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• User-friendly text

• Plentiful charts and tables

Connect to Theory 

• Interactive  activities for the reader 

• Opportunities to review and interpret content

The updated and revised second edition of the Teaching Reading Sourcebook
combines the best features of an academic text and a practical hands-on
teacher’s guide. It is an indispensable resource for teaching reading and 
language arts to both beginning and older struggling readers.

W H A T ?  •  W H Y ?  •  W H E N ?  •  H O W ?  

A B O U T  T H E  T E A C H I N G  R E A D I N G  S O U R C E B O O K

what?

why?

when?

how?

For educators at every level, the

Teaching Reading Sourcebook is 

a comprehensive reference about

reading instruction. Organized

according to the elements of

explicit instruction (what? why?

when? and how?), the Sourcebook

includes both a research-informed

knowledge base and practical

sample lesson models.

a thorough but concise graphic

explanation of research-based

content and best practices

a readable summary of

scientifically based research,

selected quotes from

researchers, and a bibliography 

of suggested reading

information about instructional

sequence, assessment, and

intervention strategies.

sample lesson models with

suggestions for corrective

feedback; providing a bridge

between research and 

practice, and making explicit

instruction easy

Teach/Model 
Display an alphabet card for the uppercase letter P. Point to
the card and say: This is the letter P. It has a straight line down
and then goes up and around. With your finger, trace the letter
from top to bottom and then back up and around. Say: This
is the letter P. Ask: What is the name of this letter? (P) Point to
the letter as students respond. Next, direct students’ attention
to at least two other examples of uppercase letter P. The letter
could be displayed somewhere in the classroom environment
or in a big book. Follow the same procedure for each new
example, pointing to the letter and tracing the lines.

Choose four or five previously introduced uppercase letters.
Print them on the board or on chart paper as shown at left.
There should be four lines of letters repeated in random order. 

Say: Let’s all practice saying the names of the letters together.When
I point to the left of a letter, I want everyone to think about the
letter name—think about it in your head. When I tap under the
letter, I want everyone to say the letter name aloud. I’ll show you
how. Point to the left of the letter P, pause two seconds for
“thinking time,” and then tap under the letter and say its name.
Say: Now it’s your turn. Follow the same procedure, pointing
from left to right to each letter. Make sure that each student in
the group is responding. When the group is consistently answer-
ing all items correctly, call on individual students to identify
specific letters. 

C O R R E C T I V E  F E E D B A C K If a student or students
respond incorrectly, model the correct response for the entire
group. Say: The name of this letter is P. Tap under the letter P,
and ask: What’s the name of this letter? (P) To ensure mastery
of the letter P, back up two letters and continue according to
the procedure described above.

In Kindergarten, it is generally recommended that uppercase
letters be taught before lowercase letters (Hall and Moats 1999).
This is because uppercase letters are more distinguishable than
lowercase letters. An exception to this guideline may be made
for identically shaped pairs of upper- and lowercase letters
(e.g., Cc, Pp, Ss). These pairs of upper- and lowercase letters may
be introduced at the same time (Carnine et al. 2006). Students
often confuse uppercase letter shapes that are visually similar
(e.g., B-D, B-P, M-N); these letters should not be introduced in
close proximity (Treiman et al. 2006). This sample lesson model
targets uppercase letter P. The same model can be adapted and
used to enhance uppercase letter recognition instruction in any
commercial reading program.

Sing the Alphabet Song 
When singing the traditional version of the alphabet song,
students often slur the letters L, M, N, O, P. Lead students in
singing the alphabet to different melodies, such as “Mary Had
a Little Lamb” or “Old McDonald Had a Farm.”

L E S S O N  M O D E L  F O R

Letter Recognition
Benchmark

• ability to recognize uppercase

letter names and shapes

Grade Level

• Kindergarten – Grade 1

Prerequisite 

• ability to recite the traditional

alphabet song

Grouping

• whole class

• small group

Materials

• alphabet letter cards

• chart paper

• materials for selected activities 
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how?Letter Knowledge

Letter Naming Fluency
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Mary Had a Little Lamb

A B C D E F G

H I J

K L M

N O P Q R S T

U V W X Y Z

P M S T O

M S P O T

T M O P S

O T M S P

For first graders who do not

know their letters, teach lower-

case letters first. Lowercase

letters are more predominate

in reading text.

