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Adapted from Jim Burke, The Common Core Companion: The Standards Decoded, Grades 6–8 (Thousand Oaks, CA: Corwin, 2013).

College and Career Readiness Anchor Standards for

Reading K–12
The K–2 reading standards outlined on the following pages define what students should 
understand and be able to do by the end of each grade. Here on this page we present the College 
and Career Readiness (CCR) anchor standards for K–12 so you can see how students in K–2 
work toward the same goals as high school seniors: it’s a universal, K–12 vision. The CCR anchor 
standards and the grade-specific standards correspond to one another by number (1–10). They 
are necessary complements: the former providing broad standards, the latter providing additional 
specificity. Together, they define the skills and understandings that all students must eventually 
demonstrate.

Key Ideas and Details

 1. Read closely to determine what the text says explicitly and to make logical inferences from it; cite specific textual evidence when writing or 
speaking to support conclusions drawn from the text.

 2. Determine central ideas or themes of a text and analyze their development; summarize the key supporting details and ideas.

 3. Analyze how and why individuals, events, and ideas develop and interact over the course of a text.

Craft and Structure

 4. Interpret words and phrases as they are used in a text, including determining technical, connotative, and figurative meanings, and analyze 
how specific word choices shape meaning or tone.

 5. Analyze the structure of texts, including how specific sentences, paragraphs, and larger portions of the text (e.g., a section, chapter, scene, 
or stanza) relate to each other and the whole.

 6. Assess how point of view or purpose shapes the content and style of a text.

Integration of Knowledge and Ideas

 7. Integrate and evaluate content presented in diverse media and formats, including visually and quantitatively, as well as in words.*

 8. Delineate and evaluate the argument and specific claims in a text, including the validity of the reasoning as well as the relevance and 
sufficiency of the evidence.

 9. Analyze how two or more texts address similar themes or topics in order to build knowledge or to compare the approaches the authors take.

Range of Reading and Level of Text Complexity

10. Read and comprehend complex literary and informational texts independently and proficiently.

Source:  
Common Core 

State Standards

*Please consult the full Common Core State Standards document (and all updates and appendices) at http://www.corestandards.org/ELA-Literacy. See “Research to Build 
Knowledge” in the Writing section and “Comprehension and Collaboration” in the Speaking and Listening section for additional standards relevant to gathering, assessing, 
and applying information from print and digital sources.

Source: Copyright © 2010. National Governors Association Center for Best Practices and Council of Chief State School Officers. All rights reserved.
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College and Career Readiness Anchor Standards for

Reading
The CCR anchor standards are the same for K–12. The guiding principle here is that the core reading 
skills should not change as students advance; rather, the level at which students learn and can 
perform these skills should increase in complexity as they move from one grade to the next. However, 
for grades K–2, we have to recognize that the standards were back mapped from the secondary 
level—that is, the authors envisioned what college students need and then wrote standards, working 
their way down the grades. Thus, as you use this book remember that children in K–2 can’t just 
“jump over” developmental milestones in an ambitious attempt to achieve an anchor standard. There 
are certain life and learning experiences they need to have, and certain concepts they need to learn, 
before they are capable of handling many complex academic skills in a meaningful way. The anchor 
standards nonetheless are goalposts to work toward. As you read the “gist” of the standards below, 
remember they represent what our K–2 students will grow into during each year and deepen later in 
elementary, middle school, and high school. The journey starts in K–2!

Key Ideas and Details

This first strand of reading standards emphasizes students’ 
ability to identify key ideas and themes in a text, whether 
literary, informational, primary, or foundational and 
whether in print, graphic, quantitative, or mixed media 
formats. The focus of this first set of standards is on reading 
to understand, during which students focus on what the 
text says. The premise is that students cannot delve into the 
deeper (implicit) meaning of any text if they cannot first 

grasp the surface (explicit) meaning of that text. Beyond 
merely identifying these ideas, readers must learn to see 
how these ideas and themes, or the story’s characters and 
events, develop and evolve over the course of a text. Such 
reading demands that students know how to identify, 
evaluate, assess, and analyze the elements of a text for their 
importance, function, and meaning within the text.

Craft and Structure

The second set of standards builds on the first, focusing 
not on what the text says but on how it says it, the emphasis 
here being on analyzing how texts are made to serve a 
function or achieve a purpose. These standards ask readers 
to examine the choices the author makes in words and 

sentence and paragraph structure and how these choices 
contribute to the meaning of the text and the author’s 
larger purpose. Inherent in the study of craft and structure 
is how these elements interact with and influence the ideas 
and details outlined in the first three standards.

Integration of Knowledge and Ideas

This third strand might be summed up as reading to extend 
or deepen one’s knowledge of a subject by comparing what 
a range of sources have said about it over time and across 
different media. In addition, these standards emphasize 
the importance of being able to read the arguments; 
that is, they look at how to identify the claims the texts 
make and evaluate the evidence used to support those 

claims regardless of the media. Finally, these standards 
ask students to analyze the author’s choices of means and 
medium and the effects those choices have on ideas and 
details. Thus, if a writer integrates words, images, and 
video in a mixed media text, readers should be able to 
examine how and why the author did that for stylistic and 
rhetorical purposes.

Range of Reading and Level of Text Complexity

The Common Core State Standards document itself offers 
the most useful explanation of what this last standard means 
in a footnote titled “Note on range and content of student 
reading,” which accompanies the reading standards:

To become college and career ready, students must 
grapple with works of exceptional craft and thought 
whose range extends across genres, cultures, and 
centuries. Such works offer profound insights 
into the human condition and serve as models for 

Each section begins with a restatement 
of the official anchor standards as they 
appear in the actual Common Core 
State Standards document.

On the facing page, a user-friendly 
“translation” of each standard gives 
you a fuller sense of the big picture 
and big objectives as you begin your 
transition.

The Common Core Companion 
 at a Glance



Built-in tabs 
facilitate 
navigation.

Horizontal and vertical 
views enable you to 
consider how the 
standards change 
across grade levels.

The specific 
strand situates 
you within 
the larger 
context of the 
standards.

The actual CCSS 
anchor standard 
is included for 
easy reference. 

Bold type spotlighting 
what’s different across 
grade spans specifically 
identifies what students 
must learn within each 
grade.

Standards for each 
discipline are featured 

on a single page for 
easy planning.
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Standard 1:  Read closely to determine what the text says explicitly and to make logical inferences from it; 
cite specific textual evidence when writing or speaking to support conclusions drawn from 
the text.

Literature

K  With prompting and support, students ask and 
answer questions about key details in a text.

 1  Students ask and answer questions about key 
details in a text.

 2  Students ask and answer such questions 
as who, what, where, when, why, and how to 
demonstrate understanding of key details in a text.

Informational Text

K  With prompting and support, students ask and 
answer questions about key details in a text.

1  Students ask and answer questions about key 
details in a text.

 2  Students ask and answer such questions as who, 
what, where, when, why, and how to demonstrate 
understanding of key details in a text.

Grades K–2 Common Core Reading Standard 1  Key Ideas and Details
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Explication: Grades K–2 Common Core Reading Standard 1

What the Student Does

Literature

K  Gist: Students ask and answer questions about key details in 
a text.

They consider:

 • What happens or is said in this text?
 • Which words, pictures, and sentences help me know this?

 1  Gist: Students ask and answer questions about key details in 
a text.

They consider:

 • What happens or is said in this text?
 • Which words, pictures, and sentences help me know this?

2  Gist: Students ask and answer such questions as who, what, 
where, when, why, and how to determine the key details in a text.

They consider:

 • What happens or is said in this text?
 • Which words, pictures, and sentences help me know this?

Informational Text

K  Gist: Students ask and answer questions about key details in 
a text.

They consider:

 • What happens or is said in this text?
 • Which words, illustrations, and sentences help me know this?

 1  Gist: Students ask and answer questions about key details in 
a text.

They consider:

 • What happens or is said in this text?
 • Which words, illustrations, and sentences help me know this?

 2  Gist: Students ask and answer such questions as who, what, 
where, when, why, and how to determine the key details in a text.

