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What Research Tells Us
Research shows that how 
easily children learn to read 
often depends on how much 
phonological/phonemic 
awareness they have (Shaywitz, 
2003; Stanovich, 1986). 

Explicit instruction in phonemic 
awareness, especially when 
combined with instruction in 
letter sounds, has a positive 
eff ect on reading and spelling 
for many students, including 
English Learners and readers 
with disabilities (National 
Institute of Child Health and 
Human Development [NICHHD], 
2000).

‣ Phonological and phonemic 
awareness instruction is a key 
component in the early grade 
levels.

‣ Initial phonological and phonemic 
awareness instruction begins in 
pre-kindergarten, continues in 
kindergarten, and is reinforced at 
the beginning of grade 1.

  Instruction includes:
• Listening for environmental
 sounds.
• Identifying sentences and words.
• Working with rhyme.
• Other activities to help children
 manipulate and explore sounds.

‣ Instruction focuses on two key 
areas—oral blending and oral 
segmentation. The activities are 
introduced in a logical sequence.

What SRA Imagine It! Does

Phonological and Phonemic Awareness:
An Essential First Step in Reading Instruction

Phonological awareness is an umbrella term that incorporates phonemic awareness.

‣  Phonological awareness involves working with words, word parts, syllables, 
rhymes, and onset and rime.

‣  Phonemic awareness is the insight 
that words are made up of sounds and 
that those sounds can be manipulated 
independent of meaning.
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What Research 
Recommends

‣  Explicit instruction in 
phonological and phonemic 
awareness as soon as possible 
in early grades (Snow, Burns & 
Griffi  n, 1998).

‣  Explicit teaching about the 
manipulation of phonemes 
with a focus on just one 
or two types of phoneme 
manipulations, such as 
segmenting or blending 
(NICHHD, 2000).

‣  Linking phonemes to letters 
rather than limiting instruction 
to phonemes alone (NICHHD, 
2000).

‣  Brief instructional sessions 
totaling about 20 hours in the 
school year in phonological 
and phonemic awareness 
(NICHHD, 2000).

  Oral Blending:
• Combining words into sentences
• Combining word parts into words
• Combining sounds into words

  Oral Segmenting:
• Identifying the number of words
 in a sentence
• Clapping and counting the
 syllables in a word

• Identifying and manipulating
 individual sounds in a word

‣  Phonemes are connected to letters 
as students move through activities 
focusing on:
• Sound and letter substitution.
• Sound discrimination.
• Working with onset and rime.

Grade 1, Teacher’s Edition
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What Research Tells Us
Cognitive scientists have 
shown beyond doubt that 
fl uent, accurate decoding is 
a hallmark of skilled reading. 
Automatic word recognition, 
which is dependent on phonic 
knowledge, allows the reader 
to attend to meaning; likewise, 
slow, belabored decoding 
overloads short-term memory 
and impedes comprehension 
(Rack, Snowling, & Olson, 1992; 
Share & Stanovich, 1995; Adams, 
Treiman, & Pressley, 1997; 
Fletcher & Lyon, 1998; Vellutino, 
Scanlon, & Sipay, 1997).

What SRA Imagine It! Does

‣  Beginning in kindergarten, children
are taught that sounds are 
represented by letters and can be 
blended to form words. Instruction 
shifts in grade 1 from mapping 
sounds to letters to mapping 
sounds to spellings. To ensure 
student success, systematic, explicit 
phonics is reviewed and reinforced 
in grades 2 and 3.

‣ SRA Imagine It! systematic phonics 
instruction provides a clear plan of 
instruction in which sounds and 
spellings are organized and taught 
in a logical sequence and sound-

spelling relationships are specifi cally 
connected to one another.

   Instructional routines include:
• Systematic and sequential
 introduction of sounds and letters
 in kindergarten using the
 Alphabet Wall Sound Cards and
 sounds and spellings using Sound/
 Spelling Cards in grades 1-3.
• Blending that scaff olds learning
 and develops independence.
• Spelling using spelling and
 dictation routines that scaff old
 learning.

