in grade three (W.2.8)

e Taking brief notes on sources and sorting evidence into provided categories in grade three
(W.3.8)

Research projects may be completed in the course of a few hours or over an extended time
frame, which includes time for research, reflection, and revision (W.2-3.10). Research provides an
authentic opportunity for integration of the language arts with one another as students read, write,
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and discuss the topic of interest, as well as the integration of the language arts with content learning.
Furthermore, engaging in research projects fosters motivation, especially when students have
choices about the topics they pursue. Collaborative research projects promote language and content
knowledge development as children communicate their new and existing knowledge and relevant
experiences to one another. When children undertake collaborative research projects, speaking

and listening standards from the CA CCSS for ELA/Literacy are addressed (SL.2-3.1, especially,

and depending upon whether students prepare presentations of their findings, SL.2-3.4), and the
collaborative, interpretive, and productive skills outlined in the CA ELD Standards are richly enacted.

Foundational Skills

Foundational skills continue to be systematically taught
during the span and beyond. As noted previously, learning
the foundational skills is not an end in itself; rather, the skills
are necessary and important components of an effective,
comprehensive language arts program designed to develop
independent and proficient readers who have the capacity to
interact meaningfully with texts across a range of types and
disciplines.

During the second- and third-grade span, children progress
in their understanding and use of the code. They learn to read
multisyllabic words and words with complex spelling patterns,
and they dramatically increase the number of high-frequency
irregularly spelled words they recognize effortlessly. The
development of fluency with printed language is also given significant attention. An overview of the
foundational skills in grades two and three is presented here. Grade-level specific guidance is provided
in the grade-level sections.

Phonics and Word Recognition

As noted in chapter 3 (the transitional kindergarten through grade one span), systematic attention
should be devoted to ensuring that children acquire an understanding of and proficiency with the
English alphabetic system during the first years of schooling. Children who understand the code
quickly have more access to the information found in and the pleasures derived from engagement
with texts. Their language expands, their fluency develops, and their knowledge of texts and the world
broadens and deepens (Brady 2012). These gains, in turn, support more advances in literacy. In short,

the act of reading launches children onto an upward spiral of
... systematic attention should achievement (Cunningham and Stanovich 1998), a trajectory
toward achieving the ultimate goals of ELA/literacy and ELD
instruction outlined in the introduction and chapter 2 of this
ELA/ELD Framework: Students develop the readiness for
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be devoted to ensuring
that children acquire an

understanding of and college, careers, and civic life; attain the capacities of literate
proficiency with the English individuals; become broadly literate; and acquire the skills

alphabetic system during for living and learning in the global and technological age of
the first years of schooling. the 21st century. Progress in each grade span contributes to

achievement of these goals.

code quickly have more access During transitional kindergarten, kindergarten, and grade
i ) ) one, children were taught the skills that enabled them to

to the information found in independently engage with simple texts. Specifically, children

and the pleasures derived from acquired phonemic awareness and learned the alphabetic

engagement with texts. principle. They employed their expanding knowledge of

the code with decodable text initially and eventually with

Children who understand the
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less-controlled text. The amount of time spent with decodable text in grade one varied by child. Some

children needed more time to practice their decoding skills with controlled text than others. What
continues to be vital in grades two and three is that
children have sufficient opportunity to apply and practice

What continues to be vital their skills with materials that reflect what they are
in grades two and three is learning about written language. What is equally vital is
that children have sufficient that children are not limited to interactions with decodable

text if they are able to read less-controlled text.
Early in the year in both grades two and three,

teachers assess the extent to which children grasp

the fundamentals of the code and have developed

opportunity to apply and practice
their skills with materials that
reflect what they are learning

about written language. What is automaticity with basic decoding. They also observe
equally vital is that children are children closely during instruction on an ongoing basis
not limited to interactions with and adjust and pace instruction accordingly. They know

that students vary in their skills and so the starting point
and the pace of instruction will vary. Some students

will enter the grade with considerable skill and continue
to advance quickly. They are provided appropriately
challenging instruction. Others will have a different starting point and may need more slowly

paced instruction. In some cases, additional instruction will need to be provided that addresses the
prerequisite knowledge and skills for achievement of the standards for this grade span. Children

who are experiencing difficulty or making slow progress are closely monitored and direct, intensive
instruction and additional practice is given, as needed. The goal is to facilitate all students’ progress as
swiftly as reasonable for the individual so that all students meet or exceed grade-level standards and
no student falls further behind. The support of specialists may be required. At the same time, teachers
work to ensure that all children are motivated to learn. They do so, in part, by providing texts and
tasks that are interesting and within reach while also being sufficiently challenging.

In grades two and three, children are taught to read multisyllabic words and words with
increasingly complex letter combinations. They recognize and learn the meaning of common prefixes
and suffixes. They learn that the English written system, though complicated, is largely logical.

Instruction in phonics and word recognition during this span includes

e Ensuring that students know the sounds of
the individual letters prior to introducing larger

decodable text if they are able to
read less-controlled text.

orthographic units (or in the case of children who In grades two and three,

use a visual language, know the range of American children are taught to read
Sign Language handshapes prior to introducing larger mu/tisyl/abic e T ek
orthographic units in American Sign Language and

with increasingly complex letter
combinations. They recognize
and learn the meaning of
common prefixes and suffixes.

English)

e Teaching advanced phonic-analysis skills explicitly

e Providing initial practice in controlled contexts, such
as word lists and decodable texts and other reading

materials, in which students can apply newly learned
skills successfully

e Providing support as children apply their knowledge to new, less-consistent, contexts, such as
trade books

Spelling instruction complements and supports decoding because both spelling and decoding
rely on much of the same underlying knowledge (Joshi, and others 2008-09, Moats 2005-06). In
the transitional kindergarten through grade one span, children developed phonemic awareness and
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learned to associate graphemes (letters and letter combinations) with sounds. Their spelling was
primarily a representation of transparent phoneme-grapheme relationships. (See the discussion of
spelling presented previously in this chapter.) During grades two and three, children gain more insights
into the logic of the English written system, including learning syllable patterns (which they began to
learn in grade one). The six syllable patterns in English described by Moats (2000) are presented in
figure 4.11.

Figure 4.11. English Syllable Types

Syllable Type Definition Example
Closed A syllable ending in a consonant hot
(generally signals a short vowel sound) pic-nic
Open A syllable ending in a vowel (generally go
signals a long vowel sound) e-ven
in-for-ma-tion
Vowel-C-e A syllable containing a vowel followed ride
by a consonant and an e (generally late
signals the e is silent and the preceding com-plete
vowel is long)
Vowel Team A syllable containing two to four letters | rain
representing a single vowel sound (may | ouch
represent a long, short, or diphthong through-out
vowel sound)
Vowel-r A syllable in which the vowel is followed | her
by an r (generally signals that the per-fect
vowel sound is dominated by the /r/ fur-ther
sound)
Consonant-le A final syllable ending in a consonant, ta-ble (preceding syllable
the letters le (allows the reader to is open)
identify whether the preceding syllable bu-gle (preceding syllable
is open or closed, and therefore is open)
whether the vowel is more likely to be can-dle (preceding
long or short) syllable is closed)
ap-ple (preceding syllable
is closed)

Instruction in phonics and word recognition coincides with instruction in other strands and

domains of ELA/literacy, including fluency, writing, and vocabulary. In other words, teachers ensure
that students understand that among the purposes of instruction in phonics and word recognition are
fluent reading, effective writing, and vocabulary learning; phonics and word recognition are not ends
in themselves. (Note: This type of sound-based instruction is not applicable to most students who are
deaf and hard of hearing.)

