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Preface &

he world-class school s the United States requires cannot exist without a world-class

teaching force; the two go hand in hand. Many accomplished teachers already work
in the nation’s schools, but their knowledge and skills are often unacknowledged and
underutilized. Delineating outstanding practice and recognizing those who achieve it are
important first steps in shaping the kind of teaching profession the nation needs. Thisis
the core challenge embraced by the National Board for Professional Teaching Standards”
(NBPTS). Founded in 1987 with a broad base of support from governors, teacher union
and school board leaders, school administrators, college and university officials, business
executives, foundations, and concerned citizens, NBPTS is a nonprofit, nonpartisan
organization governed by a 63-member board of directors, the mgjority of whom are
teachers. Committed to basic reform in education, NBPTS recognizes that teaching is at
the heart of education and, further, that the single most-important action the nation can
take to improve schools is to strengthen teaching.

The National Board's mission is to advance the quality of teaching and learning by:

e maintaining high and rigorous standards for what accomplished teachers
should know and be able to do,

» providing anational voluntary system certifying teachers who meet these stan-
dards, and

e advocating related education reforms to integrate National Board
Certification® in American education and to capitalize on the expertise of
National Board Certified Teachers”.

Dedication to this mission is elevating the teaching profession, educating the public
about the demands and complexity of accomplished teaching practice, and making teach-
ing a more attractive profession for talented college graduates with many other promis-
ing career options.

National Board Certification is more than a system for recognizing and rewarding
accomplished teachers. It offers an opportunity to guide the continuing growth and
development of the teaching profession. Together with other reforms, National
Board Certification is a catalyst for significant change in the teaching profession and
in education.

The Philosophical Context

The standards presented here lay the foundation for the Early and Middle
Childhood/Literacy: Reading-Language Arts certificate. They represent a professional
consensus on the aspects of practice that distinguish accomplished teachers. Cast in terms
of actions that teachers take to advance student achievement, these standards also incor-
porate the essential knowledge, skills, dispositions, and commitments that allow teach-
ers to practice at a high level. Like all NBPTS Standards, this standards document is
grounded philosophically in the NBPTS policy statement What Teachers Should Know
and Be Able to Do. That statement identifies five core propositions.
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1) Teachers are committed to students and their learning.

Accomplished teachers are dedicated to making knowledge accessible to all students.
They act on the belief that all students can learn. They treat students equitably, recog-
nizing the individual differences that distinguish their students from one another and
taking account of these differences in their practice. They adjust their practice, as
appropriate, on the basis of observation and knowledge of their students' interests,
abilities, skills, knowledge, family circumstances, and peer relationships.

Accomplished teachers understand how students develop and learn. They incorpo-
rate the prevailing theories of cognition and intelligence in their practice. They are
aware of the influence of context and culture on behavior. They develop students
cognitive capacity and respect for learning. Equally important, they foster students
self-esteem; motivation; character; sense of civic responsibility; and respect for indi-
vidual, cultural, religious, and racial differences.

2) Teachers know the subjects they teach and how to teach those
subjects to students.

Accomplished teachers have a rich understanding of the subject(s) they teach and
appreciate how knowledge in their subjectsis created, organized, linked to other disci-
plines, and applied to real-world settings. While faithfully representing the collective
wisdom of our culture and upholding the value of disciplinary knowledge, they also
develop the critical and analytical capacities of their students.

Accomplished teachers command specialized knowledge of how to convey subject
matter to students. They are aware of the preconceptions and background knowledge
that students typically bring to each subject and of strategies and instructional
resources that can be of assistance. Their instructional repertoire allows them to create
multiple paths to learning the subjects they teach, and they are adept at teaching
students how to pose and solve challenging problems.

3) Teachers are responsible for managing and monitoring
student learning.

Accomplished teachers create, enrich, maintain, and alter instructional settings to
capture and sustain the interest of their students. They make the most effective use of
time in thelir instruction. They are adept at engaging students and adults to assist their
teaching and at making use of their colleagues knowledge and expertise to comple-
ment their own.

Accomplished teachers command a range of instructional techniques and know
when to employ them. They are devoted to high-quality practice and know how to
offer each student the opportunity to succeed.

Accomplished teachers know how to engage groups of students to ensure a disci-
plined learning environment and how to organize instruction so asto meet the schools
goalsfor students. They are adept at setting norms of social interaction among students
and between students and teachers. They understand how to motivate studentsto learn
and how to maintain students’ interest even in the face of temporary setbacks.

Vi
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Accomplished teachers can assess the progress of individual students as well asthe
progress of the class as awhole. They employ multiple methods for assessing student
growth and understanding and can clearly explain student performance to students,
parents, and administrators.

4) Teachers think systematically about their practice and learn
from experience.

Accomplished teachers are models of educated persons, exemplifying the virtues they
seek to inspirein students—curiosity, tolerance, honesty, fairness, respect for diversity,
and appreciation of cultural differences. They demonstrate capacities that are prereg-
uisites for intellectual growth—the ability to reason, take multiple perspectives, be
creative and take risks, and experiment and solve problems.

Accomplished teachers draw on their knowledge of human development, subject
matter, and instruction, and their understanding of their students, to make principled
judgments about sound practice. Their decisions are grounded not only in the litera-
ture of their fields but also in their experience. They engagein lifelong learning, which
they seek to encourage in their students.

Striving to strengthen their teaching, accomplished teachers examine their practice
critically; expand their repertoire; deepen their knowledge; sharpen their judgment;
and adapt their teaching to new findings, ideas, and theories.

5) Teachers are members of learning communities.

Accomplished teachers contribute to the effectiveness of the school by working
collaboratively with other professionals on instructional policy, curriculum develop-
ment, and staff development. They can evaluate school progress and the allocation of
school resources in light of their understanding of state and local educational objec-
tives. They are knowledgeable about specialized school and community resources that
can be engaged for their students’ benefit and are skilled at employing such resources
as needed.

Accomplished teachers find ways to work collaboratively and creatively with
parents, thus engaging them productively in the work of the school.

The Certification Framework

Using the Five Core Propositions as a springboard, NBPTS sets standards and offers
National Board Certification in nearly 30 fields. These fields are defined by the develop-
mental level of the students and the subject or subjects being taught. The first descriptor
represents the four overlapping student developmental levels:

*  Early Childhood, ages 3-8;

. Middle Childhood, ages 7-12;

. Early Adolescence, ages 11-15;

e Adolescence and Young Adulthood, ages 14-18+.

vii
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The second descriptor indicates the substantive focus of ateacher’s practice. Teachers
may select either a subject-specific or a generalist certificate at a particular developmen-
tal level. Subject-specific certificates are designed for teachers who emphasize a single
subject area in their teaching (e.g., Early Adolescence/English Language Arts,
Adolescence and Young Adulthood/M athematics); generalist certificates are designed for
teachers who develop student skills and knowledge across the curriculum (e.g., Early
Childhood/Generalist, Middle Childhood/Generalist). For some subject-specific certifi-
cates, developmental levels are combined to recognize the commonalities in teaching
students at those developmental levels (e.g., Early and Middle Childhood/Art).

Standards and Assessment Development

Following a nationwide search for outstanding educators, the National Board appoints a
standards committee for each field. The committees are generaly made up of 15
members who are broadly representative of accomplished professionalsin their fields. A
majority of committee members are teachers regularly engaged in teaching students in
the field in question; other members are typically professors, experts in child develop-
ment, teacher educators, and other professionals in the relevant discipline. The standards
committees develop the specific standards for each field, which are then disseminated
widely for public critique and comment and are subsequently revised as necessary before
adoption by the NBPTS Board of Directors. Periodically, standards are updated so that
they remain dynamic documents, responsive to changes in the field.

Determining whether or not candidates meet the standards requires performance-
based assessment methods that are fair, valid, and reliable and that ask teachers to
demonstrate principled, professiona judgments in a variety of situations. A testing
contractor specializing in assessment development works with standards committee
members, teacher assessment development teams, and members of the NBPTS staff to
develop assessment exercises and pilot test them with teachers active in each certificate
field. The assessment process involves two primary activities: (1) the compilation of a
portfolio of teaching practice over a period of time and (2) the demonstration of content
knowledge through assessment center exercises. Teachers prepare their portfolios
by videotaping their teaching, gathering student learning products and other teaching
artifacts, and providing detailed analyses of their practice. At the assessment center,
teachers write answers to questions that relate primarily to content knowledge specific to
their fields.

The portfolio is designed to capture teaching in real-time, real-life settings, thus
allowing trained assessors from the field in question to examine how teachers translate
knowledge and theory into practice. It also yields the most valued evidence NBPTS
collects—videos of practice and samples of student work. The videos and student work
are accompanied by commentaries on the goals and purposes of instruction and the effec-
tiveness of the practice, teachers' reflections on what occurred, and their rationales for
the professional judgments they made. In addition, the portfolio allows candidates to
document their accomplishments in contributing to the advancement of the profession
and the improvement of schooling—whether at the local, state, or national level—and to
document their ability to work constructively with their students’ families.
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Teachers report that the portfolio is a professional development vehicle of consider-
able power, in part because it challenges the historic isolation of teachers from their
peers. It accomplishes this by actively encouraging candidates to seek the advice and
counsel of their professional colleagues—whether across the hall or across the country—
asthey build their portfolios. It also requires teachers to examine the underlying assump-
tions of their practice and the results of their efforts in critical but healthy ways. This
emphasis on reflection is highly valued by teachers who go through the process of
National Board Certification.

The assessment center exercises are designed to complement the portfolio. They vali-
date that the knowledge and skills exhibited in the portfolio are, in fact, accurate reflec-
tions of what candidates know and can do, and they give candidates an opportunity to
demonstrate knowledge and skills not sampled in the portfolio because of the candidate’s
specific teaching assignment. For example, high school science teachers assigned to
teach only physicsin a given year might have difficulty demonstrating in their portfolio
a broad knowledge of biology. Given that the NBPTS Standards for science teachers
place a high value on such capabilities, another strategy for data collection is necessary.
The assessment center exercises fill this gap and otherwise augment the portfolio. Each
candidate’s work is examined by trained assessors who teach in the certificate field.

The National Board for Professional Teaching Standards believes that a valid assess-
ment of accomplished practice must allow for the variety of forms that sound practice
takes. It must also sample the range of content knowledge that teachers possess and must
provide appropriate contexts for assessments of teaching knowledge and skill. Teaching
is not just about knowing things; it is about the use of knowledge—knowledge of learn-
ers and of learning, of schools and of subjects—in the service of helping students grow
and develop. Consequently, NBPTS believes that the most valid teacher assessment
processes engage candidates in the activities of teaching—activities that require the
display and use of teaching knowledge and skill and that allow teachers the opportunity
to explain and justify their actions.

In its assessment development work, NBPTS uses technology for assessment when
appropriate; ensures broad representation of the diversity that exists within the profes-
sion; engages pertinent disciplinary and specialty associations at key points in the
process; collaborates closely with appropriate state agencies, academic ingtitutions, and
independent research and education organizations, establishes procedures to detect and
eliminate instances of external and internal bias with respect to age, gender, and racial
and ethnic background of teacher-candidates; and selects the method exhibiting the least
adverse impact when given a choice among equally valid assessments.

Once an assessment has been thoroughly tested and found to meet NBPTS require-
ments for validity, reliability, and fairness, eligible teachers may apply for National
Board Certification. To be eligible, a teacher must hold a baccalaureate degree from an
accredited ingtitution; have a minimum of three years' teaching experience at the early
childhood, elementary school, middle school, or high school level; and have held avalid
state teaching license for those three years or, where alicense is not required, have taught
in schools recognized and approved to operate by the state.
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Strengthening Teaching and Improving Learning

The National Board's system of standards and certification is commanding the respect of
the profession and the public, thereby making a difference in how communities and poli-
cymakers view teachers, how teachers view themselves, and how teachers improve their
practice throughout their careers. National Board Certification hasyielded such resultsin
part because it has forged a national consensus on the characteristics of accomplished
teaching practice in each field. The traditional conversation about teacher competence
has focused on beginning teachers. The Nationa Board for Professional Teaching
Standards has helped broaden this conversation to span the entire career of teachers.

Developing standards of accomplished practice helps to elevate the teaching profes-
sion as the standards make public the knowledge, skills, and dispositions of accom-
plished teachers. However, making such standards the basis for National Board
Certification promises much more. Because National Board Certification identifies
accomplished teachers in a fair and trustworthy manner, it can offer career paths for
teachers that will make use of their knowledge, wisdom, and expertise; give accom-
plished practitioners the opportunity to achieve greater status, authority, and compensa-
tion; and accelerate efforts to build more successful school organizations and structures.

By holding accomplished teachers to high and rigorous standards, National Board
Certification encourages change along severa key fronts:

e changing what it means to have a career in teaching by recognizing and
rewarding accomplished teachers and by making it possible for teachers to
advance in responsibility, status, and compensation without having to leave the
classroom;

 changing the culture of teaching by accelerating growth in the knowledge base
of teaching, by placing real value on professional judgment and accomplished
practice in al of its various forms, and by encouraging teachers to search for
new knowledge and better practice through a steady regimen of collaboration
and reflection with peers and others;

» changing the way schools are organized and managed by creating a vehicle
that facilitates the establishment of unique teacher positions, providing accom-
plished teachers with greater authority and autonomy in making instructional
decisions and greater responsibility for sharing their expertise to strengthen the
practice of others;

» changing the nature of teacher preparation and ongoing professional develop-
ment by laying a standards-based foundation for a fully articulated career
development path that begins with prospective teachers and leads to accom-
plished teachers;

 changing the way school districts think about hiring and compensating teach-
ers by encouraging administrators and school boards to reward excellence in
teaching by seeking to hire accomplished teachers.
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Although National Board Certification has been designed with the entire country in
mind, each state and locality decides for itself how best to encourage teachers to achieve
National Board Certification and how best to take advantage of the expertise of the
National Board Certified Teachersin their midst. Across the country, legislation has been
enacted that supports National Board Certification, including allocations of funds to pay
for the certification fee for teachers, release time for candidates to work on their portfo-
lios and prepare for the assessment center exercises, and salary supplements for teachers
who achieve National Board Certification. Incentives for National Board Certification
exist at the state or local level in all 50 states and in the District of Columbia.

As this support at the state and local levels suggests, National Board Certification is
recognized throughout the nation as a rich professional development experience.
Because National Board Certification provides states and localities with a way to struc-
ture teachers’ roles and responsibilities more effectively and to allow schools to benefit
from the wisdom of their strongest teachers, National Board Certification is a strong
component of education reform in the United States.

Xi
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iteracy is fundamental to the growth of students coming of age in a rapidly changing

world. Theincreased diversity within our borders and global interactions beyond them
make literacy skills of the utmost importance for dealing with emerging and ongoing chal-
lenges. This document, Early and Middle Childhood/Literacy: Reading—Language Arts
Sandards, emphasizes the importance of reading at the early and middle childhood levels
while conveying the importance and integration of all the language arts—reading, writing,
listening, speaking, and viewing. Reading, and in particular the components of early read-
ing development, such as phonemic awareness, phonics, fluency, vocabulary, comprehen-
sion, and motivation, is both foundational to all learning and seamlessly connected to all
the language arts. Literacy: reading—-anguage arts teachers have a responsibility to ensure
that all students gain full accessto the reading—anguage arts curriculum in order to prepare
students to succeed academically and communicate effectively in a complex world.! This
document describes the important role accomplished teachers play in developing chil-
dren’sreading- anguage arts abilities, or literacy, and the knowledge and skills about liter-
acy that they incorporate effectively in their teaching practice.

Traditionally, literacy has been defined as reading and writing and all of the behaviors
and strategies needed for understanding and producing written text. This definition has
evolved to include the concept that learning is not only a cognitive process but also a
social process. In the twenty-first century, literacy includes using reading, writing, listen-
ing, speaking, and viewing as modes of communication. Critical literacy, our ultimate
goal for dl individuals, includes learners’ abilities to critique ideas, effect social change,
and empower themselves to make a difference in their own and others’ lives. When the
word literacy is used in this document, we mean all aspects of this expanded definition.

The definition of literacy has also evolved to acknowledge the fact that texts are no
longer only print-based materials. Advances in technology have continued to contribute
to this evolving definition. Texts are any organized network of meaning including the
system of cultural signs, inscriptions, and grammars (our talk), al of which shape our
speech, reading, writing, and viewing. The word text in this document means oral, writ-
ten, and visual text, unless otherwise noted.

Finally, educators also embrace the concept of multiple literacies; they realize that
learners encode and decode meaning using various forms of representation, such as art
and music. Multiple literacies provide for multiple pathways for students to gain and
communicate understanding and knowledge in reading-anguage arts and in all other
subject areas. These multiple literacies enrich the teaching of reading, writing, listening,
speaking, and viewing.

Just asthe definition of literacy has evolved to better reflect what is known about how
children learn and the social, historical, and political contexts within which they learn
communication skills, the knowledge base also has changed in regard to what literacy
approaches and programs best meet the needs of all literacy learners. In the past, educa-
tors often embraced a particular approach to teaching literacy skills, such as a phonics,
skills-based, or whole-language approach. Embracing a particular perspective or
approach became problematic for a number of reasons, including a growing concern that
adopting one approach over ancther did little to serve the variety of diverse learnersin
any one classroom. A balanced, integrated, and comprehensive approach to teaching
literacy supports the idea that a single approach to teaching literacy skills and strategies
to learners is insufficient to meet the needs of all learners.