Grade 1, Teacher’s Edition

Routine Card

Systematic, Explicit Phonics:
Linking Letters and Sounds to Printed Words

It has become increasingly apparent that substantial numbers of children are failing 
to become skilled readers; a consensus has emerged among reading researchers, 
practitioners, and policy makers concerning the critical role that decoding plays in 
the reading process (Snow, Burns, & Griffi  n, 1998). 
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‣  In kindergarten, children learn 
the sounds and letters using the 
Alphabet Sound Wall Cards,
which contain:
• Capital, or upper case letters and
 lower case letters.
• Pictures that represent initial
 sounds for consonants and
 medial sounds for vowels.
• Action associations (particularly
 helpful for students whose
 primary language is not English).
• Color coding: vowels are in red,
 consonants in black.
• Long and short vowels.

‣  In grade 1, students shift from 
working with sounds and letters to 
sounds and spellings using Sound/
Spelling Cards, which contain:
• Capital, or upper case, letters and
 lower case letters.
• Pictures that represent initial
 sounds for consonants and medial
 sounds for vowels.
• Action associations (particularly
 helpful for students whose
 primary language is not English).
• Color coding for consonants,
 vowels, and diphthongs.
• Blank lines indicating where a
 spelling occurs in a word or syllable.

‣  Blending is the heart and soul of 
explicit, systematic phonics 
instruction. Blending routines are 
scaff olded to provide students with 
instructional support as they learn 
to blend. 

Grade 1, Teacher’s Edition

SRA Imagine It! introduces sounds and spellings in a systematic, explicit, and 
sequential manner so students can build both their decoding (reading) and encoding 
(spelling) abilities.

Continued ➜
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What SRA Imagine It! Does

‣   Strategies for decoding include:
• Sound-by-sound blending.
• Whole-word blending.
• Multisyllable blending.
• Sentence blending.

The ultimate goal is to give 
students strategies to read words 
independently. Students are given 
multiple opportunities to develop 
and use these decoding strategies 

by reading decodable text. Practice 
with Pre-Decodable and Decodable 
Books helps students build accuracy 
and rate to make the transition from 
totally decodable text to authentic 
literature.

‣    SRA Imagine It! phonics instruction 
includes strategies not only to decode 
words, but also to encode words by 
teaching students to segment words 

into sounds and then to connect 
those sounds to spellings. Spelling 
instruction includes:
• Word building (grades K and 1).
• Spelling and dictation (grades 1-3).

‣    Beyond phonics, there is word 
structure. Students move 
from sounds and spellings to 
morphemes. Word structure not 
only helps students read longer 

Grade 1, Teacher’s Edition

Systematic, Explicit Phonics:
Helping Children Learn to Read Words and Connected Text
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What Research 
Recommends

‣  Introduction of phonics in 
Grade K or Grade 1 for the 
best eff ect (NICHHD, 2000).

‣  An explicit approach that 
provides teachers with 
precise directions for 
teaching phonics (Foorman, 
et. al., 1996).

‣  Instruction that includes 
a carefully selected set of 
letter-sound relationships 
organized into a logical 
sequence (NICHHD, 2000).

‣  Ample opportunities for 
children to apply what they 
are learning about letters 
and sounds to the reading of 
words, sentences, and stories, 
using practice materials 
with short books or stories 
that contain words with 
the specifi c letter-sound 
relationships (NICHHD, 2000).

‣  Phonics instruction is not 
only a means of teaching 
children to sound out words, 
but also of directing their 
attention to the spelling of 
the words (Adams, 1990).

‣  Learning the structure of 
words at the syllable and 
morpheme levels supports 
word recognition, spelling, 
and vocabulary development 
(Nagy & Anderson, 1984).

‣  Instruction for whole class, 
small groups, or individuals, 
depending on student 
needs and number of adults 
working in the classroom 
(NICHHD, 2000).

words fl uently, but also helps them 
fi gure out the meaning of those 
words. Word Structure provides 
opportunities to: 
• Learn roots and affi  xes.
• Work with compound words.
• Focus on synonyms, antonyms,
 homophones, and multiple
 meaning words.
• Practice with derivatives.

‣   Students who need pre-teaching 
or re-teaching can receive it 
during Workshop or small-group 
instruction using materials from 
the Reading Intervention Kit, the 
English Learner Guide, or the 
Intervention Guide. Materials 
from the Workshop Kits provide 
additional reinforcement activities.

Routine Cards

Grade 1, 
Teacher’s 

Edition
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What Research Tells Us
To achieve fl uency, students 
need specifi c instruction to 
increase their reading speed 
while maintaining their accuracy.