Phonics and word recognition instruction for ELs is differentiated based on students’ prior literacy
experiences, similarities between their primary language and English, and their oral proficiency in
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English. Students are carefully assessed in English, and their primary language when possible, to
determine the most appropriate sequence of instruction. Decoding skills that students have developed
in their primary language can be transferred to English (August and Shanahan 2006; Bialystok 1997;

Attention to oral language is
important, and teachers ensure
that children know the meanings
of the words they are learning to
decode. Pronunciation differences
due to influences from the primary
language, home dialect of English
(e.g., African American English), or
regional accent do not necessarily
indicate a difficulty with decoding

Lindholm-Leary and Genesee 2010) with appropriate
instruction in the similarities and differences between
the students’ and the English writing system. Instruction
is accelerated when time is not devoted to re-teaching
already learned skills.

Attention to oral language is important, and teachers
ensure that children know the meanings of the words
they are learning to decode. Pronunciation differences
due to influences from the primary language, home
dialect of English (e.g., African American English), or
regional accent do not necessarily indicate a difficulty
with decoding and should not automatically be
interpreted as such. In addition, although pronunciation

is important, overcorrecting it can lead to self-
consciousness and inhibit learning. Rather, teachers
should check for students’ comprehension of what

they are reading, respectfully model how words are
pronounced in standard English, and point out differences between pronunciations of different dialects
of English. (For additional information on different dialects of English, see chapter 9 of this ELA/ELD
Framework.)

Teachers of EL children enrolled in an alternative bilingual program (e.g., dual immersion, two-way
immersion, developmental bilingual) use the CA CCSS for ELA/Literacy and the CA ELD Standards in
tandem with the CCSS-aligned primary language standards to guide the development of students’
foundational literacy skills in both the primary language and English. Teaching foundational skills in
two languages requires careful coordination. See the section on foundational skills for English learners
and the grade-level sections in this chapter for additional recommendations.

and should not automatically be
interpreted as such.

Fluency

The development of fluency is a major goal during this grade span. Fluency involves accuracy,
appropriate rate (which demands automaticity), and prosody (expression, which includes rhythm,
phrasing, and intonation). Children need sufficient instruction in phonics and word recognition to
develop their ability to quickly access printed words. They also need excellent models of fluent
reading, such as when the teacher reads aloud. And, most important, they need many opportunities
to engage in activities such as choral reading, partner reading, repeated reading, and—especially—
independent reading of a wide range of texts that are “not too
hard, not too easy” (Moats 1998, 3). The grade-level sections
in this chapter discuss fluency instruction.

Teachers of all grades need to keep in mind the primary
purpose of developing children’s fluency with text: Fluency
supports comprehension. Children who are fluent with print
have the mental resources available to attend to meaning
making. Standard 4 (RF.K-5.4) of the Reading Foundational
Skills in the CA CCSS for ELA/Literacy makes this purpose
clear: Read with sufficient accuracy and fluency to support
comprehension (italics added). The focus on comprehension is also clear as children use context to
confirm or self-correct word recognition and understanding, rereading as necessary.

Teachers of all grades

need to keep in mind

the primary purpose of
developing children’s fluency
with text: Fluency supports
comprehension.
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Foundational Skills for English Learners

The CA CCSS for ELA/Literacy foundational skills reading standards are the same for all students,
including ELs. However, the way foundational skills are taught to ELs and how quickly the children can
be expected to acquire the skills and use them for independent higher-level reading and writing tasks
depend on a variety of factors, including their age and previous oral and written literacy experiences
in their primary language and/or in English. Teachers need to take these factors into consideration
when teaching the standards and supporting EL children in grades two and three to develop English
foundational literacy skills in an accelerated time frame. In particular, the curriculum needs to be
flexible, so it can address the different profiles of EL students in grades two and three. Figure 4.12
provides general guidance on teaching foundational skills to EL children with different learning needs.
This general guidance should be combined with other information teachers have gathered about their
EL students in order to provide appropriate foundational skills instruction.

Figure 4.12. Foundational Literacy Skills for ELs in Grades Two and Three*

Student Language
and Literacy
Characteristics

Considerations for
Foundational Literacy Skills
| nstruction

CA CCSS for ELA/ Literacy
Reading Standards:
Foundational Skills

(e.g., Arabic,
Chinese,
Korean,
Russian)

No or little Students will need instruction in Phonological Aw areness
spoken Engllsh recognizing and dlStIngUlShlng the 2. Demonstrate understanding
proficiency sounds of English as compared of spoken words, syllables, and
" or contrasted with sounds in their sounds (phonemes). RF.K-1.2
= native language (e.g., vowels,
» consonants, consonant blends,
T syllable structures).
° Spoken English | Students will need instruction Review of Phonological
proficiency in applying their knowledge of Aw areness skills as needed.
the English sound system to
foundational literacy learning.
No or little Students will need instruction in Print Concepts
native print concepts. 1. Demonstrate understanding of
language the organization and basic features
literacy of print. REK-1.1
Foundational | Students will be familiar with print | Phonics and Word Recognition
o | literacy concepts, and will need instruction | 3. Know and apply grade-level
= | proficiency in in learning the Latin alphabet for phonics and word analysis skills in
® | alanguage English, as compared or contrasted | decoding words. RFK=3.3
£ | not using the with their native language writing Fluency
& | Latin alphabet system (e.g., direction of print, 4. Read with sufficient

symbols representing whole words,
syllables, or phonemes) and

native language vocabulary (e.g.,
cognates) and sentence structure
(e.g., subject-verb-object vs.
subject-object-verb word order).

accuracy and fluency to support
comprehension. RF.2-3.4
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Student Language Considerations for CA CCSS for ELA/ Literacy
and Literacy Foundational Literacy Skills Reading Standards:
Characteristics I nstruction Foundational Skills
Foundational Students will need instruction in Phonics and Word Recognition
Iiteracy applylng their kﬂOWledge of print 3. Know and app|y grade_|eve|
~ | proficiency in concepts and phonics and word phonics and word analysis skills in
£ |a I_anguage . recognition to the English writing decoding words. RF.K-3.3
S | using the Latin | system, as compared or contrasted Fluency
~ | alphabet (e.g., | with their native language alphabet . .
(2]
= | Spanish) (e.q., letters that are the same :&cﬁz?:d ;Vr']tdh f'ls:lg?]f:lert]; subport
ﬁ or different, or represent the com rezension RF %’_3 4 PP
= same or different sounds) and P T T
'E native language vocabulary (e.g.,
cognates) and sentence structure
(e.q., subject-verb-object vs.
subject-object-verb word order).
*Teachers may need to refer to the kindergarten or grade one CA CCSS for ELA/ Literacy Reading Standards for
Foundational Skills, depending on individual student learning needs.

Supporting Students Strategically

Students enter the grade span with widely ranging skills.

Some enter having achieved the standards of the prior Students enter the grade span

grades. They can meaningfully engage with grade-level (or with widely ranging skills. Some
above) texts that are read aloud to them. They express enter having achieved the
themselves effectively in discussions, using grade-level (or standards of the prior grades.
above) vocabulary, syntax, and discourse practices. They ... These students are ready for

demonstrate grade-level (or above) content knowledge
as a result of having participated in rich subject matter
instruction (e.g., science, history—social science, visual and
performing arts, health, mathematics) and having been
exposed to a wide range of topics through texts and other media. And, they have acquired sufficient
skill with the alphabetic code, so they can independently read and produce grade-level (or above)
texts. These students are ready for the challenges of the second- and third-grade curricula. Other
students, however, enter the grade span without having experienced the same successes as their
peers for a variety of reasons. They require instruction that addresses a few or perhaps many of the
standards of the prior years. Teachers and schools strategically support their progress, skillfully and
sensitively identifying their needs and accelerating their learning so that they attain the standards of
the new grade span and are ready for the challenges of the subsequent years.