1. In this document,

the field of literacy:
reading-language arts

is often referred to simply
as reading-language
arts.

EARLY AND MIDDLE CHILDHOOD/LITERACY: READING-LANGUAGE ARTS
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This document does not embrace a particular approach or philosophy as to how liter-
acy programs should be designed or how students should be taught. Rather, there is a
consensus that the teacher is the single most important component of a comprehensive
literacy perspective and that many elements are essential to promoting the devel opment of
literacy skillsin avariety of contexts and with avariety of learners. Thisistrue regardless
of teachers' contexts, including those shaped by local, state, or national initiatives that may
define how literacy skills are taught or what programs are implemented. A comprehensive
perspective recognizes that learners need accomplished teachers of literacy who have a
strong knowledge base in reading development, and who understand children and how
they develop asliteracy learners. Teachers also know the skills and strategies necessary for
successful literacy learning and are able to respond to the needs of particular |earners,
supporting them when they are faced with specific reading-anguage arts challenges and
helping them develop into strategic, flexible, motivated, and independent learners.

Within the field of Early and Middle Childhood/Literacy: Reading—Language Arts,
accomplished teachers operate in many different contexts. Some have self-contained class-
rooms with a single grade level, emphasizing the language arts while threading them
throughout the curriculum. Others are reading specialists who work with smaller groups,
integrating the language arts while maintaining their emphasis on reading skills. Some
may be reading—anguage arts teachers working with multiple classes or multiple grade
levels. Some reading specialists work in pullout programs; others team-teach with a class-
room teacher. Still other teachers are preschool teachers, reading coaches, or master read-
ing teachers. Whatever their teaching context, accomplished reading—anguage arts
teachers promote literacy not only intheir classrooms but also in their schools and commu-
nities. Their goal isto bring children greater access to the communication skills they need
for success in and out of school throughout alifetime.

The early and middle childhood developmental level covers a wide range of child
development, from toddlers to young adolescents. For the purposes of organization and
clarity, some standards delineate the different but complementary skills developed at the
early childhood and middle childhood levels. Regardiess of their teaching level, teachers
in thisfield are expected to know and understand the developmental patterns and range of
literacy skills for students ages 3 to 12 in order to effectively teach and guide these learn-
ers. Children come to school with such awide range of literacy skills and they progress at
such varying ratesthat it is essential for teachersto know how to teach literacy skills across
both the early and middle childhood developmental levels.

The language skills developed by young children enable them to increase their interac-
tions with the wider world. Young children are curious; they bring openness and eagerness
to learning; and they are also somewhat egocentric. Middle childhood students have the
expanding perspectives and refined fine-motor skillsthat allow for continued devel opment
in their communication and critical-thinking skills. Teachers use the characteristics of their
students' development as springboards to literacy and lifelong learning by providing
active, meaningful learning experiences to stimulate and develop their language skills.

The development of skillsin reading—anguage arts provides a strong base for the inte-
grated and complementary skills of the entire early and middle childhood curriculum.
Accomplished reading—anguage arts teachers understand the complexities of their field,
particularly the waysin which the language arts—reading, writing, listening, speaking, and
viewing—support and complement one another.

2 EARLY AND MIDDLE CHILDHOOD/LITERACY: READING-LANGUAGE ARTS
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Developing High and Rigorous Standards for
Accomplished Practice

In 1992, a committee of Middle Childhood/English Language Arts teachers and other
English language arts educators began the process of developing advanced professional
standards for teachers of students ages 7 to 12. The standards committee was charged
with tranglating the Five Core Propositions of the National Board for Professional
Teaching Standards into a standards document that defines outstanding teaching in the
field. Thisled to the adoption of Middle Childhood/English Language Arts Standards by
the NBPTS Board of Directorsin 1998.

In 2000, the Early and Middle Childhood/Literacy: Reading—Language Arts
Standards Committee, which comprised original committee members and a new group
of educators—including National Board Certified Teachers and early childhood educa-
tors—was convened to expand and update Middle Childhood/English Language Arts
Sandards in order to create Early and Middle Childhood/Literacy: Reading—Language
Arts Standards. This document is the result of the committee's deliberations at meetings
and their input into working drafts of the standards.

The NBPTS Standards that the committee developed describe in observable form
what accomplished teachers should know and be able to do. The standards are meant to
reflect the professional consensus in the field at this point about the essential aspects of
accomplished practice. The deliberations of the Early and Middle Childhood/Literacy:
Reading-L anguage Arts Standards Committee were informed by various national and
state initiatives on student and teacher standards that have been operating concurrently
with the development of NBPTS Standards. This document also reflects the very latest
evidence-based research findings in reading-anguage arts. As the understanding of
teaching and learning continues to evolve over the next several years, Early and Middle
Childhood/Literacy: Reading—Language Arts Sandards will be updated again.

An essential tension of describing accomplished practice concerns the difference
between the analysis and the practice of teaching. The former tends to fragment the
profession into any number of discrete duties, such as designing learning activities,
providing quality explanation, modeling, managing the classroom, and monitoring
student progress. Teaching asit actually occurs, on the other hand, is a seamless activity.

Everything an accomplished teacher knows through study, research, and experienceis
brought to bear daily in the classroom through innumerable decisions that shape learn-
ing. Teaching frequently requires balancing the demands of several important educa-
tional goals. It depends on accurate observations of particular students and settings. And
it is subject to revision on the basis of continuing developments in the classroom. The
professional judgments that accomplished teachers make also reflect a certain improvi-
sational artistry.

The paradox, then, is that any attempt to write standards that dissect what accom-
plished teachers know and are able to do will, to a certain extent, misrepresent the holis-
tic nature of how teaching actually takes place. Nevertheless, the fact remains: Certain
identifiable commonalties characterize the accomplished practice of teachers. The 15
standards that follow are designed to capture the craft, artistry, proficiencies, and under-
standings—both deep and broad—that contribute to the complex work that is accom-
plished teaching.

EARLY AND MIDDLE CHILDHOOD/LITERACY: READING-LANGUAGE ARTS 3
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The Standards Format

Accomplished teaching appears in many different forms, and it should be acknowledged
at the outset that these specific standards are not the only way it could have been
described. No linearity, atomization, or hierarchy is implied in this vision of accom-
plished teaching, nor is each standard of equal weight. Rather, the standards are
presented as aspects of teaching that are analytically separable for the purposes of this
standards document but that are not discrete when they appear in practice.

The report follows a two-part format for each of the 15 standards:

|. Standard Statement—This is a succinct statement of one vital aspect of the
practice of the accomplished Early and Middle Childhood/Literacy:
Reading—Language Arts teacher. Each standard is expressed in terms of
observable teacher actions that have an impact on students.

Il. Elaboration—This passage provides a context for the standard, along with an
explanation of what teachers need to know, value, and do if they are to fulfill
the standard. The elaboration includes descriptions of teachers' dispositions
toward students, their distinctive roles and responsibilities, and their stances on
arange of ethical and intellectual issues that regularly confront them.

Finally, a word about order of presentation. The 15 standards that follow have been
organized around the critical nexus of education—student learning. They are divided into
three categories: (1) teacher actions that creste the conditions for productive student
learning; (2) teacher actions that directly advance student learning in the classroom; and
(3) teacher actions that indirectly support student learning through professional develop-
ment and outreach initiatives.

4 EARLY AND MIDDLE CHILDHOOD/LITERACY: READING-LANGUAGE ARTS



Early and Middle Childhood/
Literacy: Reading—Language Arts
STANDARDS

(for teachers of students ages 3-12)

OVERVIEW

he National Board for Professional Teaching
Standards has organized the standards for accom-
plished Early and Middle Childhood/Literacy:
Reading—L anguage Arts teachersinto the following 15
standards. The standards have been ordered to facili-
tate understanding, not to assign priorities. They each

Preparing the Way for
Student Learning

I. Knowledge of Learners (p. 7)
Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
draw on their knowledge of learning and child
development theories and their relationships
with students to acquire knowledge of their
students as intellectual, social, emotional,
cultural, and literate beings. Teachers use this
information to inform teaching and learning
practices.

. Knowledge of the Field of Literacy:
Reading-Language Arts (p. 11)
Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
know and understand current literature and
theories about reading—language arts. They
evaluate this knowledge and use it in their
instructional practice.

. Equity, Fairness, and Diversity (p. 17)
Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
practice equity and fairness; they seek and
capitalize on diversity and diverse perspec-
tives. They encourage all students to know,
value, and respect themselves and others in
the classroom, school, and larger community.

describe an important facet of accomplished teaching;
they often occur concurrently because of the seamless
quality of accomplished practice. These standards
serve as the basis for National Board Certification in
thisfield.

IV. Learning Environment (p. 23)
Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
establish with their students a caring,
supportive, inclusive, challenging, demo-
cratic, and safe learning community in which
individuals take intellectual, social, and
emotional risks and work both independently
and collaboratively.

. Instructional Resources (p. 27)
Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
select, adapt, and create a rich and varied
collection of instructional resources; regularly
involve students in the process of creating
and selecting such resources; and engage
students, teachers, parents, and other adults
from the community to enrich instruction.

. Instructional Decision Making (p. 33)
Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
set informed and purposeful goals for
students, develop meaningful learning oppor-
tunities, and interact effectively with students
while extending to them increasing responsi-
bility for their own learning.
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VII. Assessment (p. 37)

Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
use a range of formal and informal assess-
ment strategies to shape instructional deci-
sions, monitor student progress, encourage
student self-assessment, and gather informa-
tion to report to various audiences.

Advancing Student Learning

VIII. Integration (p. 43)

Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
understand the reciprocal nature of the liter-
acy processes of reading, writing, listening,
speaking, and viewing, and they provide
developmentally appropriate learning activi-
ties that integrate among the language arts
and across the curriculum.

. Reading (p. 47)

Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
use their knowledge of reading processes,
language development, texts, and ongoing
assessment to advance literacy, develop
strategic readers, promote an appreciation of
reading as vital to lifelong learning, and create
effective instruction so that readers can nego-
tiate, inquire about, and construct meaning
across the curriculum.

. Writing (p. 53)
Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
use their knowledge of writing processes,
language development, writing development,
and ongoing assessment to provide instruc-
tion in the components of writing, assist
students in constructing meaning in their writ-
ten work, and provide genuine opportunities
for students to write for a variety of purposes
and audiences.

XI. Listening and Speaking (p. 59)

Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
know, value, and teach oral language
development and listening and speaking skills
as essential components of literacy, and
they provide opportunities for students
to listen and speak for a variety of purposes
and audiences.

. Viewing (p. 63)

Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
know, value, and teach viewing as an essen-
tial component of literacy. They use a wide
variety of print and nonprint resources to
develop students’ viewing and visual-repre-
sentation skills.

Supporting Student Learning

Xlll. Collaboration with Families and

Communities (p. 67)

Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
develop positive and mutually supportive rela-
tionships with family and community members
to achieve common goals for the literacy
education of students.

. Teacher as Learner (p. 71)

Accomplished Early and Middle Childhood/
Literacy: Reading-Language Arts teachers
constantly seek to improve their knowledge
and practice through a continuing process of
professional reading, writing, dialogue,
inquiry, and reflection.

. Professional Responsibility (p. 75)

Accomplished Early and Middle Childhood/
Literacy: Reading—Language Arts teachers
actively contribute to the improvement of
teaching, learning, and the advancement of
knowledge and professional practice.

The pages that follow provide elaborations of each standard that discuss the knowledge, skills,
dispositions, and habits of mind that describe accomplished teaching in the field.
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Preparing the Way for Student Learning

Thefirst seven standards form the foundation for the instructional decisions made by Early and
Middle Childhood/Literacy: Reading—Language Arts teachers and are the basis for al of the
other standards. Only by knowing their students well can teachers consistently make instruc-
tional decisions that will further students' learning. And only by having deep and broad under-
standings of reading—anguage arts subject matter and of pedagogical principles and tools can
teachers organize and deliver instruction that helps students build their own deep and broad

understandings of the field.

Standard I:
Knowledge of Learners

ccomplished Early and Middle

Childhood/Literacy: Reading—Language
Arts teachers make a commitment to know-
ing each student as an individua learner.
They have a thorough understanding of
current learning theories and the principles of
child development, and they possess a deep
and rich store of content knowledge and
instructional strategies, all of which lend
perspective to their instructional decisions.
To complement this framework of knowl-
edge, they also strive to acquire a particular
knowledge of each of their students as an
intellectual, social, emotional, cultural, and
literate being. They gain this knowledge by
paying close attention to each of their
students—observing, listening to, and
conversing with them—and by seeking
information about each student’s home,
family, and community life. Teachers? do all
of this because they understand that each
student is a unique language learner and that
this individual history can help determine
what kinds of learning experiences will most
benefit each student.

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers draw on their knowledge of learning and child development theories
and their relationships with students to acquire knowledge of their students as
intellectual, social, emotional, cultural, and literate beings. Teachers use this
information to inform teaching and learning practices.

Teachers Understand
Learning and Child
Development Theories

Accomplished teachers have a thorough
knowledge of current theories about how
children develop and learn and the implica-
tions for these theories on literacy learning.
Teachers know that learning is a cognitive
process in which students actively construct
knowledge on a daily basis by adding new
knowledge to previous information, by chal-
lenging misconceptions with new concepts,
and by constantly modifying and expanding
their knowledge base. Accomplished teach-
ers aso recognize that learning is a socid
activity and that students need multiple
opportunities to discuss ideas with their
teacher and peers, using language as a tool
for constructing meaning.

Accomplished teachers have a thorough
knowledge of child development theories,
including knowledge about cognitive, social,
emotional, and physical developmental

2. All references to
teachers in this docu-
ment, whether stated
explicitly or not, refer
to accomplished Early
and Middle Childhood/
Literacy: Reading—
Language Arts teach-
ers. These include
classroom teachers,
reading specialists,
literacy specialists,
Title | teachers, and
others actively
engaged in teaching
reading-language arts.
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9 EMC/Literacy: Reading—Language Arts Standards

patterns. Teachers recognize that a child’s
development is a highly individual process
and that a child’s |learning, although indicated
by some predictable markers, isinfluenced by
avariety of factors both in and out of school.
Teachers' understanding of major theories of
child development provides a foundation for
their observations, analyses, and decision-
making processes. Accomplished teachers
also know that current learning theories and
knowledge of child development link with
knowledge about literacy acquisition and
development. They recognize that students
literacy acquisition is developmental in
nature and that children’s knowledge, skills,
and abilities emerge over time in dynamic
and purposeful ways. Teachers recognize
where the child is in this developmental
process and where the child needs to
progress, and they provide the appropriate
contexts, instructional activities, opportuni-
ties, and materials, coupled with purposeful
support, to maximize students' learning.

Teachers Become
Acquainted with Each
Student as an Intellectual,
Social, Emotional, and
Cultural Being

Teachers understand that early and middle
childhood learners are naturally inquisitive
and want to make sense of the world.
Children constantly explore new ideas,
construct hypotheses about how these ideas
relate to their previous understandings, and
test out their theories. Children in the early
and middle childhood years, like |earners of
all ages, want to connect to other people
and, through these people, to the world at
large. They value interaction with othersin
part as a way of confirming or challenging

what they already know. Teachers structure
these interactions to be positive and produc-
tive, leading to new insights, understand-
ings, and questions. Teachers engage
students’ natural curiosity about the world to
help students acquire and flexibly use the
tools and skills necessary for independent
meaning-making.

Teachers place a priority on becoming
aware of the various characteristics of their
students and capitalizing on their strengths
and interests. They get to know their
students as individuals, familiarizing them-
selves with attributes central to students
identities, such as their cultural, ethnic,
linguistic, and family backgrounds; their
interests, goals, and expectations for them-
selves; their prior dispositions toward school
and learning; their physical and mental abil-
ities, including any exceptionalities that may
bear on their preferred or optimal learning
styles; and their prior life and learning expe-
riences, including any emotional or behav-
ioral issues. For example, accomplished
teachers recognize the extroverted personal-
ity of one student, the persistence of a strug-
gling learner, and the uncertain self-esteem
of a third and use this information in their
instructional decision making when encour-
aging discussion from each of these
students. Likewise, teachers understand how
some students may have well-developed or
limited small- and large-motor skills at
given points in their development, and they
understand how this may affect students
writing. Teachers understand that not all
students learn at the same rate or in the same
manner, and therefore they design instruc-
tional programs to accommodate individual
differences. They know how to create a
secure, mutually supportive learning envi-
ronment that encourages each student to
meet high expectations. (See Standard |V—
Learning Environment.)
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Knowledge of Learners 9

Teachers Become
Acquainted with Each
Student as an Individual
Language Learner

Teachers understand that children come to
school with diverse language and literacy
backgrounds and with varying levels of
language-learning abilities. Some are mono-
lingual in English; a growing percentage has
a background in other languages. Some have
been immersed in language and read to from
infancy and have an easy familiarity with
books and the conventions of print by the
time they come to school; others come from
households whose members practice a rich
oral storytelling tradition but who do not
habitually interact with printed text. Some
come from cultures in which children have
talked with family members from earliest
memory; others do not have the advantage of
a stable home environment or an adult pres-
ence in their lives. Teachers understand that,
regardless of children’s background, most
children learn at an early age that languageis
a medium for finding out more about the
world and communicating with others.
Accomplished teachers know that many
variations in language and literacy back-
ground frequently have important implica-
tions for the kind of learning activities that
will benefit the student most directly.