They consider:

 • What happens or is said in this text?
 • Which details (words, illustrations, and sentences) support 

the key ideas?

On this page you’ll find accessible translations 
of the official standards at your left so you can 

better grasp what they say and mean.

Comprehension questions are 
included for helping students 
master thinking moves and 
skills behind each standard; all 
can be adapted to a range of 
class texts and topics.

“Gist” sections 
provide plain-English 
synopses of the 
standards so you 
can put them to 
immediate use.

The emphasis now is on what 
students should do, utilizing the 
same grade-level structure at 
your left.

The right-hand page 
utilizes the very same 
grade-level format to 
provide two distinct 
visual paths for 
understanding the 
standards.
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Grades K–2 Common Core Reading Standard 1 

What the Teacher Does

To teach students how to read closely:

 • Before introducing a text, identify the main idea or mes-
sage for yourself. Go through the book and notice the 
details that support it and flag them with sticky notes. 
Then, plan out prompts and questions that you will pose 
to students. We liken this process to Hansel dropping 
those pebbles leading homeward; by planning questions 
ahead of time, you can more easily guide students to spot 
the main idea. Conversely, when teachers don’t plan, 
lessons can go awry. For example, if the main idea of a 
passage is that cities create heat (cars, buildings, people) 
and thereby change the weather, and you don’t recog-
nize that this is what students should be reading for, then 
it becomes difficult to pose a proper “trail” of questions 
leading students toward the text’s significant details.

 • During a lesson or while conferring, be sure to give 
students sufficient time to consider the questions and 
prompts you pose. Figuring out the author’s main idea 
or message is often hard, subtle work. Don’t hesitate to 
rephrase prompts if students seem stuck. Remind them 
that they can look for answers in the text, reread, study 
illustrations, and so forth. Providing time for students to 
respond can make all the difference in the world.

 • Use a text or passage that is brief enough to be read more 
than once, so that students can begin with an overall 
understanding before homing in on specifics. As you 
read, pause occasionally to pose questions about words, 
actions, and details that require students to look closely 
at the text or illustrations for answers. (Note: When your 
goal is to demonstrate where in the text you found some-
thing to support your reasoning, make sure that the text 
is large enough for students to see and interact with. 
Charts, enlarged texts, and whiteboards help.)

 • Model close reading by thinking aloud as you scrutinize 
a text’s words, sentence structures, and other details to 
understand its meaning. To focus students’ attention, 
write on sticky notes and place them on the text, use 
chart paper, annotate in the margins, and/or highlight 
via a tablet or whiteboard.

To help students to determine what the text says 
explicitly:

 • Model how to determine an author’s message by say-
ing what happened (literature) and naming the impor-
tant facts (informational). As you do, point to words, 
sentences, illustrations, and text features as evidence 
and record on chart paper or graphic organizers (see 

online resources at www.corwin.com/thecommoncore 
companion).

 • Over weeks of working with different texts, continue to 
guide students to determine explicit meanings on their 
own. Use sentence stems and other graphic organizers 
to support students’ explanations of what happened 
and their recall of important facts; use think-alouds 
so students hear how you arrive at explicit meanings, 
and point to specific places in the text to support your 
conclusions.

To help students make logical inferences  
from a text:

 • Select texts to read aloud or share with students that 
allow them to make logical inferences. Ask questions 
that lead them to infer (I wonder why he did that? I 
wonder what she thought? I wonder why the boy in the 
illustration looks sad?). As students answer these ques-
tions, ask them to explain how they arrived at their con-
clusions using specific words and phrases in the text.

 • Routinely ask students to show you the textual evidence 
that supports their inferences.

To support students in asking and answering 
questions about key details in a text:

 • Model asking questions about a text by writing questions 
on chart paper or annotating in the margins when using 
a whiteboard. Try to ask more analytical (how, why) ques-
tions than literal (who, what, where, when) questions.

 • Elaborate on what led you to ask a question. When 
reading a book about beavers, you might say, “When-
ever I see a picture of a beaver, they’re chewing on a 
tree branch. I wonder why they do this?” This will help 
students recognize that a question is typically an exten-
sion of something we already know.

 • Demonstrate how the answers to many of their ques-
tions can be found in the text. If the text is on a chart or 
in a big book, mark the answers to questions with sticky 
notes or highlighting tape, calling attention to the exact 
words that help answer a question.

To help your English language learners, try this:

 • Work with small groups to help students feel more com-
fortable sharing ideas. Make sure that each student has a 
copy of the text or that the text is large enough for them 
all to see comfortably. Allow students time to read a text 
or a portion of one several times to make sure they have 

Featured on this spread are specific 
teaching techniques for realizing 
each standard. Applicable to all 
subjects across grades K–2, these 
strategies focus on what works in 
the classroom.
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a basic understanding before focusing on key ideas or 
making inferences.

 • Model asking questions using a short text or poster-size 
photograph. Elaborate on what leads you to ask questions 
and point to words and illustrations that provide answers.

Developmental Debrief:

Students, especially those coming to school with low 
language skills or those who lack the necessary preschool 

experiences to be academically successful, need to be 
read to several times throughout the day. This will help 
them acquire the academic vocabulary and syntax they 
need to understand complex texts.

In order for students to feel comfortable, it is essential 
for the teacher to create a risk-free environment where 
students are encouraged to offer their ideas and opinions 
openly, without fear that their responses will be judged 
“right or wrong,” “good or bad.”

Notes



Clearly worded entries 
decode each word or 
phrase according to the 
particular way it is used 
in a given standard.

A dedicated academic 
vocabulary section 
offers a quick-reference 
glossary of key words 
and phrases for each 
standard.
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Grades K–2 Common Core Reading Standard 1 

Academic Vocabulary: Key Words and Phrases

Cite specific textual evidence: Readers need to refer-
ence the text to support their ideas, rather than simply 
stating opinions or referring to personal experiences; 
students should be able to reference illustrations or 
read words or sentences from the text that prove the 
points they are trying to make.

Conclusions drawn from the text: Readers take a 
group of details (different findings, series of events, 
related examples) and infer from them an insight or 
understanding about their meaning or importance 
within the passage or the text as a whole. These insights 
or conclusions are based on evidence found in the text.

Explicitly: This refers to anything that is clearly and 
directly stated in precise detail; it may suggest factual 
information or literal meaning, although this is not 
necessarily the case.

Informational texts: These include nonfiction texts 
written for a variety of purposes and audiences, such 
as expository texts, informational narratives (biogra-
phy, history, journals and diaries, persuasive texts and 
essays). Informational texts include written arguments 
as well as visual images such as charts and diagrams.

Key details: These are parts of a text that support the 
main idea and enable the reader to draw conclusions/
infer what the text or a portion of a text is about.

Literature: This refers to fiction, poetry, drama, and 
graphic stories as well as artworks by master painters or 
distinguished photographers.

Logical inferences (drawn from the text): To infer, 
readers add what they learned from the text to what 
they already know about the subject; however, for an 
inference to be “logical,” it must be based on evidence 
from the text.

Prompting and support: Here the teacher takes the 
lead role in helping students initiate a particular skill 
or strategy. She is likely to think aloud and model pre-
cisely what she wants students to be able to do on their 
own later, and to nurture their attempts.

Read closely (close reading): This refers to reading 
that emphasizes not only surface details but the deeper 
meaning and larger connections between words, sen-
tences, and the full text; it also requires the reader to 
attend to the author’s craft, including organization, 
word choice, and style.

Text: In its broadest meaning, a text is whatever one is 
trying to read: a poem, essay, or article; in its more 
modern sense, a text can also be an image, an artwork, 
a speech, or a multimedia format such as a website or 
film.

Textual evidence: Not all evidence is created equal; 
students need to choose those pieces of evidence (illus-
trations, words, or sentences) that provide the best 
examples of what they are saying or the most compel-
ling references to support their assertions.

Notes
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Planning Page: Reading Standard 1

Purpose of Lesson/s:

Planning the Lesson/s Questions to Ask

Differentiating Instruction Thinking Beyond This Standard

Read closely to determine what the text says explicitly and to make logical inferences from it; cite specific textual 
evidence when writing or speaking to support conclusions drawn from the text. 