Support for all children, and especially those experiencing difficulties, is multi-layered. Teachers
collaborate with their grade-level colleagues and with colleagues across grade levels to discuss the
progress of students. They review summative assessment data from the prior years and, importantly,
they engage in formative assessment, which informs instruction in the moment and for the days and
weeks ahead (see chapter 8 of this ELA/ELD Framework). They employ the principles of Universal
Design for Learning (see chapter 9) to develop lessons that are accessible to the range of learners,
and they differentiate instruction to address the unique constellation of skills that each child brings to
the setting. They scaffold. They use different grouping strategies. They work closely with specialists,
as necessary, and they leverage the school’s resources to maximally serve every student.

the challenges of the second-
and third-grade curricula.
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Each student’s progress in of all of the five key themes
of instruction is carefully monitored to ensure that children
advance in Meaning Making, Language Development,
Effective Expression, Content Knowledge, and Foundational

Of special importance during
this span is the consolidation

of the skills that allow students Skills. Instruction is targeted and, depending upon the extent
to accurately and relatively of the needs, intensive.

effortlessly access and produce Of special importance during this span is the

printed language. Teachers consolidation of the skills that allow students to accurately

and relatively effortlessly access and produce printed
language. Teachers give considerable attention to building
) ' students’ prowess in decoding and encoding (without
decoding and encoding. .. neglecting the other key themes of instruction). They
coordinate instruction in spelling, phonemic awareness (as
needed), decoding, word recognition, and printing (and in grade three, cursive) because these skills
are interdependent and mutually supportive. Like their colleagues in the transitional kindergarten
through grade one span, teachers make accuracy in decoding a high priority, and they ensure that
students have ample opportunities to practice newly acquired skills in authentic contexts. In this span,
they also prioritize students’ automaticity with print, knowing that the ability to quickly access and
produce written text is crucial.
The following research findings are relevant for helping students in the grade span who are
experiencing difficulty with foundational skills:
e Demonstration of the alphabetic principle (that is, linking phonemic awareness with letter-sound
correspondences) supports spelling and decoding. (O’Connor 2011)

¢ Students who lack phonemic awareness should be provided short, focused lessons on blending
and segmenting spoken words, along with representing sounds with letters. (O'Connor 2011)

e Spelling interventions should be targeted and conducted with small groups. Depending upon
the individual students, instruction should focus on the alphabetic principle and, as children
progress, on morphological awareness (that is, spelling common affixes, such as inflectional
endings). Spelling instruction should be coordinated with decoding instruction. (Gerber and
Richards-Tutor 2011)

e Huency interventions that focus on repeated
reading of text, opportunities to practice
reading in the classroom, and reading a range

give considerable attention to
building students’ prowess in

Spelling interventions should

of texts generally improve students’ fluency and be targeted and conducted
comprehension. (Connor, and others 2014) with small groups. Depending

e Goal setting and corrective feedback are effective upon the individual students,
in increasing reading rate and accuracy among instruction should focus on

students experiencing difficulty with ﬂgency the alphabetic principle
(Hudson 2011). Reading aloud to a skilled listener and. as children oroaress. on
more effectively develops students’ fluency than ! progress,

silent reading. (O'Connor 2007) morphological awareness (that

e Using relatively easy texts for repeated reading 15, spellmg common dffixes, such

leads to higher gains in fluency than using texts as inflectional endings). Spelling
that are difficult for the reader, unless an adult is instruction should be coordinated
present to assist. (Hudson 2011) with decoding instruction.

e Reading texts that focus on the same theme result
in increases in reading rate and accuracy. An
overlap of words appears to facilitate transfer to unpracticed text. (Hudson 2011)

316 | Chapter 4 Grades 2 and 3



¢ Students experiencing difficulty tend to read less, which results in less of the practice that is
needed to build fluency. Motivation to read, therefore, needs to be addressed. (Hudson 2011)

e Children who have difficulty reading words often fail to attend to the vowel and letter
combinations; explicit attention is essential. (O’Connor 2007)

English Language Development in the Grade Span

The key content and instructional practices described in previous sections of this chapter are
important for all children, but they are critical for EL children as they develop academic English
and deep content knowledge. Teachers of ELs need to
understand not only the core content and instructional
practices in grades two and three but also how to identify Teachers of ELs need to
and address the particular language and academic learning
strengths and needs of their EL students. In order to support
the simultaneous development of both English and content

understand not only the core
content and instructional

knowledge, teachers need to consider how EL children learn practices in grades two and
English as an additional language, how to meet these needs three but also how to identify
throughout the day during ELA and other content instruction and address the pgrtjcu]ar
(through integrated ELD), and how to focus on these needs Ianguage and academic

strategically during a time specifically designated for this
purpose (through designated ELD).

The CA ELD Standards serve as a guide for teachers
to design both integrated ELD and designated ELD. They
highlight and amplify the language in the CA CCSS for
ELA/Literacy that is critical for children in grades two and three to develop in order to maintain a
steady academic and linguistic trajectory. They set goals and expectations for how EL children at
various levels of English language proficiency interact with content and use English in meaningful ways
while they continue to develop English as an additional language. These expectations help teachers
target their ELs’ instructional needs during planning, observe student progress during instruction, and
evaluate progress after instruction has occurred.

learning strengths and needs
of their EL students.

Integrated and Designated English Language Development

Integrated ELD refers to ELD throughout the day and across the disciplines for all ELs. In
integrated ELD, the CA ELD Standards are used in ELA and all other disciplines along with the CA CCSS
for ELA/Literacy and other content standards to support
Through rich and interactive ELs’ linguistic and academic progress. Throughout the
experiences T provided school day, ELs in grades two and tnree engage in activities
. where they listen to, read, analyze, interpret, discuss, and
through Enghsh, they [ELs] create a variety of literary and informational text types.
develop English, and they build Through rich and interactive experiences that are provided
conﬁdence and proﬁciency through English, they develop English, and they build
in demonstrating their confidence and proficiency in demonstrating their content
knowledge through oral presentations, writing, collaborative
conversations, and multimedia projects. In addition, as
; } students are supported to develop language awareness,
collaborative conversations, or how English works in different situations, they gain an
and multimedia projects. understanding of how language is a complex, dynamic, and
social resource for making meaning. Through intellectually-

content knowledge through
oral presentations, writing,
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rich activities that occur across the disciplines, ELs develop proficiency in understanding and using
advanced levels of English and in shifting registers based on discipline, topic, task, purpose, audience,
and text type.

Designated ELD is a protected time during the regular school day during which teachers use
the CA ELD Standards as the focal standards in ways that build into and from content instruction
so that ELs develop critical English language skills, knowledge, and abilities needed for content
learning in English. Designated ELD should not be viewed as separate and isolated from ELA, science,
social studies, mathematics, and other disciplines but rather as a protected opportunity during the
regular school day to support ELs in developing the discourse practices, grammatical structures,
and vocabulary necessary for successful participation in academic tasks across the content areas. A
logical scope and sequence for English language development is aligned with the texts used and tasks
implemented in ELA and other content instruction.