T
E

A C H
E

R
 

N
O

T
E

Old McDonald Had a Farm

A B C D E F G

H I J K L

M N O P Q R S

T U V W X Y Z

C O R R E C T I V E

F E E D B A C K

C O R R E C T I V EC O R R E C T I V E

F E E D B A C KF E E D B A C K

Pencil

Paper
Picture

P
Letter Names and Shapes: Uppercase Letters

When to Teach

T
he alphabet has a conventional order, which
many children learn from an early age. Through
informal experiences, children learn to sing or
recite at least part of the alphabet in order by
age three and the entire alphabet song by age

five (Worden and Boettcher 1990). When children start school,
however, they need formal instruction that will help them
name, recognize, and write the letters (Ehri and Roberts 2006).
This formal instruction should be systematic and planned.

There is no consensus on the best sequence for teaching letters.
According to Hall and Moats (1999), students appear to acquire
letter knowledge in a sequence that begins with letter names,
then letter shapes and formation, and finally letter sounds.
Special attention should be given to the pacing of letter intro-
duction. The research showing that students use their knowl-
edge of letter names to make inferences about letter sounds
has some important implications for instruction. According
to Treiman and Kessler (2004), students “need more time to
learn the sounds of some letters than others.” For example,
their research suggests that students have more trouble learn-
ing the sound of a letter like w, which does not mesh with its
letter name, than the sound of a letter like b, which does.
Therefore, the common practice of spending the same amount
of instructional time on each letter—the “letter-of-the-week”
approach—may not be effective. Treiman and Kessler (2003)
ask, “Why not spend more time on the harder letters and less
time on the easier letters?”

When to Assess and Intervene

Letter Naming Fluency
Research indicates that emergent readers must not only be able
to accurately identify the letters of the alphabet, but they must
also be able to do so in and out of sequence and with automatic-
ity (Adams 1990). Letter naming fluency assessments evaluate
how fluently a student can name visually presented uppercase
and lowercase letters in one minute. The speed and accuracy
in which students identify letters not only measures whether
students can identify the letters, but how thoroughly students
have learned them. This type of assessment is usually adminis-
tered in Kindergarten in the fall, winter, and spring, and in
first grade in the fall.

Handwriting Skills
Assessment of handwriting should incorporate observations of
execution, legibility, and speed of writing (Spear-Swerling 2006).
Execution includes correct and consistent pencil hold, posture,
and letter formation. Legibility involves the readability of let-
ters, as well as spacing within and between words. Beyond the
primary grades, writing speed contributes to students’ ability
to complete tasks efficiently.

4.134.12

when?Letter Knowledge

Letter Knowledge
Recite or sing the alphabet

Recognize and name all 

upper- and lowercase letters

Independently write all 

upper- and lowercase letters

Identify the sound a letter

makes

Informal Experiences
Learning Letters
Singing alphabet songs

Reciting alphabet rhymes

Reading alphabet books

Playing alphabet games

Manipulating alphabet letters

(Ehri and Roberts 2006)

Letter Knowledge when?

An important step 
in learning about letters

is mastering the
associations between

the letters’ upper- 
and lower-case forms

and their names.
— T R E I M A N  &  K E S S L E R ,

2 0 0 3
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Purpose Letter-Knowledge Assessment Source

Screening AIMSweb: Letter Naming Fluency AIMSweb/Edformation, http://aimsweb.com

Screening DIBELS®, Sixth Edition: Letter Naming Fluency Sopris West

Screening Phonological Awareness Literacy Screening (PALS) University of Virginia,

u PALS–PreK and K: Alphabet Knowledge http://pals.virginia.edu

u PALS–K-3: Alphabet Knowledge

Screening/ CORE Phonics Surveys: Assessing Reading: Multiple Measures

Diagnostic u 1. Letter Names—Uppercase Arena Press

u 2. Letter Names—Lowercase

Screening/ Texas Primary Reading Inventory (TPRI) Texas Education Agency

Progress Monitoring/ u Kindergarten Kit: Graphophonemic Knowledge http://www.tpri.org

