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Phonological Awareness

A Critical Foundation for Beginning Reading

by Stephanie Al Otaiba
and Martha C. Hougen

Andrew’s family loved playing word games and reading books to Andrew and his younger
brother. One day when Andrew was 3 years old, he asked his mom for @ cookie. She replied,
“I'm sorry Andrew, we don’t have any cookies, but I can give you a panana.” Andrew paused
for minute, looked up at his mom, smiled, and said, “Okay, I'll have a banand fofana!”

Itis likely that you have similar memories or family stories from growing up- Making up w(?rds
or even languages such as pig Latin' were favorite pastimes. Explicit instruction in manipu-
lating sounds (phonemic awareness) is crucial for learning to read and spell effectively and
efficiently. In fact, knowledge of phonemic awareness is an essential skill for learning to read
in all alphabetic languages. Phonemic awareness supports reading even in languages, such as
Spanish, in which syllables are more often the basis of oral language. Therefore, when young
children have early experiences with phonemes in Spanish and other languages, their phonemic
awareness ability transfers to English and makes learning to read and write in English easier.

In the vignette above, Andrew’s comment showed that he was developing an awareness
of playing with words, that words can rhyme, that he could make up words, and that it was
fun! His ability to rhyme and his awareness about initial sounds in words are in stark contrast
to many of the young students with whom you will work during your teaching career, chil-
dren for whom this awareness does not develop so easily. Andrew is developing phonemic
awareness, a skill critical for learning to read and write.

This chapter addresses the most effective ways to assess and teach overall phonological
awareness, and the discrete skill known as phonemic awareness.

— )

Objectives: After studying this chapter, you will be able to do the following:

1. Explain and provide examples of phonological awareness.

Explain and provide examples of phonemic awareness.

Identify the number of syllables and phonemes in words.

Explain the stages of phonological awareness.

Model a routine to teach phonemic awareness.

Assess a child’s progress toward developing phonemic awareness.

Plan general and intervention instruction in phonemic awareness.

Teach the student whom you are tutoring to segment and blend three phoneme words.
Evaluate the progress of your student and plan a follow-up lesson.

Explain to parents the role of phonemic awareness in identifying students with
dyslexia.
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The term phonological awareness re
Phonological awareness encompasses
of words in a sentence, syllables withi
onset and rime. The onset of a one-syllab
is the vowel and all that comes after (i.e., d0g
the rime). ’ .

Phc?:emic awareness is the ability to think about, combine, or segment indivjgy, soy
speech. This understanding of individual sounds, or phonemes, (‘;';fikerg” ds the abjj;; tonds in
This discrete set of skills helps children understand that a wor like dog can be g, aratreadﬂ
segmented, into three individual sounds: /d/ /o/ /g/, and that, mversel)‘:, these three ¢, o
can be combined, or blended, into a single word, dog. One day .when testing a Kinder oUndg
early in September, his teacher asked him to tell her the sounds in dog, and he ansyepog o
woof.” Clearly, he did not yet know how to attend to the qualltles of the Individya] S0 ndoqf~
the word, rather than the literal meaning of the word. This student needed intensiye inst o
tion to develop phonemic awareness. . . e

Figure 4.1 is an illustration of the continuum of phonolc?glca] skill development, beo:
ning with oral language and listening skills. Typically, the skxll.s are taught following thisgm-
quence, though children may be exposed to several stages at a time. Dp not wait, for exam, Sle~
for a child to master rthyming before you introduce syllable segmentation. Examples of th}) e,
provide instruction in each stage are discussed later in this chapter. to

There is an extensive research base that has shown why the concept of phonemic awar
ness is a vital step in understanding how children learn to read and to spell. This resear:};
base describes important pathways for how phonemic awareness undergirds early readjp,
development® and spelling development." Phonemic awareness supports development of the
alphabetic principle, or letter-sound correspondence.” Unless students can hear the individyg
sounds in words and can blend them together, it will be difficult for them to decode, or soung
out, words. Therefore, phonemic awareness plays an important role in fast mapping, or the pro-
cess children develop of forming grapheme-phoneme (i.e., letter-sound) representations for
words in their memory.® (Some people also use the term phoneme-grapheme correspondences
for this concept of letter—sound connections.)