The standards guide instruction, not dictate it. So as you plan lessons remember you aren’t teaching the standards, 
but instead are teaching students how to read, write, talk, and think through well-crafted lessons that draw from the 
pedagogy embedded within the CCSS document. Engaging lessons often have several ELA standards within them, 
and integrate reading, writing, speaking and listening, and language. 

A planning template provides 
prompts to help you develop 
lesson plans that address and 
connect standards. 



Planning Page: Foundational Skills Standard 4

Purpose of Lesson/s: Working with a small group of readers to give them additional practice reading at a rate 
and with expression that matches what the text is about. Important to connect how a text is read and what it 
means. 

Planning the Lesson/s Questions to Ask (That Support Your Purpose)

Small Group Lesson: (4 students)
 • The Boy Who Cried Wolf by B.G. Hennessy 

(picture book); 2 copies of You Read to Me, I'll 
Read to You: Very Short Fables to Read Together 
by Mary Ann Hoberman 

 • Read aloud the picture book stopping at key 
pages to talk about how the different characters 
were feeling, e.g., page where the boy want a bit of 
excitement; attend to punctuation (question and 
exclamation marks)

 • Introduce "two-voices" version of fable; explain it's 
the same story only in play format, much shorter, 
and in two voices--townspeople and the boy

 • Put kids in partners: one to read the orange 
print (boy) and the other to read the green 
(townspeople)

Questions to ask that help kids match how they're reading 
a text with what it's about:

 • What is this fable about? And what's the moral?
 • How does it feel when you know someone has 

played a trick on you? How did the townspeople 
feel? (Evidence) How might their voices sound 
when they speak to the boy--when they think there 
really is a wolf? When they know there isn't one?

 • How do you think the boy would feel and sound 
when he knows that no one is coming to help?

Differentiating Instruction Thinking Beyond This Standard

Independent work: 

 • Let partners practice reading the choral reading 
version during independent reading

 • Allow other students who want to try out the two-
voice version a chance to do so 

Whole class:

 • Partners present to whole class during the reading 
share and talk about how they're making their voice 
match what the story is about

 • Introduce fractured version The Wolf Who Cried 
Boy. Demonstrate expressive reading, point to 
words in bold, exclamation marks, enlarged text, 
etc. This time also attend to speech tags, e.g., 
whispered, whimpered, signed, moaned

 • Point of view, townspeople and the boy (Reading 
Standard 6)

 • Additional work attending to punctuation (Reading 
Standard --) 

 • Attend to tier two vocabulary, e.g., whimpered, 
peered, shrugged--implicitly and explicitly 
(Language Standard 4)

 • Some kids may want to try writing a dramatic 
version of The Wolf Who Cried Boy in two 
voices--the Wolf 's and Father Wolf (Writing 
Standard --)

 • Use punctuation and speech tags in writing to 
show expression and give meaning (Writing 
Standard --)

Read with sufficient accuracy and fluency to support comprehension

The standards guide instruction, not dictate it. So as you plan lessons remember you aren’t teaching the standards, 
but instead are teaching students how to read, write, talk, and think through well-crafted lessons that draw from the 
pedagogy embedded within the CCSS document. Engaging lessons often have several ELA standards within them, 
and integrate reading, writing, speaking and listening, and language. 

Example of a Filled-in Worksheet: First Grade

List the specifics 
about how you 
envision the lesson 
unfolding.

This is a place to write 
notes about the purpose 
of your lesson and what 
you really want your 
students to take away.

Think through how you’ll use 
the lesson to engage all of your 
learners.

List skills, texts, and ideas for 
foregrounding or reinforcing 
other ELA standards.

Here, jot down the questions you 
plan to ask your students to help 
guide them through your lesson.
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Key Principles and 
Additional Teaching 
Strategies for English 
Language Learners K–2

For each standard throughout this book, suggestions for supporting English language 
learners appear at the ends of the “What the Teacher Does” pages. Here, these 

instructional ideas are supplemented with additional background, including information 
on the stages of language acquisition and the implications for differentiated scaffolding.

Focus on Acquisition

The young students in our K–2 classrooms, both native English speakers and English language 
learners, are learning language. In many respects they are remarkably the same in their quests 
for language acquisition. Both groups of students are rapidly developing their vocabularies, 
using language to communicate, and learning about academic language and formal English.

However, there is a difference between students who are native English speakers and 
those who are English language learners. ELLs are acquiring a second (or even third) 
language when they learn English at school; they already have their primary language with 
which they communicate at home and in the community. Thus, many of these children 
are fluent in their first language, an important point to remember so that our mind-set as 
teachers isn’t that these young kids are struggling learners overall.

We learn language through two processes. One process is called acquisition and the 
other is called language learning. Language acquisition is “picking up” a language. 
Language learning is what we experience when we take a class in a foreign language.

In our classrooms we want to focus on the natural process of “picking up” a language. 
Thus, for both native English speakers and English language learners, this book is filled 
with strategies and lessons to teach the standards through natural, motivating, and 
supportive teaching.

Consider the Five Stages

To understand the best ways to help your English language learners, and to differentiate 
instruction based on their language acquisition needs, it is important to understand that 
not all students learning English need the same scaffolds, the same types of instruction, 
or the same performance tasks. What they need depends on which stage of language 
acquisition they are in. While people don’t fit into boxes, and language learning is a fluid 
process, it truly helps to understand the five stages of language acquisition and assess 
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where your students are so you can tailor instruction based on their language needs. These 
five stages, as described in the table below, are preproduction, early production, speech 
emergence, intermediate fluency, and advanced fluency (Haynes & Zacarian, 2010; 
Krashen, 1982, 2003; Krashen & Terrell, 1983).

It is also important to note that students acquire language in a natural order (Krashen, 
1982, 2003; Peregoy & Boyle, 2012). The key idea here is that students learn English not 
in the order that you teach it, but rather in the natural way that the brain learns language. 
In other words, you can’t force students to learn a grammar rule by teaching it explicitly, 
but you can ensure that students acquire English rapidly by providing engaging language—
rich, supportive, culturally respectful—and meaningful classroom experiences in English 
(Akhavan, 2006; Hoover & Patton, 2005).

Offer Collaborative Activities

To support language acquisition, it is important to provide learning activities that encourage 
English language learners to work together with native English speakers so that they have 
opportunities to talk, think, read, and write in English. It is also important to take into 
consideration the prior knowledge of the English language learners and preview, or front-
load, information, ideas, and activities with them in small groups before they join the whole 
group for a lesson in English. This front-loading in small-group discussion gives English 
language learners the opportunity to develop knowledge about a subject, discuss the topic in 
a “safe” setting where they can question, and even use their primary language to discuss the 
lesson so that they have a foundation before receiving the main lesson in English.

Check the Clarity of Your Lessons

Making your lessons understandable to English language learners is the most important 
thing you can do to help these students be successful in your classroom. Making “input” 
comprehensible will help your students participate in lessons, help them understand what is 
going on in the classroom, and encourage them to speak in English as appropriate (Krashen, 
2003). You need to provide comprehensible lessons that scaffold the language learner. Scaffolds 
can include pictures, objects, media from the Internet, and other realia; the important thing is 
that they powerfully contextualize what you are saying, making it comprehensible and concrete.

Speak Clearly and at an Appropriate Pace

It also helps to slow down your speech rate, and to repeat what you are saying to give students 
learning English “clues” about what you are teaching and time to process. This is true not 
only for students new to English but also for students who seem to be proficient because they 
can speak well in English but may not have yet developed academic language.

Attune Your Teaching and Learning Expectations  
to the Stages of Language Acquisition

Language-appropriate, culturally relevant instruction and instruction with high 
expectations for learning can support students as they learn English. The following table 
explains the five stages of language acquisition and highlights learner characteristics at 
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each stage. You can best support language acquisition by matching your expectations for 
student production and interaction in English with the stages that your students are in, as 
evidenced by their oral and written work.