Reflections on Standard I:

Accordingly, they actively seek knowledge
about their students as individual language
learners, and they value and respect the
language(s) their students speak at home.
They discover what—or whether—their
students read for pleasure. They find out how
their students perceive themselves asreaders,
writers, listeners, speakers, and viewers; that
is, as interpreters of a wide range of texts,
including print media such as books, news-
papers, and magazines, and nonprint media
such as audiotapes and videotapes, Internet
resources, television, and film.

Teachers use many strategies for learning
about students, including formal and informal
interviews with students and their families;
conversations with students’ current or previ-
ous teachers or other appropriate specialists;
review, if possible, of language arts portfolios
from previous years; and their own ongoing
formal and informal assessment practices.
They know when to seek assistance from
colleagues with particular areas of expertise
or knowledge of students backgrounds.
Teachers know and document each student’s
history and experience as a learner and user
of language. (See Standard V1I—Assessment
and Standard XllI—Collaboration with
Families and Communities.)

o
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Standard Il: Knowledge of the
Field of Literacy:
Reading—Language Arts

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers know and understand current literature and theories about

reading—language arts. They evaluate this knowledge and use it in their
instructional practice.

Accomplished teachers are aware of the
complexity of defining the field of
Literacy: Reading—Language Arts because it
embraces the multiple facets of communica-
tion and is thus an ever-evolving discipline.
Nevertheless, teachers are aware that knowl-
edge of thefield entailsarich synthesis of (a)
knowledge of the current literature on the
reading process and how students learn to
read, (b) knowledge of texts—traditional and
contemporary, fiction and nonfiction, print
and nonprint, (c) knowledge of the current
literature on the writing process and how
students learn to write, (d) knowledge of
literacy acquisition and how language devel-
ops, (e) knowledge of the current literature
on speaking and listening and the conven-
tions of oral communication, and (f) know!-
edge of the current literature on viewing and
the conventions of visual communication in
various media.

In addition to a strong knowledge of the
constructs that underpin literacy acquisition
and development, accomplished teachers can
articulate this knowledge and can use it to
develop sound instruction for students.
Across al components of literacy, accom-
plished teachers are knowledgeabl e about the
developmental levels of students, and they
know how to use their pedagogical knowl-
edge to match effective instructional strate-
gies to literacy needs® This standard on
knowledge of the field focuses on the knowl-

edge base of accomplished reading— anguage
arts teachers; the separate standards on read-
ing, writing, listening and speaking, and
viewing (Standards I X—X11) elaborate on the
knowledge base and focus on how teachers
apply their knowledge of the field to promote
the literacy growth of their students.
Throughout these standardsit is assumed that
accomplished teachers are themselves skilled
readers, writers, listeners, speakers, and
viewers who know how to model effective
communication for their students.

Knowledge of Reading

Accomplished teachers know and can evalu-
ate current literature on reading, including
theories of reading and pedagogies that
support learning of reading. Teachers are
able to discriminate between evidence-based
research and unsubstantiated trends and
between effective and ineffective strategies
for their students, and they can articulate
their knowledge and the rationale for their
decisions.

Accomplished teachers know how chil-
dren learn to read and that the reading
process is developmental in nature. Teachers
know that phonemic awareness, phonics,
fluency, vocabulary development, compre-
hension strategies, and motivation are key to
developing proficient readers. Teachers

3. See the Introduction
for usage of the term
literacy in this document.
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4. See the Introduction
for an expanded
discussion of balanced,
comprehensive reading
programs.

know that readers, from preemergent to
sophisticated, use their knowledge about the
world along with avariety of cueing systems,
including graphophonic, pragmatic, seman-
tic, and syntactic, as they construct meaning
from text. (See Standard IX—Reading for a
discussion of cueing systems, also known as
sources of information.) They know that the
purposes set for reading and the types of text
used also affect the reading process.

Teachers recognize that their students will
be at various pointsin their reading develop-
ment. Teachers use suitable approaches,
methods, materials, skills, and strategies to
create a comprehensive literacy program
designed to meet the needs of individual
students and to challenge each student to
grow as a reader.* They know the processes,
skills, and strategies that students at various
developmental levels need to learn to
decode, comprehend, analyze, and evaluate
texts. Teachers know how and when to teach
these processes, skills, and strategies, based
on the needs of students (e.g., phonemic
awareness and phonics necessary for emerg-
ing literacy development; vocabulary devel-
opment and self-monitoring strategies for
assuring comprehension of a text; and tech-
niques for evaluating an author’s point of
view for analyzing atext). Teachers know the
particular problems that surround learning to
read and match appropriate research-based
strategies with individual learners to help
prevent and address reading difficulties, to
motivate students, and to further their devel-
opment as readers. The ultimate goa of
accomplished teachers is to help students
develop into fluent, lifelong readers who are
engaged in the process of learning, who
comprehend what they read, and who read
for enjoyment.

Accomplished teachers know the skills
and strategies to help students comprehend a
variety of texts. For example, teachers know
comprehension strategies used to support
student learning before students read selec-
tions, as they read, and in activities that

follow reading. The goa is to help build
students' understanding and prompt them to
think about text analytically. Accomplished
teachers know that even young children can
engage in higher-order thinking skills about
text; it isthe sophistication of the text and the
sophistication of the analytic or evaluative
thinking that grows as the child matures.
Accomplished teachers know a wide
range of written, spoken, and visual textsand
the importance of engaging students with
these texts. These include children’s litera-
ture, such as picture books, poems, folk liter-
ature, and other narrative and expository
texts. Teachers are knowledgeable about
matching texts to students in terms of devel-
opmental, instructional, and interest levels.
Teachers understand that the concept of text
includes such materials as educational soft-
ware, signs and labels, Internet resources,
films, newspapers, and magazines. Teachers
know that in an age of information-rich tech-
nology, students need the ability to read texts
in all media and to make connections among
different media. Teachers know the distinc-
tive features of various genres and text struc-
tures and how those features achieve their
effects on audiences. Teachers know literary
terminology and how an understanding of
these elements helps students construct
meaning from texts. They know the histori-
cal and cultural backgrounds of texts, and
they know and use texts that authentically
represent diversity in terms of culture, abili-
ties, gender, region, and use of language.

Knowledge of Writing

Accomplished teachers are knowledgeable
about current literature on writing, including
theories of writing and pedagogies that
support the learning of writing. Teachers can
participate with professional ease in the
conversations that surround the teaching of
writing and can synthesize and select the best
practices from sometimes conflicting views

12
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of writing instruction to shape appropriate
classroom strategies. They understand that
oral language development supports the
development of written language and that in
the acquisition of both, the exchange of
meaning motivates children to learn to
communicate messages. When surrounded
by print from an early age, children soon
learn that it conveys ideas. They discover
that they can interpret the written messages
of others and create their own messages,
starting with scribbles, drawings, and letter
approximations; developing individual
letters and words; then reading and writing a
variety of increasingly sophisticated fictional
and informational texts. Accomplished
teachers know what constitutes good writing.

Teachers have knowledge of the major
components of writing and can use this
knowledge in their teaching. They are famil-
iar with writing as a recursive and complex
process that includes prewriting, drafting,
revising, editing, and publishing, and they
understand that writers do not progress
through the writing process in a linear
manner. They have knowledge of writing
skills and techniques, including focus, organ-
ization, voice, support, descriptive language,
and sentence variety. They understand that
writers draw upon various sources of infor-
mation as they write, and they know the role
of purpose, audience, and context in writing.
They know how format and genre relate to
the expression of ideas.

Teachers are familiar with indicators of
learners’ writing development (e.g., emer-
gent writers scribble as their first form of
writing) and are able to challenge and nurture
all students as they progress as writers.
Teachers recognize and meet the needs of

students at various developmental levels
(e.g., as young writers move from writing
narratives to other forms of writing, such as
persuasive or expository writing, teachers
offer strategies to help with these new forms
of writing). Accomplished teachers recog-
nize the developmental patterns inherent in
learners’ writing, from emergent writing and
spelling to sophisticated writing that includes
conventional use of spelling and grammar.

Teachers understand additional aspects of
the teaching of writing. Teachers know effec-
tive strategies for teaching all aspects of the
writing process, and they know how to help
students write individually and collabora-
tively. They understand the role of explicit
instruction and of independent writing on
topics of choice. They know that students
learn the conventions of written language
(e.g., spelling, grammar, and punctuation)
best in context, and they know how to weave
language skills instruction throughout the
writing process. They know that young chil-
dren develop fine-motor skills slowly and
need access to a variety of drawing and writ-
ing materials to support fine-motor develop-
ment. Teachers know that children's
literature and other print materials (e.g.,
letters, magazines, invitations, posters, and
newspapers) are authentic written texts that
students can use as models of writing.
Teachers know the importance of both peer
and teacher response, and they understand
how to provide feedback that is respectful
and constructive to student writers. They
know the importance of maintaining a safe
atmosphere in which students feel free to
share their writing and take risks and grow as
writers.
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Knowledge of Literacy
Acquisition, Oral
Language Development,
and Listening

and Speaking

Oral language is the foundation for all liter-
acy skills. Teachers deeply understand and
can articulate the process of literacy acquisi-
tion and how learners' oral language is devel-
oped. While these are natural developmental
processes, teachers know that explicit
instruction and rich language experiences
based on students’ individual needs are
necessary to expand students’ use and appre-
ciation of oral language. Accomplished
teachers know and understand the literature
that examines the connection between oral
language development and the acquisition of
reading and writing skills, both for native
English speakers and for students learning
English as a new language.

Accomplished teachers know that listen-
ing is more than the physical act of hearing.
Teachers understand that listening involves
receiving, attending to, understanding,
analyzing, evaluating, and reacting to sounds
and messages. Accomplished teachers are
knowledgeable about the different types of
listening, such as informational, critical, and
appreciative.

Accomplished teachers recognize that
students need to communicate effectively
through speaking, and they model articulate
oral communication in the classroom.
Teachers know that effective speaking
involves such factors as fluency, clarity, and
awareness of audience, purpose, and context.
They know the types of language that are
appropriate in different situations and the
conventions of formal and informal language.
Teachers recognize that speaking and listen-
ing are related activities and necessary life
skills. Teachers aso have knowledge of the
nonverbal skills, such as body language and
facial expressions, that children need to be

effective speakers and listeners. Included in
this knowledge is the understanding that
different cultures have different conventions
for nonverbal communication.

Knowledge of Viewing

Visual communication has become an integral
part of being literate in contemporary society.
Accomplished teachers know that the compo-
nents of critical viewing include the ability to
analyze visua language, interpret graphic
representations, interpret and evaluate media
messages, and employ visuad media as a
means of communication. They understand
that students need to be taught how to inter-
pret visua materials by applying critical
thinking skills and by knowing what makes
the visual medium similar to and different
from other forms of communication. Teachers
know that visual texts range from illustra-
tions, collages, and even fonts and white
space in a piece of writing, to film and multi-
media productions. Accomplished teachers
also know the advantages and limitations of
different media as means for expression and
know how print and nonprint media often
combine to create powerful communication.

Teachers know the conventions of various
visua media, and they know a wide variety
of visua texts appropriate for early and
middle childhood students. They are familiar
with common misconceptions about visual
media, such as the notion that visual media
directly transmit reality. Teachers understand
how mass media, such as newspapers and
electronic news, photographs, television
programs and music videos, films, and Web
pages, can both reflect and shape cultural
values, and they understand the commercial
underpinnings of such media. They
also know how to evaluate various media as
artistic expressions. Accomplished teachers
are familiar with the literature on the
role of viewing in the reading—language
arts curriculum.
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Accomplished teachers understand that
multimedia computers and emerging tech-
nologies continue to broaden the types of
visual media appropriate to the reading-
language arts classroom, and these teachers
know how to apply sophisticated viewing
skills to these media as well. They know, for
example, how to evaluate the placement of
text and graphics on a Web site and how to
assess the overall impression the owners of
the Web site hope to project. Teachers also
recognize that technology changes so rapidly
that teachers must be flexible and constantly
open to change and new understandings
about viewing. Accomplished teachers
understand the difference between knowing
about visual media as objects of study (as
texts for interpretation and as means for

Reflections on Standard II:

constructing and communicating meaning)
and knowing about instructional media as
tools for enhancing the teaching of literacy
and other subjects to students.

Accomplished teachers know the district,
state, and national standards that frame the
curricula they teach across the language arts,
and they know how to develop standards-
based instruction that helps all students
achieve. Accomplished teachers are lifelong
learners who stay abreast of current research
literature, issues, theories, and best practices
to inform their instruction across all aress of
reading— anguage arts.

&
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Standard lll: Equity,
Fairness, and Diversity

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers practice equity and fairness; they seek and capitalize on diversity and

diverse perspectives. They encourage all students to know, value, and respect
themselves and others in the classroom, school, and larger community.

ccomplished Early and Middle

Childhood/Literacy: Reading—Language
Arts teachers make a commitment to all of
their students. They understand that each of
their studentsisan individual learner and that
the learning backgrounds of the studentsin a
single classroom or a particular instructional
setting® represent a tremendous weath and
diversity of human experience.

Teachers are committed to principles of
fairness and equity, providing al of their
students with the resources they need to
develop both as language learners and as
inquisitive, informed, and responsible human
beings. Teachers maintain high expectations
for al students and ensure that they receive
equitable opportunities to learn and advance.
Teachers encourage the development of each
student’sindividual voice, in part through the
emphasis on and modeling of democratic
values. Teachers further understand that this
growth is best supported by full membership
in a collaborative learning community in
which teachers and students show sensitivity
and respect for one another and by full
participation in an ambitious, meaning-
centered curriculum. Accomplished teachers
view the many forms of diversity represented
in their students as opportunities for creating
aricher social and learning environment for
all, bothin their classrooms and in the school
community at large.

Teachers Are Committed
to Fairness and Equity

Teachers foster equity in their classrooms.
They encourage all studentsto participatein
learning activities in ways that are instruc-
tionally sound for children as individual
learners. Teachers allocate instructional
resources, including one-on-one attention,
fairly. At the same time, teachers recognize
that the needs of students differ dramati-
cally. Teachers are also aware of issues of
bias in instructional and assessment prac-
tices and take care to use fair methods and
strategies. For example, they know and
address issues of gender equity in the class-
room. Teachers seek colleagues and other
professional resources to assist with
specific challenges and to help them meet
students' needs in fair and equitable ways.
Teachers share an absol ute sense of respon-
sibility for the learning progress of each of
their students, and they work collabora-
tively with other school professionals to
meet the needs of all students and ensure
that al of their students are engaged in
pursuing high-quality curricula. Teachers
understand that all students deserve the
respect of high expectations; they set stan-
dards for students that challenge each to
improve his or her learning toward greater
complexity and breadth.

5. In this document,
terms such as class-
room, learning envi-
ronment, and
instructional setting
are used interchange-
ably. The terms are
intended to be inclu-
sive of whole-class,
pullout, and other
reading—language arts
teaching contexts.
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Teachers are committed to fairness and
equity with regard to technology use. They
provide equitable access to technology in
their classrooms. For example, they do not
make access to a computer a reward for
students who do well or who finish their
work early because that would deprive some
students of technology use. Nor do they limit
the use of more sophisticated software to
higher-performing students, while relegating
other students to programs that require only
lower-order thinking skills. Rather, they
create learning experiences for al students
that include technology tools and resources
in instruction and applications. Teachers also
confront issues of bias with regard to
students' use of technology in their work.
They assess such work fairly, for example,
by not favoring a student’s writing assign-
ment because it contains sophisticated graph-
ics available only on a home compuiter.

Teachers are aware of and attuned to the
range of student abilities, needs, and
academic progress. In addition, students may
have particular cognitive, social, emotional,
linguistic, or physical needs and exceptional -
ities. Teachers accept, nurture, and support
each student, teaching to students’ individual
strengths and incorporating their interests to
form asolid base for helping students acquire
the skillsand abilities they need to succeed in
society. For example, teachers of students
with hearing impairments understand the
challenges these students face in hearing
sounds within words and pronouncing
words, and they design instruction to develop
these skills by using visual and tactile mate-
rials and explicit instruction. They create a
learning community that solicits and respects
the contributions of each student, regardless
of academic skill level, and that values each
student as a learner. (See Standard 1V—
Learning Environment.)

Teachers meet the needs of students for
whom English is a new language. Teachers

make full use of the language resources that
exist in the classroom, school, and commu-
nity to help develop students’ literacy skills.
Teachers also serve as advocates for these
students in the education process. They
understand that acquisition of English as a
new language—in particular, gaining confi-
dent control of the more academic uses of
language—may take many years to achieve
and should not be confused with the
language acquisition of native speakers.
Consequently, teachers advocate for students
to receive the time, type of curriculum, and
instructional approaches they need to
become fully proficient in the complex uses
of English. They understand when a student
would benefit from instruction in the primary
language and advocate for ways to support
children struggling to acquire literacy skills.
Teachers aso help students who are literate
in another language transfer their literacy
skills to English.

Teachers Promote
Respect, Strength
through Diversity, and
Multicultural Awareness

Accomplished teachers establish a climate of
respect in their classrooms. They value diver-
sity and appreciate the many facets of diver-
sity students bring to the classroom,
including language background, culture,
ethnicity, gender, body image, household
income, religious affiliation, family configu-
ration, sexual orientation, physical or
psychological exceptionalities, and literacy
experience. They help students to understand
and use the democratic principles of free-
dom, justice, and equity and to recognize
discrimination, prejudice, and stereotypes
when they appear in the classroom, in litera-
ture, and elsewhere. Teachers achieve this
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goa by designing and implementing lessons
that help students develop awareness of,
sensitivity to, and respect for others, and by
constructively challenging discriminatory or
disrespectful behavior when it occurs. For
example, when students engage in bullying,
teachers do more than step in and offer
students practical support and strategies for
working through difficult situations; they
also use literature and technological
resources as a means to reduce and extin-
guish these kinds of behaviors by discussing
the various conflicts and acceptable solutions
that are featured in such resources.