Thus, through fast mapping, phonemic awareness supports the ability to decode un-
known or novel words through phonetic decoding. It is not, therefore, surprising that the Na-
tional Early Literacy Panel reported important predictive relationships between very young
children’s phonological awareness and decoding and between phonological awareness and
spelling.” Similarly, the National Reading Panel found that the most effective phonological
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i 4.1. Phonological awareness continuum. (From Vaughn Gross Center at T ;
Figure ( aug rint files. Austin, TX: Vaughn

Module 4: Phonological awareness. In Foundations of reading instruction presentations and p
Gross Center [Texas Reading First Higher Education Collaborative]; reprinted by permission.)

sound work (Box 4.1).1 The ability to translate print

awareness instruction incorporated letter—
cal skills and is necessary for

to speech, phonological recoding, is dependent upon phonologi
learning to spell (orthographic learning)."

Interestingly, the failure to develop phonological process
logical and phonemic awareness) is the primary correlate of dyslexia. Students with dyslexia
typically have a history of not being successful segmenting and blending phonemes (sounds)
to form words. In fact, one component of a dyslexia evaluation is a phoneme awareness test.
And as the research above suggests, students who do not have intact phonemic awareness
skills struggle to learn letter-sound correspondences or phonics. Also, word recognition
is poor. These students tend to read slowly, and their comprehension is negatively impact-
ed. So what may have started out as a phonemic awareness problem in a young child ends
up, unless identified and remediated early, affecting reading comprehension and, in most
cases, spelling as well. It is important to note that dyslexia frequently occurs with language

ing skills (which includes phono-

BOX 4.1. Alarge amount of research has demonstrated that explicit training

of phonological and phonemic awareness leads to stronger phonological
outcomes and to stronger reading and spelling outcomes, too.”*
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should be able to segment and blend the indxfndt‘xa‘l sounc;s inone-syllable wordg Once they ey

segment three- or four-phoneme words into individual p onemes, you can be assureq that t}:an

have mastered this concept, and you no longer havg to address it gn a dally.bams. t chilg
' will begin to use this knowledge to support decodmg and eI.ICOdllng (SPelllr.\g) of req] worg r
| However, some children will continue to need instruction in phonemic awarenegg insﬁ
and second grades, sometimes even later. A sul?stanﬁal 'numbex‘* of young childrep, particht
larly children who have had less exposure to print assoc1ate?d. with growing up in Povert a
who may be at risk for reading difficulties, will need explicit .and systematic instruction i
order to master these concepts. You will want to closely monitor children for Ph0n01c>gic“;
weaknesses, particularly those with speech and language impairments and children vy, a:e
learning English as a second language. Still other children just seem to struggle to hey, and
manipulate sounds in words; some may have a family history of dyslexia or learning disabil;.
| ties, but, for others, it may seem surprising or unexplainable. Whatever the cause, it is essentjy|
‘ these young students receive specialized instruction (remediation) to prevent or ameliorate
potential reading disabilities.

You will need to model and explain in child-friendly terms to your students how to
rhyme, pronounce sounds, match first sounds, segment, and blend sounds. Your students ma
be instructionally naive or struggling to develop this awareness and may be at high risk for
reading disabilities. Your systematic, explicit instruction in phonemic awareness will make a
tremendous difference in whether th

ese struggling students learn to read and spell.
Here are a few examples for delivering explicit instruction:
“Listen carefully while I say the first sound in Thomas; /t/.”

You will also need to know how to follow modeling with guided practice:

“Our turn, let’s try one together; let’s say the first sound in “Thomas’ together after I tap
my finger. Ready? (Tap) /t/.”
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In additi i o
dent prac:ilé:;on’ you will need to know how to test for understanding and provide indepen-

t"thotuhret ‘;:rtto :)eflll? € the first sound in Thomas.” “Does it sound the same as the /t/ in l,tank-’];?
and that variabil; indergarten, you will find considerable variability in students ski i;
instruction that isty may be. associated with a lack of exposure to these concepts. Thrgugts
can learn these Sk_lslystematlc and explicit and at the students’ instructional lev?l, st%xf ezlh :
first sound in thei i1s. For example, you will notice which children can learn t.o identi g °
to blend and se © oWn hame, and then you teach them to hear the onset and rime amC}:1 eila X
animal sounds hglin e/nt chunks of speech at the onset-rime size. For example, if askec W11
most children wilel bg/ [0at/, they could answer “goat.” By the end of k.indergarten, optl:in?oi
phonemes, ’ e able to blend and segment one-syllable words with two, three, an

At t y n .
Il stug:;ta; tof first grade, as students learn to read, these blending and segmenting skills
maFr)\i alat S learn to sound out words. By the end of first grade, some students may lea:’m to

pulate sounds and be able to know that “cowboy” without the “cow” leaves “boy”; but

com ic ski e
plex phonemic skills, such as understanding that “tack” pronounced backwards is “cat,
may not develop until Jater.