Designated ELD is also an opportunity to amplify the
language ELs need to develop in order to be successful in
school and to augment instruction to meet the particular

A logical scope and sequence language learning needs of ELs at different English language

for English language proficiency levels. Examples of designated ELD that builds
development is aligned with into and from content instruction are provided in brief
the texts used and tasks snapshots in the grade-level sections. Lengthier vignettes
implemented in ELA and other illustrating ELA/literacy with integrated ELD and aligned

designated ELD instruction also are provided in the grade-
level sections. (For a lengthier discussion of integrated and
designated English language development, see chapter 2 of
this ELA/ELD Framework.)

content instruction.
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Grade Two

Grade two is an exciting year as children increasingly gain independence with written English
and use their knowledge of the code and of language in general to achieve their own purposes.
They engage with progressively more complex high-quality literary and informational text, expand
their knowledge in the content areas, and continue to develop as effective communicators. Their
vocabularies increase considerably as does their knowledge of text organization, grammatical
structures, and language conventions. They work toward achievement of the grade-two CA CCSS for
ELA/literacy throughout the day and across the curricula.

This grade-level section provides an overview of key themes of ELA/literacy and ELD instruction
in grade two. It offers guidance for ensuring that ELs have access to ELA and content instruction,
including integrated and designated ELD. Snapshots and vignettes bring several of the concepts to life.

Key Themes of ELA/Literacy and ELD Instruction in Grade Two

ELA/literacy and ELD instruction focuses on the key themes of Meaning Making, Language
Development, Effective Expression, Content Knowledge, and Foundational Skills (see figure
4.13). Instruction should be age-appropriate, carefully sequenced, and responsive to children’s needs.
Excellent first instruction is of paramount importance. Additional instructional support—sometimes
specialized—is provided swiftly when needed; just as appropriately tailored learning opportunities
are provided to children who demonstrate advanced understandings. All instruction occurs within the
context of a motivating, engaging, and respectful environment that is intellectually stimulating and
that integrates the strands of the language arts and integrates the language arts with other subject
matter. Furthermore, instruction is sensitive to the social, emotional, physical, linguistic, and cognitive
needs of young children as it conveys the delight and empowerment that accompanies literacy and
language development.

Figure 4.13. Circles of Implementation of ELA/Literacy and ELD Instruction

E
Language ocﬁs for LA/ (/}Q Effective

Development Reading, Writing, ’é\ Expression

(y Speaking & Listening, <
and Language

CAELD
Standards

in All Disciplines
Content Foundational
Knowledge Skills
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Meaning Making

Children in grade two demonstrate increasing independence in e

gaining meaning from texts they read on their own and from the
texts they hear read aloud.

Literary and informational texts are selected in response to
children’s interests and, importantly, in alignment with other areas
of the curricula. In terms of content knowledge building, the
curricular themes/topics addressed in some of the content areas in
grade two include the following:

e Social Studies Content for Grade Two, People Who Make a e\ N /.
Difference: Students in grade two explore the lives of actual Knowledge Skills
people who make a difference in their everyday lives and
learn the stories of extraordinary people from history whose
achievements have touched them, directly or indirectly. The study of contemporary people who
supply goods and services aids in understanding the complex interdependence in our free-
market system. (California’s History—Social Science Content Standards)

Effective
Expression

Language
Development

for EL4 /,
009" /‘I(Q»
Reading, Writing, ‘¢,
(Y Speaking & Listening, =&
and Language

CAELD
Standards

e Science for Grade Two: Students focus on Disciplinary Core Ideas, including ecosystems:
interactions, energy, and dynamics; biological evolution: unity and diversity; earth’s place in
the universe; earth’s systems; matter and its interactions; and engineering design; and Topics,
including earth’s systems: processes that shape the earth; structure and properties of matter;
and engineering design. (California’s Next Generation Science Standards)

e Visual and Performing Arts for Grade Two: Students learn about and engage in dance, music,
theatre, and the visual arts, including historical and cultural contexts. (California’s Visual and
Performing Arts Content Standards)

Children independently read texts at their reading level.
Itis crucial that teachers They also engage with more difficult (but not excessively
provide all students with difficult) texts with teacher support and instruction. It is
i . th crucial that teachers provide all students with opportunities
CRERES S t? NS AT to interact with more challenging and complex text so that
more challenging and complex the children continue to grow in their language and literacy

text so that the children abilities over the course of the school year. Teachers use
continue to grow in their a variety of strategies and approaches to facilitate literal
language and literacy abilities and inferential comprehension. They engage students in

discussions, posing questions that take students back to
the text to identify the progression of an author’s ideas or
arguments or to note use of powerful or nuanced language
that impacts meaning. They prompt students to reread
sections of a text for different purposes, such as looking at what a particular character says or does,
examining how an author organized information, identifying an author’s purpose, retrieving a quote
that supports an interpretation, or finding words or phrases that influence readers’ interpretations.
They also teach students to carefully view images, such as diagrams and illustrations, in texts and
determine their contributions to the meaning of a text.

Teachers also ensure that students engage in discussing and writing for meaning making purposes.
Children learn to ask and answer questions of one another and of adults to clarify meaning (SL.2.1c;
SL.2.3). They revise written work to better convey their ideas and information based on responses
from adults and peers (W.2.5). (See the overview of the span and grade-three sections of this chapter
for more discussion on meaning making.)

over the course of the school
year.
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Language Development

Grade-two students are taught to describe how words and
phrases supply rhythm and meaning in a story, poem, or song
(RL.2.4). They come to understand the importance of word o
choice. They also learn to determine the meaning of words and oo ooe‘—* /(/}zo,’
phrases in informational texts (RI.2.4). S sngak?n'ggé{vg'eﬁégfx_

Students learn the following strategies for determining or audlanaiace
clarifying unknown or multiple-meaning words in the context of

CAELD
grade-two texts and subject matter: Standards

¢ Use sentence-level context as a clue to meaning. (L.2.4a) in All Disciplines

Meaning
Making

Effective
Expression

Foundational
Skills

Content
Knowledge

¢ Determine the meaning of the new word formed when a
known prefix is added to a known word. (L.2.4b)

e Use a known root word as a clue to the meaning of an
unknown word with the same root. (L.2.4c)

e Use knowledge of the meaning of individual words to predict the meaning of compound words.
(L.2.4d)

e Use glossaries or beginning dictionaries, both print and digital, to determine or clarify the
precise meaning of key words and phrases. (L.2.4e)

¢ Students are provided many opportunities to use new vocabulary. (L.2.6)

As noted in the overview of the span in this chapter, it is crucial that students engage in wide
reading, continue to listen to and discuss texts read aloud, and experience excellent content
instruction and experiences that fuel language development. In short, children in grade two should
have many opportunities to attend to and use language with peers and adults. Children continue to
develop their awareness of language; they use their growing knowledge of language when writing,
speaking, reading, or listening and learn to compare formal and informal uses of English (L.2.3).

Effective Expression

With instruction and frequent meaningful practice, children
become increasingly skilled at expressing themselves through
writing and in discussions and presentations. They focus both on
the meanings of message and the form it takes, and they learn to
employ grade-level language conventions, which contribute to the
effectiveness of their expression.

Writing

The goal of writing instruction in grade two is to advance
children’s abilities to express their thoughts and knowledge
skillfully. Children continue to learn that writing is a meaningful
act, and they increasingly recognize that there are more and less
effective ways to convey meaning—and that these ways vary
depending upon their purpose and the content.

Children in grade two make progress in effectively expressing their opinions, providing information
and explanations, and sharing stories (W.2.1-3). They add more detail to their work than they did
as first graders, and they focus more on organization (W.2.4). They write in response to the content
they are learning about in science, social studies, math, the arts, and other subjects, and they write
in response to literary texts. They write in moments, such as when they compose a quickwrite or

Meaning
Making

or E
Cgs § LA/(I.{O Effective
© Reading, Writing, '& Expression
g Speaking & Listening, <
and Language

CAELD
Standards

in All Disciplines

Language
Development

Foundational
Skills

Content
Knowledge
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jot notes in their science journal. They also write a single piece over multiple days, taking time to
research a topic, reflect on their ideas and their work, and plan for and revise their writing.