Teachers have a welcoming attitude and
are eager to work with each of their students.
Their attitudes about teaching and learning
invite students to become engaged in these
processes. Teachers understand the many
ways students can distinguish themselves
from their peers, and they respond appropri-
ately with strategies that not only will
advance each student’s learning but also will
help both teacher and student better under-
stand themselves and each other. Teachers
frequently arrange students in heterogeneous
small groups to bring those from different
backgrounds and ability levels in contact
with one another. For example, a teacher
working with a homogeneous group of
students, all reading at the same level, would
help ensure that these students are in hetero-
geneous groups of students reading at varied
levels at other times of the school day.

Teachers are sensitive to their students as
cultural beings; they are aware of the impact
culture has on how students learn, what
students expect of themselves, and how
students use language. Teachers understand
the importance of respecting the cultural
norms, resources, and knowledge students
bring with them from home. Teachers are
also conscious of their own cultural back-
grounds and perspectives and how these
affect their interactions with students, their
students’ interactions with each other, and
their interpretations of texts. They choose

texts and other resources that draw from a
variety of literary and cultural traditions and
that promote positive images of different
ethnicities, cultures, exceptionalities, and
languages, as well as of both genders. (See
Standard V—Instructional Resources.) In
interpreting materials, they help students
become aware of the particular cultural view
presented in the text, call attention to the use
of dialect or to varying socia conventions,
and promote an analytic discussion of the
social and ethical issues involved.

Teachers regard students for whom
English is a new language as assets for the
entire learning community and as resources
from whom all learners can benefit while
investigating languages and cultures.
Teachers understand that children learning
English can acquire meaning-based language
seamlessly within the classroom context, so
they adjust their practices to encourage such
development. They know that learning
language requires the willingness to take
risks, so they work consistently to create a
classroom culture in which students learning
English feel safe, respected, and valued. (See
Standard IV—Learning Environment.) When
students begin to speak in English, teachers
concentrate on understanding what the
student has to say and on responding to that
intention rather than fixate on grammatical
accuracy. Teachers understand that there are
stages of new language acquisition, and they
know how to provide support and curriculum
adaptations for students at each of these
stages. They accurately identify students
language abilities and stages, and they seek
out resources and strategies to help students
progressin their language learning. Teachers
regularly ascertain whether the student for
whom English isanew language understands
what is transpiring in the classroom.

Teachers are clear and well-spoken oral
communicators who know the standard rules
of English grammar, syntax, and usage and
employ them in their daily conversations. At
the same time, they understand that dialect is
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a culturally appropriate way of making
meaning through language; that it serves the
same communicative function as any other
kind of language; and that its use often
signals membership in a group and therefore
is accompanied by powerful and emotional
associations. Accordingly, teachers proceed
sensitively in this area. They do not try to
eliminate dialectal variation in their class
rooms. Rather, they help children appreciate
various language patterns and discover what
dialects are appropriate in various settings.

Reflections on Standard lll:

They also provide access to the standard
dialect for all students, often through their
own spoken and written example. They
consistently foster classroom communities
that encourage students to make discoveries
about the varying functions and power of
language even asthey use language to pursue
their own learning and recreational purposes.

7
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Standard IV:
Learning Environment

healthy and constructive social,

intellectual, and emotional tone in the
classroom is essential to fostering learning
success for all students. Accomplished
Early and Middle Childhood/Literacy:
Reading—Language Arts teachers consciously
work to create an environment in which al
students have a place as valued members of
the learning community. In such environ-
ments, children feel free to take risks as they
explore language found in texts, various
media, and the world around them. Effective
literacy-learning environments are well
managed, with a preponderance of academic
activities that are highly engaging to students
and that promote student independence.
Accomplished teachers demonstrate a sincere
interest in their students and make them feel
welcomed, valued, and respected. This atti-
tude encourages students to collaboratively
support one another’s learning progress.

Teachers Set a Caring,
Mutually Supportive Tone
in the Classroom

Teachers foster a sense of community, inclu-
sion, and purposefulness about learning
among their students in many ways, but
primarily through the examples they set.
They are personally friendly and welcoming
in their interactions with all of their students.
They listen carefully and dignify each

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers establish with their students a caring, supportive, inclusive, challeng-
ing, democratic, and safe learning community in which individuals take
intellectual, social, and emotional risks and work both independently
and collaboratively.

student’s contribution with their own atten-
tiveness and thoughtful response. They are
interested in their students’ idess, lives, and
activities, enthusiastic in support of their
students' initiatives; and generous in their
recognition of a wide variety of student
accomplishments and positive behaviors.
They have a sense of humor with which they
enliven the instructional day even as they
communicate an underlying seriousness
about the importance of learning. They
firmly believethat all their students are capa-
ble of growing in their knowledge of the
world and their competence in reading, writ-
ing, listening, speaking, and viewing, and
they maintain high expectations for the
success of each student.

Teachers organize learning activities so
that students have frequent opportunities to
interact and learn from each other as well as
from teacher-led instruction. Teachers
express their thoughts and ideas in ways that
are clearly understood by their students.
Teachers understand that communication is a
two-way process. They are expert listeners
and interpreters of what students mean. They
demonstrate and coach students in the giving
and receiving of constructive feedback and
help students value one another’sideas. They
model and teach active listening, showing
how it is an important part of effective
communication in general and constructive
feedback in particular.

Teachers are committed to ensuring that
students with specia learning needs are an
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integral part of the classroom community.
Teachers are knowledgeabl e about when and
how to use support services, integrating them
into the classroom where possible. Reading
specialists collaborate with classroom teach-
ers to ensure that students reading skills are
reinforced by the classroom teacher as well.
Classroom teachers and specialists also form
partnerships with other colleagues to benefit
learners. When students are absent from class
for part of the school day, teachers remain
committed to fostering their overall develop-
ment. For example, when children with
special learning needs receive extra support
outside of the classroom, the teacher
acknowledges them upon their return and
hel ps reengage each student through conver-
sation, regular routines, organizing visuals,
or class helpers when the teacher is working
with another student or group. In addition,
resource and classroom teachers work
together to plan lessons that carry over from
one context to another and to ensure manage-
able amounts of work for students who
receive extra support.

Teachersinstill in students an understand-
ing that learning sometimes can be difficult,
the reward for persistence is a sense of
accomplishment and increased self-confi-
dence, the willingness to experiment is an
essential part of the learning process, and
mistakes are not viewed as failures but rather
as valuable lessons on the way to improved
understanding. From the start of the school
year, teachers use democratic processes to
discuss classroom rules and consegquences
and to establish social behaviors that favor
effective learning and living together consid-
erately in the classroom and school commu-
nity. They support students in assuming
responsibility for their own actions, and they
foster students’ confidence, intellectual and
social risk taking, and persistence. Teachers
are aware that students want to become
competent, and they publicly recognize and
celebrate students’ various achievements.

Teachers Foster a Well-
Organized, Harmonious
Environment for Learning

Teachers know that the physical setting,
including the arrangement of furniture and
choice of materials and classroom displays,
can help support and extend student learn-
ing, engagement, and growth. Central to this
environment is a classroom library, which
contains a plethora of texts in a variety of
genres and is organized for students of all
reading levels and interests to browse
through and use daily. Teachers collect
resources that reflect a variety of perspec-
tives, interests, cultures, and life circum-
stances for their classroom libraries. They
take great care to ensure that students are
able to access these resources with increas-
ing independence and that students receive
the necessary guidance in selecting texts for
themselves. Accomplished teachers design
routines, procedures, and organizational
systems that lead the way for students to
accomplish these goals. Accomplished
teachers also recognize the importance of
regularly introducing students to new litera-
ture and information, and they feature
changing texts within the classroom book
collection. In addition, teachers' classrooms
are replete with student-generated work and
functional messagesin English aswell asthe
home languages of students for whom
English is a new language. (See Standard
V—Instructional Resources.)
Accomplished teachers involve students
in modifying and maintaining the classroom
environment, rearranging it as needed to
keep pace with assorted activities and student
learning. They aso know that safety is
important for helping students learn, and
teachers strive to ensure that learning envi-
ronments are physically, academically, and
emotionally safe for students. Teachers take
measures to ensure that the physical arrange-
ment of the classroom is conducive to the
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learning of students with disabilities, for
example, by ensuring that a student using a
wheelchair is seated in ways that promote
easy eye contact and sharing with other
students, whether in large or small groups.

Teachers regard instructional time as a
precious resource and use it well; their
lessons are clear, purposeful, coherent, and
well managed with transitions that flow
smoothly. (See Standard VI—Instructional
Decision Making.) Such teachers also recog-
nize when an activity shifts away from the
original plan, and they are flexible in accom-
modating and directing students’ enthusiasm
in a productive fashion. The focus of the
classroom community is on high-level learn-
ing, with children and teacher working
together harmoniously.

Teachers engage their students in
predictable and workabl e classroom routines.
Their students know what is expected of
them. In some cases, students and teachers
cooperate in setting standards and expecta-
tions. Accomplished teachers organize their
classrooms and reading-language arts
instruction into large blocksthat allow for in-
depth literacy experiences. Teachers daily
routines invite personal initiative, helping
students create connections between subject
areas and building on their previous learning.
All teachers experience instances when the
learning continuity of the classroom is
disrupted by externa events or by students
acting out in a nonproductive manner. These
teachers dea effectively with assemblies,
rehearsals, drills, loudspeaker announce-
ments, and other interruptions and, where
appropriate, relate them to classroom activi-
ties. In addressing behavioral problems,
teachers anticipate situations that may
provoke anegative reaction and know how to
prevent or mitigate adverse effects. When
disciplinary action is necessary, they act
promptly and fairly in ways that focus on the
particular behavior rather than on the child.

The classroom activities of an accom-
plished teacher are organized purposefully
and systematically. A student in the class-
room of an accomplished teacher moves
through a variety of learning settings—
whole-class, small collaborative group,
paired, and individual—in the course of the
instructional day. When children engage in
communicative tasks in their literacy explo-
rations, such as keeping journals, listening to
and talking about stories, reading to entertain
or inform one another, or acting out a drama
of their own invention, teachers use the
grouping strategy best suited to the specific
learning activity or goal and the social devel-
opment of students. Groups are created as
learning needs arise and modified or
disbanded as learning needs change.
Teachers do not allow a student to be stigma-
tized by ongoing membership in a particular
group. Teachers know that varying the
instructional format and grouping is impor-
tant, and they have clear reasons for doing
s0. As teachers make these changes, they
make sure that students understand new
expectations. For example, when grouping
students for a new writing workshop or a
literature discussion based on students needs
or interests, teachers help students adapt to
changing group dynamics and teach students
alternate ways and strategies for exploring
and understanding texts.

Teachersingtill in their students a love of
learning and self-confidence based on
achievement. Accomplished teachers lay the
groundwork for students to have the skills
and desires to continue learning and growing
long after they leave formal education. They
help develop students who hold high
personal standards for achievement, appreci-
ate and enjoy learning, and have confidence
in their abilities.

74
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Standard V:
Instructional Resources

ccomplished Early and Middle

Childhood/Literacy: Reading—Language
Arts teachers are familiar with a wide range
of instructional resources that can enrich and
extend the scope of students engagement
with the early and middle childhood curricu-
lum. These resources range from print litera-
ture to creative uses of traditional and
innovative technol ogy and media, encounters
with community resources, and student-
generated works. Teachers involve their
students in learning about language by
encouraging them to use it to satisfy their
curiosity about the world, clarify their think-
ing, promote their own point of view while
understanding the views of others, and enter-
tain themselves and others. To help promote
this process, teachers involve students in the
selection, adaptation, and creation of instruc-
tional resources that support their inquisi-
tiveness and literacy growth. Direct student
involvement is particularly important for
engaging reluctant classroom learners and
students learning English as a new language.

Teachers Have Clear
Criteria for Making
Decisions about
Text Selections

Teachers know that children benefit from
interacting with and analyzing texts of many

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers select, adapt, and create a rich and varied collection of instructional
resources; regularly involve students in the process of creating and selecting
such resources; and engage students, teachers, parents, and other adults from
the community to enrich instruction.

kinds—including picture books, signs and
labels, poems, fables, folktales, historical
fiction, plays and skits, contemporary stories,
biographies and autobiographies, nonfiction
essays, aswell astelevision programs, educa-
tional software, song lyrics, Internet
resources, movies, speeches, newspaper and
magazine articles, and other expressions of
popular culture. They have a broad and deep
knowledge of the different genres of litera-
ture, especialy children’s literature, and of a
variety of authorsand illustrators within those
categories. Accomplished teachers use this
knowledgeto carefully assess and select qual -
ity texts across a broad range of literary
genres. They aso know that one of the attrac-
tions of good literatureisthat it tells powerful
stories that speak directly to children about
issues that matter to them. Consequently,
teachers expose their students to a diverse
variety of textual genres, traditions, cultures,
styles, and perspectives representative of the
breadth and depth of children’s literature.
They aso expose students to arange of high-
quality informational texts that extend and
deepen their knowledge of the world.
Teachers consider students’ interests and
instructional needs when selecting texts of
appropriate difficulty. For example, they
know that student interest coupled with a
well-written text can help generate the effort
required for the development of fluency in
reading. Teachers know how to encourage
children to be adventurous in their sampling
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of different kinds of texts. They provide
entry to the full range of reading materials,
sometimes by means of whole-class read-
alouds; make connections between texts and
their students' background knowledge; and
encourage appropriate choices for indepen-
dent reading. They are also knowledgeable
about the different types of challenges
inherent in texts and about how to match
students’ instructional needs to appropriate
texts to enable growth and avoid frustration.
(See Standard | X—Reading.) Accomplished
teachers select texts to meet the constantly
changing interests and needs of their
students. They are purposeful and have clear
criteria for choosing texts for whole-class,
small-group, and individual consideration
and can articulate these criteria clearly.
Teachers listen to their students’ opinions
about literature—for example, by following
up on an enthusiastic reader’s review of a
new book or magazine—and incorporate that
information into their future decision
making. They know that students will work
hard to understand a text whose subject
matter is inherently engrossing to them.
Accordingly, teachers make use of their
extensive knowledge of children’s literature
and other texts, aswell astheir knowledge of
the specific background, literacy levels, and
interests of their students, to offer numerous
alternatives to each student and to encourage
both independent and whole-class reading,
writing, and discussion about texts.
Accomplished teachers carefully critique
texts for quality and know how to choose
them appropriately. Teachers are aware of a
variety of curricular and instructional
resources that are available to support literacy
development, and they know how to create
and adapt such programs. Furthermore, they
use required texts in productive ways to
advance student learning. For example, they
attend to the relationship between reading
selections and the lives of their students,
focus on €liciting students’ honest responses

to texts, supplement basal programs with
additional resources, and integrate content-
area learning across the curriculum.

Teachers Make Use of
Technology Tools to
Broaden and Support
Their Students’ Literacy
Experiences

Teachers take advantage of technology
tools—which may include audio and video
equipment, cameras, computers, scanners,
distance learning opportunities, or other
resources—in many ways to help their
students learn about the world and develop
language competency. Technology tools can
be used for teaching, production of student
work products, and assessment. For example,
young children might draw, scan, or take
pictures of classroom events to serve as
discussion topics. Teachers might encourage
students to revise their drafts of written text
on a classroom or school computer or word
processor. They might have students use
graphic-organizer software to storyboard
their ideas. Teachers might use oral readings
of books on audiotape and send them home
for students to use as part of a homework
assignment. They might have students
explore accessing information electronically
from the library in the course of conducting
research. They might put studentsin commu-
nication with other students or individuals at
a remote location through the Internet or by
e-mail in order to solve a common problem
or pursue a research query.

Teachers recognize that they are responsi-
ble for selecting developmentally appropri-
ate technology that matches overarching
curriculum goals, and they monitor students
use of appropriate technology. They teach
studentsto select, retrieve, organize, use, and
synthesize information, and they provide
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instruction on up-to-date methods for docu-
menting resources. Teachers make use of the
highly interactive nature of technology but
realize that technology tools are not ends in
themselves. They make use of technology to
support their students investigations of
language and the world, integrating the use
of technology in developmentally appropri-
ate ways throughout the curriculum. For
example, students learning English as a new
language might find e-mail correspondence
not only personally rewarding but also an
avenue for building language skills through
the sharing of family histories with other
students.

Teachers are also aware of and become
familiar with assistive technologies that
increase success for students with disabili-
ties. For example, they may obtain an adap-
tive mouse for use with a computer, learn to
program a voice simulator for a student who
is without speech, or provide interactive
software for a student with cognitive
processing difficulties to help the student
learn to read.

Teachers Make Use of
Human Resources to
Broaden and Support
Their Students’
Literacy Experiences

Teachers understand that instructional
resources are not confined to texts and
machines. They see people—classmates,
parents,® members of the community, library
media specidlists, and other teachers and
school staff—as important instructional
resources whose ideas and use of language,
whether encountered inside or outside the

classroom, develop and sharpen students
thinking and literacy growth.