Diagnostic u First Grade Kit: Graphophonemic Knowledge

✓

L
etter knowledge has a foundational role in literacy
development. Knowing letter names allows stu-
dents to label letter shapes. Learning the names of
English letters may foster phonological awareness
by alerting students to the similarities in sound

among the letter names (Treiman 2005). Because the phoneme
that a letter represents is usually heard in its name, knowing the
names of letters may make it easier for students to master the
letter-sound correspondences necessary for efficient decoding
(Share 2004; Treiman and Kessler 2003). According to Treiman
et al. (2006), letter knowledge also helps students to “make
some sense of printed words, such as jail, where the entire name
of one or more of the letters is heard in the spoken word.” If a
student can instantly and effortlessly recognize letters, they can
give all their attention to other emergent literacy tasks (Hall
and Moats 1999). Fluent letter naming leads to word-reading
accuracy and fluency, and to reading comprehension (Neuhaus
2003). According to Adams (1990), “a student who can recog-
nize most letters with confidence will have an easier time learn-
ing about letter sounds and word spellings than a student who
still has to work at remembering what is what.”

A child’s ability to identify the letters of the alphabet by name is
one of the best predictors of how readily he or she will learn to read. 

— T R E I M A N , K E S S L E R  &  P O L L O , 2 0 0 6

Reading depends first and foremost on visual letter recognition. 

— A D A M S , 1 9 9 0

The general system of English letter names (w and y excepted) may
be surprisingly well adapted to the task of providing both unique
identifiers for English graphemes and aids to letter-sound learning. 

— S H A R E , 2 0 0 4

Kindergarten letter identification is almost as successful at predict-
ing later reading skill as an entire reading readiness test. 

— S N O W , B U R N S  &  G R I F F I N , 1 9 9 8

Beginning to Read: Thinking and Learning About Print (1990)
by Marilyn Jager Adams. Cambridge, MA: MIT Press. 

Handbook of Early Literacy Research, Volume 2 (2006) edited by
David K. Dickinson & Susan B. Newman. New York:
Guilford.

Handwriting Without Tears® (2003) by Jan Z. Olsen. Cabin
John, MD: Jan Z. Olsen.

Multisensory Teaching of Basic Language Skills, 2nd Edition (2005)
edited by Judith R. Birsh. Baltimore, MD: Paul H. Brookes.

Phonics from A to Z: A Practical Guide (1998) by Wiley Blevins.
New York: Scholastic.

Reading Readiness (2002) by Neuhaus Education Center.
Bellaire, TX: Neuhaus Education Center.

Words Their Way: Word Study for Phonics, Vocabulary, and
Spelling Instruction, 3rd Edition (2003) by Donald R. Bear,
Marcia Invernizzi, Shane Templeton & Francine Johnston.
Upper Saddle River, NJ: Prentice-Hall.
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why?Letter Knowledge

Knowing letter names
provides a springboard

for learning and
remembering letter-
sound relationships.

— A L L E N , B E C K W I T H  

&  N E U H A U S , 2 0 0 5

Suggested Reading . . .

Research Findings . . .

Letter Knowledge why?
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L
etters are the components of written words. They
represent sounds systematically in the spelling of
words. Learning letters requires becoming familiar
with 26 uppercase and 26 lowercase letter shapes
and learning associations to their letter names. In

English, the relationship between the shapes and the names of
the letters is largely arbitrary. As a result, young students have
no choice but to memorize the links between letter shapes and
names (Treiman and Kessler 2003). One way to help young
student learn and recall letter shapes is through handwriting
practice (Ehri and Roberts 2006; Berninger 1999). 

The learning of letter sounds is quite different from the learn-
ing of letter shapes and names (Treiman and Kessler 2003). The
relationship between the names and sounds of letters is not
arbitrary in English or any other alphabetic system. Most letter
names contain their sounds; for example, the letter name b
begins with its most frequent sound, /b/, and the letter name
f ends with its most frequent sound, /f/. Rather than memo-
rizing letter-sound correspondences in a rote fashion, young
students can detect a letter-sound within a letter name. 

Letter-Name Iconicity

All known letter-name systems are iconic—the names of the
letters contain the sound that the letter represents (Treiman
and Kessler 2003). For example, in both English and Spanish
the name of the letter b contains /b/. In English, there are only
two totally noniconic letter names: the name of the letter h
and the name of the letter w.