What SRA Imagine It! Does

Grade 1, Teacher’s Edition

Fluency:
Essential to Reading Comprehension

‣ As teachers read aloud, they model 
fl uent reading to students. Each 
unit, kindergarten through grade 6, 
begins with a Teacher Read Aloud. 
Students hear good expression 
and intonation, which supports 
meaning. There are multiple 
opportunities for modeling fl uent 
reading. In kindergarten and grade 
1 teachers model fl uent reading 
using Big Books. In grades 2-6, 
teachers model fl uent reading 
using Student Readers. 

‣ Each lesson provides opportunities 
for partner reading and additional 
reading aloud in class, with support 
and feedback from teachers and 
peers. Available materials include 
Pre-Decodable and Decodable 
Books, Student Readers, and 
Leveled Readers. Takehome Pre-
Decodable and Decodable Books 
are shared with families.

When fl uent readers read silently, they recognize words automatically and group 
words quickly to help them gain meaning from what they read. Fluent readers are 
able to read aloud eff ortlessly with speed, accuracy, and proper expression. Readers 
who are not fl uent read slowly, word by word, and often with errors. 
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What Research 
Recommends

‣  Regular modeling of fl uent 
reading to students (NICHHD, 
2000).

‣  Guided oral repeated reading 
by students that includes 
support and feedback from 
teachers, peers, and parents 
(Armbruster, Lehr, & Osborn, 
2003).

‣  Reading text that matches 
students’ reading level and 
instruction to individual 
students (NICHHD, 2000).

‣  Application of systematic, 
classroom-based instructional 
assessment to monitor 
student progress in both rate 
and accuracy (Snow, Burns, & 
Griffi  n, 1998).

Grade 4, Teacher’s Edition

‣ Four diff erent levels of Leveled 
Readers, Leveled Science Readers, 
and Leveled Social Studies 
Readers allow all students to read 
about the same topics on their 
individualized reading levels. 
Each set of Leveled Readers has 
a Teacher’s Edition with fl uency 
instruction for each leveled reader.

‣ Benchmark Assessments, 
Lesson Assessments, and 
informal assessment are used to 
monitor each student’s fl uency. 
Intervention passages provide 
additional opportunities to 
monitor and assess fl uency.

The goal of SRA Imagine It! is for all students to read fl uently at the end of grade 1. Fluency 
instruction is an essential component of the program.
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What Research Tells Us
Research indicates that although 
a great deal of vocabulary 
is learned indirectly, some 
vocabulary and some strategies 
for learning word meanings 
must be taught directly 
(Armbruster, Lehr, & Osborn, 
2003). 

What SRA Imagine It! Does

Vocabulary:
Build Comprehension and Communicate Eff ectively

‣ In kindergarten and the fi rst half 
of grade 1, selection vocabulary is 
explicitly introduced orally before 
reading the selection.

From the middle of grade 1 through 
grade 6, selection vocabulary is 
taught prior to reading the selection 
using vocabulary strategies as 
students read the Vocabulary Warm-
Up. Vocabulary strategies include:
• Context clues.
• Word structure.
• Apposition.

Guided Vocabulary practice 
throughout each lesson provides 

opportunities for students to discuss 
the defi nitions of words, use the 
vocabulary words in a variety of 
activities, and develop a deeper 
understanding of the meanings of the 
words. Concept vocabulary introduces 
words directly related to the unit 
theme and supports the conceptual 
development of the unit theme.

During reading, students are 
introduced to additional vocabulary 
words under Expanding Vocabulary. 
Students monitor their understanding 
of the text and are encouraged to 
stop and clarify any unknown words 
while reading, using the same key 

To succeed at reading, a child must be able to identify or “read” printed words and 
to understand the story or text composed of those words. Both identifying words 
and understanding text are critical to reading success. For many children, increasing 
reading and school success involves increasing 
oral language competence in the elementary 
years (Biemiller, 1999).
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What Research 
Recommends

‣  Direct, explicit instruction in 
word meanings and word 
learning strategies (NICHHD, 
2000).

‣  Daily interactions to engage 
students with new vocabulary 
words (Snow, Burns & Griffi  n, 
1998).

‣  Activities to enrich and 
expand the vocabulary 
knowledge of English Learners 
(NICHHD, 2000).

‣  Many opportunities for 
students to read in and out of 
school (NICHHD, 2000).

Grade 3, Teacher’s Edition

vocabulary strategies—context clues, 
word structure, and apposition.

Selection vocabulary and concept 
words and defi nitions are reviewed 
after reading. The words are posted 
on the Word Bank as a reminder 
for students to use the words in 
discussion and in their writing.