Students themselves make excellent inter-
active audiences and peer tutors. The variety
of learning backgrounds of students, when
appreciated and built on, becomes a source of
strength and dynamism in the classrooms of
accomplished teachers. (See Standard I11—
Equity, Fairness, and Diversity.) Interactions
among staff, too, help deepen students’ learn-
ing experiences. Accomplished teachers work
effectively with other practitioners, including
other instructional specialists, to offer a coor-
dinated program that gives all students access
to a rich and stimulating curriculum. For
example, two elementary teachers might
team-teach aspects of a unit dealing with
literature and science, thereby letting their
students benefit from each teacher’s special
area of expertise. (See Standard XV—
Professional Responsibility.)

The community is also an important
resource in fashioning arelevant curriculum.
Teachers purposefully integrate the class-
room and the community. They bring the
community to the classroom by means of
guest speakers, volunteers, home language
helpers, storytellers, and adult models; they
bring the classroom into the community by
means of field trips and projects that involve
students in interviews, data gathering, and
other interactions. These teachers take full
advantage of community resources. For
instance, speakers who represent the cultural
diversity of the community can share their
accomplishments and areas of expertise,
providing strong role models for all students.
Teachers foster partnerships with local busi-
nesses and organizations in school or class-
room activities—for example, in staging
theatrical productions or publishing student-
authored texts.

6. Parents is used

in this document to
refer to the people
who are the primary
caregivers and
guardians of children.
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Teachers Involve
Students in the
Creation of
Instructional Resources

Teachers understand that some of the most
effective instructional resources—those that
are inducements to literacy development and
to abroader understanding of the world—are
those created by students themselves.
History projects, multimedia presentations,
drama, science logs, original stories and
poems, audiotapes of oral histories, and arti-
cles in class newspapers effectively promote
language building because students learn

Reflections on Standard V:

through the process of creating them and,
after their wider dissemination, through the
responses of others. Teachers make student-
produced texts of al kinds available for
wider reading, listening, or viewing and for
group consideration. They promote their
production by making available appropriate
materials and dedicating sufficient school
time for students to generate them. They are
also resourceful in locating and securing
supplementary materials that support their
students' meaning-making endeavors.

o
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Standard VI: Instructional
Decision Making

Accomplished teachers  formulate
purposeful, long-term, data-driven
instructional goals that are based on local,
state, and national standards and curricula
These goals are influenced by research,
theory, and current issues in education.
Teacherstake into account the skillsand abil-
ities that students bring to their learning and
ensure that instruction is both developmen-
tally appropriate and relevant to their lives.
In addition to their long-range goals, teachers
develop instruction with embedded, short-
term, and formative objectives in collabora-
tion with other educators and families.

Teachers Develop
Meaningful Learning
Opportunities

for Students

Teachers make appropriate choices regard-
ing depth and breadth of content in their
instructional planning. They plan recursive,
purposeful units of study and rely upon
appropriate resources but are flexible in
adjusting plans based on student needs.
Teachers base objectives on the needs of
students through the use of data from multi-
ple and varied assessments; effective
management, sequencing, and pacing of
instruction;  high-quality  instructional
resources; grouping strategies;, knowledge
of students' interests; and alignment of
teaching strategies with goals, objectives,
and student needs.

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers set informed and purposeful goals for students, develop meaningful
learning opportunities, and interact effectively with students while extending to
them increasing responsibility for their own learning.

Accomplished teachers engage students
in differentiated, purposeful instruction.
Teachers know a variety of student learning
styles and use this knowledge to meet
students at their points of need. They capital-
ize on students' strengths, design instruction
to build on students' prior knowledge, and
often include students in the decision-
making process. They provide multiple paths
to knowledge, varying teaching and learning
modalities (e.g., responding to text by draw-
ing a response rather than writing it).
Teachersimplement appropriate uses of tech-
nology, including assistive technologies, to
extend opportunities for learning. Teachers
use a variety of grouping variations and
strategies to complement their instruction. In
addition to creating groups of various sizes,
they may implement dynamic grouping,
where groups are temporary and flexible;
create homogeneous and heterogeneous
groups as appropriate to the instructional
task; form groups based on students' inter-
ests; or have students self-select their groups.
(See Standard 1V—Learning Environment.)

Teachers Interact
Effectively with Students

Accomplished teachers interact effectively
with students. They respond to students
needs and easily adjust their practice to
make necessary accommodations for
students. They can recognize the teachable
moment and question students effectively to
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determine what standards and benchmarks
they have achieved. For example, as teach-
ers watch and listen to students’ discussions
of a text, they can intervene carefully and
respond appropriately to explicitly address a
misconception or move a student in a new
direction. Teachers interact with students by
continually assessing and assisting them
within their developmental range, using
such strategies as questioning, suggesting,
simplifying, or increasing an activity’s chal-
lenge to move them forward.

The ultimate goal of education—cultivat-
ing independent, self-reliant learners—
requires students to develop a sense of
self-direction. Therefore, teachers work to
increase student responsibility and to help
students become active learners. They guide
students in the practice of decision making
by teaching strategies for making appropriate
choices. At the same time, they provide
students with opportunities for input—both
on an individua and group level—as to
what, where, and how to study. They know
that students motivation increases when
material is relevant to their lives and when
they can exercise a measure of choice of
topic, product, process, and grouping.

Teachers are continually and deliberately
reflecting on the objectives, processes, and

Reflections on Standard VI:

products of the learning experiences they
create, analyzing, evaluating, and strengthen-
ing them in order to make positive changesin
their teaching. They are constantly observing
which students are or are not engaged and
which students are or are not applying strate-
gies effectively and why. Such ongoing
observation drives their instruction. Teachers
are open to new ideas and seek input from a
variety of sources, including students.
Teachers model and teach the processes of
reflection as part of ongoing self-assessment
and expect the same from their students. (See
Standard XIV—Teacher as Learner.)

Teachers assume responsibility for every
student’s engagement and learning, even as
they develop students accountability for
their own learning. They can articulate their
rationalefor their instructional decisions, and
they communicate these appropriately to
students and families. Accomplished teach-
ers strive to engage al students as active
participants in their own learning, gradually
increasing the degree of responsibility each
is expected to assume.

L7
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Standard VII: Assessment

ssessment—the process of discerning

the breadth and depth of students
literacy skills and knowledge—is an
ongoing element of the accomplished read-
ing—language arts teacher’s routine and
serves a variety of critical purposes. Sound,
appropriate, and well-designed assessment
practices have the power to support deep and
meaningful student learning. Accomplished
teachers have command of a wide range of
assessment methods and strategies that align
with the central goals of the language arts
curriculum, and they know how to use
assessment data to help students progress as
readers, writers, listeners, speakers, and
viewers.” They have knowledge of standards
and benchmarks indicating what proficient
literacy learners are able to do at various
developmental levels;, observe and assess
students' literacy skills, and know how to
adjust their presentation and assist children
who are having difficulty or need more of a
challenge.

Accomplished early and middle child-
hood teachers constantly monitor their
students’ ability to use language to commu-
nicate and solve problems. Teachers' assess-
ment practices support and inform their
instructional practices; both continue
throughout the school year, focus on real
language tasks, and build on students’ liter-
acy strengths. Teachers and students system-
aticaly and jointly assess student progress
on a continuing basis using developmentally
appropriate assessments. Teachers effec-
tively communicate their findings to
students, parents, administrators, and the
community, as appropriate, and they involve

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers use a range of formal and informal assessment strategies to shape
instructional decisions, monitor student progress, encourage student self-
assessment, and gather information to report to various audiences.

parents as partners in the instructional
conversation.

In the classrooms of accomplished teach-
ers, students become aware of their own
progressin literacy development and general
knowledge of the world; they also come to
think of themselves as independent learners
who are capable of evaluating their own
work and setting goals for future learning.

Teachers Use a Variety of
Appropriate Assessment
Methods to Inform Their
Instructional Decisions

Accomplished early and middle childhood
teachers are constant and insightful observers
of children at work and at play. Assessment is
wholly integrated into daily instruction and is
an ongoing, performance-based activity.
Knowing the importance of understanding
the development of children and their liter-
acy skills, teachers collect, examine, and
interpret a variety of data about the ways
children communicate, carry out learning
tasks, and interact with peers.

Assessment findings help teachers shape
instructional  planning for individual
students, small groups, and the entire class.
Using a variety of formative and summative
assessments, teachers guide students to meet
outcomes and measure their progress toward
established standards. For accomplished
teachers, assessment is a constant monitoring
of student progress that precedes instruction
(to establish a baseline), accompanies

7. Additional information
about assessments in
each of the language
arts can be found in
Standard IX—Reading,
Standard X—Writing,
Standard Xl—Listening
and Speaking, and
Standard Xll—Viewing.
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instruction (to keep track of successful and
unsuccessful strategies as well as the need to
shift teaching to match immediate student
needs), and follows instruction (to evaluate
and report on student learning and to design
future instruction). Teachers formal assess-
ments may include such practices as the use
of classroom observation and documenta-
tion, in which indicators of individua ora
and written literacy progress are systemati-
cally recorded; portfolio assessments, which
trace the student’s growing competency in
the uses of language over time, often through
an examination of written productions; oral
reading assessments, which document the
student’s progress in reading by evaluating a
series of oral reading performances using an
analytic approach; multiple-choice tests,
which offer information on student literary
knowledge and understanding; and teacher-
child conferences, which alow students to
review and evaluate their learning experi-
ences and, on the basis of that reflection, set
goals with their teacher for future language
exploration.

Teachers know the benefits and limita-
tions of each method of assessment and
choose the most appropriate form for the
purpose at hand. Teachers take into account
cultural, linguistic, and dialectal variationsin
their assessment practices and are careful to
assess students fairly and equitably, adapting
assessments to meet students’ linguistic,
social, and cognitive needs. (See Standard
[ll—Equity, Fairness, and Diversity.)
Teachers design and select a variety of
assessments to show both students’ individ-
ual growth and their progress toward grade
level norms.

Teachers keep systematic, comprehensive
records of all students' progress across all
domains of literacy. (See Standard IX—
Reading, Standard X—Wkiting, Standard
Xl—Listening and Speaking, and Standard
XIl—Miewing.) Accomplished teachers are
able to use technology to collect and organize

data and to report information. Effective
assessment of literacy activities involves a
relationship of trust between the student and
teacher. Teachers work hard to build that
sense of trust, and they strive to have daily
individual contact with each student as away
of staying abreast of their growth as individ-
ual language learners and social beings.
Teachers continuously affirm students’
language use and provide appropriate meas-
ures of encouragement and constructive
feedback. (See Standard IV—Learning
Environment.)

Teachers choose and design assessments
that are aligned with curriculum, instruction,
standards, and goals and that meet the needs
and demands of the individual students,
class, school, district, and families. Teachers
are skilled and thoughtful in the ways they
assess students, and they understand that
improving teaching and student learning is
the primary reason for assessing student
performance. Teachers also know that
assessment of student learning takes
many forms, and they do not make judg-
ments about students on the basis of any
single assessment.

In some states, teachers are accountable
for student performance on districtwide or
statewide standardized tests; these assess-
ments may have important consequences for
students as well. Teachers know the purposes
and content of external assessments.
Teachers recognize their responsibility with
these assessments, meet their responsibility
in creative and innovative ways, and ensure
that preparations for these external assess-
ments provide opportunities for significant
learning for students. Teachers know how to
analyze and interpret data from large-scale
standardized testing programs and use that
information to evaluate and design literacy
programs at the classroom, school, and
district levels. They aso work with those
outside the classroom to ensure that
mandated evaluations are as consistent as
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possible with the vision that frames instruc-
tion and assessment in the classroom.

Teachers use their knowledge of their
students' literacy growth to decide which
learning experiences to offer. They continu-
ally refine their teaching, learning, and
assessment processes as new information
about students becomes available. They
frequently compare their assessment find-
ings, employing the results of one method to
cross-check the accuracy and validity of
another. By using a variety of assessment
practices, they describe each student in their
classroom in terms of strengths as an indi-
vidual language learner.

Teachers Involve
Students in Assessing
Their Own Literacy Gains
and in Collaboratively
Setting Learning Goals

Teachers understand that a central purpose of
education is to cultivate lifelong learners,
and they encourage students to become
aware of and responsible for their own intel-
lectual, social, and ethical growth. Toward
that end, teachers have many ways to guide
students in assessing their own literacy
progress and establishing their own learning
goals; they provide models, criteria, bench-
marks, and feedback so that students can
make accurate and realistic judgments about
the quality of their performance. For exam-
ple, in constructing awriting portfolio, teach-
ers may ask students to choose the piece of
writing they wish to see included in the port-
folio and then explain what it shows about
the student as a writer. Such an examination
helps make students aware of their literacy
growth over time.

Teachers may have students assess one
another’s writing, perhaps asking readers to
describe to the author the impact that a draft
has had on them. Over the course of several

weeks of such peer assessments, students
might work toward a consensus, developing
their own summative rubrics defining what
they as a group mean by the term high-qual-
ity writing. Teachers coach students as they
apply these rubrics to their own writing,
encouraging self-assessment and revision of
drafts.

Guided opportunities for self-assessment
and reflection may be particularly powerful
for helping reluctant classroom learners find
new connections between their curiosity and
the skills and tools of the school curriculum.
For example, during a conference with the
teacher, a student may reveal alack of inter-
est in reading but express an interest in a
hobby or sport. Through the teacher’s wide
knowledge of literature and the student’s
interest in a particular area, teachers and
students can come to agreement about
what texts would most engage the student
in reading.

The self-assessment process is of particu-
lar importance to students for whom English
is a new language because their progress in
language acquisition is made readily appar-
ent in the collection of student work over
time. Thus, students for whom English is a
new language have arecord of, for instance,
the ability to make their intentions clear to
the reader or the increasing use of standard
verb tenses as their new language
knowledge develops.

Teachers Involve
Families in the
Assessment Process

Teachers understand that parents and other
adult caregivers have a tremendous store of
relevant prior information concerning a
student’s cultural and language history, likes
and didlikes, work habits, goals, self-image,
learning style, personality, and so on. This
information helps the teacher support
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language learning. Accordingly, teachers
take steps to form alliances between home
and school that center on the assessment of
each student’s language learning. (See
Standard X111—Collaboration with Families
and Communities.)

In talking with parents about a student’s
language progress, accomplished teachers
maintain atwo-way exchange of information
to obtain the insights of parents and to offer
their own constructive suggestions to help
students become better communicators. For
example, they may arrange to have a conver-
sation with parents early in the school year
and use relevant information from this
conversation as part of the student’s learning
profile. Later, teachers apprise parents of the
results of assessments in terms that are clear,
fair, objective, and trustworthy and that
generate parental input. Teachers include

Reflections on Standard VII:

students as participants in collecting, inter-
preting, and reporting assessment results.
Accomplished Early and Middle
Childhood/Literacy: Reading—Language Arts
teachers prepare reports of their evaluations
that clearly communicate to parents and
administrators the kind and quality of
progress their students are making. Teachers
provide parents with meaningful feedback on
how their children are progressing in the
acquisition of language processes; this feed-
back includes periodic comparisons with
established performance standards. In this
way, teachers help cultivate family support
for student learning. (See Standard XIlI—
Collaboration with Familiesand Communities.)

@

40

EARLY AND MIDDLE CHILDHOOD/LITERACY: READING-LANGUAGE ARTS



Assessment &z

EARLY AND MIDDLE CHILDHOOD/LITERACY: READING-LANGUAGE ARTS 41



& EMC/Literacy: Reading—Language Arts Standards

42 EARLY AND MIDDLE CHILDHOOD/LITERACY: READING-LANGUAGE ARTS



Advancing Student Learning

The ways that Early and Middle Childhood Literacy: Reading—Language Arts teachers make
decisions and implement their curriculum in a flexible, appropriate, and creative manner
provide the most visible and, arguably, the most important demonstrations of accomplished
teaching. The next five standards describe the ways teachers advance student knowledge and
understanding in all aspects of the reading—anguage arts curriculum: reading, writing, speak-
ing, listening, and viewing. These standards also explain the necessary integration and inter-
dependence of the language arts and the important goals and purposes that guide teachers in
their planning and instructional decision making about literacy learning.

Standard VIII: Integration

ntegrated instruction is a hallmark of
accomplished teaching that encompasses
two related concepts. The first is the well-
established principle that although the liter-
acy processes of reading, writing, listening,
speaking, and viewing are different
processes requiring specialized skills, they
are also mutually reinforcing and cannot be
taught in isolation. Accomplished teachers
provide opportunities for active student
participation and interaction by designing
learning activities that integrate reading,
writing, listening, speaking, and viewing.
The second concept is that the content of
reading—language arts should directly
connect students with broad themes, idess,
and issues across texts and disciplines. While
recognizing the need for concentrated blocks
of time to focus on the teaching of
reading— anguage arts, accomplished teach-
ers aso connect their literacy instruction
with student learning in the other disciplines.

This standard focuses on how accom-
plished teachers integrate the five language
arts components into their instruction and
acrossall curriculum areas. Thefour standards

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers understand the reciprocal nature of the literacy processes of reading,
writing, listening, speaking, and viewing, and they provide developmentally
appropriate learning activities that integrate among the language arts and
across the curriculum.

that follow describe in greater depth the
knowledge and abilities accomplished teach-
ers use to foster the acquisition and devel op-
ment of specific literacy skills. (See
Standard 1X—Reading, Standard X—
Writing, Standard XIl—Listening and
Foeaking, and Standard XI1—Viewing.)