For many children
do not devel

ease at whic

»including children with learning disabilities, these phonOlOglC"‘l skills
OP S0 easily or efficiently. Given the strong and significant correlation between the
. h students master these emerging phonological skills and their subsequent read-
g and spelling development, it is important for teachers to know how to assess phonological
sk111§ and recognize when to be concerned about a child’s progress.'* It is particularly chal-
len.gmg to distinguish an early lack of exposure from true difficulties in hearing and manipu-
lating sounds in words. Therefore, teachers should know how to screen for weaknesses, how

& ) . . ’
to determine who needs intensive small group intervention, and how to monitor students
response to the intervention instruction.

HOW DO YOU ASSESS THE ACQUISITION OF PHONOLOGICAL SKILLS?

As a teacher, you will learn to have an eye and an ear poised to informally collect data about
your students’ acquisition of phonological skills. In time, you will have enough experience to

say to yourself, “Should I'be worried? Why is this child on my radar screen?” Your inner dialog
might sound something like the following:

“Hmm, it is winter and I am worried about Selina, who is 5 and a half now. She started
kindergarten having some problems pronouncing and remembering her classmates’ names
that seemed unusual relative to her peers’. She seems to persist in confusing blends as when
she asked for ‘psgetti’ rather than spaghetti, even when corrected.”

Your next bit of data might come from observing her more carefully in a small group book
reading that might uncover more concern; for example:

“Uh-oh, Selina is much less sensitive to rhyme and can’t tell me the first sound in her own
name. I think I had better do some assessments to look into this more systematically.”

Fortunately, there are many measures of phonological skills so it is important for you to se-
lect an assessment or assessments that will help you “piece” together a picture of a student’s
strengths and weaknesses. These include both criterion-referenced and norm-referenced as-
sessments. The purpose of norm-referenced tests is to provide a standard score and a percentile
that allows you to compare a child’s performance to other students her age or in her grade
based upon a large national sample. Examples of norm-referenced tests that assess various
phonological skills include the Comprehensive Test of Phonological Processing'® (for children
aged 5 and older) and the Test of Preschool Early Literacy.'
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HOW DO YOU USE ASSESSMENTS TO PLAN INSTRUCTION?

Phonological skills do develop rather hierarchically, and you can use yoy, assess
to plan instruction in order to target areas of weakness. Your d'ata can guide y,, Meny "
For example, you might work wi, has Yoy thi“‘;

about grouping students for instructif)n. i . :
group of students who are all struggling to blend onset ar'1d rimes (i.e., /m/ an/mogen%s
to make man). While you do so, you might have center time set up with ChildrencombineS

heterogeneously (mixed abilities) so that thf? students who have strengths i, bleng: 8roupe,
assist their partners. You know that the ability to segment and blend onset rimes w‘]m "
phonemic awareness, the next critical skill in phonological awareness. 1l sup

Note: Throughout this chapter, letter sounds will be denoted between slashes |

/a/. Words used as examples will be in italics, like this. The phonetic alphabet or it » like thig

tem will be used to illustrate sounds, not the International Phonetic Alphabet (I ?n;}:y Sys.

+ The [py

represents all the sounds of all the world’s languages, and it is too detailed for our py
rPOSES

at this time.

HOW DO YOU TEACH PHONOLOGICAL AWARENESS

EFFECTIVELY, EFFICIENTLY, AND IN A MANNER THAT

IS APPROPRIATE TO STUDENTS’ AGE AND GRADE LEVEL?
Given the variability in student skills, it is vital for you to understand what instructiona] strat
gies are at an appropriate phonological level (i.e., syllables, onset-rime, individual phoneme;
to best scaffold phonological awareness instruction to meet your students’ diverse neegs
Extensive research has concluded that knowledge of phonemic awareness is a strong predictor
of which students will learn to read easily and that explicit instruction in phonemic awareness
is effective in improving students’ achievement.??