‣ Students learn new vocabulary 
both directly and indirectly as they 
participate in blending, spelling 
and dictation, discussions, writing, 
and reading a variety of texts, 
including fi ction and nonfi ction in 
Big Books and Student Readers and 

cross-curricular texts in Leveled 
Readers, Social Studies Inquiry, and 
Science Inquiry.

‣  English Learner strategies are 
outlined in the Diff erentiated 
Instruction Lesson Planner in 
each unit of the Teacher’s Edition. 
Opportunities to pre-teach and 
re-teach vocabulary and concepts 
are available using the SRA Photo 
Library for visual representations. 
English Learner Leveled Readers 
and the Reading Intervention Kit 
can be used for extra practice and 
to build vocabulary.

Research has shown that explicit vocabulary instruction, using techniques like 
repeated exposure to words, eventually leads to gains in text comprehension (Muter, 
et. al., 2004, Snow, Burns & Griffi  n, 1998).
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What Research Tells Us
Research indicates that eff ective 
instruction in this area is explicit 
(Snow, Burns, & Griffi  n, 1998). 
Teachers must tell students 
what strategies to use and help 
them apply those strategies. 
More can be accomplished 
through cooperative learning, 
with students working together 
to understand content-area 
texts, help each other learn, and 
apply comprehension strategies 
(Pressley, et. al., 1992).

What SRA Imagine It! Does

Grade 5, Teacher’s Edition

Research shows that combining 
reading comprehension strategies 
is the most eff ective way to prepare 
children to become eff ective and 
effi  cient readers. Not only does 
SRA Imagine It! teach critical 
comprehension strategies, it also 
turns the responsibility of using 
strategies over to children as soon as 
possible. Students learn that reading 

is a thinking activity and that the 
reader is engaged throughout the 
reading process.

THINKING BEFORE READING

KWL (What I Know, What I want to 
fi nd out and What I Learned) or CPW 
(Clues, Problems, and Wonderings) 
engage students in thinking before 
reading by activating background, 

Text Comprehension:
Explicit Teaching Builds Understanding

Readers with good comprehension skills have a purpose for reading and think 
actively as they read. Comprehension is a reading skill that improves with instruction 
(Armbruster, Lehr, & Osborn, 2003).
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Grade 5, Teacher’s Edition

identifying problems, raising questions, 
and setting goals for reading.  The W’s 
in KWL and W on CPW become the 
students’ purposes for reading.

THINKING DURING READING 

During reading, students learn to 
refl ect on their reading—to stop and 
use strategies to be sure the text is 
making sense.

Comprehension strategy instruction 
begins in kindergarten as modeling 
by the teacher. As students progress 
across the program, they learn to use 
strategies fl uently and automatically. 
Comprehension strategies include:
• Clarifying.
• Asking questions and fi nding
 answers.
• Adjusting reading speed.

• Visualizing.
• Predicting and confi rming
 predictions.
• Summarizing.
• Making connections.

Good readers are problem solvers. They recognize why they understand what they 
read, recognize when they do not understand, and use a variety of strategies to 
make sense of text.

Continued ➜



16

Text Comprehension:
Teaching Students to Derive Meaning from Text

THINKING AFTER READING

Discussion using Handing Off  gives 
students the responsibility of asking 
questions, sharing ideas, clarifying 
concepts, and making connections 
to selections and the unit theme. 
Students build oral language, 
develop listening and speaking skills, 
and engage in meaningful dialogue.

‣   Additional support for 
comprehension:
• Graphic organizers develop
 vocabulary, build concepts, and
 organize text.
• Comprehension skills help
 students understand how authors
 organize text.
• Reading with the Writer’s Eye
 skills focus on critical literary
 techniques.

• Theme Connections activities
 allow students to connect
 literature to previous selections
 and the unit theme.

‣    Comprehension Checks provide 
questions that can be used during 
reading to monitor comprehension. 

‣    Through teacher modeling and 
prompting during reading, students 
ask questions similar to those a 

What SRA Imagine It! Does
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What Research Recommends

‣   Monitoring comprehension so students know what they do and do 
not understand while reading (Snow, Burns, & Griffi  n, 1998).

‣   Using graphic and semantic organizers, such as diagrams
(NICHHD, 2000).

‣   Questioning students during reading (NICHHD, 2000).

‣   Teaching students to generate their own questions (NICHHD, 2000).