Reciprocal Nature of
Language Processes

In the classrooms of accomplished teachers,
the reciprocal nature of the language arts is
brought to bear in purposeful lessons that
incorporate numerous combinations of the
five language arts. Teachers know that
students' oral and written language develop-
ment and visua skills, for example, are
mutually reinforcing processes and that
growth in one aspect of the language arts
often transfers to all of the others. When a
teacher takes dictation from a young child
and reads it back, the student begins to
understand the relationship between the writ-
ten and spoken word and may then attempt to
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write. Teachers use shared books as one way
to incorporate all the language arts skills. For
example, when teachers read aloud and point
to text, students learn to match the spoken
word to the written word, gain an under-
standing of directional concepts, and use
picture cues and predictable patterns to gain
meaning from text. Teachers also use these
shared, patterned texts as a model to encour-
age student writing and illustrating, as well
asaspringboard for inviting studentsto share
their new books orally with classmates.

When students are listening to, reading,
and discussing a poetry selection, teachers
may demonstrate how writers use language
in interesting and descriptive ways. Teachers
then support students as they experiment
with language in their own writing or speech.
Teachers integrate oral and written language
development by engaging in frequent,
instructional conversations with students,
individually or in small groups, to talk
about text.

Accomplished teachers aso know that
students may be more successful in some
language arts than others and that tapping
into a student’s assets in one language art
may provide momentum for growth in
another. For example, struggling readers who
may build strong interpretation skills when
critically viewing and discussing a film may
then learn to apply their skillsin interpreting
character or ideasin film to reading and writ-
ing tasks. Similarly, students who are reluc-
tant to talk during class discussions may
gradually gain confidence through develop-
ing language competence in their writing and
then be more willing to take risks and share
their thoughts in pairs, in small groups, and
with the class.

When teachers plan assignments that inte-
grate al the language arts, they often have
the opportunity to engage their students in
high-level critical thinking and creative
connections. For example, an assignment of

a slide show presentation may require
students to read, research, and prepare notes,
to trandate notes into writing formats; to
design layouts and captions for the
information; to orally or visually present
reports with classmates and teachers; and to
listen, critique, and provide feedback to
one another.

Integration across
the Curriculum

The reading—language arts classroom
teacher who also teaches subjects such as
social studies, science, and mathematics is
in a somewhat different position to deliver
integrated instruction across the disciplines
than the reading specialist who teachesin a
pullout setting. All teachers—whether
teaching students individually, in small
groups, or in the classroom—know that
literacy skills provide the foundation for
learning across the curriculum and that
students need cohesive literacy instruction
throughout the school day, and they act on
this knowledge. Although many accom-
plished reading—language arts teachers are
in unique contexts with various constraints,
they maximize instructional opportunities to
make links to other areas of the curriculum
through their own instruction and through
careful planning with colleagues. (See
Standard XV—Professional Responsibility.)

Teachers know that learning language and
deepening one's understanding of the world
are inseparable processes. Students do not
learn language in the abstract; they do so
through concrete applications and authentic
contexts. Students develop and expand their
knowledge of the world simultaneously with
and as aresult of the acquisition of language
to express their new understandings.
Teachers of reading-anguage arts recognize
this interdependence and are themselves
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knowledgeable about the various subject
areas covered in the early and middle child-
hood curriculum, particularly as they pertain
to the development of language. They
provide reading materials for students, at
their individual reading levels, in subjects
such as science and socia studies, and they
give guided reading lessons that help
students understand the specific conventions,
language, and strategies of historical and
scientific texts. If not students' regular class-
room teacher, the reading-language arts
teacher may coteach lessons that support the
specific literacy learning needs of a small
group of children, and coordinate materials
and skills development for students in pull-
out programs to enhance the classroom
program.

Teachers also understand that language is
the vehicle by which students come to
develop the processes of reasoning and prob-
lem solving in the areas of mathematics and
science. They help students find language
that expresses relationships with precision,
logically validates their critical thinking, and
communicates their reasoning to others. For
example, teachers support students in
components of the mathematics program,
such as problem solving, that rely heavily on
written language.

Teachers help students develop the ability
to make connections across the curriculumin
many ways. Teachers of reading—language
arts may involve their students in using the
language arts to investigate the past and
present, reporting their findings in connec-
tion with the socia studies curriculum. They
may help students discover how a historical
erainfluences particular authors, documents,
or reference works. In each of these
instances, they can assign projects that
require students to integrate reading, writing,

listening, speaking, and viewing as well.
Teachers might also have students write and
act out their own plays or express themselves
through dance, music, and the visual arts.
Reading specialists collaborate regularly with
all personnel to coordinate literacy initiatives
that provide children with a comprehensive
literacy program through activities such as
developing schoolwide reading incentives or
assisting students in selecting materials at
their reading levels. (See Standard XV—
Professional Responsibility.)

Accomplished teachers often coordinate
thematic instruction that allows students to
shape and express their ideas across the
curriculum. For example, students may be
asked to read stories about the ocean in
reading—language arts at the same time that
they learn about animal and plant life in the
ocean in science and learn about the major
oceans and waterways in socia studies.
Teachers of students in pullout programs
may try to select books on the theme the
classroom teacher is addressing that will
meet the needs of individual studentsin one-
on-one instruction, and may collaborate
with the classroom teacher by suggesting
multiple resources for the particular theme.
Accomplished teachers seek such opportu-
nities to enrich their instruction through
broad themes while simultaneously assuring
that literacy learning for their students is
also enhanced.

In sum, accomplished Early and Middle
Childhood/Literacy: Reading—Language Arts
teachers constantly engage students in
enlarging their view of the world by having
them read, write, speak, listen, and view
across the curriculum.

€
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Standard IX: Reading

Accomplished teachers understand that
reading is a complex process and that
successful readers employ a variety of
strategies to construct meaning. Teachers
are knowledgeabl e about language develop-
ment and the reading process, including
knowledge of phonemic awareness, phon-
ics, fluency, vocabulary development,
comprehension strategies, multiple text
structures, various cueing systems to help
students construct meaning from print, and
motivation strategies. Teachers recognize
the pivotal importance that reading has in
each child’s devel opment—both as a prepa-
ration for continuing success in school and
work and as a means of fostering more
knowledgeable, thoughtful, and responsible
adults. Teachers recognize the social,
cultural, political, cognitive, critical, and
pleasurable elements of reading, and they
help students make connections between
texts and students prior knowledge and
cultural backgrounds to facilitate under-
standing. Teachers' instructional decisions
are based on the needs of children; sound
language, reading, and literacy theories;
knowledge of children’s literature and other
texts; and local, state, and national standards
for teaching and learning.

Instructional Components

Teachers are themselves avid readers with a
broad curiosity about and experience with
written texts of many kinds. They model

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers use their knowledge of reading processes, language development,
texts, and ongoing assessment to advance literacy, develop strategic readers,
promote an appreciation of reading as vital to lifelong learning, and create effec-
tive instruction so that readers can negotiate, inquire about, and construct mean-
ing across the curriculum.

their enjoyment of the reading process, talk-
ing with their students about the substance of
their own reading and reading aloud to
students from a representative variety of
children’s literature. Teachers expect
students to become involved in reading in
school and on their own, and they set aside
time on aregular basis for students to engage
in independent reading activities. They also
provide students with access to arich selec-
tion of texts—including community texts
(e.g., scrapbooks, stories written by family
members) and student-generated texts—
through classroom, school, and community
libraries.

Teachers understand the socia nature of
reading and provide opportunitiesfor students
to share their reactions to reading specific
materials. They recognize that students are
able to influence one another’s ability to think
critically about what they read and can moti-
vate one another to read by sharing ideas and
information about reading materials, authors,
and illustrators. They recognize that the
degree of curiosity and motivation students
bring to texts directly affects their willingness
to work hard at understanding texts. Teachers
make available to individua students texts
that expand on their current interests and help
them develop new interests. (See Standard
V—Instructional Resources.)

Accomplished teachers know and act on
the knowledge that literacy skills are taught
through careful planning and instruction.
Through their actions, they bring to bear the
notion that dedicated literacy time is a
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necessary component, and they provide a
variety of instructional segments to give
students sustained practice in reading and
the other language arts. Teachers employ a
variety of instructional components. These
include, but are not limited to, guided read-
ing groups (i.e., students with the same
instructional needs share a common text and
the teacher provides instruction to meet
those needs), shared reading (i.e., al partic-
ipants having the same text as a class or part-
nership), read-alouds (i.e., teacher or
students reading aloud), word work (i.e.,
learning new words through application of
analogies, phonics skills, and spelling
patterns), and independent reading (i.e.,
students reading at their independent levels
with ease and fluency). Accomplished teach-
ers also recognize that al of the components
call for instruction on the part of the teacher
to establish routines and expectations and to
meet student needs.

Effective Learning
Experiences for Readers

Accomplished teachers teach readers effec-
tive strategies for developing their literacy
skills. They work to develop students
phonemic awareness, understanding of the
alphabetic principle, concepts of print, under-
standing of all cueing systems, phonics skills,
vocabulary, fluency, comprehension strate-
gies, metacognition, and other key reading
skills. They teach these skills and processes
in meaningful, motivating, and appropriate
ways, and their continuous assessment of
their students guides their planned and spon-
taneous pedagogical decisions.

Teachers develop students' early reading
skills. These include an understanding of
phonemic awareness (i.e., the ability to hear
and identify individual sounds in spoken
works) and the alphabetic principle (i.e.,
letter recognition and recording letters and
sounds for words). They familiarize young

children with basic concepts of print: holding
abook; turning pages correctly; reading from
left to right and top to bottom; and recogniz-
ing words, spacing, and punctuation.
Teachers know that some emergent readers
see words as shapes rather than as combina-
tions of letters. Teachers understand that
young children identify iconographic
symbols and use that awareness to develop
the concept that print conveys meaning and
has consistency.

Teachers know that strategic readers use a
variety of cueing systems to help construct
an ongoing understanding of text. These
include graphophonic cues, those based on
the reader’'s knowledge of sound-symbol
relationships (or phonics); pragmatic cues,
those based on the context in which the text
appears, such as accompanying illustrations;
semantic cues, those based on the reader’s
vocabulary, sense of story, and relevant prior
knowledge of the world; and syntactic cues,
those based on the reader’s knowledge of the
grammatical structure of the language.
Teachers help students learn to use these
cueing systems flexibly and effectively in
their reading, providing students the varied
experiences and strategies they need to
develop the independent ability to use each
system appropriately without an overreliance
on any one of them.

Accomplished teachers provide all
students, whether emergent or sophisticated
readers, with appropriate texts, strategies,
and opportunities to practice reading with
sufficient fluency and automaticity to
demonstrate such skills as speed, accuracy,
and expression. For example, teachers give
students multiple opportunities to read and
reread familiar texts. They also teach
students to use an array of strategies to
develop vocabulary (i.e., words students
must know to read and communicate effec-
tively), improve comprehension (i.e., under-
standing, analyzing, and evaluating what
has been read) and become independent
readers.
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Teachers employ modeling, explicit
instruction, and avariety of other strategiesto
help students become competent readers. For
example, if a student overrelies on sounding
out words, the teacher might demonstrate the
use of pictures and thinking about the story’s
meaning as a support to promote more effec-
tive problem solving of new words. If the
teacher observes a small group of students
reading stories without attending to written
information (i.e.,, using only pictures,
predictable and repetitive patterns, and
memory), the teacher might refocus the
students on the words and letter-sound rela-
tionships. Teachers help students develop
more efficient processing and self-monitoring
strategies to support comprehension.

Teachers understand that reading is the
process of constructing meaning from text.
They also understand that the process of
reading is transactional—that is, the reader
brings meaning to and takes meaning from a
text—and that a student’s response to agiven
book, play, poem, or other communicative
form isinfluenced by his or her prior know!-
edge and experiences. Teachers support their
students' engagement with text and active
response to it. They are dedicated to helping
children discover and articulate what a given
text means. Teachers see their role as helping
students deepen, enrich, and clarify their
responses to text as well as helping students
critically examine and question what they
read. Teachers provide students a variety of
strategies to use before, during, and after
reading. They help students interpret
evidence and information in texts, identify
bias, and constructively critique inaccurate
portrayals and information. Teachers provide
guided experience to support students
reading development.

Teachers provide texts for children to read
at their developmenta levels while using
interactive teaching and learning experiences
that build on students’ interests and learning
styles to develop their reading abilities as
fully as possible. Teachers also establish a

comfortable environment to invite and
encourage reading. They read aloud to
students, even when those students are
sophisticated readers themselves. Teachers
know that reading aloud can serve a number
of purposes, including extending students
vocabulary, developing students’ higher-
level thinking skills, modeling phrased and
fluent reading, or introducing a new book.

Teachers use a variety of genres (such as
poetry, narratives, nursery rhymes, biogra-
phies, and informational texts) to promote
each student’s progress and success in read-
ing. For example, teachers understand that
literature, even as it entertains children, has
the power to help learners develop compre-
hension and critical thinking skills. Teachers
also understand that reading informational or
expository texts is a complex and vital intel-
lectual skill with broad implications for read-
ing all types of texts across the entire
curriculum. Students who are capable read-
ers can identify literary elements, such as
plot, theme, character, and foreshadowing;
locate the most important ideas in a text and
relate them to concepts encountered in other
texts and real-world experience; summarize
arguments; and make reasonabl e predictions.
In order to secure these gains, teachers work
conscientiously to provide skill and strategy
instruction matched to the challenges posed
by texts and the needs of readers. They also
seek to broaden their students’ repertoire of
reading strategies.

Teachers encourage students to think crit-
ically about texts. They engage students in
meaningful learning experiences that intro-
duce texts and concepts to students, as well
as promote enthusiasm for reading. They
guide students as they make predictions and
preview important textual and visual cues.
These activities are especially helpful for
students learning English as a new language
and students who are challenged by aspects
of the reading process. Teachers foster
substantive conversations about books and
other texts asaregular part of classroom life.
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In these conversations, the process of explor-
ing ideas in atext is understood as a shared
responsibility, one that teachers and students
undertake in a spirit of collaboration and
mutual trust. Students are encouraged to
guestion and speak candidly about their
responses to the text and the connections
they may have made between it and their
lives (text-to-self), as well as responses
comparing texts (text-to-text) and relating
texts to real-world events (text-to-world),
partly by following the examples they have
watched their teacher set. (See Standard
IV—Learning Environment.) Teachers
ensure that students’ skillsin reading as crit-
ical interpreters of texts are continually
developed across all areas of the curriculum
and in all instructional settings. For example,
as part of research projects, accomplished
teachers select texts—including electronic
texts available through the Internet—
at students instructional level to support
the content areas.

In promoting serious interpretive dialogue
about text, accomplished teachers are atten-
tive listeners; they are receptive to the vari-
ous opinions they hear put forward by their
students. They encourage arange of interpre-
tations, helping students recognize, respect,
and learn the inherent value of differing
responses to the same text. At the same time,
they ask that students support their points of
view with evidence gathered from a close
reading of the text and other sources and use
this evidence as a starting point to make
judgments and inferences that further their
understanding of text and the world.

Teachers encourage students to respond to
texts in a variety of ways. through class
discussion; writing about what they have
read; dramatic re-enactment; or other
creative expressions, such as music, dance,
or original works of art. They expose their
students to meaningful texts across the entire
early and middle childhood curriculum,
including social studies, science, health,

mathematics, the arts, and other subject
areas, as well as through regular encounters
with a variety of quality literature. (See
Standard VIll—Integration.) They keep the
instructional focus on meaning-making,
constantly integrating the development of the
child’s ability to read with his or her expand-
ing understanding of the world.

Assessing Reading

Accomplished teachers recognize the power
of assessment in delivering appropriate read-
ing instruction to all students. They
construct their classroom procedures, sched-
ules, and student assignments in ways that
allow for ongoing, meaningful assessments
to take place on a regular basis and pay
particular attention to students with special
learning needs. Teachers recognize that one
assessment does not fit the needs or levels
of al readers and that assessment is most
helpful when analyzed in collaboration with
other teachers, parents, and sometimes
the students themselves. (See Standard
VIl—Assessment.)

Teachers carefully diagnose and are able
to examine student reading behavior and
comprehension in effective and efficient
ways. For example, teachers use specialized
reading assessments that capture the essence
of skills required by the emergent reader
through tool s that record student understand-
ing of the aphabetic principle, concepts of
print, reading level, phonemic awareness,
fluency, and word recognition. Teachers use
running records or other systematic and
sensitive methods for recording how emer-
gent and more sophisticated students decode
and use phonics, understand vocabulary, and
comprehend texts at different gradients of
difficulty. Teachers aso provide multiple
opportunities for students to self-assess their
progress in reading and interpreting text.
Teachers of early childhood students may
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use ora retelling and drawing as primary  knowledge on an ongoing basis to determine
assessment strategies to document compre-  subsequent texts and strategies to advance
hension, while teachers of middle childhood  reading skills.

students might use a combination of written

response, multiple-choice assessments, and &

dramatic interpretations. Teachers use this

Reflections on Standard IX;
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Standard X: Writing

Writing is the process of exploring,
transposing, and transcribing one's
thoughts. Using writing, students can inform,
persuade, beguile, explain, impress, or other-
wise influence an audience. Writing helps a
writer clarify attitudes, communicate idesas,
create new worlds, relate to others, and
discover his or her own thinking. Writing
draws on a complex web of social and cogni-
tive skillsthat take time and effort to acquire.

Accomplished teachers lead students to
develop useful, practical, and developmen-
tally appropriate approaches to writing,
regardless of the writing task. Teachers
develop students’ proficiency with traditional
and technological writing tools, as well as
with assistive technology, as appropriate. As
they do with reading, listening, speaking, and
viewing, teachers integrate the skills of
writing with those of the other language arts.
They also integrate writing across the
school curriculum.