In grade two, teachers do the following to support children’s writing development:

e As in earlier grades, they read aloud daily from a broad range of literary and information
texts, highlighting their varied purposes (such as to share an opinion, inform or explain, or
tell a story), structures or organizations (such as narrative, description, cause and effect), and
features (such as tables of contents). Some texts serve as mentor texts, that is, those that are
excellent examples of a particular organization or language use that students may emulate for a
specific task.

e They model writing, and they write with children using a variety of text types for a variety of
purposes.

e They explicitly teach children how to organize different types of writing and provide
opportunities for students to engage in collaborative writing tasks. (W.2.4)

¢ They model and engage children in revision and editing of sample texts and their own writing.
(W.2.5)

e They ensure that children write daily.
e They ensure that children write for a variety of purposes. (W.2.1-3)
e They provide multiple opportunities for brief writing experiences. (W.2.10)

e They engage children in writing experiences that span several days and that undergo revision
and refinement. (W.2.10)

e They ensure that children witness the value of writing in their teacher’s life and their own lives.
e They teach children to write in every curricular area.

e They teach grade-level language conventions explicitly, including spelling, grammar, and
punctuation. (See the discussions of language conventions throughout this chapter.)

In grade two, children learn more about writing as a process (W.2.5). They obtain feedback from
others through individual conferences with the teacher and
through peer sharing. Second graders use that feedback to When children share their
guide revision and editing of their writing. When children
share their writing with others and reflect on the feedback,
they learn that the organization and language choices in
their writing impact meaning. They also learn that writing

writing with others and reflect
on the feedback, they learn
that the organization and

effectively takes time, attention to feedback, and more than language choices in their
one draft. writing impact meaning.

An example of a second-grade student’s narrative They also learn that writing
and an annotated analysis of the student’s writing are effectively takes time, attention

presented in figure 4.14. The example and annotation
are drawn from Appendix C (http://www.corestandards.
org/assets/Appendix_C.pdf) of the CCSS where examples one draft.

of other types of writing at this grade level also may be

found. The student’s work in this example was produced in class, likely with teacher support. The
author demonstrates progress toward achieving W.2.3: Write narratives in which they recount a
well-elaborated event or short sequence of events, include details to describe actions, thoughts, and
feelings, use temporal words to signal event order, and provide a sense of closure.

to feedback, and more than
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Figure 4.14. Grade Two Writing Sample

My first tooth is gone

| recall one winter night. | was four. My sister and | were running down the hall and
something happend. It was my sister and | had run right into each other. Boy! did we cry. But
not only did I cry, my tooth was bleeding. Then it felt funny. Then plop! There it was lying

in my hand. So that night | put it under my pillow and in the morning | found something. It
was not my tooth it was two dollars. So | ran down the hall, like | wasen’t supposed to, and
showed my mom and dad. They were surprised because when they lost teeth the only thing
they got is 50¢.

Annotation

The writer of this piece:
 Establishes a situation in time and place appropriate for what is to come.
o I recall one winter night. I was four. My sister and I were running down the hall and
something happend.
» Recounts a well-elaborated sequence of events using temporal words to signal event order.
o My sister and I were running down the hall and something happened . . . But not only
didI cry ... Then it felt funny. Then plop! There it was lying in my hand.
Includes details to describe actions, thoughts, and feelings.
o Boy! did we cry.
o Then it felt funny.
o So I ran down the hall, like I wasen’t supposed to, and showed my mom and dad
* Provides a sense of closure.
o They were suprised because when they lost teeth the only thing they got is 50¢.
» Demonstrates growing command of the conventions of standard written English.

This piece illustrates the writer’s largely consistent use of beginning-of-sentence capitalization
and end-of-sentence punctuation (both periods and exclamation points). The pronoun I is also
capitalized consistently, and almost all the words are spelled correctly. The writer sets off a
parenthetical element with commas and uses an apostrophe correctly.

Source

National Governors Association Center for Best Practices and Council of Chief State School Officers. 2010b. Common
Core State Standards for English Language Arts and Literacy in History/Social Studies, Science, and Technical
Subjects. Appendix C, 17. National Governors Association Center for Best Practices, Council of Chief State School
Officers, Washington DC.

Teachers carefully examine students’ writing to determine each student’s achievement of selected
objectives, reflect on the effectiveness of their teaching, and inform subsequent instruction. They
involve students in reviewing their work, and they communicate students’ progress with students and
families. Teachers of EL children also use the CA ELD Standards to guide their analysis of student
writing and to inform the type of feedback they provide students. See the overview of the span in this
chapter for suggestions for formative assessment of writing.

Discussing

Children in grade two continue to build their discussion skills, and they converse regularly about
shared and individually-read texts and learning experiences, including, for example, hands-on
investigations in science and art and physical activities that contribute to their fitness and health. They
discuss their ideas with one another as they engage in all subject matter. Sometimes the discussions
among children are free-flowing as they express their reactions to their learning experiences; at other
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times, teachers prompt and facilitate small group and large group discussions, guiding children to stay
on topic and to request clarification from one another, as needed.

Like all human beings, young children have opinions about ideas and issues that may be different
from those of their peers. They learn how to listen respectfully to diverse viewpoints and how to
articulate their own points of view. Teachers ensure that all children feel comfortable contributing to
discussions and that they have opportunities to do so.

In grade two, children learn to recount or describe key ideas or details from a text read aloud or
information presented orally or through other media (SL.2.2). They also learn to give and follow more
complex three- and four-step directions (SL.2.2a).

Presenting

Throughout the years of schooling, children have many opportunities to give presentations.
Prior to grade two, children’s presentations largely involved show-and-tell experiences and recitation
of memorized poems, rhymes, and songs. Grade two marks the point at which children plan and
deliver a formal narrative presentation that recounts a well-elaborated event that includes details,
reflects a logical sequence, and provides a conclusion (SL.2.4a). In addition, children add drawings or
other visual displays to enhance their presentations and, beginning in grade two, they create audio
recordings of stories or poems. These more permanent presentations may be shared with a range of
audiences over time.

Using Language Conventions

Children in grade two continue to learn and apply language conventions in order to communicate
effectively in speaking and writing. See figure 4.15 for the conventions addressed in grade two
(L.2.1-2). Children experience these conventions through teacher modeling, read alouds, and books
read collaboratively or independently, and they are taught to apply them in their writing and speaking
in rich and meaningful contexts. They learn that the purpose of conventions is to communicate
messages in ways that can be best understood.

Figure 4.15. Language Conventions in Grade Two

Language Standard 1
(conventional grammar and usage in

Language Standard 2
(conventional capitalization,

speaking and writing)

punctuation, and spelling in writing)

a. Use collective nouns.

a. Capitalize holidays, product names, and

b. Form and use frequently occurring geographic names.

irregular plural nouns. b.
c. Use reflexive pronouns.

Use commas in greetings and closings of
letters.

c. Use an apostrophe to form contractions

d. Form and use the past tense of frequently . :
and frequently occurring possessives.

occurring irregular verbs.
d. Generalize learned spelling patterns when

e. Use adjectives and adverbs, and choose "
writing words.

between them depending on what is to be
modified. e. Consult reference materials, including
beginning dictionaries, as needed to check

f. Produce, expand, and rearrange complete .
and correct spellings.

simple and compound sentences.

g. Create readable documents with legible
print.
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In grade two, children are expected to master the ability to create readable documents with
legible print (L.2.1a). They were taught how to print upper- and lowercase letters in prior years, which
included how to hold a pencil and form letters correctly. They are expected to achieve the ability to
do so effortlessly by the end grade two, if not before. With ample attention and practice, including
application in authentic writing activities, printing becomes relatively effortless. Skill with printing
(and later cursive and keyboarding) frees writers to concentrate on conveying their ideas and allows
for others to read the text they develop (Graham, and others 2012). Instruction is differentiated to
address the range of skills with printing that grade-two students demonstrate.