Knowing that it is important to teach phonological awareness, you will want to do soina
manner that is effective, efficient, and age appropriate. For many of you, you may need to learn
to correctly pronounce phonemes, or sounds, yourself. In far too many classrooms, teachers

incorrectly add a schwa or “uh” sound to consonant sounds. For example, Mrs. Smith might
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Say that the N 4 1 .
=y sounds in “cat” are /kuh/ /a/ Jtuh/ instead of correctly pronouncing /c/ /a/ /t/

fusir%s(gsrhsaele;t phonemgs to teach, keep in mind that just as some letters are visually con-
sounds may b and d, which may easily be reversed), sounds may be confusing becal:lse.the
For exam 1)‘.: _fe pronounced (articulated) in the same part of the mouth and sound similar.
mouth be}Zax; ! };O“ say fox and victory the first sound is pronounced in the same part of your
is the /oy | se /t/ and /v/ are voiced and voiceless pairs. Another voiced and v01ce-1ess pair

P/ Inpat and the /b/ in bat (see Table 4.2), You can hear the voiced/voiceless difference

T : L
able 4.1. Guide to pronunciation of English sounds
Sound ;
= f Kiy word Most frequent spelling % of the time Other spellings
| - )
it} ti | 66% y
P t 97% tt, ed
& P p 96% PP
,2/ nose n 97% nn, kn, gn
1/ see s 73% c, ss
at o)
r e =
/d/ did
p ) d 98% dd, ed
/ fly f 78% ff, ph, If
fii him h 98% wh
ey get g 88% gg, gh
iod on 0 79% aw, augh, ough
W/ kit . 73% ce, k, ¢k, Ik, q
fm/ man m 94% mm
il rat r 97% rr, wr
/b/ bin b 97% bb
&l elm e 91% ea, e_e
1yl yet y 44% |
W jar g 88% j, dg
ful us u 92% 0, 0U
wi wet w 92% u
NI vet v 99.5% f (of)
12/ zoom z 23% 2z, s
/th/ that th 100% ==
/ch/ chill ch 55% t
/sh/ shop sh 26% ti, ssi, s, i, SCi
/zh/ sure si 49% S, SS,Z
/hw/ wheel wh 100% -
/ng/ song n 41% ng
/oi/ boil oi 62% oy
Jou/ house ou 56% ow
Joo/ 500N 00 38% u, 0, OU, U_g, ew, ue
Joo/ book 00 31% u, ou, o, ould
/a/ aim a 45% a_e, ai, ay, ea
8/ ear e 70% y, €a, ee, ie, e_e, ey, i, ei
i/ ice i_e 69% i,igh, u, ie, y_e
/o/ oat 0 100% 0_e, ow, 0a, oe
Jyoo/ use u 69% u_e, ew, ue
/th/ the th 100% =
16/ ball 0 a, au, aw, ough, augh
1a/ bird er 40% ir, ur
1al car a 89% aw, aa, ah
fal alarm a 24% e i,0,u
14/ chair a 29% are, air

Source: Research-Based Methods of Reading Instruction Grades K—3 (p. 36-37), by Sharon Vaughn & Sylvia Linan-
Thompson. Alexandria, VA: ASCD. © 2004 by ASCD. Adapted with permission. Learn more about ASCD at www.ascd.org
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Table 4.2. Voiced and unvoiced letter sounds \n
Voiced Unvoiced
b/ o/
NI i
/d/ It/
Izl /s!
/k/ /g/
/th/ (this) /th/ (think)
fzh/ /sh/
W feh/

in at .

thesel;z;s:d?soe:;?d& First, you can put two fingers gently on your Adam’s apple as

explosion in i hela ﬁm}l( can cover your ears'af'nd feel that the sound /b/ in pat has mo}’Ou say

at least 3 weeks gt -a Zep }l~,n mind the guiding principle: teach the sounds that ap re of_an

el o e nd when you dq teach them, teach how the sounds differ, Simily,
rmation of the mouth is different for individual sounds, where t.hext

Ongue

OW your mouth fq ;
rms a tight smile, simi
All th o ght smile, similar to how a h : kg
€se associations help students distinguish oree looks with: a it in its Mouth

nemes. Another groy i
p of child i i
treasure hunge 51 Porch (1) mref}; rmght. be Playing a more open- »Or by number of pho-
- 1spy with my eye Something star(tein oed g;me e an. 1 i
Ng with /p/—what is i1”
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Their objective would

be to fi : . ; i oom that
start with the target souny. | *° "N things (paint, pencil, paper, ete) in the classr

ound.
usin;r::::g; artfizsearchers i'n.the area of phonological awareness consister.ltly recommeng
You should Clearlc and e.xPhClt direct instruction approach, which leaves‘llttl'e to chanccle).1
terms. In other y Ztatf N your lesson plan the objective for your instruction in meas;xraf i
lowing words “vlwlrlor S, “By the end of this week, Selina will correctly blend all five of t /e 0/'
and /b/ Jug/)” O?n presented orally in onset rime (/c/ /at/; /d/ /og/; /8( foat/; /b/ . eirtc;
more difficcls .s thCOL'lrse, you will want to sequence your phonological skills from easies )
rather than in d.o id e first steps will involve larger chunks of words, such as the onset rlfntilfe
—— 1vidual phonemes, and you can provide pictures to support the memory Of t
- Your lesson plans should also include a cycle of scaffolding that includes modeling

( do)., guided practice (We do), and finally independent practice (You do).” This cycle includes
multiple exposures for practice and cumulative review, and the last step allows you to monitor
and give immediate corrective feedback to ensure mastery.