4.34.2

what?Letter Knowledge

Letter names supply
convenient verbal labels

that uniquely identify
each letter and that 

are important if a child is
to understand the

language of literacy.
— S H A R E , 2 0 0 4
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Letter Knowledge
Letter Names

Letter Shapes

Letter Sounds

Letter Formation (Handwriting)
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Pronunciation of English and Spanish Letter Names

Letter English Spanish  

a /ā / /o/  

b / b / /ē / / b / /ā /  

c / s / /ē / /s / /ā /  

d /d/ /ē / /d / /ā /  

e /ē / /ā /  

f /e / / f / /e / / f / • /ā /  

g / j / /ē / / h / /ā /  

h /ā / /ch / /o / • /ch / /ā /  

i / ı̄ /  /ē /  

j / j / /ā / / h / /ē / • / t / /o /  

k / k / /ā / / k / /o /  

l /e / / l / /ā / • / l / /ā /  

m /e / /m / /e / /m / • /ā /  

n /e / /n / /e / /n / • /ā /  

o /ō / /ō /  

p /p / /ē / /p / /ā /  

q / k / / yū / / k / /oō /

r /är / /âr / • /ā /  

s /e / /s / /e / /s / • /ā /  

t /t / /ē / /t / /ā /  

u / yū / /oō /

v /v / /ē / /oō / • / b / /ā /  

w /d / /e / • / b / /e / / l / • / yū / /oō / • / b / /ā /

/d/ /ō / • / b / / l / /ā / 

x /e / / ks / /ā / • / k / /ē / /s /  

y /w / / ī / /ē / • /g / /r / /ē / • /ā / • /g / /o /  

z /z / /ē / /s / /ā / • / t / /o /  

Spanish Letter-Sound System, p. xxx
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How much do you know about the iconicity of letter names? In

the chart above, English and Spanish letter names are segmented

into individual phonemes. Use this information to answer the

following question:

Which English letter names are iconic, or contain the sound the

letter frequently stands for? 

(See Answer Key, p. xxx.)

e e

Use of Letter Names to Learn Letter Sounds

Certain properties of a letter’s name affect students’ ability

to learn its sound (Treiman 2005; Treiman et al. 1998). The

letter-sound correspondence for a letter whose name contains

its relevant phoneme is learned more easily than the letter-

sound correspondence for a letter whose name does not con-

tain its relevant phoneme (Share 2004). Treiman et al. (1998)

found that students were better at identifying a letter’s sound

when it was at the beginning of a letter name, than when it

was at the end or not in the name at all. Students acquire these

phonological clues by implicitly noticing that the relationship

between a letter’s name and the sound that it makes is not

arbitrary (Treiman et al. 1998). They have the most difficulty

with those letters for which the sound is not in the name at

all, as with h and w. In a study by Treiman, Weatherston, and

Berch (1994), some Kindergarteners used the letter y to spell

words beginning with /w/, such as win. When questioned,

students said that the letter y made the sound /w/.

Handwriting

As students are taught how to recognize letters, they should

also learn how to write those letters. Handwriting introduces

primary-grade students to the letterforms found in printed text.

In the earliest grades, handwriting is linked to basic reading

and spelling achievement. To become proficient in the task of

handwriting, young students need explicit instruction in letter

formation with plenty of guided practice (Wolf 2005).

Manuscript Letter Forms

There are many forms of print handwriting, but the one most

often recommended is one that uses a continuous stroke (Spear-

Swerling 2006; Wolf 2005; Slingerland 1971). A continuous

stroke reduces the opportunity for reversals, which may occur

when a student lifts the pencil (Wolf 2005). In a continuous

stroke letter, the strokes are retraced whenever possible and

the pencil is lifted from the paper only when necessary. All

lowercase manuscript letters can be formed with a continuous

stroke, except for letters f, i, j, k, t, and x. 

4.7

Technological advances

do not eliminate the

need for explicit

teaching of handwriting.

— S P E A R - S W E R L I N G , 2 0 0 6

4.6

Handwriting: Uppercase Letter 

Forms, p. xx

Handwriting: Lowercase Letter 

Forms, p. xx
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Children use their

knowledge of letter

names and their

phonological skills to

learn letter sounds.