Unfortunately, many students remain in the intermediate and early advanced stages 
for their entire school careers, never reaching full English proficiency. These students, 
considered long-term English learners, struggle in content-area classes. This is why it is 
so important that you know and understand the five stages of language acquisition; this 
knowledge enables you to differentiate instruction based on student needs.

The Five Stages of Language Acquisition: What to Expect of Students

Stage Student Characteristics Time Frame
Appropriate Instructional 
Activities

Preproduction Students are silent and do 
not speak.

They may parrot English 
speakers.

They listen a lot and may be 
able to copy words from the 
board.

They can understand gestures 
and movements (e.g., they can 
nod yes or no).

0–6 months Ask students to point, touch, or use 
gestures.

Provide listening experiences without 
the expectation to talk in English.

Build vocabulary through physical 
response (i.e., having students act out 
words and phrases).

Pair students with primary language 
students.

Early production Students can speak in one- 
or two-word chunks and 
phrases.

They may use memorized 
phrases, but will not always 
be correct (e.g., May I get a 
drink of water?).

They may produce short 
sentences with present-tense 
verbs.

6 months to 1 
year

Ask yes or no, either/or, and who and 
what questions.

Provide comprehensible listening 
activities.

Use pictures, language frames, 
sentence starters, and simplified 
content through picture books and 
modified texts.

Build vocabulary through pictures 
and realia.

Speech emergence Students can speak in simple 
sentences.

They can understand a lot of 
what is said.

They make grammatical 
errors in speaking and 
writing.

They may pronounce words 
incorrectly.

1–3 years Involve students in short 
conversations in small groups with 
other students.

Provide short or modified texts.

Use graphic organizers and word 
banks.

Provide writing activities through 
response journals or short writing 
assignments.

(Continued)
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Stage Student Characteristics Time Frame
Appropriate Instructional 
Activities

Provide contextualized support for 
content work.

Develop vocabulary through 
matching activities and lessons that 
develop conceptual understanding.

Intermediate 
fluency

Students comprehend basic 
communication well, but may 
not understand academic and 
content lessons.

They make few grammatical 
errors when speaking, but 
may still make errors when 
writing, especially with 
academic writing.

They can use more complex 
language and can participate 
in class with teacher support.

3–5 years Provide longer writing assignments.

Engage students in group work, 
project-based lessons, and relevant 
instruction.

Provide instruction in grammar and 
language conventions as related to 
student needs (e.g., assess student 
needs by examining writing journals 
and reading records).

Provide English language development 
lessons in vocabulary, content, and 
grammar tailored to student needs.

Advanced fluency Students are near native in 
their ability to speak and use 
English in content areas or 
with academic language.

They need continued support 
with academic language to 
continue acquiring language 
and conventions in academic 
domains.

4–7 years, or 
longer

Provide rich and engaging instruction 
based on standards and grade-level 
content expectations.

Continue to contextualize language 
and content.

Provide English language 
development lessons tailored to 
student needs.
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Standard 3:  Analyze how and why individuals, events, and ideas develop and interact over the course of a 
text.

Literature

K  With prompting and support, students identify 
characters, settings, and major events in a story.

 1  Students describe characters, settings, and 
major events in a story, using key details.

 2  Students describe how characters in a story 
respond to major events and challenges.

Informational Text

K  With prompting and support, students 
describe the connection between two individuals, 
events, ideas, or pieces of information in a text.

1  Students describe the connection between 
two individuals, events, ideas, or pieces of 
information in a text.

 2  Students describe the connection between 
a series of historical events, scientific ideas or 
concepts, or steps in technical procedures in a text.

Grades K–2 Common Core Reading Standard 3  Key Ideas and Details
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Grades K–2 Common Core Reading Standard 3

What the Student Does

Literature

K  Gist: Students identify the characters, setting, and major 
events in a story.

They consider:

 • Who is the main character and what is he or she like?
 • Who are the other characters and how does the main 

character get along with them?
 • How does the main character react to major events that 

occur?
 • Would the story have been the same if it had taken place at a 

different location?

 1  Gist: Students describe the characters, setting, and major 
events in a story, using key details.

They consider:

 • How does the main character behave at the beginning of the 
story? Why? What problem is causing him or her to act that 
way?

 • How do other characters make things better or worse for the 
main character?

 • What, if anything, has the main character learned by the 
end of the story? Or has what was once a problem been 
resolved? What events caused this to happen?

 • Would the story be the same if it had taken place at a 
different location or at a different time?

2  Gist: Students describe how characters respond to major 
events and challenges.

They consider:

 • How does the main character behave at the beginning, 
middle, and end of the story?

 • Why does the main character’s behavior change from the 
beginning of the story to the end?

 • What event is the turning point of the story, when the main 
character does something or understands something that 
helps solve the problem?

Informational Text

K  Gist: Students describe how two individuals, events, ideas, or 
pieces of information relate to one another.

They consider:

 • How does the title help me understand what the text is 
about?

 • Which pieces of information explain the title?
 • How is the text organized? Do the sections or chapters follow 

in a helpful order?
 • How do the illustrations and the words work together to help 

me understand the main topic?

 1  Gist: Students describe how two individuals, events, ideas, or 
pieces of information relate to one another.

They consider:

 • What does the title tell me about the topic? How about the 
headings?

 • How is the text organized? Do the sections or chapters follow 
in a logical order?

 • How does the information in each section relate to the 
section title and the main topic as a whole?

 • How do the illustrations, the text features, and the words 
work together to help me understand the main topic?

 2  Gist: Students describe the connection between his-
torical events, scientific ideas or concepts, or steps in technical 
procedures.

They consider:

 • Is the author’s purpose to describe people, events, and 
concepts; to give steps in a process; or to describe how to do 
something?

 • How do the illustrations, the text features, and the words 
work together to help me understand the main topic?

 • When I “add up” the section headings, what do I learn? How 
do they build on one another to give information about the 
main topic?
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Grades K–2 Common Core Reading Standard 3 

What the Teacher Does

To help students identify the characters, setting, 
and major events in a story:

 • Read aloud and share texts whose story elements and/or 
organization are straightforward and a good fit with the 
story elements you’re highlighting. Look for tradition-
ally organized stories, such as “The Three Billy Goats 
Gruff” and Rosemary Wells’s Timothy Goes to School, 
and use story map graphic organizers to chart the sto-
ries’ development (www.corwin.com/thecommoncore-
companion).

 • Make a list of all the characters in a story and determine 
which is the main character and which ones play more 
of a supporting role. Elicit from students why they cat-
egorize the characters as they do, and direct them back 
to the text for evidence.

 • Create character webs to help students identify what 
the main and supporting characters are like, how 
they feel, and what motivates them to behave in cer-
tain ways. As students read the text, help them draw 
connections between the characters, for example, 
between the hardworking Little Red Hen and the lazy 
Dog, Duck, and Pig. Help students identify how the 
Little Red Hen’s request for help and Dog’s, Duck’s, 
and Pig’s refusal to help lead her to act as she does at 
the end.

 • Help students understand that setting refers to both 
where (city, country, in school, at home, and so on) and 
when (time of day or season) a story takes place. This 
also includes the geographic and/or historical location 
of the story. Help students keep track of any changes in 
the setting of the story and help them identify the words 
the author uses to alert them to such changes.

To help students describe and explain how 
characters respond to major events and 
challenges:

 • Have students identify the wants or needs of key char-
acters and parts of the story where their various wants 
and needs conflict. Examine what those conflicts reveal 
about the characters.

 • On a second reading, build a major events (plot) map 
with students to record the most important happenings. 
Illustrate how a plot builds. Have students identify the 
turning point in the story. Lead them in a discussion of 
what came before and after (www.corwin.com/thecom-
moncorecompanion).

 • As you read a picture book a second time, invite stu-
dents to hold up yellow sticky notes to signal major 
moments in the story. Pause to have them examine the 
illustration that depicts the scene and describe how the 
character is behaving, and why. Continue this activity 
until the story’s end. Help them notice whether or not 
characters typically act in certain ways.