. Foorman and Torgesen? argued persuasively that small group instruction is a better ve-
hicle for systematic instruction than a whole class setting because interventions can be more
targeted, or ind ividualized, to the students’ needs. You can group your students homogenous-

ly so that groups have similar levels of skills (revisit Figure 4.1). That way, your students will

notonly learn, l;l;t also practice skills, at the “just right” level, )
Catts (1995)% offers guidance about what makes activities, or tasks, easier or more difficult.

The ﬁ.rst factor related to difficulty is now familiar to you; it is the size of the spoken sound(s).
The- bigger the chunk of text, the casier it is to segment, blend, or delete. For example, it is much
easier to blend cow and boy to make cowboy than it is to blend the /c/ and /ow/ to make cow.

The second factor should also be familiar; it is the complexity of the linguistic skill
required. As you see in the phonological continuum in Figure 4.1, manipulating phonemes is
the hardest task because it requires more memory. For most children, rhyming is the easiest.
For example, it is challenging to think that tack said backwards is cat: it is much easier to thyme
cat and hat.

The third factor that makes an activity more difficult is the number of units in the word.
For example, you are when teaching phonemic blending and segmenting, it is easier to segment
a two-phoneme word such as at /a/ /t/, than a five-phoneme word, such as scratch /s/ /c/ [t/
/a/ /tch/. A silly example of a very challenging syllabic segmentation task would be to segment
the word supercalafragalisticexbealadocious. That is obviously much harder than to segment the
syllables in popcorn or birthday. So, how many syllables are there in that long word above? There
are 14 syllables in /su/ /per/ /cal/ /a/ /frag/ /a/ [lis/ /tic/ /ex/ /be/ [al/ /a/ /do/ [cious/.

A fourth factor that impacts task difficulty is the position of the sound within a word. It
is developmentally easiest to hear the first sound in a word, next is the last sound, and most
challenging is the medial sound. Of course, hearing the individual sounds within a blend, as
in the /s/ /t/ /r/ in street, is also complex.

A fifth factor that impacts difficulty of blending, and segmenting particularly, is whether
the sound is a continuous or is a stop sound. Continuous sounds may be held or hummed
(e.g., the /mmm/ or /sss/ sounds), whereas a stop sound may not (e.g., /t/ or /c/). So you can
see for yourself that it is easier to blend continuous sounds like the /mmm/ /aaa/ /nnn/ than
itis to blend /t/ /o/ /p/. Say each sound in man as you hold up a finger; then close your three
fingers as you blend them together to pronounce the whole word man. Now try top.

BOX 4.3. The National Reading Panel found that phonemic awareness training

combined with letter-sound training was most effective.?®
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heard cow. Now watch me use my blocks to show each sound in cow. (Move one bloj {0 the
line to represent /c/ and another block as you say the sound /ow/.) Your turn to try with e

Now, girls, do it by yourselves. Boys, your turn to do by yourselve.s.’.’ ‘
In contrast, for a higher performing first-grade group, the activity with the say-it-moye.

boxes might begin with phonemic blending and segmenting, .and students might not neeq
picture supports. Instead, you provide clue words from a particular category—for example
animals. “Let’s see if you can move a cube for each sound you hear me say. Then, when | ask

ncept O
Oy
Se

you and give the sign, you can say my word. Ready? /p/ /i/ /g/.”
Working with small homogenous groups will allow you to provide more intensive and

supportive activities than you could during whole-group instruction. In working with a smaj
group, it is easier to see and hear if a child is struggling. In a whole group, children who do
not know the answer may “sponge” or wait until someone else answers and then copy. Some
children mumble, and you may not hear them well enough to distinguish the correct from
incorrect pronunciations during group responses. Finally, when you give corrective feedback
in a small group, it is easier to do so in an emotionally supportive fashion and to allow an
individual child to practice with you until he or she masters the sound on his or her own. You

may also “catch” a partially correct answer. For example:

“Selina, say the sounds in pie.” Selena says the letter name P. You could say, “that’s almost
right, the first letter in pie is P and its sound is /p/. Say it with me /p/. Now listen to me sy
each sound in pie. /p/ /i/. Let’s try it together.... Good and your turn....”