Instructional Components

Accomplished teachers are themselves expe-
rienced writers capable of presenting their
ideas in clear and cogent prose, and they
model writing throughout the instructional
day. Teachers share the struggles and satis-
factions of their own writing process and
their own written products with students.
They understand that the ability to write has
a positive effect on students' reading skills.
Consequently, they are aware of the critical

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers use their knowledge of writing processes, language development,
writing development, and ongoing assessment to provide instruction in the
components of writing, assist students in constructing meaning in their written
work, and provide genuine opportunities for students to write for a variety of
purposes and audiences.

value of gaining experience with this
complex mental process, and they help
students devel op metacognitive awareness of
this relationship.

Teachers help students see writing as a
recursive process that often includes prewrit-
ing, drafting, revising, editing, and publish-
ing. Teachers give guidance as the students
sort through information to identify writing
topics, find information to support the writ-
ing of ideas, seek ways to organize and
develop thoughts, reconceptualize thoughts
to reorganize material, revisit activities when
they are struggling to clarify a message, and
edit work. Teachers understand that writing
instruction cannot be delivered in a linear
fashion, and they therefore employ focused,
explicit lessons as part of a rich, powerful,
ongoing conversation between students and
teachers about writing.

Accomplished teachers use many types of
strategies for helping students with writing.
For example, teachers use modeled writing
(where teachers wield the pen and deliber-
ately “think aloud” as they write). They also
use shared writing (where teachers solicit
ideas from students as the teacher writes),
interactive writing (where teachers and
students share the task in some way), guided
writing (where students wield the pen and the
teacher supports and instructs as necessary),
paired writing (where students work together
on their writing), and independent writing
(where the student accepts responsibility for
thinking or writing on self- or teacher-
selected topics).
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Accomplished teachers understand that
young children are fascinated with writing—
how adults write, the tools used for writing,
and the results of children’s own efforts.
They also know that students take pride in
knowing that their developing writing
conveys meaning to an audience. Teachers
know that learning to write involves knowing
how writing and speech relate, how form and
style vary depending on different situations
and purposes, and how a reader will react to
what was written. Teachers provide young
children with ongoing opportunities to
experiment with and explore writing, and
teachers supply appropriate materials, such
as various types of paper and writing
instruments, to do so. Teachers also provide
appropriate instruction in handwriting
skills, including manuscript and cursive
letter formation.

Teachers continually develop students
writing skills and techniques, including such
areas as focus, organization, support,
mechanics, voice, knowledge of audience,
word choice, and sentence variety. Teachers
also guide student writing across many
genres, such as essays, poetry, drama, news
articles, and short stories. Teachers help
students develop and employ a variety of
resources to draw upon as writers, such as
lists of transitions, word gradients, similes,
and topic ideas. They help students to
become descriptive, expressive, and persua-
sive writerswho recognize their ability to use
writing that has an impact on the audience.

Developing
Students’ Writing

Accomplished teachers develop the student
skill of writing, using oral language as the
starting point and encouraging young chil-
dren to capture their ideas on paper in the
form of drawings, scribbles, letters, and
labels. For example, one young child may

produce a scribble, and another may write
“ILM.” Both mean “I love Mom,” and both
represent beginning writers' developing skills
in trandating thoughts to graphic representa-
tions. Through purposeful instruction, these
written forms eventually mature into more
complete written text. Teachers understand
the characteristics of emergent writing,
including inconsistent usage of conventional
mechanics, and developmental spelling
patterns. They know that early attempts at
spelling reflects children’s efforts to commu-
nicate using print, and that it is a powerful
means for acquiring insight into children’s
literacy and linguistic growth. It also provides
an initial opportunity for young children to
begin to view themselves as writers who can
convey meaning through their work.
Therefore, teachers focus on responding to
the nature of the content and ideas produced
by their students while holding conventional
spelling as a critical goal for all students.
Knowing that children acquire skills at their
own pace, teachers constantly monitor skill
development in order to assist children in all
stages of literacy development. They work to
develop their students writing abilities by
helping them set challenging goals and
providing assistance in achieving those goals.

Accomplished teachers know that
students learn to write through meaningful
and regular practice, and they create blocks
of time for varied literacy experiences in
which students write informally and
formally. These may include using learning
logs to solve problems in mathematics or
science; composing original stories and skits;
keeping various types of journals for
reflection; producing class newsletters;
corresponding with others using e-mail; and
using signs, labels, charts, and lists in
the classroom.

Teachers recognize that advancements in
technology have introduced additional
components to the writing process. Teachers
are aware that students who learn to write
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using word-processing software applications
may think differently about the writing
process from those who learned to write
longhand. Teachers are able to guide students
to think about and practice writing as arecur-
sive and iterative process. Technology opens
up new publication possibilities in the class-
room; teachers use a range of writing proj-
ects that may incorporate graphics and may
be presented as brochures, multimedia
presentations, Web pages, or in other
formats, helping students to learn the differ-
ent purposes of writing and modes of produc-
tion. Teachers ensure that students develop
keyboarding skills, and they provide oppor-
tunities for keyboarding practice. Teachers
are careful to use available technology in
developmentally and instructionally appro-
priate ways to help students develop skill as
writers and achieve curriculum goals.

Teachers delight in the natural curiosity of
children and in the origina way early and
middle childhood students express them-
selves in their everyday written comments
and investigations of the world. Teachers
know that students develop as writers and
speakers best when they are allowed to
compose text on subjects that intrigue or
otherwise matter to them. Accordingly,
teachers regularly involve students in choos-
ing their own topics and purposes for writ-
ing, in addition to teacher-selected activities
designed to support the broad development
of students' writing. This might involve
anything from labeling a picture of the
child’s family to writing a verse or develop-
ing a narrative describing the results of a
science experiment.

Accomplished teachers are aware that
spelling, punctuation, and grammar are most
effectively taught in the context of writing.
Therefore, they use the texts that students
produce to illustrate the conventions of
language. As students realize the importance
of such matters as complete sentences, prop-
erly placed periods and commas, correct

spelling, and legible handwriting in commu-
nicating to their audience on matters they
care about, they come to appreciate the util-
ity of mastering conventions and become
motivated to do so. Teachers make students
aware that employing the conventions of
language, including correct spelling and
grammar, will help them communicate with
a wider audience. Teachers also help
students see that because written language
can be revised and edited, most readers hold
it to a strict standard of conventional accu-
racy. Teachers assist students for whom
English is a new language and students who
use various English dialects to take risks in
writing for meaning, and they encourage
students to use the skills they already have
acquired in other languages and dialects to
gain proficiency in Standard English.
Teachers also assist students who are learn-
ing in their primary language to take risks
and express their ideas.

Teachers understand that writing is often a
socia process—a way of finding one’s voice
in society—and that the desire to make one's
ideas known to others often serves as a
powerful motivator for writers. Whenever
possible, teachers help students find audi-
ences for their writings. For example, they
may have children take turns reading their
favorite compositions to the class and
answering questions about them. They may
set up discussion groups in which students
develop writing topics, listen to one another’s
compositions, and make helpful suggestions
about how a piece might be revised. They
may regularly publish a class newdetter or
class book. They may bind student research
papers into reference books that become part
of the class library to be read, thought about,
and commented on by classmates. Teachers
also develop audiences outside the classroom
and school, including older or younger
students, parents, and readers of student writ-
ing publications, by involving students in
interactive writing experiences.
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Teachers understand that the primary goal
of writing is not always simply to communi-
cate with others. They know that writing
carries an emotional impact and that students
often use writing as a way of exploring
emotional issues, such as those that occur
with their friends or in their families. They
help students write for a variety of purposes,
including enjoyment, reflection, discovery,
and giving form to personal insight. For
example, students keeping a daily log on
growing mealworms might, through their
written observations, come to understand life
cycles, even though no person other than the
author will read the log. Teachers also help
students engage in functional writing tasks,
such as composing recipes or thank-you
letters, that students will encounter outside
of school. Students may also keep personal
journals for their own enjoyment, writing
poetry or reflections on the events of
their lives.

Teachers understand that writing is an
intellectual adventure requiring discipline.
They recognize that writing is a complex,
recursive thinking process that varies widely
from individua to individual. They nurture
each student’s discovery of approaches to
writing—free association, brainstorming
ideas, writing from an outline, the use of
multiple drafts, or other techniques—that
work well for him or her, and they guide
exploration in new approaches. Teachers
develop a connection between reading and
writing by using children’s literature as
prompts and models for students as they
study other writers' craft and develop their
own writing. Teachers regularly provide
explicit lessons on specific compositional
aspects when they observe such aneed in the
writings of a student or group of students.
For example, they might help students
become aware of the power of using precise
words (e.g., “bounding” into aroom in place
of “walking”) to develop a character or
convey mood in a piece of fiction, or they
might show students when and how breaking

a line in poetry can support meaning.
Recognizing that students learn a great dedl
from other authors—including published
authors, teachers, and peers—teachers invite
students to share the discoveries they have
made and insights they have gained about
their writing from other authors.

Teachers provide timely and constructive
responses that help students see their writing
more clearly. In reading a student-authored
text, the teacher is careful to respect each
child’s individual voice and respond to what
the student has to say, honoring the child’'s
ownership of the text. Teachers interact with
students to engage them actively with what
they have written and, when appropriate, to
help them make informed decisions about
revising and editing.

Assessing Writing

Teachers know and use varied and meaning-
ful assessments, such as prompted writing
and spelling analysis, and feedback strate-
gies, such as writing conferences, written
comments, and developmental descriptors, in
order to help students as they develop their
writing skills. They effectively match and
individualize the assessment to the task and
use the resulting information to inform
further instruction. They are able to guide
student self-assessment and peer assessment
in ways that help students become more
independent writers both in and out of
school. Teachers include students in the
assessment of writing by asking them to
create and then use rubrics or other tools for
critiquing writing. They have students collect
their writings over time in portfolios to
reflect upon their progress and set
future learning goals. (See Standard
V1l—Assessment.)

o
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Standard XI:
Listening and Speaking

istening and speaking are the original
— modes of language acquisition and
development, and accomplished teachers
understand that they are inexorably inter-
twined. Oral language constitutes a primary
means by which children make sense of the
world and communicate with others, and
their development of oral language supports
their further development in reading, writing,
and viewing. Teachers provide abundant
opportunities for all students to speak and
listen in order to help students construct
meaning, understand the relationships
between listening and speaking, develop
comprehension strategies and auditory
discrimination, engender respectful relation-
ships within and outside the classroom
community, and make meaningful connec-
tions with other disciplines.

Accomplished teachers know that chil-
dren acquire and use oral language as a way
to mediate their world—to make their needs
known, to ask questions, and to interpret and
control their environment. Teachers know
that children constantly test possible “rules’
of language (e.g., that the past tense of a
verb in English is formed by adding the /d/
phoneme) by trying them out (e.g., “I goed
to Grandma's”). Teachers provide opportu-
nities for such experimentation, and they use
formal and informal instruction to increase
children’s language proficiency. In doing so,
students become more capable, confident
users of conventional language. Teachers
structure learning activities to promote

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers know, value, and teach oral language development and listening and
speaking skills as essential components of literacy, and they provide opportuni-
ties for students to listen and speak for a variety of purposes and audiences.

students’ playful discovery of language,
their sense of oral language conventions,
and their ability to interpret the world
through oral language. Teachers consistently
use oral language as a vital component of
regular assessment, both of students atti-
tudes toward learning and their progress
in learning.

Instructional Components

Accomplished teachers are themselves artic-
ulate speakers and sensitive listeners who
demonstrate excellent oral language skillsin
their day-to-day leadership in the classroom
and throughout the school community. They
model, attend to, and help students under-
stand the importance of listening and appro-
priate talk by seeking clarification of student
responses, probing for reasons behind
student actions, registering students
reactions to learning activities and social
interactions, encouraging students to use
language to make connections between
previous experiences and new experiences,
asking students their opinions, and respond-
ing appropriately to them in individua
conversations or group interactions. Teachers
provide opportunities for self-expression and
peer interaction, and they help students
engage in meaningful discussion.

Teachers are deliberate and purposeful in
their teaching of listening skills throughout
the early and middle childhood levels. They
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emphasize comprehension and teach students
to listen with a purpose in mind, such as
following directions, drawing conclusions,
showing respect, or responding to a question.
They provide opportunities for students to
develop higher-level thinking skills as they
listen for specific purposes. For example,
when teachers read aloud, they encourage
students to share persona connections or
connections to books already read in class.
They are able to discriminate between the use
of listening as a classroom management tool
and listening as a vital skill in the support of
children’s growth and devel opment.
Accomplished teachers provide many
opportunities for students to speak with and
listen to one another and their teachers in
whole-class, small-group, and paired
settings. Teachers engage in responsive,
sustained dialogues with students, adjusting
talk and pace according to individual needs,
in order to help students develop oral
communication skills. Students may be
invited to give their opinions about books,
read or sing together in chora recitations,
role-play or reenact stories, paraphrase what
they have read, interview members of the
community to create an ora history, create
puppet shows, recall a sequence of events
from a personal experience, improvise a new
ending to a familiar plot, engage in
pantomime, conduct a town meeting, or
engage in other oral language activities.
Teachers also recognize that students benefit
from creating and responding to music as
both aform of expression and alearning tool.
Teachers allow time to read aoud to students
regularly; these readings are purposeful and
rehearsed. They use information about
students’ prior experiences to help plan for
read-alouds, using texts that capture
students' interest and are appropriate to the
students' developmental levels and literary
experiences. Teachers instruct students in
techniques of formal speaking, such as iden-
tifying audience and purpose, using eye

contact, and talking at an appropriate volume
and speed. Teachers also provide opportuni-
ties for students to develop formal and infor-
mal presentation skills. Students are given
opportunities to self assess their progress in
listening and speaking for a variety of
purposes using predetermined criteria.

Teachers create a mutually supportive
classroom environment in which all students
feel safe to take part in classroom discussion
and other oral language exchange, and they
schedule small-group conversations with
students to ensure that al students have
opportunities to express themselves. They
model and teach group communication
skills, such as how to “disagree agreeably,”
how to respond to one another’s comments,
and how to take turns. They teach appropri-
ate words and body language. Teachers take
advantage of variations in dialect, language
background, and personal experiences within
their learning communities as a resource for
students to learn about and appreciate
linguistic and cultural diversity. Teachers
help children understand and respect cultural
differences in nonverbal communication
systems as well. (See Standard 111—Equity,
Fairness, and Diversity and Standard |V—
Learning Environment.) Teachers are also
adept at meeting the dual goals of respecting
language diversity and helping students
acquire the necessary skills for speaking
Standard English.

Assessing Listening
and Speaking

Accomplished teachers know that children
need frequent opportunitiesto talk to develop
oral language fully, and they employ evalua-
tion processes and tools that capture the
essence of these developing skills. They
construct their classroom environments,
routines, and schedules in ways that value
student speaking and listening, as well as
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allow them to seamlessly conduct ongoing
assessments of these skills. Teachers use
anecdotal records, checklists of discussion
points, rubrics and developmental indicators,
retelling, language samples, and tape record-
ings to assess these skills. Teachers design
assignments, such as book talks and project
presentations, that include embedded assess-
ment opportunities for speaking and listening
skills for students as individuals and as part
of agroup. (See Standard VI1—Assessment.)

Teachers also use a combination of
assessments and formats when evaluating
student speaking and listening skills. They
create opportunities for student-to-student
and student-to-teacher talk and are skilled in
assessing student speech patterns, word

Reflections on Standard XlI:

usage, and sentence structure. Accomplished
teachers provide oral assessments, knowing
that some children can express their under-
standings better through the spoken word
than the written word. When students
demonstrate difficulty with oral skills, teach-
ers confer with experts to find the most
appropriate and effective ways to help the
student develop effective speaking and
listening skills. Teachers aso provide oppor-
tunities for students to create assessment
tools and rubrics for effective speaking and
listening in order to assess their own efforts
and those of their peers.

e
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Standard XlI: Viewing

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers know, value, and teach viewing as an essential component of literacy.

They use a wide variety of print and nonprint resources to develop students’
viewing and visual-representation skills.

Vievvi ng is an essential form of commu-
nication in today’'s media-saturated
world. Helping students interpret and
produce visual language and images prepares
them to become more knowledgeable and
sophisticated consumers and producers of
communication in different media. Teachers
redlize that students need awareness and
understanding of visual cues, such as
a speaker’s gestures and facial expressions
(both natural and deliberate), printed signs
and symbols, graphs, the use of formatting in
printed texts, and the setting of a television
scene. Teachers understand that the concept
of text has expanded beyond written texts to
include such visual texts as illustrations,
graphs, labels, collages, sign language,
wordless books, picture symbols, photo-
graphs, television programs, advertisements,
magazines and newspapers, plays, films,
Web sites, multimedia resources, and works
of art. Teachers construct varied learning
opportunities that develop students' ability
to create and critically analyze such
visual texts.

Teachers provide visualy rich environ-
ments and varied learning experiences in
classrooms and other learning spaces for
students of varied developmental levels, and
they make certain that all students learn how
to comprehend, interpret, analyze, and create
many forms of visual text. Teachers help all
students interact with their visual environ-
ment as an important part of the learning
process. Visual, dramatic, and environmental
cues serve as important supports for student
learning, particularly for the academic and
social development of emergent readers and

students for whom English is a new
language, students with hearing loss, and
students from culturally and dialectally
diverse backgrounds.