 • Create a three-column chart with students that you can 
add to over the year, listing the main character’s name, 
a personality trait, and whether or not the character 
changes by the end of story. Doing so helps children see 
that in some stories the main character does change, 
while in others the author has the character stay the 
same on purpose (e.g., Curious George, Amelia Bede-
lia, Judy Moody, Clifford, Spinky in Spinky Sulks).

To help students describe how individuals, 
events, ideas, and pieces of information relate to 
one another:

 • Select a portion of a text and model how you absorb each 
sentence, noticing when two things connect in a partic-
ularly striking, important way. (For example, in a book 
about rain-forest animals, you might note the connec-
tion between a parrot’s brightly colored feathers, camou-
flage, and the concept of predator/prey. In a biography of 
Jackie Robinson, Robinson and the owner of the Brook-
lyn Dodgers, Branch Rickey, have a significant connec-
tion because Rickey dared to break the Major League 
Baseball color barrier by allowing Robinson to play.)

 • Help students identify language that lets them know 
two pieces of information, ideas, concepts, or events 
are being compared (but, however, in contrast, versus). 
Likewise, help them identify words that signal the infor-
mation is organized in a sequence (first, next, and then).

To help students describe the connection 
between historical events, scientific ideas or 
concepts, or steps in technical procedures.

 • Help students determine why something happened as it 
did. This will help them begin to identify cause/effect 
relationships between concepts, people, and events.

 • Gather a few texts that offer different and clear exam-
ples of signal words. Read the texts and chart the signal 
words, posting them on the wall for student reference. 
For example, some authors use timelines, dates, num-
bered steps, and words like first, second, next, last, most 
important, and years ago.
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To help your English language learners, try this:

 • Guide a small group of students through a basic story 
in which the story elements are obvious and unam-
biguous. If students don’t each have their own copy 
of the story, use an enlarged text. Wordless books offer 
students the opportunity to focus on the story elements 
shown in the illustrations.

 • Provide students with a story structure graphic orga-
nizer and have them discuss the story elements and fill 
them in as you or they read. For nonfiction text, use a 
graphic organizer that matches the text structure and 
fill in the organizer as you read or discuss the text.

 • Make certain students understand the academic vocab-
ulary you’re using, such as main character, problem, and 
resolution, and for nonfiction text, main idea and details.

Developmental Debrief:

Nascent readers typically focus more on the plot than on 
the characters. The teacher, therefore, is instrumental in 
helping students make the move from focusing on the 
plot to attending to how and why the characters behave 
as they do. Select read-aloud and shared-reading texts 
with multidimensional characters and guide students to 
recognize how the characters’ personality traits and ways of 
thinking or acting ultimately affect how the story turns out.

Notes
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Grades K–2 Common Core Reading Standard 3 

Academic Vocabulary: Key Words and Phrases

Analyze: This means to look closely at something for the 
key parts and how they work together.

Characters: Characters can be simple (flat, static) or 
complex (round, dynamic); only characters that change, 
that have rich inner lives and interact with people and 
their environments, can be considered “complex.”

Cause/effect relationship: This is the relationship 
between the reason (or “why”) something happens 
and the consequences of that action. The cause is why 
something happens. The effect is what happens as a 
result of the cause.

Compare/contrast: This requires students to identify 
and analyze what is similar (compare) and what is dif-
ferent (contrast) about two things.

Connections: This refers to how one idea, event, piece 
of information, or character interacts with or relates 
to another idea, event, piece of information, or char-
acter. When connecting one idea to another idea or 
one event to another event, students often have to con-
sider cause and effect, or why things turned out as they 
did. When connecting characters, they might need 
to consider how the changes in characters from the 
beginning of a story to the end relate to how the main 
character interacts with or relates to other characters or 
events in the story.

Develop and interact: As stories unfold, events and 
characters change; these changes are the consequences 

of interactions that take place between people, events, 
and ideas within a story or an actual social event. In 
addition, as individuals, events, and ideas change or 
develop they often grow more complex or evolve into 
something altogether different.

Key details: In the context of literature, key details relate 
to story grammar elements—that is, character, setting, 
problem, major events, and resolution—and how they 
interact.

Major events: These are the most important events in 
a story, typically related to how the main character 
resolves a problem or handles a challenge.

Sequence of events: This is the order in which the 
events in a story or text occur, or the order in which 
specific tasks are performed.

Setting: This is the place and time in which a story, 
novel, or drama takes place. To determine the setting, 
students describe where it takes place (there may be 
more than one setting in a text) and when it takes place, 
which may refer to a specific time period or can be the 
past, present, or future.

Steps in technical procedures: Whether in social 
studies or science, the idea here is that in any series 
of steps or stages, some steps or stages are more cru-
cial than others. Students must be able to discern this 
so they can understand why the steps or stages are so 
important and how they affect other people or events.

Notes
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Planning Page: Reading Standard 3

Purpose of Lesson/s:

Planning the Lesson/s Questions to Ask

Differentiating Instruction Thinking Beyond This Standard

Analyze how and why individuals, events, and ideas develop and interact over the course of a text. 

The standards guide instruction, not dictate it. So as you plan lessons remember you aren’t teaching the standards, 
but instead are teaching students how to read, write, talk, and think through well-crafted lessons that draw from the 
pedagogy embedded within the CCSS document. Engaging lessons often have several ELA standards within them, 
and integrate reading, writing, speaking and listening, and language. 
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Standard 3: Know and apply grade-level phonics and word analysis skills in decoding words.

Grades K–2 Common Core Reading  
Foundational Skills Standard 3 

 Phonics and  
 Word Recognition

 K  Students know and apply grade-level phonics and word analysis skills in decoding words.
a. Demonstrate basic knowledge of one-to-one letter-sound correspondences by producing the 

primary sound or many of the most frequent sounds for each consonant.
b. Associate the long and short sounds with common spellings (graphemes) for the five major vowels.
c. Read common high-frequency words by sight (e.g., the, of, to, you, she, my, is, are, do, does).
d. Distinguish between similarly spelled words by identifying the sounds of the letters that differ.

1  Students know and apply grade-level phonics and word analysis skills in decoding words.
a. Know the spelling-sound correspondences for common consonant digraphs.
b. Decode regularly spelled one-syllable words.
c. Know final -e and common vowel team conventions for representing long vowel sounds.
d. Use knowledge that every syllable must have a vowel sound to determine the number of syllables in 

a printed word.
e. Decode two-syllable words following basic patterns by breaking the words into syllables.
f. Read words with inflectional endings.
g. Recognize and read grade-appropriate irregularly spelled words.

2  Students know and apply grade-level phonics and word analysis skills in decoding words.
a. Distinguish long and short vowels when reading regularly spelled one-syllable words.
b. Know spelling-sound correspondences for additional common vowel teams.
c. Decode regularly spelled two-syllable words with long vowels.
d. Decode words with common prefixes and suffixes.
e. Identify words with inconsistent but common spelling-sound correspondences.
f. Recognize and read grade-appropriate irregularly spelled words.
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Grades K–2 Common Core Reading Foundational Skills Standard 3 

What the Student Does

K  Gist: Students know and apply grade-level phonics and word analysis skills in decoding words.

They consider:

 • Do I know the basic consonants? And many of the most frequent sounds for each consonant?
 • Do I know the five major vowels and their sounds? Do I know the common spellings of the short vowel sounds? Do I know the 

common spellings of the long vowel sounds?
 • Can I read common high-frequency words accurately and quickly without sounding them out?
 • Can I identify the sounds of the letters that are different in words that are similarly spelled? Can I identify the differences between 

words that look almost alike? Can I read them?
 • Do I use what I know about letter-sound relationships when I read on my own?
 • Do I use phonics together with what makes sense and sounds right?
 • Do I look all the way through words to the end to make sure that more than just the beginning sounds and letters match?