This cycle of my turn, our turn, your turn, or | do, we do, you do, is the scaffolding of dired

instruction.
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Say It and Move It Card

Figure 4.2.  Say-It-Move-It card. (From Blachman, B., Ball, E.W., Black, R., & Tangel, D.M. [20001. Road fo
the code: A phonological awareness program for young children. Baltimore: Paul H. Brookes Publishing Co.;
reprinted by permission.)

You might be asking yourself, what activities might the other students be able to do inde-
pendently while I work with a small group at a teacher table? Successful teachers use a variety
of grouping strategies. You could strategically pair a high- and low-performing child for peer
practice, or you could form small same-ability groups and vary the activities that you assign
to them during center times. Be sure that the activities in the learning centers provide practice
for concepts already introduced. Avoid creating center content that the children do not already
understand. One recommended resource for center activities and for improving instructional
routines may be found at the Florida Center for Reading Research web site (http://www.ferr.
org).** An example of a simple phonological awareness game is “Go fish.” Introduce this first at
a teacher table, and then place in a student center. Students have cards with pictures and try to
collect other pictures of objects that start with the same sound. For example, you ask: “I have a
picture of a bus. Do you have a picture of anything that starts with /b/ like bus?”

For older students who have still not developed phonemic awareness, you may look for
programs that are multisensory or that offer supportive manipulatives such as color-coded
squares to help students distinguish vowel and consonant sounds as they practice blending
and segmenting. Teaching how to name and write letters and to decode and write simple
words will reciprocally contribute to understanding how to hear, manipulate, read, and write
the sounds in spoken language.

HOW DO YOU DEVELOP INSTRUCTIONAL PLANS THAT
INCORPORATE STANDARDS AND EVIDENCE-BASED STRATEGIES?

This section illustrates sample lessons for several aspects of phonemic awareness develop-
ment. These brief samples will give you an idea of what instruction in phonemic awareness
should look like and sound like. For most students, 10-15 minutes a day in kindergarten and
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the five features of effective instruction are
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lowing activities (Figure 4.3). 4 }!2.;;;;;@:;&'

Note, this is a good time to wear your ot
rabbit ears!

Skill: Identifying Initial Sounds
Same or Different: Thumbs UP if the same, Thumbs DOWN if different.
Say a pair of words, emphasizing the first sound. Ask the student to indijc,, if the
S0

are the same or different. Sample words: sun and sat, man and me, lip and Joss, fip ang jy,  *
1P, son,
1

and sang, cap and nap. )
You Do: Listen: I am going to say some words. If they start with the same soypq il
! it ,

thumb up, like this. If they start with different sounds, I will put my thumb down. Moge| Hetggn
words: sssssssun, sssssssat. My thumb is up! They both start with ssss. Say the words after me. 5“717 by
ssssat. Do they start with the same sound? Yes! Thumbs up! What sound? Sssss, 5,

Skill: Identifying Final Sounds

You can do the same activity as above but con-
centrate on the end sounds, using words such
as dog and bag, walk and talk, ran and rat, sip and

sock, match and catch.
You can vary the activity by having the

students sort objects or pictures by their initial
sound or the final sound. For example: A final
sound sort basket for /p/ and /n/ could con-
tain: top, cup, cap, clip, car, jar, can, pan.

Skill: Identifying Medial Sounds
Prepare a list of words that you say to the stu-
dents. The students indicate if the medial sound
is the same or different. They could use a phone
to amplify the sounds of letters.
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/—""—"'_—_‘ . —————— —_—
e S\;Y::retn theylhave learned all the short vowel sounds, you can play a sorting game. Have
Vowels posted ; for this activity, see
Appendix A), p on the board (you can use the sticky board for

Start with a review of the sounds. Use the reminding word used in your program. Sy shee
letter name, the remindin

Lef . g word or key word, and letter sound. o }
et us review the short vowel sounds. Ready? All together: a apple, [d, e Ed, fél, i igloo, /1, 0
octopus, [0, u up, [ii/.

. PLtsten for the vowel in the middle of these words. Baaat. What word? Yes, bat. What sound? Yes,
: l;t the word bat in the /3/ column. Continue with additional words, including lap, slap, cap.
pest, ell, pet, bit, sit, mitt, sock, cot, mop, sun, gum, pun. Be sure to mix up the words!

skill: Blending Phonemes into Words (You Will Need a Turtle Puppet for this Version!)