‣   Recognizing story structure (NICHHD, 2000).

teacher might ask. They begin
to take responsibility for their
own learning.

‣    Inquiry provides the opportunity
to explore personal areas of
interest driven by questions
raised by students.

Grade 5, Teacher’s Edition
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What Research Tells Us

Research shows a strong 
connection between reading 
and writing.

Writing:
Good Writers Are Good Readers

SRA Imagine It! teaches students 
the writing process, the traits or 
qualities of good writing, and the 
characteristics of diff erent genres. In 
addition to learning basic composing 
processes and strategies, such as 

pre-writing, drafting, monitoring, 
evaluating, editing, and publishing, 
students learn skills like handwriting, 
spelling, sentence construction, 
grammar, usage, and mechanics. 

What SRA Imagine It! Does

Grade 3, Teacher’s Edition

Through the writing process, students come to understand the importance of words 
and how authors structure their stories. Understanding this process enables students to 
appreciate diff erent types of writing, as well as how to become better writers themselves. 
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Grade 3, Teacher’s Edition

SRA Imagine It! ensures students acquire the writing skills and strategies needed to 
become skilled writers. 

Continued ➜
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Support students as they begin to apply 
the knowledge, skills, or strategies you 
teach them. This can include reteaching, 
providing hints and reminders, giving useful 
feedback, and initially helping students 
apply what was taught. 
(Steve Graham and Karen Harris)

T290 Theme: Animals and Their Habitats
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Day 1

Students will
✦ brainstorm ideas for their realistic stories.
✦ take the spelling pretest.
✦ practice cursive p and j.

✦ Routines 15–16
✦ Language Arts Handbook, pp. 126–129 
✦ Skills Practice 1, p. 137
✦ Transparencies 61, 62

  Realistic Story  15 16
ROUTINEROUTINE

Prewriting

Teach
✦ Follow Routine 15. Remind students of the stages of the writing process: 

prewriting, drafting, revising, editing/proofreading, and publishing. Tell 
students they will be writing a realistic story. If necessary, discuss the meaning 
of realistic.

✦ Display Transparency 61. Have a student read the paragraph aloud. Discuss 
the elements that make this a realistic story. 

✦ Tell students that a realistic story contains people, places, and events that 
are made up but could be real. In “Two Days in May” for example, the events 
really happened, but the characters and setting were made up by the author 
of the story.

✦ Tell students that when writing a realistic story, the writer uses his or her 
imagination to tell a story. Remind students that their stories will have a plot, 
a setting or settings, and characters. The settings and characters should 
seem real.

✦ Tell students another important 
element of their stories is to have a 
clear beginning, middle, and end. A 
story map graphic organizer will help 
with these important elements. Tell 
students the story map will help them 
organize story ideas into an easy-to-
follow story line. 

✦ For further information about writing 
a realistic story, refer to Language Arts 
Handbook pages 126–129.

A realistic story contains people, places, and events 
that are made up, but could be real. A story about a boy 
who wants a puppy for his birthday would be realistic. 
The boy and the puppy are not real, but they seem real.

When you write a realistic story, you use your 
imagination to write a story that entertains your audience. 
Your story can have funny characters, exciting places, or 
strange events that could be true. That’s what makes it 
different from a fantasy. In fantasy, things happen that 
could never really happen.

126      Realistic Story · Narrative Writing

Realistic Story

Parts of a Realistic Story
A realistic story has a plot, one or more characters, and 

a setting. The plot of a realistic story has events that 
could happen in real life. The characters act like real 
people or animals would. The setting is a place that is real 
or could be real.

Which of the ideas below could 
you use to write a realistic story?
 

▲

 Two friends try out for a team.
 

▲

 A girl meets a singing turtle by a pond.
 

▲

  Your neighbor’s dog wins the spelling 
bee at school.

 

▲

  A boy gets a brand-new bicycle for 
his birthday.

Language Arts Handbook, p. 126

Transparency 000

Realistic Story

Transparency 61

Copyright © SRA/McGraw-Hill. All rights reserved. Level 3

Nate got to school early on Friday morning. 
He was excited about Games Day. Nate saw 
his friend Brad on the playground.

“Are you nervous?” asked Brad.

“A little,” said Nate.

Nate was one of the fastest runners in third 
grade. Today he might win a blue ribbon. He 
had a dream about winning a blue ribbon.

It was time for the race. The runners lined 
up. At the signal, they all started to run.