1  Gist: Students know and apply grade-level phonics and word analysis skills in decoding words.

They consider:

 • Do I know the letter-sound relationships for common consonant digraphs?
 • Can I decode regularly spelled one-syllable words?
 • Do I know final -e and common vowel team conventions for representing long vowel sounds?
 • Do I know that every syllable must have a vowel and use that to help me count the number of syllables in a printed word?
 • Can I figure out two-syllable words by breaking the words into syllables?
 • Can I read words with inflectional endings?
 • Can I read irregularly spelled words that are at my grade level?
 • Do I use what I know about letter-sound relationships when I read on my own?
 • Do I use phonics together with what makes sense and sounds right?
 • Do I look all the way through words to the end to make sure that more than just the beginning sounds and letters match?

1  Gist: Students know and apply grade-level phonics and word analysis skills in decoding words.

They consider:

 • Do I know the difference between long and short vowels when reading regularly spelled one-syllable words?
 • Do I know letter-sound correspondences of common vowel teams?
 • Can I read regularly spelled two-syllable words with long vowels?
 • Can I decode words with common prefixes and suffixes?
 • Can I identify words with inconsistent but common letter-sound correspondences?
 • Can I read irregularly spelled words at my grade level?
 • Do I use what I know about letter-sound relationships when I read on my own?
 • Do I use phonics together with what makes sense and sounds right?
 • Do I look all the way through words to the end to make sure that more than just the beginning sounds and letters match?
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Grades K–2 Common Core Reading Foundational Skills Standard 3 

What the Teacher Does

Considering the expansive nature of this standard—
that is, it addresses all of the phonetic elements students 
need to know in K–2 classrooms—we provide some broad 
instructional principles and practices that apply to all 
of these phonetic elements, rather than addressing each 
element individually.

To help students know and apply grade-level 
phonics and word analysis skills in decoding 
words:

 • Provide systematic, explicit phonics instruction from 
a research-based resource (consider work by Wiley 
Blevins and Marilyn Jager Adams). Along with the 
resource, which should provide a scope and sequence 
for learning the letters and the sounds they make, give 
students voluminous opportunities to practice their 
developing skills with fiction and nonfiction books, 
rhymes, songs, and so on. One approach without the 
other is insufficient and simply does not work; the 
meaningful, engaging texts motivate students to do the 
hard work of cracking the code of the English language 
and, more to the point, give them the forum for apply-
ing their knowledge to texts.

 • Make the point to students that understanding phonics 
will help them read all their favorite books on their own. 
See it through this comprehension lens too, so that you 
gear your phonics instruction toward an emphasis on 
automatic word recognition. Why? Brain research has 
proven that we have a limited amount of capacity in 
our working memory, and so if we use it for one thing, 
it’s not available for another. When students can’t read 
words automatically and have to spend loads of time 
working on identifying words, they’re using their brain 
capacity on letter sounds and don’t have it available to 
make sense of the author’s message. This is why it’s crit-
ical that, early on, students learn a large bank of sight 
words—that is, words they can recognize automatically. 
(Sight words are discussed in more depth in Founda-
tional Skills Standard 4, fluency.)

 • When using authentic texts to introduce a particular 
phonics element, teach from the whole to the parts. 
That is, begin a phonics lesson by appreciating the 
whole book and then move to the sentence, then from 
the sentence to the word, and then from the word to 
letters and letter combinations. Doing so is far more 
effective than introducing and practicing skills with 
workbooks or worksheets. Just as it’s easier to fill in 

puzzle pieces after you’ve seen the entire picture on 
the cover of the box, it’s easier for students to work with 
letters when they know their place in the meaningful 
whole.

 • To teach letter-sound relationships, conduct lots of let-
ter and sound searches. Young children love the game-
like quality of such activities, and they are “whole to 
part.” That is, students begin with a whole text and then 
identify the specific letters or sounds on which to focus. 
(For help with how to do letter-sound searches, see the 
online resources at www.corwin.com/thecommoncore-
companion.) Teaching with this approach does not pre-
clude teaching phonics systematically; it’s just a great 
way to augment such teaching.

 • Recognize the power of knowing the 37 dependable 
rimes in helping students read accurately and automati-
cally. (In a single-syllable word, the onset is the initial 
consonant or consonant blend before the vowel, and the 
rime is the vowel and any consonants that follow. For 
example, in the word flop, /fl/ is the onset and /op/ is the 
rime.) (For this list of 37 rimes, see the online resources at 
www.corwin.com/thecommoncorecompanion.) Helping 
students become familiar with spelling patterns in words 
enables them to move beyond seeing isolated words to 
seeing chunks of letters that make specific sounds.

 • Show students how to use phonics together with 
semantics (meaning) and syntax (grammar) to figure 
out words they don’t know. Relying on just one cue-
ing system, such as letter-sound relationships, deprives 
students of the natural clues they would get by con-
sidering the message the text is conveying or how the 
unknown word is used in the sentence. However, it’s 
equally problematic to rely too heavily on semantics 
and have students guess at a word using only its initial 
sound. All three cueing systems—letter-sound relation-
ships, semantics, and syntax—are important.

 • Make the cloze procedure a standard practice in your 
classroom. (For information on how to do the cloze 
procedure, see the online resources at www.corwin.
com/thecommoncorecompanion.)

 • Leverage phonics skills with writing. One of the most 
powerful ways to teach and have students practice con-
necting sounds to letters and letter combinations is 
through writing. When students write, they’re using 
and consolidating the very same sound and letter com-
binations you’re teaching in reading. A writing center 
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stocked with paper and colored markers can be the hub 
of short, student-generated books; as a class, write fun 
phonics-laced books (e.g., “That cat sleeps in the sun”; 
“That cat isn’t thin but he sure isn’t fat”).

 • In addition to your standardized method of assessing 
students’ knowledge of letter sounds, examine students’ 
writing for what they know and need to learn.

 • Trust that students can, in fact, read unfamiliar words 
without knowing all the letters. The trick, of course, is 
that the word is embedded in a meaningful context. 
When it is, students can use the meaning of the sen-
tence or text as a whole and their knowledge of English 
syntax to figure out the word. When they have daily 
opportunities to read just-right texts, they eventually 
learn the sounds that correspond with different letters 
and spelling patterns.

 • Analyze words for their roots and affixes. This not only 
helps students figure out the meanings of words, but it 
also helps them identify words. Use an online search 
engine to search “word roots and affixes games for kids” 
to find helpful lists and fun games to play with students.

To help your English language learners, try this:

 • Children learning English need explicit instruction in 
letters and the sounds they make when combined; thus, 

these students benefit from a comprehensive phonics 
resource. However, they also need exposure to many 
books with large numbers of sight words to put the pho-
nics in context. Have them illustrate and write a simple 
story that uses the letter/sound combinations you are 
working on.

 • In small groups made up of only English language 
learners, provide “play” time with letter cards, word 
cards, and pocket charts. Students can create words 
and work in pairs or teams to sound them out together. 
You can use onset and rime lists, root words and com-
mon prefixes, and suffixes and words from patterned 
texts that students are familiar with. Working in this way 
with groups composed exclusively of English language 
learners gives students supportive “risk-free” group time 
to play with the language and sounds.

Developmental Debrief:

Young readers and writers need to see how what they’re 
learning fits into the larger picture. For K–2 students, this 
makes it particularly important that you work from the 
whole to the part. Shared reading, in which students read 
along with and understand a text, is the perfect setting 
for emphasizing the individual letter sounds you want 
students to learn.

Notes
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Grades K–2 Common Core Reading Foundational Skills Standard 3

Academic Vocabulary: Key Words and Phrases

Apply grade-level phonics and word analysis skills 
in decoding words: It’s not enough for students sim-
ply to be exposed to phonetic skills and strategies in 
whole-class lessons; they also need to have daily oppor-
tunities to read and write on their own so they can try 
out these skills and strategies.

Common prefixes and suffixes: Prefixes are meaning-
ful units of letters that come before a root word, and suf-
fixes are meaningful units that come after a root word. 
The most common prefixes are dis-, re-, un-, and in- (im-, 
il-, ir-), all of which mean “not.” The most common suf-
fixes, which include inflectional endings, are -s and -es, 
-ed, -ing, and -ly. (Others that come up a lot are -less, 
-able, and -sion/tion.) Common prefixes and suffixes 
show up frequently in elementary-age texts.