— T R E I M A N , 2 0 0 5

Letter-Sound Strategy, p. xx

L E S S O N  M O D E L

B

Letter-Name Properties and Their Utility in Learning Letter Sounds

Useful
• Letter Sound at Beginning of Letter Name

b, d, j, k, p, t, v, z 

• Letter Sound at End of Letter Name
f, l, m, n, r, s, x 

• Long-Vowel Letter Sound Is Letter Name
a, e, i, o, u

Less Useful • Soft Letter Sound at Beginning of Letter Name
c /s /, g / j /

• Similar Letter Sound at Beginning of Letter Name q / k /

• Less Frequent Letter Sound at End of Letter Name y / ı̄ /   

Not Useful
• Letter Sound Not in Letter Name 

h, w   

• Short-Vowel Letter Sound Not in Letter Name 
a, e, i, o, u   

• Most Frequent Letter Sound Not in Letter Name c / k /, g /g /, y /y /  

Treiman and Kessler 2003

According to researchers Treiman (2005) and Share (2004), it is

easier for students to learn a particular letter-sound correspon-

dence if the letter’s sound happens to be in the letter’s name.

Based on this research, what are the implications for instruction?

Is it necessary to devote the same amount of instructional time

to teaching each new letter-sound correspondence?

Explain why or why not.

(See Answer Key, p. xxx.)

C O N N E C T

T O  T H E O R Y

Letter Knowledge what?

what? Letter Knowledge



R E S O U R C E S  

The Resources section provides

reproducible sample texts,

activity masters, and teaching

charts designed to be used in

conjunction with sample lesson

models.Sample texts include

narrative and informational texts

that provide a context for explicit

instruction.

H O W ?  S A M P L E  L E S S O N  M O D E L S
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To figure out the meaning of an unfamiliar word that you come across while reading:

1. Look for Context Clues in the Words, Phrases, and Sentences

Surrounding the Unfamiliar Word

2. Look for Word-Part Clues Within the Unfamiliar Word

A. Try to Break the Word into Parts. (If you can’t, skip to Step 3.)

B. Look at the Root Word. What does it mean?

C. Look at the Prefix. What does it mean?

D. Look at the Suffix. What does it mean?

E. Put the Meanings of the Word Parts Together. What is the

meaning of the whole word?

3. Guess the Word’s Meaning (Use Steps 1 and 2.)

4. Try Out Your Meaning in the Original Sentence to Check

Whether or Not It Makes Sense in Context

5. Use the Dictionary, if Necessary, to Confirm Your Meaning

T H E V O C A B U L A R Y S T R A T E G Y
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he franco family loves to be outdoors. They spend almost

every weekend camping. Fay Franco adores camping more

than anything. She will even pitch her tent in the backyard

just to sleep outside. 

Fay has been to lots of campgrounds. Mar Vista Shores is her

favorite. The campsites are in the tall trees. Each spot has a beach view. 

At Mar Vista Shores, noisy birdcalls wake Fay early. She hears

loud squawking and jumps up for breakfast. Then she packs a picnic.

Fay and her dad drive to the trailhead. It is the place where the hiking

trails start. They choose a path to take. Dad carries a daypack. It holds

a first aid kit, sweatshirts, food, and water. The path leads sharply

uphill to a waterfall. It is a steep climb! They hungrily devour their

lunch by the riverbank. From the rocks, Fay can watch the water plum-

met over the cliff. 

In the afternoon, Fay and her mom go to the seashore. Mom is a

rock hound. She hunts for neat-looking stones. Fay makes sandcastles.

Using wet sand, she builds high walls and towers. Sometimes she pokes

around the tidepools. She looks for crabs and starfish in the rocks along

the beach. 
At dinnertime, the Franco family usually has a sunset cookout.

They light a campfire. They roast hotdogs. The sky

turns pink over the water. Nighttime falls. Fay

gets into her sleeping bag. She looks up to

see the stars twinkle overhead. 

Fay thinks that weekend campouts

are almost perfect. The only flaw comes 

when it is time to go home.

Weekend Campout

T

L E T T E R  P I C T U R E  W O R K S H E E T

1 3

4
2

Lesson Model Features 

• Focus and materials sidebar

• Explicit instruction

• Clear explanation

• Teacher modeling

• Useful background information

• Identification of research base

• Support for English-language learners

• Suggestions for corrective feedback

95

Since students frequently have difficulty using the dictionary
to find definitions of unknown words, they need to be taught
how to work effectively with a tool that they will use through-
out their school years and that many adults use almost daily
(Graves et al. 2004; Miller and Gildea 1987). This sample lesson
model can be adapted and used to enhance dictionary-use
instruction in any commercial reading program.