Tell me, boys and girls, how does a turtle walk? Slowly or quickly? Yes, very slowly. If a turtle could talk,

how do you think it would talk? Yes, very slowly. We're going to talk slowly like a pr etend turtle might
talk, and Tommy Turtle, my puppet friend, is going to help us. .
Listen. Tommy Turtle is going to say three sounds. Listen for the beginning sound, the middle
sound, and the final sound. See if you know the word Tommy is saying. Tommy will talk very slowly. '
Mmmmmmooooommmmm. What word? Yes, mom! Let’s try another one. Tommy says: Ipl 11l
What.word? Yes, pie! Continue with additional words. If a student has difficulty, repeat the
exercise, more explicitly. Use an easier word. For example: Listen, Johnny. The sounds are miimn-

mmmanaaaannnnn. What word? Yes, man! Everyone, what word! Yes, man.

Skill: Segmenting Words into Phonemes

This time, let's help Tommy learn some new words. We have to say the words very slowly, enunciating
each sound, so Tommy can understand. Then, we’ll say the word fast. Let’s try one.

The word is man. What word? Yes, man. Say it slowly: mmmmmaaaaannnnn. Say it fast! Man!
Let’s try another one: seat. What word? Yes, seat. Say it slowly: ssssseeeeeet. Say it fast! Seat!

Continue with additional words, allowing students to take individual turns as well as
responding all together.

Skill: Elision (Eliminating Sounds)

This is a more difficult skill as it requires a higher level of phonemic awareness. When you are
doing these exercises, be sure you say the letter sounds, not the names.

Today, we're going to play a game. I'll say a word and then ask you to take away a sound. Listen
as I do it first: man. I'll take away the /m/ [say the sound, not the letter name]. What's left? Yes,
Jan/. Let’s try another one. Say slip. Take away the [s/. What word is left? Yes, lip! Continue with ad-
ditional words such as gold/old, mast/mat.

Skill: Substituting Sounds

This activity uses all the skills your students have practiced. Usually, it takes kindergartners
about 6-8 weeks to be able to do this skill.

Listen. I'm going to say a word, and then I'll ask you to substitute, or use a different sound, for some
sounds. Let’s try it. Everyone, say man. Say it again, slowly: mmmmaaaan. Take away the /m/ and put
/pl [say the sounds, not the letter names]. What word? Yes, pan. Say pan again. Take away the /n/
and put [t/ What word? Yes, pat! Now be careful with this one. Say pat. Take away the [a/ and put [i/.
What word? Yes, pit! Great job listening!

Figure 4.4 is a sample lesson plan incorporating these features with the “I do, we do, you
do” model of instruction. You may use this lesson, adjusted for your student, when you tutor.



 first grade small group interventip

Kindergarten 0
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Teacher: Ms. Wilson i
Date: 1/10/12

Meagan, Beth, Wilber

; itlin,
Target students: Five students—Jimmy, K2

_ ; dents who need differentiateq instrycy;
tify specific stu ion,
(Whole class or small group? lden

i ble to blend and segment th'ee“DhOnem
Obijective of the lesson: The students will be a sun. © Worg

. t, bird, top, i
Say-It-Move-It charts. Targeted words: dog, ca Sing

Required es: Chips and Say-It-Move- i charts for each student; list of worg teach
equired resources: L

. me . b
Review of previous learning: Review of segmentation of two-phoneme words: al, it, jn, 6

Let’s review words that we segmented yesterday. Remember, o segment means f, pulf

- " Raise o :
$2y al. Yes, al. Now et say the sounds of at. Fingers up. Sy /b Raise w0 somge 0% sy 1 e
Second finger up. Let's say both sounds in at. /a/ V. S logethe, to f; S 1y
word. What word? Yes! At. M4

0 ce.
(Continue reviewing the next three words i, in, so at a faster pace.)

I'do: Segmenting and blending three-phoneme words.

Teacher models skill to be taught using

* explicit instruction with modeling

® systematic instruction with scaffolding

. th three sounds Listen.
Today, ing to learn how to blend and segment words wi , - Listen: ¢z
goiru; towgaf'rz?hgosognds in cat slowly, and for each sound, | slide one chip down ony, this line S/W. lam
me. /¢/[slide a chip]. /a/[slide a chip]. #/[slide a chip]. Now /% say the word fast. . ¢ Watch

We do: Students blend and segment words with teacher guidance.

Teacher guides instruction focusing on

* Immediate corrective feedback

* Providing multiple opportunities for students to respond and practice

(Present each child with an Elkonin or “Say-It-Move-It" card and three chips.)