Children learn spelling patterns (L.2.2d) through direct instruction and through exploration and
close examination of words. A common practice that actively engages children is to have them sort
selected word cards based on a pattern or principle. For example, at the appropriate time in the
instructional sequence, the teacher works with children to learn about closed and open syllables.
The teacher writes carefully selected single-syllable words on cards for students to sort. The teacher
prompts the students to sort the cards into those with long vowel sounds and those with short vowel
sounds. Children work in pairs to pronounce each word and to place them in the appropriate column,
as in figure 4.16.

Figure 4.16. Cards Sorted by Long and Short Vowel Sounds

go bed
me run
hi fan
be in
I hot

The teacher guides students to the understanding that generally when a vowel is followed by a
consonant in a syllable, the syllable is closed and the vowel is pronounced with its short sound. They
eventually apply this understanding to multisyllabic words, and they learn it may be helpful when
they encounter new words in a text and as they write. Later, this principle is applied when they learn
about doubling letters in word. The word apple is spelled with two p’s, although only one is heard.
The additional p serves to close the initial syllable (ap-ple), thereby signaling a short vowel sound. The
word maple, on the other hand, does not have a double p. The initial syllable is left open (ma-ple),
thus the word is pronounced with the long a sound. Children understand that there is a logic to
doubling letters. There are exceptions, but children develop an appreciation that learning to read and
write written words is not simply a matter of rote memorization. (As noted previously, students who
are deaf and hard of hearing do not have complete access to the sounds of English and therefore
learn these skills using an alternate, visual route.)
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Content Knowledge

Children in grade two use their growing independence in reading
to explore interests and learn content in a variety of disciplines. As a
part of independent reading and content instruction children have the
opportunity to read books that broaden their understanding of the
world around them. They select books that pique their interest and spur
sustained focus. Teachers should have an independent reading program
as specified in the wide and independent reading section in chapter 2
of this ELA/ELD Framework. See figure 4.17 for examples of books in
science appropriate for grade two.

Figure 4.17. Books Related to Animals and Their Habitats

African Savanna by Donald Silver (1997)

Animal Habitats! (Williamson Little Hands Series) by Judy Press (2005)
Arctic Tundra by Donald Silver (1997)

Cactus Hotel by Brenda Z. Guiberson (1993)

Coral Reefs by Gail Gibbons (2010)

Deserts by Gail Gibbons (1999)

Desert Giants: The World of the Saguaro Cactus (Tree Tales) by Barbara Bash
(2002)

The Great Kapok Tree: A Tale of the Amazon Rainforest by Lynn Cherry (2000)
Introducing Habitats Series Crabtree Publishing Company

Pond by Donald Silver (1997)

Seashore by Donald Silver (1997)

Swamp by Donald Silver (1997)

Children discuss and write about what they read on a daily basis and often in connection with
shared research topics. Content instruction is an important part of the instructional day in grade two.
It is a time when children learn about their worlds, and they learn about the processes by which
they can learn about their worlds. Furthermore, it is a time when can apply, and thereby strengthen
understandings about, what they are learning to do in reading, writing, discussing, and presenting.
All of this is done while studying a variety of content subjects and engaging in meaningful hands-on
learning experiences and investigations.

Foundational Skills

In grade two, children continue to develop phonics and word
recognition skills. They learn to read words with more complex spelling
patterns, words consisting of two syllables, and words with common
prefixes and suffixes. They also increase the nhumber of irregularly
spelled words that they can recognize by sight. Considerable focus is
placed on building fluency with grade-level text.
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Phonics and Word Recognition

Instruction in grade two fosters children’s knowledge of and ability to apply grade-level phonics
and word analysis skills in decoding words both in isolation and in text (RF.2.3a—f). Figure 4.18
displays standards, with examples, that are targeted for achievement by the end of grade two. The
standards build on foundational skills acquired in grade one. Assessment is crucial for determining
whether children have, in fact, acquired the prerequisite skills. If not, instruction should target the
needed skills and progress to grade-level standards as soon as reasonable for the individual student.
Advanced learners may already demonstrate some, even many, of the grade-two skills. They should
be provided instruction that furthers their knowledge. In other words, all students should be provided
instruction that is intellectually stimulating and appropriately challenging.

Figure 4.18. Grade Two Standards in Phonics and Word Analysis Skills with Examples

Standard 3 Example
a. Distinguish long and short vowels | When children see the printed word man, they say the
when reading regularly spelled word and indicate that the vowel sound is short. When
one-syllable words. they see the printed word ride, they say the word and

indicate that the vowel sound is long. They sort words
into two categories: words with a short vowel sound
and words with long vowel sound.

b. Know spelling-sound When children see the printed vowel combination ou in
correspondences for additional the word ouch, they pronounce it correctly. When they
common vowel teams. see the vowel combination aw in the word law, they

pronounce it correctly.

c. Decode regularly spelled two- When children see the word reader, they recognize the
syllable words with long vowels. long vowel team ea and the r-controlled vowel er and
pronounce the word accurately.

d. Decode words with common When children see the word dislike, they recognize the
prefixes and suffixes. prefix dis- and the base word /ike and pronounce the

word accurately. Other common prefixes include un-,

re-, and in-. Common suffixes include -s, -ed, -ing, -er.

e. ldentify words with inconsistent When children see the words team and head,
but common spelling-sound they recognize that the ea letter combinations are
correspondences. pronounced differently in the two words and say the

words accurately.

f. Recognize and read grade- When children see the word does, they pronounce it
appropriate irregularly spelled accurately. The number of irregularly spelled words
words. that they recognize by sight increases significantly.

Instruction in phonics and word recognition is carefully sequenced so that less complex
understandings precede more complex ones and new learning is built upon previously acquired
knowledge.

One technique for teaching students to decode words is to engage them in building words using
the letter-sound and spelling-sound correspondences they have learned. Students manipulate ceramic
or magnetic letter tiles or move letters on an interactive white board to construct words as directed
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by the teacher or other adult. (See the detailed description of word building and an example provided
in the grade-one section of chapter 3 of this ELA/ELD Framework.) What follows is an example of a
variation of a word building progression appropriate for grade two.

The teacher clearly pronounces a target word (in
this case, found) and the students select letters from a
manageable size group of letters to build the word. The
teacher provides guidance as needed for success. After

One technique for teaching
students to decode words is to

ensuring accuracy and encouraging the students to read engage them in building words
the word aloud, the teacher announces a second word using the letter-sound and

and students add, remove, or change one or two letters spelling-sound correspondences
in their first word to form the second word, and so on. they have learned. Students

Prompts may be given, such as “Listen closely for the
final sound; watch my mouth as I say the word,” “You will
be using the new vowel team we learned for this word,”

manipulate ceramic or magnetic
letter tiles or move letters on

and “The spelling of the vowel sound we heard in the last an interactive white board to
word will be different in this next word due to the change construct words as directed by the
in the neighboring letter—same vowel sound, different teacher or other adult.

spelling.” The type, amount, and complexity of the
changes in a progression will vary based on participants’

skills.

f 0 u n d
p o] u n d
S 0 u n d
S o] u t h
m o] u t h
m 0 u n d
r o] u n d

g r o] u n d

g r o] w I

p r o] w I

As noted in chapter 3, it is not uncommon for children who experience difficulty with decoding
to demonstrate only partial alphabetic decoding; often they accurately decode the initial sound in a
printed word but not the subsequent vowel(s) and consonant(s) (McCandliss, and others 2003). Word
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building activities require students to attend to each sound and grapheme when they build and change
words. In other words, the activity prompts full alphabetic decoding, which research indicates “plays a
central role in the development of effective and efficient word recognition skills” (102).