Direct Explanation
Tell students that they are going to be learning how to use a
dictionary to define, clarify, and confirm the meaning of unfa-
miliar words. Explain that it is worthwhile to learn how to
find the correct definition in the dictionary and that using the
dictionary isn’t always as simple as it may seem.

Say: You don’t just use a dictionary to look up a word you’ve never
seen or heard of before. Often you look up a word that you think
you already know but whose actual meaning you want to discover.
Sometimes you know what a word means but you want to get a
more exact definition. Sometimes you are not exactly sure what
a word means and you want to confirm that you are using it cor-
rectly. Wondering about words is a good start when it comes to using
a dictionary. Anytime you use a word and think, “Does that word
mean what I think it means?” you can reach for a dictionary and
find out.

94
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Using the Dictionary
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Dictionary Use
Benchmark

• ability to effectively use the

dictionary to define words in

context

Grade Level

• Grade 2 and above

Prerequisite

• knowing how to locate words 

in a dictionary

Grouping

• whole class

• small group or pairs

Sample Texts

• “Weekend Campout” (Resources)

• “Percussion Instruments”

(Resources)

Materials

• dictionaries

• transparency of “Weekend

Campout”

• transparency of “Percussion

Instruments”

• overhead transparency markers

• Vocabulary Hotshot Notebooks

Word-Learning Strategies how?

Display Guidelines for Using the Dictionary, such as the ones
shown above. Discuss the guidelines aloud, explaining each one
of the points. Make sure that students understand the kinds of
information they can derive from a dictionary definition.

Teach/Model
Display a transparency of “Weekend Campout.” Underline the
word pitch in the fourth sentence. Tell students that you are
going to show them how to use a dictionary to determine the
meaning of the word pitch. Explain that they might have a feel
for what the word pitch means without being exactly sure. Then
read aloud the following sentence:

The first entry that you find for a word might not be the one 

you are looking for. Make sure you have found and read all the

entries for a word.

When you find the right entry, read all the different meanings,

or definitions, that the dictionary gives for the word. Do not just

read part of the entry.

Choose the dictionary meaning that best matches the context 

in which the word is used. One meaning will make sense, or fit

better, than any other.

Guidelines for Using the Dictionary

☞

☞

☞

D I C T I O N A R Y  U S E

Target Word

pitch

CO R E  V O C A B U L A R Y  H A N D B O O K  •  W E E K E N D  C A M P O U T R.10

he franco family loves to be outdoors. They spend almost
every weekend camping. Fay Franco adores camping more
than anything. She will even pitch her tent in the backyard
just to sleep outside. 

Fay has been to lots of campgrounds. Mar Vista Shores is her
favorite. The campsites are in the tall trees. Each spot has a beach view. 

At Mar Vista Shores, noisy birdcalls wake Fay early. She hears
loud squawking and jumps up for breakfast. Then she packs a picnic.
Fay and her dad drive to the trailhead. It is the place where the hiking
trails start. They choose a path to take. Dad carries a daypack. It holds
a first aid kit, sweatshirts, food, and water. The path leads sharply
uphill to a waterfall. It is a steep climb! They hungrily devour their
lunch by the riverbank. From the rocks, Fay can watch the water plum-
met over the cliff. 

In the afternoon, Fay and her mom go to the seashore. Mom is a
rock hound. She hunts for neat-looking stones. Fay makes sandcastles.
Using wet sand, she builds high walls and towers. Sometimes she pokes
around the tidepools. She looks for crabs and starfish in the rocks along
the beach. 

At dinnertime, the Franco family usually has a sunset cookout.
They light a campfire. They roast hotdogs. The sky
turns pink over the water. Nighttime falls. Fay
gets into her sleeping bag. She looks up to
see the stars twinkle overhead. 

Fay thinks that weekend campouts
are almost perfect. The only flaw comes 
when it is time to go home.

Weekend Campout

T

She will even pitch her tent in the backyard

just to sleep outside. 

me how this literal meaning of the word telephone relates to the

real-life function of a telephone? (Possible response: A telephone

is equipment that is used to talk to someone in another, usually

distant, place.) 