Corrective feedback: [ Wilber said 4it] Let’s lry that word again. Listen. The word is cat [emphasize the
/all. What word,

ord? Yes, cat. Wilber, what word? Yes! Cat. Wilber, try this word: /a/ /oy /8. What word? Yes!
Dog. Great job, everyone! Let’s try some more words.

Figure 4.4, |esson plan template: example.
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F
ollow the model for twg more words, bird and top.)

(continued)

You do: Students practice blending and segmenting.

Stude i 0
IS practice skill independently, in pairs, or in small groups.

Practice words: sun, leaf, road.

Try the next one b ; ' move a
chip down for eac% };%t’l,:gj f. The word is sun. What word? Yes, sun. Say the word quietly and

If th i ;
e children are doing well, add additional words such as leaf and road.
Differentiation

Challenge words for accelerated students (provide them an additional chip): tree (3), slip (4).

English language learners. Avoid confusing sounds.

(When first teaching the conce i i ' nd sounds that

! pt of blending and segmenting phonemes, avoid letters a )
:]n:gn?:e Lffronounced differently in the child'sg first Ianguage. For example, most Spanish speaker7 F/)faond
A Ais% SJS /yl'and /v/ as /bl, so avoid words that contain the letters v, Il, and y and the sounds V e
L o € cognizant that vowels in other languages may represent different phonemes. Far exar:n ﬁ]e'
| as in apple does not exist in Spanish. You can say to the child, “In your first language [of BORE,
anguage or whatever term you are to use in your district], you pronounce the letter a differently than 1L is
pronounced in English. In English the letter a is pronounced /af, as in apple.

t“OWGVEF. if your objective is ensuring the child knows how to segment words into phonemes, do not be
00 concerned if the phonemes are mispronounced as long as he or she is aware of how many pho-

nemes there are and can segment them. That is your instructional objective. Later, you can focus on e
correct pronunciation of the sounds.

Additional scaffolding:

Provide a “Say-It-Move-It" card with circles for the chips and dotted lines from the circle to the bottom
line so that students know exactly how to move the chips.

Try hand over hand: place your hand on the child’s and guide the movement of the chips as the child
says the sounds.

If the ch_ild has difficulty with identifying the sounds, go back to the first sound and ask the chii_d to iden-
fafy th_e first sound only. When the child has mastered identifying the first sound, ensure the child can
identify the last sound and, finally, the median sound before asking the child to identify all the sounds in
a three-phoneme word.

Verbally recast the procedures, and model again.

Provide additional guided practice.

Progress monitoring: Students segment and blend two out of three words.

Teacher conducts a quick assessment of student progress.

(One by one, give students a word and ask them say the individual phonemes, then to blend it into a
word. Note which children are still struggling and attend to them in a 1:1 format later in the day.)

Objectives for the Next Lesson

The students will match the sounds to letters in three-phoneme words and will blend the letters to form

C word. /
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APPLICATION ASSIGNMENTS
In-Class Assignments

2. Find a list of the 44-45 phonemes in the English language (the Number differg dependin

L. With a partner, explain the concepts phonological awareness, Phonemic AWarenegg -

phonics. Clarify how they are different and provide examples of each,

on whether or not the schwa is included). Write the phonerpes on sticky notes, ang 803
them into various combinations as follows: voiced and unvoiced sounds; Continy ey i
Stop sounds; sounds that are different in Spanish than English and sounds that are the '
in both languages. A list of English phonemes is available at http: / / vwww.lancs;ngﬂ_ac‘uk /
curriculum/literacy /lit_site/ lit_sites/phonemes_001/. A Ccomparison between Engligh
and Spanish sounds is available at http:// www.colorincolorado.org / educators /back
ground/ca pitalizing?theme=print.
Go to the Florida Center on Reading Research web site (Www.fcrr.org) and downlg,g a
activity that teaches phonemic awareness in kindergarten. Make the activity, angq Practice
it with a partner,

Tutoring Assignments

2. Select, prepare, and teach phonemic awareness using an activity found on the FCRR web

site that is appropriate to the needs of your student. Assesg your student’s progress, and
plan what you need to do next in phonemic awareness,

Create a word sort for older students who struggle to hear sounds in words because they

confuse voiced and voiceless pairs (e.g., /f/ and /v/).

Select a children’s book with rhyming words and/or alliteration that you could read aloud.
Make a list of al] the rthyming words and all the alliterative phrases. Read the story to your
student, emphasizing rhymes anqg alliteration,

Plan a follow-up lesson Systematically and explicitly, teaching the concept of rhyming and
the concept of aljj teration, using the lesson plan format provided. Be prepared to share the
lesson plan and your reflections about the lesson you taught in class,