Students’ skills vary, so word building activities are
conducted with small groups of children who have similar
skills. Over time, word building progressions target more
difficult letter-sound and letter-spelling combinations and
word forms, including words with inflectional endings and
derivational affixes. (See also Spear-Swerling 2011 for
a discussion and Cunningham and Hall [2001, 2008] for
variations on word building.)

Fluency

Connections should be made between children’s
growing insights into the nature of written English and
their application in meaningful text. Children need to have
opportunities to employ their developing phonics and word
recognition skills as they read and write. The more children
engage with the patterns and words they are learning, the

Children need to have
opportunities to employ their
developing phonics and word
recognition skills as they read
and write. The more children
engage with the patterns and
words they are learning, the
more quickly the patterns and
words become recognized in
print and used effortlessly in
writing.

more quickly the patterns and words become recognized in print and used effortlessly in writing. The
goal is that children will not have to expend significant amounts of mental energy decoding or spelling
many words as they read and write, so their focus can be on meaning.

Fluency encompasses accuracy, appropriate rate (which demands automaticity), and prosody.
Data from an extensive study of oral reading fluency provides the mean words read per minute (that
is, the reading rate, which is a measure of automaticity) by students in grades one through eight in
unpracticed readings from grade-level materials (Hasbrouck and Tindal 2006). Figure 4.19 presents
the means for grade two. The researchers recommended that students scoring more than ten words
below the 50th percentile be provided more extensive instruction in fluency.

Figure 4.19. Mean Oral Reading Rate of Grade Two Students

Percentile | Fall WCPM* |Winter WCPM* | Spring wepm | AV9: Weekly
| mprovement* *
a0 106 125 142 1.1
75 79 100 117 1.2
50 51 72 89 1.2
25 25 42 61 1.1
10 11 18 31 .6
*WCPM = Words Correct Per Minute ** Average words per week growth
Source
Hasbrouck, Jan, and Gerald A. Tindal. 2006. “Oral Reading FHuency Norms: A Valuable Assessment Tool for
Reading Teachers.” The Reading Teacher 57: 646-655.

Rate is essential in that reading at a sufficient pace supports comprehension. It is important to
note, however, that fluency instruction is not a matter of having students mindlessly race through
text. Pace is just one aspect of fluency; the ultimate goal is comprehension. In order to use context to
confirm or self-correct word recognition and understanding, as called for by the CA CCSS for
ELA/Literacy (RF.2-5.4c), children need to attend to meaning as they read.
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Fluency rates should be interpreted cautiously for all
children. They are particularly difficult to apply to speakers of

When evaluatmg how ﬂuently languages other than English and to students who are deaf

children read, particularly ELs, and hard of hearing and who use American Sign Language.
it is critical to consider more When evaluating how fluently children read, particularly

than reading rate. English ELs, it is critical to consider more than reading rate. English
learners can be deceptively learners can be deceptively fast and accurate while reading

aloud in English, but they may not fully comprehend the
text. A consistent focus on meaning making ensures that EL
children attend to comprehension and not just speed.

In addition, common pronunciation or grammatical

the text. miscues that do not affect comprehension may occur.

Teachers should use caution in counting these miscues when

interpreting fluency as they are a natural part of developing English as an additional language and
may or may not be miscues in need of instructional attention. As with all children, decisions about
fluency are not made solely on the basis of reading rate or accuracy. When deaf or hard of hearing
students storysign, they are actually interpreting the story from one language (printed English) to
another (American Sign Language). In this case, fluency rates as listed in the figure do not apply.

An important component of fluency instruction is ensuring that children have learned the phonics
and word recognition skills that allow them to identify words and have opportunities to practice those
skills. Fluency instruction also includes many opportunities to listen to and practice fluent reading.
Teachers serve as excellent models as they fluently read aloud a variety of text types daily with the
intent of sharing a good story or interesting information. Children practice fluency when they engage
in oral reading activities for which they rehearse (and so read the same text several times to ensure
accuracy and appropriate expression and rate), such as choral reading of poetry or reader’s theatre for
an audience of peers or others. Most important, they read
high quality literary and informational texts independently
every day. The texts should be at a level of difficulty that An important component of
allows children considerable success. Some children may fluency instruction is ensuring
choose to read more difficult texts occasionally because they that children have learned the
are interested in the subject matter or enjoy the author.
They may persist through the challenges. Some children
may select texts that are considerably below their skill level,

fast and accurate while
reading aloud in English, but
they may not fully comprehend

phonics and word recognition
skills that allow them to identify

such as engaging or familiar stories that give them pleasure words and have opportunities
to read. However, reading only simple texts limits children’s to practice those skills. Fluency
opportunities to build fluency and to further develop their instruction also includes many
comprehension skills and academic language. Children opportunities to listen to and

should be supported in selecting texts for independent
reading, and teachers guide children based on their
knowledge of their children’s skills and interests.

practice fluent reading.

An Integrated and Interdisciplinary Approach

As noted throughout this framework, the CA CCSS for ELA/Literacy and the CA ELD Standards call
for the integration of reading, writing, speaking, and listening. In addition, these two sets of standards
are inextricably linked to every curricular area. Learning subject matter demands understanding and
using the language of the subject to comprehend, clarify, and communicate concepts. The following
two snapshots illustrate the integration of the language arts and other subject matter.
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Snapshot 4.1. Understanding Erosion

Integrated ELA and Science in Grade Two

In small groups, second graders engage in a hands-on science activity in which they pour
water on mounds of sand and dirt in order to understand erosion. They change the amount
of water and the number of times they pour water on the same mound, observing closely the
effects on the sand and dirt. The experience draws “oohs” and “ahhs” from the children who
enthusiastically discuss their observations. “Look at the big valley that created!” “Look where
all the sand is going! There is almost none left on the mound!” Then the children individually
write notes and draw sketches with labels in their journals. Students check with a peer to
determine if their entries make sense. Throughout the activity and the journal writing, their
teacher, Mrs. Dubois, circulates and supports students as needed. She prompts their use of
domain specific vocabulary (e.g., erosion, runoff, deposition) in their discussions. She knows
which students will need assistance recording their thoughts. She encourages individuals to
add detail to their entries.

Later the students view Web pages on the topic of erosion, including some animations
their teacher and the teacher librarian located, and they explore the images and text in books
about erosion. They demonstrate their understandings of the content they have researched by
engaging in a discussion with the teacher and peers. Mrs. Dubois’s observations of students’
understandings is supplemented by a few carefully planned questions designed to elicit
statements about the students’ findings.

In small teams, and with guidance from the teacher and other adults, the children use
digital cameras to take photographs of erosion on their school grounds. The photographs
include images of small valleys created by rain runoff and a wearing down of the asphalt
where there is high foot or vehicle traffic. The students insert the photos into a digital
presentation using software such as PowerPoint, Keynote, or Prezi and add language to
explain the images. A rubric for evaluating digital presentations by second graders had been
shared and discussed previously. Children referred to it as they created their presentations
and the teacher used it to provide feedback on drafts. The children share their final digital
presentations with a neighboring class and enthusiastically decide to post it on the class Web
page for families to view.