Nate got a good start, but Tina was ahead 
of him. He thought about the ribbon. He ran 
faster and faster. He passed Tina and crossed 
the finish line. He won!

Later, Nate walked home. He looked at his 
blue ribbon. He smiled and thought, “I guess 
dreams do come true, sometimes.”

Transparency 61

Language Arts

T290-T293_616479_TE.indd   T290 7/23/07   3:03:56 PM

What SRA Imagine It! Does

‣  Models of good writing are 
provided for the instruction of 
all phases of the writing process: 
prewriting, drafting, revising, 
editing and proofreading, and 
publishing.

‣  Graphic organizers help students 
see how authors structure their 
stories and help students structure 
their own stories. 

‣  Sentence construction is taught 
with sentence frames, sentence 
expansion, and sentence 
combining.

Writing: 
Developing Strong Skills and Strategies through Writing Practice
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What Research Recommends

‣   Explicitly teach and model writing strategies (Harris & Graham, 1994).

‣   Use prewriting activities (Harris, Graham, & Mason, 2003).

‣   Teach students to construct more varied sentences (Harris, Graham, & 
Mason, 2003).

‣   Explicitly develop critical self-regulation strategies (Graham & Harris, 
1994, 1996, 2000, 2005; Harris & Graham, 1996, 1999).

T291Unit 2 • Lesson 4

Lesson

4
Two Days in May

Writing, continued

Guided Practice
✦ Model gathering ideas for your own realistic story. 

Explain to students that they can get ideas from their 
surroundings, such as school and school friends, family and 
family members, a community or neighborhood event, and 
so on. Brainstorm ideas with the class, and write them on 
the board.

✦ Use Routine 16. Create a story map graphic organizer on 
the board for your own story. Stress the importance of 
having realistic characters and settings and having a clear 
beginning, middle, and end to the story.

Have students turn to Skills Practice 1 page 137 and help 
them complete the Think section. Review the story map 
graphic organizer.

Apply
✦ Have students work independently to brainstorm their 

own ideas for a realistic story.

✦ Then have students complete page 137 in Skills Practice 1, 
which includes the Think section and the graphic organizer.

Assessment
You will use the 
Writing Rubrics found 
in the Level Appendix 
to evaluate students’ 
realistic stories. You 
may use any of the 
rubrics for Genre, 
Writing Process, and 
Writing Traits. Share 
with students what 
you will be looking for 
when assessing their 
realistic stories.

Spelling 
Lesson Review and Homophones Pretest
✦ Students will learn homophones and review words with /ī/, 

/ō/, and consonant blends.

✦ Say the sentences below. Have students write the spelling 
words on a sheet of paper. When they are finished, have 
them correct any misspelled words.

Pretest Sentences
 1.  The tired man let out a groan.
 2.  The puppy has really grown since I saw him last.
 3.  The seam on my shirt is ripped.
 4.  It movie did not seem very long.
 5.  Who ate the last piece of pizza?
 6.  The dove is a symbol of peace.
 7.  Place this book on the table by the bookshelf.
 8.  Would you like to buy a notebook?
 9.  My toe was broken, so I had to use crutches.
10. I enjoy watching huge boats tow smaller boats.
11. The horse had a beautiful mane.
12. The cold made my throat feel sore and my voice sounded

 hoarse.
13. The parents will meet the new teachers.
14. Turkey is my favorite kind of meat.
15. My brother told a scary tale at the campfire. 

Challenge Sentences
16. We can recycle our waste.
17. The pants fit neatly around her waist.

Diagnose any misspellings by determining whether students 
misspelled the homophones, long vowels, consonant blends, 
or some other part of the word. Then have students use the 
pretest as a take-home list to study the spellings of words 
with these homophones, long vowel spellings, and consonant 
blends.

Name  Date 

UNIT

2
Lesson 4

Writing a Realistic Story

Audience: Who will read your realistic story?

Purpose: What is your reason for writing this realistic story?

Use this graphic organizer to prepare 
to explain a process. 

Story Map

Prewriting

Think

Beginning:

Middle:

End:

Skills Practice 1 • Writing UNIT 2 • Lesson 4   137

Possible Answer my friends

Possible Answer I want to show how people could 
help their neighborhoods.

Akisha notices graffiti in her neighborhood.

Possible Answers

She and her friends talk about the problem. They 
come up with some ideas. They get their neighbors 
to help plan and make a mural.