Consonant digraphs: These are two or more conso-
nants representing a single sound, such as kn and ck. 
They are different from consonant blends because in 
blends all of the two or three consonant sounds are 
heard (e.g., dr and str). Both consonant digraphs and 
blends can come at the beginnings or ends of words.

Decoding: This refers to applying knowledge of letter-
sound relationships to a set of letters, thus making it into 
a meaningful word. Decoding is the opposite of encod-
ing, which involves changing spoken words into print.

Final -e convention: This refers to how the vowel in 
CVCe (consonant-vowel-consonant-silent e) words is 
given a long sound by the silent e. For example, the 
word rob is changed to robe and tap to tape. This is 
often referred to as a split digraph, where two vowels 
that make one sound are split by a consonant, such as 
a-e in take and i-e in bite.

Grade-level phonics: This refers to phonics instruction 
that is appropriate for students at a particular age and 
grade level, and from which they are likely to benefit. 
For example, it would be unwise and inappropriate to 
try to teach diphthongs to kindergarten students. (Con-
sonant and vowel sounds would be more appropriate.) 
Likewise, in second grade it makes little sense to spend 
instructional time on consonant sounds, since most 
students have advanced far beyond that point.

Graphemes: These are letters (or a single letter) that 
represent or spell a sound in a word. The concept of 
graphemes applies to written language, whereas the 

concept of phonemes (the smallest meaningful units of 
sound) applies to spoken language. The two together 
are sometimes referred to as the grapheme-phoneme 
relationship (or letter-sound) relationship.

High-frequency words: These are often referred 
to as sight words because many do not sound like 
what their spelling suggests (e.g., does and our), and 
therefore readers must recognize them accurately 
and automatically on sight. It is crucial for students 
to recognize an ever-growing bank of sight words 
instantaneously, since such words make up a high 
percentage (as much as 50%) of the words school-
age students read in and out of school. Instant recall 
of these words allows students to attend to the mes-
sages, as well as other more challenging words, in 
the texts they read. Two lists of high-frequency words 
to which we often refer are the Dolch list of 220 
words and the Fry list of 600. As students progress 
through the grades, they will need to commit thou-
sands more words to sight.

Inflectional endings: These are added to the end of a 
root word to change its meaning (i.e., -s, -es, -ed, -ing).

Irregularly spelled words: These are words that do not 
follow regular spelling patterns, such as been and come, 
and as such cannot be easily sounded out.

Phonics: This method of teaching reading relies on 
matching the sounds that letters and letter combina-
tions make with words in print.

Regularly spelled words: These are words that follow 
regular spelling patterns, such as team and bake.

Vowel team conventions for representing long 
vowel sounds: This occurs when two vowels together 
make the same long vowel sound almost all of the time, 
such as -oa, -ai, -ee, and -ea. The ditty “When two vow-
els go walking, the first one does the talking” is one 
that students learn early on and can be relied on much 
of the time. That said, frustration can set in when stu-
dents happen upon words that don’t follow the conven-
tion, like ready, said, and chief.

Word analysis skills: These skills involve breaking a 
word down into its smaller parts—its root, prefixes, and 
suffixes—so it can be read and understood. This is dif-
ferent from phonics, which relies on matching sounds 
to letters and letter combinations.
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Planning Page: Foundational Skills Standard 3

Purpose of Lesson/s:

Planning the Lesson/s Questions to Ask

Differentiating Instruction Thinking Beyond This Standard

Know and apply grade-level phonics and word analysis skills in decoding words. 

The standards guide instruction, not dictate it. So as you plan lessons remember you aren’t teaching the standards, 
but instead are teaching students how to read, write, talk, and think through well-crafted lessons that draw from the 
pedagogy embedded within the CCSS document. Engaging lessons often have several ELA standards within them, 
and integrate reading, writing, speaking and listening, and language. 
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Standard 1:  Write arguments to support claims in an analysis of substantive topics or texts, using valid 
reasoning and relevant and sufficient evidence.

Grades K–2 Common Core Writing Standard 1 
 Text Types and  

 Purposes

 K  Students use a combination of drawing, dictating, and writing to compose opinion pieces in which they 
tell a reader the topic or the name of the book they are writing about and state an opinion or preference about 
the topic or book (e.g., My favorite book is . . .).

1  Students write opinion pieces in which they introduce the topic or name the book they are writing about, 
state an opinion, supply a reason for the opinion, and provide some sense of closure.

2  Students write opinion pieces in which they introduce the topic or book they are writing about, state 
an opinion, supply reasons that support the opinion, use linking words (e.g., because, and, also) to connect 
opinion and reasons, and provide a concluding statement or section.
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Grades K–2 Common Core Writing Standard 1 

What the Student Does

K  Gist: Students write opinion pieces about a topic or a book, using a combination of drawing, dictating, and writing.

They consider:

 • What is the topic? Or, what is the name of the book?
 • What do I think about the topic? Or, what do I think about the book?
 • Why do I think this?
 • What picture can I draw to show my opinion?

1  Gist: Students write an opinion piece about a topic or a book.

They consider:

 • What is the topic? Or, what is the name of the book?
 • What do I think about the topic? Or, what do I think about the book?
 • What is one reason I think this way about the topic? The book?
 • What words and pictures work best to tell what I think?
 • How can I write an ending to show I’m finished?

2  Gist: Students write an opinion piece about a topic or a book.

They consider:

 • What is the topic? Or, what book am I writing about?
 • What is my opinion on the topic? Or, what is my opinion of the book?
 • What are two or three reasons I can write to show what I think?
 • Have I used linking words such as because and next to connect my opinion to my reasons?
 • How can I write an ending sentence or two that restates my opinion?
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Grades K–2 Common Core Writing Standard 1 

What the Teacher Does

To give students practice in stating their opinions 
and backing them up with reasons:

 • Start by teaching students what it means to have an 
opinion. Make a statement such as “I love rainy days,” 
and invite them to agree or disagree, give a reason, and 
explain why. For example, a student might say, “I don’t 
like rainy days because I have to stay inside.” Or “I like 
rainy days because I get to jump over puddles.” Provide 
students with regular opportunities to state what they 
like or don’t like about their everyday experiences and 
give reasons. Be sure to applaud students’ use of the 
word because and vary the like/don’t like construct with 
other sentence structures, such as “The best restaurant 
is __________ because . . . .”

 • Regularly invite students to state their opinions on a 
content-area topic they’re studying or on a book you’re 
reading aloud. Be sure to have them back up their opin-
ions with reasons, and encourage them to include the 
word because (or something to that effect) when stat-
ing the reasons for their opinions. Be careful to neither 
refute students’ less valid reasons (e.g., Grizzly bears 
are more dangerous than black bears because they are 
taller) nor applaud reasons that are objectively stron-
ger (e.g., Grizzly bears are more dangerous than black 
bears because they can’t climb trees to get away from 
danger as well as black bears can, so they’ve learned 
to fight). The goal is for students to feel comfortable 
expressing their opinions and trying their best to back 
them up with sound reasoning.

 • Brainstorm a class “Wish List” of all the things students 
would love to change. For example, “I wish we could 
get new equipment for our school playground,” or “I 
wish there were no zoos so that animals could live free.” 
Have students work in pairs and select one idea from 
the “Wish List” to discuss. Encourage them to come up 
with several reasons for their opinions, and give them 
opportunities to share with the class. Post the “Wish 
List” prominently in the classroom so that you and your 
students can add to it regularly and discuss selected 
items (see a sample list in the online resources at www.
corwin.com/thecommoncorecompanion).

 • Make a bar graph to represent students’ responses to a 
question that relates to a science or social studies topic 
(such as “Which community helper do you most want 
to learn about?”) from a list of three or four choices. 
Once students’ responses have been graphed, give each 
student a note card. On one side have them write, “I 

want to learn about ________ (e.g., firefighters, chefs, 
pilots) because _______.” Then on the other side of 
the note card have them write one reason or several, 
depending on the students’ grade. Sort the cards into 
categories and, one category at a time, have students 
read what they wrote.