CA CCSS for ELA/Literacy: RI.1.7; W.1.2, 6; SL.1.2, 5; L.1.1-3, 6
Related CA Next Generation Science Standard:

2-ESS1-1. Use information from several sources to provide evidence that Earth events can occur quickly or slowly.
[Clarification Statement: Examples of events and timescales could include volcanic explosions and earthquakes,
which happen quickly and erosion of rocks, which occurs slowly.]
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Snapshot 4.2. Mystery Bags

Integrated ELA, ELD, Science, and Visual Arts in Grade Two

Ms. Li's second-grade students eagerly, but cautiously, reach into their mystery bags.
Without peeking, they gently touch the object inside the bag, noticing its texture and shape.
They shake the bag and listen carefully for sounds the object makes. They open the bag just
a bit and fan the air above the opening in an effort to detect scents. Ms. Li asks the students
to turn to a neighbor and share words that describe the as yet unseen object (what it feels
and smells and may look like) without divulging what they think the object is. Then she invites
volunteers to share descriptive words with the whole group and records them on a chart,
using enough wait time to elicit many responses. Students describe the object as rough, not
too heavy, stiff, and hard. They note that it has points and is round. One student says he feels
a sticky substance and that the object smells like a forest.

Ms. Li then asks the students if anyone has an idea of the object’s identity. She encourages
them to whisper their thoughts to a neighbor and to explain their reasons for their guesses,
using evidence from their observations and from the class-generated chart. She asks for
volunteers to share their thoughts and their reasons with the entire group. Finally, the
students are permitted to open their mystery bags and withdraw the object. It is a pine cone!

Ms. Li provides each student with a hand lens, and they busily examine their pine cones.
She asks them what they see and records these additional observations on the chart. She
also records questions that spontaneously arise from the students: How many different kinds
of pine cones are there? How long do pine cones stay on trees? Are there girl and boy pine
cones? How big do pine cones get?

“Great questions!” Ms. Li says. "Let’s see what we can learn!”

Having anticipated their curiosity, she offers the students a variety of print resources about
pine cones and also makes available the classroom laptops so students can access the library’s
databases and e-books. The students dive into the materials and excitedly talk with each other
about what they discover.

After allowing them some time to explore the materials, Ms. Li calls the group back
together and asks them to share what they learned. As she facilitates the discussion, Ms.

Li asks the children to build on the comments of a peer if they have related information or
details, and sometimes she asks a student to point out or read aloud the specific language
from the resource material that supports what was shared. She also directs the students’
attention to the questions they generated earlier and asks whether they found answers to

any of the questions. And, she wonders aloud if there is anything else they want to know now
that they have looked at the materials, adding their new questions to the chart. Ms. Li asks
students to write the questions that were generated and their own observations in their lab
notebooks. The chart with the descriptive words and questions and the other materials remain
available to the students throughout the week. The students are encouraged to continue to
pursue answers to their questions and add written reflections to their notebooks.

Later that week, Ms. Li has the children once again closely examine the pine cones, which
have been kept available in the science station along with the chart and text resources. This
time they create detailed observational drawings of their pine cones, including as much detail
as they can and labeling the drawings with descriptive words and phrases. As Ms. Li circulates
around the classroom, she uses some of the vocabulary and phrases the class discussed
throughout the week. Ms. Li posts the observational drawings on the “Gallery Wall” so that
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Snapshot 4.2. Mystery Bags

Integrated ELA, ELD, Science, and Visual Arts in Grade Two (cont.)

children can view one another’s and their own work. When parents, the principal, or other
visitors come to the class, a designated “docent” explains the drawings and the process the
class engaged in to generate them.

The next week, Ms. Li has the students work in small teams to plan and construct an
accordion book about pine cones. Each team makes decisions about what information to
include and how to organize their texts. Ms. Li reviews the specialized language and content
knowledge they learned from their research and discussions, and she encourages the students
to use the language and ideas in their writing. The students draft and revise and edit their
texts, with support and feedback from Ms. Li. They glue into their books the observational
drawings they made of their pine cones, as well as other illustrations. With support, the
students bind the pages of their book together. Then the teams formally share their books
with one another. The books are then placed in the class library for all to enjoy.

CA CCSS for ELA/Literacy: RI1.2.2, 7; W.2.2, 4,5, 7; SL.2.1; L.2.1, 2, 6

CA ELD Standards: ELD.PI.1-3, 6, 10, 12b; ELD.PII.1

Related CA Next Generation Science Standard:

2-LS4-1 Make observations of plants and animals to compare the diversity of life in different habitats.
Related CA Visual and Performing Arts Content Standards:

Visual Arts 1.3 Identify the elements of art in objects in nature, the environment, and works of art, emphasizing
line, color, shape/form, texture, and space.

Visual Arts 1.1 Perceive and describe repetition and balance in nature, in the environment, and in works of art.
Related CA Model School Library Standard:
2-3.3 Use information and technology creatively to answer a question, solve a problem, or enrich understanding.

Source
Adapted from

Yopp, Ruth H. 2006. “Enhancing Hands-on Science Experiences with Informational Text: Learning about Pine
Cones.” Science Activities 43 (3): 31-34.

English Language Development in Grade Two

In second grade, EL students learn English, learn content
knowledge through English, and learn about how English
works. English language development occurs throughout the English language
day across the disciplines and also during a time specifically development occurs
designated for developing English based on EL students’
language learning needs. In integrated ELD, second-grade
teachers use the CA ELD Standards to augment the ELA/literacy

throughout the day across
the disciplines and also

or other content instruction they provide. For example, after a during a time specifically
teacher has read a story several times and then asks students designated for developing
to discuss a text-dependent question with a partner, she uses English based on EL

the CA ELD Standards to provide differentiated support to her students’ language learning

ELs at varying levels of English language proficiency. She asks
the class the question, "What do you think the main character
learned in this story? How do you know?” She supports her ELs

needs.
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at the Emerging level of English language proficiency to respond meaningfully to the question with
an open sentence frame (e.g., | think ___ learned because .), which she posts for later
reference. She asks the children to repeat the sentence frame with her once or twice before they use
it with their partners. She also has them sit near her, so she can prompt them to share their ideas,
provide modeling for them, or provide other forms of substantial scaffolding. Previewing stories and
other texts (or having students read the texts, or reading them aloud to students) in their primary
language also can support their comprehension of the story in English and their ability to interact in
conversations about the text in English.

English learners at the Expanding and Bridging levels of English language proficiency generally
require less intensive linguistic support. However, all children need varying levels of scaffolding
depending on the task, the text, and their familiarity with the content and the language required
to understand and engage in discussion. Figure 4.20 presents a section of the CA ELD Standards a
teacher might use in planning this type of differentiated instructional support during ELA.

Figure 4.20. Using the CA ELD Standards in Integrated ELD

CA ELD Standards, Part | : | nteracting in Meaningful Ways
English Language Development Level Continuum

—> Emerging »-Ex panding » Bridging —p
5. Listening actively 5. Listening actively 5. Listening actively
Demonstrate active listening Demonstrate active listening Demonstrate active listening
to read alouds and oral to read alouds and oral to read alouds and oral
presentations by asking and presentations by asking and presentations by asking and
answering basic questions, answering detailed questions, | answering detailed questions,
with oral sentence frames and | with oral sentence frames with minimal prompting and
substantial prompting and and occasional prompting and | light support.
support. support.

Designated ELD is a protected time during the regular school day during which qualified teachers
work with EL children grouped by similar English language proficiency levels and focus on the critical
language students need to develop to be successful in school subjects. Designated ELD time is an
opportunity to support EL students to develop the linguistic resources of English they need to engage
with, make meaning from, and produce content in ways that meet the expectations of the CA CCSS
for ELA/ Literacy and other content standards. Accordingly,
the CA ELD Standards are the primary standards used
during designated ELD instruction. However, the content
focus is derived from ELA and other content areas. The main

Designated ELD is a protected
time during the reqular school

instructional emphases in designated ELD are the following: day during which qualified
¢ Building students’ abilities to engage in a variety of teachers work with EL children