Akisha helps cover graffiti with a beautiful mural.

Skills Practice 1, p. 137
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Grade 3, Teacher’s Edition

‣  Goal setting, self-monitoring, and 
guided and independent practice 
promote an “I can do” attitude.
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What Research Tells Us
Research has shown that even 
very young children develop 
conceptual understanding by 
wondering, asking questions, 
and developing theories about 
their environment (e.g., Carey 
and Smith, 1993; Kuhn, 2000; 
Wellman and Gelman, 1998).

What SRA Imagine It! Does

Students learn to take their questions 
and transform them into research 
questions—questions that focus on 
problems and issues. Once students 
have developed questions that they 
would like to investigate, they transform 
the question into conjecture. This 
conjecture is like a baby hypothesis. 
The conjecture is what the students 
think the answer to their question is 
based on what they currently know. 
To  formulate and evaluate their 
conjectures, students collect facts and 
ideas by doing experiments, searching 

the Internet, surveying other students, 
conducting interviews, and reading a 
variety of resources. Based upon their 
analysis, synthesis, and evaluation of 
information collected, students confirm 
or revise their conjectures. Students in 
SRA Imagine It! are part of a learning 
community of individuals or groups 
who share their findings, which adds 
to class knowledge of the theme.

‣  Children are curious by nature 
and come to school with a wealth 
of questions. Inquiry capitalizes 

Inquiry:
Developing 21st Century Skills in Cooperative Learning

Inquiry is at the heart of the creative process for scientists, researchers, artists, and all 
others who are innovative thinkers and creative thinkers (Scardamalia and Bereiter, 
2003). The 21st century will require our students to identify questions, research ideas, 
develop innovative products, and work 
collaboratively. Students not only need 
to be able to fi nd information, but also to 
analyze, synthesize, and transform that 
information into novel ideas.
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What Research 
Recommends

‣   Make learning relevant to 
practice and real experience 
(e.g., Murray, Shea, and 
Shea, 2004; Scardamalia and 
Bereiter, 2003).

‣   Teach students how 
to search for relevant 
information to answer 
questions (e.g., Murray, Shea, 
and Shea, 2004; Scardamalia 
and Bereiter, 2003).

‣   Model and teach critical 
thinking (e.g., Murray, Shea, 
and Shea, 2004; Scardamalia 
and Bereiter, 2003).

‣   Encourage children to
share newfound knowledge 
with other children 
(Scardamalia, 2000).

Grade 3, Teacher’s Edition

on this curiosity. Through Inquiry, 
students seek answers to their 
questions and solutions to problems 
through genuine research.

‣  Students use a framework based on 
the scientifi c method. The Inquiry 
process enables students to collect, 
analyze, and evaluate information. 
These skills are critical for lifelong 
learning. The Inquiry process 
follows these steps:
1. Generate questions and ideas
 about the unit theme

2. Decide on a question to
 investigate
3. Formulate a conjecture
4. Identify needs and make plans
5. Collect information
6. Confi rm or revise conjectures
7. Identify new questions

‣  Students share their new learning 
through a variety of types of 
presentations such as written reports, 
PowerPoint® presentations, posters, 
models, and games. Students also 
often combine presentation types.

Inquiry helps children connect to the real world outside their classrooms and work 
together in unifi ed, productive ways. 
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What Research Tells Us
Research shows the best 
educational technology 
supports instruction explicitly. 
Technology can, and should, 
provide more than games and 
passive activities. The true 
power of technology is its 
fl exibility and adaptability.

What SRA Imagine It! Does

‣  Real images and video clips for each 
unit’s theme provide background 
information to prepare students for 
the concepts they read about in
the unit. 

‣  Flash®-based software provides 
Student Reader content in an 

exciting, interactive format by 
combining visuals, interactivity, 
and audio to make each lesson 
entertaining as well as educational.

‣  Hundreds of fun, learning-based 
activities are at students’ fi ngertips 
to keep them practicing key skills 

Technology:
Flexible Tools Support Individual Learners

eStudent Reader, Grade 6

eInquiry, Grade 4

eAssess, Report Creation

Technology helps educators customize education to meet the needs of all students.
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What Research 
Recommends

‣   Models that demonstrate 
skilled performance and 
examples of successful 
outcomes (Mayer & Moreno, 
2002; Pashler, et. al., 2007).