Next, print the word television on the board. Explain that the

word television is made up of the root tele and the word vision.

Underline tele in televison. Then print the following mathe-

matical sentence on the board and read it aloud: tele + vision

= television.

Say: Vision is not a word of Greek origin. You may already know

the meaning of the word vision—it has to do with the “ability

to see something.” So if tele means “distant” the word television

literally means “distant vision.” Ask: Can anyone tell me how

this literal meaning of the word television relates to the real-life

function of television? (Possible response: Television is a system of

sending pictures, and sounds, over a distance so people can see them

on a television set.) 

Using an overhead projector, display a transparency of the

Word-Part Web. Say: I am going to begin a Word-Part Web for

tele. Print the word part tele in the middle oval. Say: The words

telephone and television both contain the root tele. Then print

these words in the web, as shown on the facing page. Guided PracticeUsing an overhead projector, display a transparency of “Studying

the Sky,” highlighting the following sentence and underlining

the word telescope.

Print the word telescope on the board, underlining tele. Point

to tele and ask: What is the meaning of the root tele? (distant or

far away). Cover up tele and ask: If I cover up tele, what is left?

(scope) Ask: Who can print on the board a mathematical sen-

tence for the word telescope? Then ask a volunteer to read the

mathematical sentence aloud: tele + scope = telescope.Say: Scope is another Greek root. It means “to view or to look at.”

Ask: So if tele means “distant or far away” and scope means “to

view or look at,” what is the literal meaning of the word telescope?

(Possible response: to view or look at from a distance) Ask: Can

anyone tell me how the literal meaning of the word telescope relates

to the real-life function of a telescope? (Possible response: A tele-

scope is an instrument that makes distant things seem larger and

nearer when you look through it.)
Display the partially completed Word-Part Web transparency

and say: I am going to add the word telescope to our Word-Part

Web. Ask: Can anyone think of another word having the word

root tele that we could add to the web? (Possible responses: tele-

cast, telegram, telesales) Add students’ suggestions to the web.

127
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Word-Learning Strategies how?
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tele + vision =
television

tele + scope =
telescope

telephone
television

tele

WORD-PART WEB

telesales
telescope

telecast

telegram

Common Greek and Latin Roots in
English, p. xx
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stronomy is the study of the planets, stars, and galaxies.

People have been watching the movement of the sun,

moon, planets, and stars since ancient times. So astron-
omy is a very, very old science. From early times, people tried to make models of the universe.

For many years, no one wanted to believe that the sun was the center

of the solar system. It took a long time for people to accept this helio-

centric model, with the earth orbiting around the sun with the other

planets.
It is interesting to study the night sky like the astronomers from

centuries ago. You can see even the most distant stars with your eyes

alone. And you may be able to identify constellations, or groups of

stars. Constellations make pictures in the sky, such as Canis Major

(the Great Dog) or Ursa Minor (the Little Bear). 
A telescope can be used to see faraway things more clearly.

With a telescope, you can see details like the craters of the moon and

other features of the lunar landscape, the moons of Jupiter, and the

rings of Saturn.
Astronomy is like taking a trip back in time. This evening you

can look at the same planets and stars that ancient astronomers

observed so long ago.

Studying the Sky

A

A telescope can be used to see faraway things

more clearly.
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Point out to Spanish-speakingELLs that television and
televisíon are identicallyspelled cognates.
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English/Spanish Cognatestelegram • telegrama
telephone • teléfono

telescope • telescopio
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Discover . . .
T H E  S O U R C E  C O M P A N I O N

website
www.academictherapy.com/sourcebook

a valuable online resource for college 

and university professors

H
Explicit 

R E A D I N G
instruction 
made easy! 

The Teaching Reading
Sourcebook can be 
used by . . .

• elementary teachers

to enhance reading instruction in 

core reading programs

• middle and high school teachers 

to enhance language arts and

content-area instruction

• college professors and students

as a textbook for pre-service 

teacher education

• providers of professional

development 

as an educational resource tool

• school or district administrators 

to support and facilitate effective

literacy instruction

• literacy coaches 

as a resource for implementation

• teachers of English-language

learners (ELLs)

to support reading acquisition

• teachers of older struggling readers

for research-based strategies 

tailored to individual needs

• new teachers

as a comprehensive foundation 

for reading instruction