To teach students to write an opinion piece 
about a topic:

 • Collect examples of opinion pieces and persuasive let-
ters written by students from prior years or from online 
sources to give your students exemplars of opinion 
pieces written by students their age.

 • Model writing an opinion piece with the entire class. 
Be sure to include the following: a one- or two-sentence 
introduction in which students state their opinion; at 
least two reasons for their opinion (see the “Devel-
opmental Debrief” section below); words like also, 
because, and and to connect the opinion and reasons; 
and a concluding statement. Post this model opinion 
piece so that students can later draw on this collective 
experience when writing their own.

 • Introduce persuasive letter writing (which contains the 
same basic elements as an opinion piece) and explain 
that a persuasive letter, like an opinion piece, is writ-
ten to change someone’s mind (e.g., the principal, the 
librarian, cafeteria workers, a city official) and effect 
change. Decide on an authentic topic—something 
students would really like to change—and write a class 
letter to model how it’s done. Select recipients who may 
actually write a letter in response to the scaled-down 
copy of the letter students send, and perhaps make 
arrangements ahead of time with a local organization 
to write to the class or visit the classroom in response to 
the students’ letter. Post the sample letter prominently 
in the classroom so that students can try writing their 
own letters during their writing time of day (see an 
example of a persuasive letter in the online resources at 
www.corwin.com/thecommoncorecompanion).

 • As students write their own opinion pieces or persuasive 
letters, note problems they’re experiencing and provide 
additional explicit instruction and practice. When stu-
dents are having difficulty
{{ introducing a topic and clearly stating an opinion, 

share examples from books, articles, and samples 
of student writing; practice writing introductions 
together; give students multiple opportunities to try 



Part 3 | Writing 105

writing introductions that declare their opinions; and 
share their introductions with classmates.
{{ stating reasons to support their opinions, use 

a graphic organizer that prompts students to 
fully elaborate their reasons, brainstorm various 
reasons they might include in an opinion piece to 
convince or persuade someone to act differently, 
and challenge students to consider reasons that are 
based on observable facts. (Although K–2 students 
are not yet responsible for coming up with evidence-
based reasons, conversations that can help them 
differentiate between reasons that are based on facts 
and those that are more subjective can begin in 
grade 1.)
{{ using linking words to connect opinions and 

reasons, draw students’ attention to linking words 
(and, because, also, second, next) in samples of opinion 
pieces you’ve used with them, both in published 
materials and student writing, and highlight linking 
words with colored tape or markers in the opinion 
piece samples you’ve written together.
{{ concluding an opinion piece or bringing it to 

closure, refer students back to their statement of 
opinion in the introduction to make sure it matches 
the concluding statement, revisit the opinion piece 
samples you’ve shared with students to notice how 
they have been brought to a close, and give students 
opportunities to try writing concluding statements on 
their own. It’s okay if the ending is a repeat of the 
opening statement; older students might restate it 
with different words, or add flourishes of voice (e.g., 
“I hope I have convinced you that dolphins are smart 
like people. If you don’t believe me, you try learning 
all those water tricks!”).

To teach students to write their opinions of 
books they’ve read:

 • Recognize that the same structure that works for writ-
ing an opinion piece about a topic—that is, an intro-
duction that states an opinion, reasons supporting the 
opinion, connecting words, and a conclusion—also 

works for writing an opinion about a book. Adapt some 
of the ideas listed above.

To help your English language learners, try this 
one thing:

 • Meet with students to discuss a book you’ve read aloud 
or a topic under investigation. Help students compose 
an opinion statement and write it on chart paper. Brain-
storm and list reasons to support this opinion. Have 
students practice stating their opinions and reasons by 
using the reasons they’ve brainstormed. Have them use 
the following sentence stem when stating their opin-
ions and reasons: “I think that _____________ because 
_____________.” Make sure they understand the sig-
nificance of the word because.

Developmental Debrief:

While our goal is to eventually have elementary students in 
the upper grades write opinion pieces based on verifiable 
evidence, most K–2 students start out by stating reasons 
based on personal experiences. We can move them toward 
more objective reasoning through lots of shared opinion 
writing and discussion. Base the writing on topics children 
know about, and think aloud as you draft and weed out lesser, 
personal reasons in favor of evidence. For example, here is 
how it might look: Upon asking, “Why do we need to save 
the whales?” you would nudge students to see that answers 
such as “Whale watches are fun” and “Whales are the biggest 
sea animals” are not strong, objective reasons. However, a 
response such as “If whales become extinct, many other sea 
creatures would die too” contains a valid reason. Over time, 
students understand that valid and objective reasons are 
those that could be embraced by most people.

Write opinion pieces based on informational books you 
have read together, so that you can go back to the texts 
for facts and details that can be presented as reasons. For 
example, if you read a book about “taking care of our 
body,” students might write about “why it’s important to 
exercise” or “why it’s important to eat healthy food” and 
use the book as a reference.
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Grades K–2 Common Core Writing Standard 1

Academic Vocabulary: Key Words and Phrases

Analysis: This involves breaking up a complex idea or pro-
cess into smaller parts (what it is, how it works, and what it 
is made from) to make it easier to understand.

Argument: Arguments are claims backed by reasons 
that are supported by evidence. Arguments have three 
objectives: to explain, to persuade, and to resolve con-
flicts between positions, readers, or ideas. Writers make 
their case by building their arguments with reasons and 
supporting evidence.

Claim: This is the statement that the writer is attempting 
to prove is true. An effective claim is short, precise, and 
clear and summarizes the writer’s main point. It typi-
cally comes near the beginning of the piece and then is 
bolstered by a well-reasoned chain of evidence.

Closure: This comes at the end of an opinion piece, 
where the writer brings the argument to a close. Rather 
than ending an opinion piece with a more formal con-
cluding statement or paragraph, kindergarten and first-
grade writers might conclude by simply writing, “And 
that’s why I liked the book.” A second-grade student 
might write, “So now you have two good reasons why 
orcas should not be captured and kept in tanks. Think 
about it.”

Concluding statement or section: This is where the 
writer circles back to restate his or her opinion and per-
haps sum up the evidence in support of the argument 
being made. It’s what brings closure to the piece.

Evidence: Evidence consists of the details the writer 
provides to support an argument or opinion. It might 

include facts, quotations, examples, photographs, 
expert opinions, and, when appropriate, personal expe-
rience. Evidence supports reasons that in turn support 
the argument or claim.

Linking words: These are words that connect one sen-
tence, idea, or paragraph to another (e.g., and, because, 
also, second, third, last, next), allowing the writer to 
express an important relationship between opinion 
and reasons.

Opinion: This is a belief, conclusion, or judgment based on 
reasoning. In this standard, students need to base opin-
ions on reasons and evidence, which can take the form 
of facts and details; the important thing is that they avoid 
relying on personal opinions to support their claims. That 
said, our youngest writers start with personal opinions and 
move on to more objective reasoning as they mature and 
gain experience.

Reasons/reasoning: Writers must base their claims and 
ideas on more than personal preferences or opinions 
when constructing arguments. The reasons students 
give to support their opinions or arguments must be 
based on evidence.

Substantive topics or texts: Writers are expected to 
write about compelling, important ideas or texts that 
examine big questions and challenge the reader. For 
K–2 students, this means writing opinions and respond-
ing to texts on age-appropriate topics, such as whether 
or not it’s all right to capture wild orcas, keep them in 
tanks, and train them to perform in marine theme parks.

Notes
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Planning Page: Writing Standard 1

Purpose of Lesson/s:

Planning the Lesson/s Questions to Ask

Differentiating Instruction Thinking Beyond This Standard

Write arguments to support claims in an analysis of substantive topics or texts, using valid reasoning and relevant 
and sufficient evidence. 

The standards guide instruction, not dictate it. So as you plan lessons remember you aren’t teaching the standards, 
but instead are teaching students how to read, write, talk, and think through well-crafted lessons that draw from the 
pedagogy embedded within the CCSS document. Engaging lessons often have several ELA standards within them, 
and integrate reading, writing, speaking and listening, and language. 
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