‣   Authentic tasks that provide 
opportunities for meaningful 
practice (Anderson, et. al., 
1985; Beck & Juel, 1992; 
Hiebert & Taylor, 2000; 
Kearsley & Shneiderman, 1998; 
Nagy, Herman, & Anderson, 
1985; Schank, 1994).

‣   Scaff olds that support 
novices and that gradually 
release learning as students 
acquire skills (Adams, 1990; 
Share & Stanovich, 1995; 
California Department of 
Education, 1996).

‣   Timely and appropriate 
feedback on performance 
(Kulik & Kulik, 1998; Panasuk 
& LeBaron, 1999; Mason & 
Bruning, 2001; Page, 2006; 
Gaytan & McEwen, 2007; 
Hattie & Timperley, 2007; 
Brookhart, 2008; Shute, 
2008).

in phonics, spelling, writing, and 
vocabulary.

‣  Student fl uency activities help 
teachers monitor fl uency 
development.

‣  Assessments are quickly generated 
and automatically scored and 
stored. Reports track student 
progress and off er eff ective 
remediation suggestions.

eBackground Builder, Grade 5

eSkills & eGames, Grade 3 — World Vault

The integrated technology components within SRA Imagine It! enhance instruction 
and provide options for organizing, preparing, and teaching lessons.
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What Research Tells Us
Research indicates that 
eff ective reading programs 
include assessment for multiple 
purposes: to identify skills that 
require review before students 
attain mastery, to monitor 
student progress, and to guide 
diff erentiated instruction. These 
assessments help teachers meet 
student needs and move every 
child toward attaining AYP.

Assessment:
Monitor Progress and Guide Diff erentiation

What SRA Imagine It! Does

SRA Imagine It! provides teachers 
with a range of materials and 
components to work with individuals 
and small groups of students who 
need additional instructional support.

‣  Benchmark Assessments contain 
material students learn over the 
course of the year and serve as a 
predictor of how well students
will perform at the end of the 
school year.

‣ Lesson Assessments cover the 
most important skills taught in a 
particular lesson. These assessments 
help determine how well students 
are grasping concepts and provide 
information used in determining 
whether additional instruction may 
be needed.

‣ Daily Workshop allows students to 
work in small groups at a level of 
instruction and activity that meets 

Research indicates that analyzing and using data from well-designed assessments can 
help teachers diff erentiate instruction.
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What Research 
Recommends

‣  Determine student baseline 
performance (NICHHD, 2000; 
Stecker, Fuchs, & Fuchs, 2005).

‣  Use formative assessment 
to determine exactly what 
each student has learned on a 
routine basis (NICHHD, 2000; 
Stecker, Fuchs, & Fuchs, 2005).

‣  Design literacy instruction to 
meet the individual needs of 
each student (Snow, Burns, & 
Griffi  n, 1998).

‣  Know when to move to 
intervention programs for 
children who do not benefi t 
appropriately from typical 
instruction (Compton, Fuchs, 
Fuchs, & Bryant, 2006; Fuchs & 
Fuchs, 2007).

Assessment Plan, Teacher’s Edition

their individual needs and lets
the teacher meet with students
to pre-teach, re-teach, conference,
or assess. 

Resources for students who need 
additional support include Workshop 
Kits, Leveled Readers, Challenge 
Activities, Challenge Novels, and 
Decodable Stories. Resources for the 
teacher include the Diff erentiating 
Instruction for Workshop Planners, 

English Learner Guide, Intervention 
Guide, and Reading Intervention Kit. 
In addition, throughout the Teacher’s 
Edition are re-teach and pre-teach 
suggestions for learners at four 
diff erent levels of ability: approaching 
level, on level, English Learner, and 
above level.
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‣  Informal assessments to reveal how 
well each student is reading daily.

‣  Formal assessments to set 
benchmarks and teach
test-taking skills.

‣  Diff erentiated instruction to allow 
immediate intervention that 
solves emerging problems.

‣  All the elements of a well-
designed program, including 
explicit instructional strategies, 
coordinated instructional 
sequences, ample practice 
opportunities, and aligned 
student materials.

‣  Systematic, sustained professional 
development for all levels, 
including new teachers, veteran 
educators, administrators, and 
classroom aides.

‣  Intensive training, including 
workshops, coaching, mentoring, 
and online professional 
development.

SRA Imagine It!, Today’s Open Court, was developed by leaders in educational 

research who are, fi rst and foremost, master teachers. They understand teachers’ 

needs and support them with:

Created by Teachers for Teachers
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