Instructional Components

Accomplished teachers consider viewing as
an essentia element in the process of devel-
oping students’ literacy, and they share with
students their enjoyment of viewing.
Teachers are themselves skilled viewers, able
to analyze and interpret a wide variety of
visual texts. Teachers demonstrate for
students critical viewing skills. For example,
they teach students to form questions about
the purposes, intended audiences, and bene-
ficiaries of a particular advertisement. They
are also knowledgeable about the types of
viewing experiences their students have—
what television shows students see, what
movies they go to, what Web sites they visit,
for example—so they can help students
become reflective and analytic viewers both
at school and at home. Teachers also are
sensitive to gaps in student access to various
media and technology at home, so teachers
can make sure that they provide equity to all
students as students learn viewing skills
at school.

Accomplished teachers have clear learn-
ing goals when they teach viewing to early
and middle childhood students. They help
learners use illustrations to understand writ-
ten materials. They support and extend learn-
ing generated from print text by helping
students understand how to interpret and
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create graphs, tables, charts, and maps.
Teachers give early and middle childhood
students frequent opportunities to develop
higher-level thinking skills as they guide
students in the use of visuals. For example,
teachers may help students understand the
connection between written text and an illus-
tration to enhance their interpretive skills, or
teachers may use political cartoons to
explore various perspectives of current issues
in asocia studies class. Teachers know that
students learn from each other, so they plan
many activities where students can share
ideas about visual text in small-group and
whole-class settings.

Accomplished teachers help students
develop arepertoire of skills for interpreting
and creating visual text. They help children
navigate around visua text, for example,
helping them know what to look at first if an
image is complex. They help students under-
stand the similarities and differences among
oral, written, and visual text, and how to use
this understanding to interpret visual text and
make decisions about which media to usein
communicating their ideas. For example,
teachers may ask students to compare a story
from a book to a film version of the same
story, discussing the point of view expressed
in each and the way the different media have
created the point of view. Likewise, they may
have students discuss the way a particular
theme addressed in class is represented in
both a poem and a photograph or film.
Similar to the teaching of literary elements
that increase student understanding of litera-
ture, accomplished teachers familiarize
students with a vocabulary for understanding
the elements of visual communication. For
exampl e, teachers may discuss the concept of
framing with students, hel ping them to notice
what elements of an event or scene a photog-
rapher has chosen to include and exclude
before asking students to create an image
themselves. Alert to opportunities to inte-
grate many of the language arts, the accom-
plished teacher may also ask students to

write a paragraph describing why they made
the choices they did. Accomplished teachers
provide multiple opportunities for studentsto
express themselves visualy. For example,
teachers may help students understand the
effect of the appearance of their writing by
having students change the amount of white
space and the fonts they use in a computer-
generated work, or teachers may have
students expand their ideas by selecting
photographs to accompany their written
text or by scripting and presenting a multi-
media presentation.

Teachers show their students how the
world istranslated by various media and how
media are produced. Teachers give their
students opportunities to view and anayze
photographs, logos, movies, billboards,
advertisements, documentaries, TV shows,
plays, Internet designs, Web sites, works of
art, magazines and newspapers, and other
visua resources. They aso help students
understand the interrelation of sounds and
visuals in many types of media, such as
films, speeches, musical performances, and
Web pages. They teach their students how to
be discriminating viewers who can recognize
bias and propaganda. They critically discuss
with students media ethics, the ways in
which media reflect and shape the values of
a society, and the appropriate uses of
different media. They engage students in a
conversation about what makes a television
show or film “high quality,” and they help
students begin to develop clear standards of
quality for visual text. Teachers also teach
students to use different media to explain,
persuade, and evaluate. Teachers take advan-
tage of the motivating nature of various
media to create critical viewers and thinkers
among their students.

Teachers use various technological
resources in teaching early and middle child-
hood students to express themselves, and
they oversee the appropriate selection and
use of current and emerging media, including
computers, CD-ROMs, audio and video
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recorders, or multimedia resources. (See
Standard V—Instructional Resources.)
Teachers help students understand how to
use various texts and graphics to design
creative or research-based work with these
various technological tools.

Assessing Viewing

Accomplished teachers know students need
multiple opportunities to communicate visu-
ally. Accomplished teachers engage in ongo-
ing assessment of students’ viewing skills
and provide written and oral feedback to
students aimed specifically at a student’'s
level of development and degree of skill.
Teachers evaluate the extent to which their
students are discriminating consumers and
producers of visual communication by using
all the language arts. For instance, they listen
carefully as students discuss visua text in

Reflections on Standard XllI:

pairs, small groups, or as awhole class. They
have students write about visual text, such as
writing captions for photographs, describing
in a journal why they watch the television
shows they do, or writing a review of afilm
they have seen or a Web site they have
visited. They have students produce visual
text, from early drawings and scribbles to
illustrated reports or multimedia presenta-
tions. They reflect on the results of these
evaluations and alter their instruction accord-
ingly. Teachers also share rubrics for assess-
ments with students and have students help
create appropriate rubrics for projects as
well. An important part of the evaluation of
student viewing is helping students become
self-evaluators, aware of their own
developing viewing skills. (See Standard
V1|—Assessment.)

o
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The last three standards describe other important decisions, actions, activities, and frames of
mind that support and contribute to the practice of accomplished reading—anguage arts teach-
ers. These include the ways teachers advocate for and reflect on their own professionalism, as
well as the way they work with others, including parents and colleagues, to create intellectu-
ally lively and spirited classrooms that support their learning goals.

Standard XlllI:
Collaboration with Families
and Communities

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers develop positive and mutually supportive relationships with family

and community members to achieve common goals for the literacy education
of students.

ccomplished Early and Middle

Childhood/Literacy: Reading—Language
Arts teachers recognize parents and other
adult caregiversastheir strongest alliesin the
education of young children. Family
members are usualy keen observers and
accurate reporters of the strengths and needs
of the children in their care. They can have a
strong interest in and continuing influence on
their children’s development and attitudes
toward school and learning. Accomplished
teachers understand the formative role of
parents, learn from them, and help them
foster their children’s learning. Teachers also
recognize the pervasive influence that the
community can have in shaping and
enhancing the student’s educational experi-
ence as well as in supporting the family.
Teachers take the initiative to form aliances
with parents, families, and community
members on behalf of the literacy develop-
ment of their students.

Teachers Are Effective
Communicators Who
Form Meaningful
Partnerships with
Families

Teachers know that gaining an understanding
of students' lives outside of school is essen-
tial to establishing a successful learning
program inside it. They establish open, two-
way communication with families early in
the school year, seeking out relevant infor-
mation concerning students language
history, background, culture, reading inter-
ests, learning goals, and home life. They are
flexible in their modes of communication,
for example, offering to meet off-hours with
parents whose work schedules conflict with
the regular school day, or offering to
converse with them on the telephone, by e-
mail, or through other Internet technologies.
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They collaborate with students' other teach-
ers appropriately prior to communicating
with parents concerning important topics
such as students' learning assignments,
academic growth, literacy development,
behavior, and class accomplishments. Often
communications with parents are in the form
of a letter or progress report. Teachers may
ask parents to sign such notices, indicating
they have read them, and invite comments,
guestions, or suggestions. Teachers have
these letters translated into the home
language when appropriate and possible.
They determine the most effective ways to
communicate with parents regardless of
parents’ spoken and written English skills.
They find occasions to inform parents when
a student has made a breakthrough as well as
when problems have arisen. They enlist the
support of parents and encourage their advice
when dealing with typical sources of
conflict, such as a student’s classroom
behavior and the completion of homework.
They interpret and discuss the body of
students' work, using portfolios, report cards,
and test scores in a manner that provides
families with an accurate portrait of their
children’s progress.

Teachers Assist Families
in Supporting Their
Children’s Learning
Development

Teachers share information with parents
about how they can support the literacy
development of their children. For example,
they may hold occasiona informal work-
shops for parents (with interpreters when
needed) in which they explain some aspect of
the curriculum, such as the process of writ-
ing, children’s literature, or how to read
together effectively. They share their profes-
sional expertise with parents about how to

help their children develop good learning
habits and study skills, complete homework,
set goals, and improve their academic
performance. They recognize that classroom
climate powerfully affects parent participa-
tion. As a result, teachers create a warm,
welcoming environment where parents feel
valued and connected to their children. They
may suggest and provide materials and
resources that parents can use in working
with their children.

Teachers invite parents and other commu-
nity members to support the program indi-
rectly by participating in classroom or school
functions, such as book fairs, student
performances, luncheons, holiday celebra-
tions, and fund-raising, or directly by
supporting individual instruction, reading to
students, or speaking with them about an
area of special expertise.

Teachers actively involve parents and
families in every aspect of the educational
process, keeping them briefed both through
formal and informal means. For example, in
addition to developing a newsletter to inform
families of learning activities, a teacher
would provide parents with enrichment
activities to extend literacy development; a
teacher might coordinate a student-led
conference with the student’'s family and
other teachers. When necessary, teachers
assist parents by serving as advocates for
students within the school. In instances
where literacy materials are not available at
home, teachers work with parents and chil-
dren to make such materials available.

Accomplished teachers also recognize
that parents have their own school history
and convictions about education that must
be taken into account in fostering a positive
home-school climate. For example, adults
who had mainly negative educational expe-
riences may be reluctant to become
involved. On the other hand, some
concerned parents may insist that their chil-
dren receive instruction in reading—language
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arts as they remember having been taught.
Accomplished teachers know how to open—
and maintain—lines of communication.
They are sensitive to parental perspectives
and seek to resolve concerns in respectful
ways. They enter each discussion expecting
to reach a workable solution. They focus the
discussion on what parents care about—the
welfare of their child—as they keep their
students’ best interests in the forefront of
their minds and actions.

Teachers Encourage
School Collaboration with
Community Members

Accomplished teachers know that no school
or classroom is isolated from the larger
community. Therefore, they seek ways to
involve themselves and their students with
the community. Their awareness of the
importance of community relations leads
these teachers to inform the community at
large about school goals, classroom projects,

Reflections on Standard XIlllI:

and student successes, and they alert admin-
istrators to activities that warrant media
attention. They seek to establish the kind of
informed understanding that can occur when
school and community work together.

Teachers seek opportunities within the
community to expand their students and
their own advocacy and decision-making
skills while advancing students’ literacy
skills. For example, they may help students
respond to community issues through letters
to the editor, or they might organize students
in volunteer programs with direct commu-
nity impact. They look for opportunities to
involve their students with a cross-section of
citizens—for example, leadersin politics and
the arts, merchants, senior citizens, and
others. They actively practicetheir belief that
connecting schools to the community can
provide mutually enriching experiences for
all parties. (See Standard V—Instructional
Resources.)

o
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Standard XIV:
Teacher as Learner

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers constantly seek to improve their knowledge and practice through

a continuing process of professional reading, writing, dialogue, inquiry,
and reflection.

he depth of experience and knowledge

accomplished teachers possess comes
from their years of working with students
and addressing students’ specific needs. As
part of their belief in learning, teachers regu-
larly reflect on their own practice and seek to
improve their pedagogy and expand their
professional vision. Accomplished early and
middle childhood teachers recognize that
language arts teaching is an evolving field,
one in which teachers must employ their
professional judgment to discern what
constitutes sound practice while facing chal-
lenges that do not lend themselves to simple
solutions. Teachers recognize that the
demands of their craft will change over
time—indeed, they may change with each
class and each student. They view each year
as another opportunity to expand their under-
standing of teaching, learning, and assess-
ment; improve the quality of their teaching
practice; and enhance their profession. In
short, they are lifelong learners.

Teachers Seek a Better
Understanding of Their
Craft from a Variety

of Sources

Teachers are confident enough about their
pedagogical practices and beliefs to engage
regularly in critically examining them. They
are risk takers, willing to communicate with
others and to try new teaching strategies that

may improve the effectiveness of their
instruction. They continually seek to learn
more about reading, writing, listening,
speaking, and viewing. Teachers also assume
the responsibility of staying current relative
to the purposes and uses of technology in the
teaching-learning process. Accomplished
teachers are lifelong users of literacy for
information and recreation, and they are
models of literate persons.

Teachers avail themselves of many
resources in analyzing the quality and scope
of their teaching. They are good listeners
who learn with and from their students. They
carefully analyze comments received in
parent-teacher and parent-student-teacher
conferences as well as from informal
conversations with parents. They value their
colleagues—teachers, specialists, and
administrators—as rich sources of informa-
tion, perspective, and insight. (See Standard
XV—Professional Responsibility.)

Teachers are also avid readers and
effective, confident writers. They stay
abreast of significant research findings in
their field and related areas. They are famil-
iar with relevant curriculum guides; local,
state, and national standards;, and profes-
sional publications. They draw on such texts
to improve their practice. They consistently
take advantage of professional development
opportunities, including workshops, class-
room observations, Web sites, and strategy-
sharing sessions with colleagues. Teachers
seek training and resources to continue to
find new ways to use current and emerging
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technologies, such as digital cameras, photo
imaging, and scanners. Most of all, they
search their own experiences, regularly
reflecting on the events of the day and posing
problems and questions for research. This
reflection, written in an anecdotal journal, for
example, is one form of inquiry and may be
read and reviewed by the teacher alone or
shared as a professional resource. Teachers
constantly probe the nature of their relation-
ships with students, asking questions of
themselves, wondering, and experimenting.
Through this habit of reflection and inquiry,
they weave together their classroom experi-
ences, knowledge of theory, and contempo-
rary research to solve problems and
constantly reinvigorate their practice.

Teachers Take
Responsibility for Their
Own Professional Growth

Teachers have avision for their students, the
dynamic of their classrooms, their own
teaching role, and the future of the
profession. They have well-reasoned posi-
tions on the major issues in the field. They
hold an evolving set of beliefs about the
teaching and learning processes, which they
employ in systematically reflecting on their
practice. They can persuasively explain the
pedagogical decisions they make.

Teachers know their own personal
strengths and weaknesses. They work

constantly to examine the ways their particu-
lar cultural background, values, biases, and
experiences might affect their beliefs, behav-
ior, and relationships, with the goal of broad-
ening their perspectives and improving their
effectiveness within the learning environ-
ment. In thisregard, teachers may participate
in discourse with colleagues, seminars,
workshops, and courses that challenge or
develop their current thinking.

All teachers experience exhilaration and
disappointment in the exercise of their profes-
sion. Through their habit of self-reflection
and insistence on high expectations for them-
selves and their students, accomplished
teachers cultivate the attribute of refined
professional judgment. They are adert to the
teachable moment, consistently able to take
maximum advantage of the unpredictable
opportunities that present themselves in the
course of the school day.

Accomplished teachers embrace the life-
long study of the art and science of teaching
in order to ensure continued professional
growth. They often make this effort public to
raisein their students a curiosity, enthusiasm,
and passion for learning. These teachers
exemplify the highest ideals of scholarship
and ethics. They take responsibility for their
own professional growth, embrace profes-
sional standards in assessing their practice,
and reflect on their profession to ensure that
they teach with effectiveness and dignity.

7
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Standard XV:
Professional Responsibility

ccomplished Early and Middle

Childhood/Literacy: Reading—Language
Arts teachers define their responsibilities as
professionals to include a commitment to the
continuing growth and development of their
colleagues, their schools, and their field. They
act as members of alearning community with
responsibilitiesthat extend beyond their class-
rooms, collaborating with other professionals
to enhance the school’s professional culture
and programs and to benefit education in
general. Accomplished teachers routinely
collaborate with al reading-Janguage arts
educators to share in the reading—anguage
artsinstruction of students. To this systematic,
collaborative process teachers bring a deep
knowledge of the field and an intimate know!-
edge of the learner in a context that is profes-
sional, purposeful, probing, and productive.

Teachers Contribute to

the School’s Intellectual
Life and Overall Quality
of Instruction

Teachers take leadership roles within the
school community and beyond in many ways.
They may, for example, serve as peer coaches
or mentorsto preservice and student teachers,
new teachers, or experienced colleagues; in
turn, they welcome colleagues to observe
them in class. They may develop sessions for
their colleagues on reading and writing across
the curriculum. They work with colleaguesto

Accomplished Early and Middle Childhood/Literacy: Reading—Language Arts
teachers actively contribute to the improvement of teaching, learning, and the
advancement of knowledge and professional practice.

design, improve, or evauate staff develop-
ment plans and practices. They initiate infor-
mal discussions about professional issues
with colleagues. Teachers contribute to the
design, review, or revison of curriculum
guidelines.

Accomplished teachers value collabora-
tion with colleagues as a means of strength-
ening instructional practice and of designing
and implementing new programs for inter-
disciplinary learning. They take seriously
their responsibility to collaborate with peers
because they understand that their involve-
ment is mutually beneficial—capable of
improving not only their effectiveness as
teachers but also the effectiveness of their
colleagues and, ultimately, the education of
students.

Through their interactions with colleagues
and the profession, accomplished teachers
advocate for educational excellence. They
guestion ideas, requirements, curricular
assumptions, and other factors that may limit
teaching effectiveness, school quality, or
student learning, and they do so in ways that
have a positive impact on the learning
community. They are advocates for policies,
programs, and resources that benefit their
students, their school, and their profession.
For example, they may take part in the setting
of site-based policies, help review the
compatibility of external assessments with
schoolwide learning goals, seek grant
support, advise the school board by proac-
tively  sharing  information  about
reading—anguage arts programs, or otherwise
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attempt to bring about instructional improve-
ment. They display their leadership by foster-
ing an attitude of innovation, open-
mindedness, and collaboration among
colleagues in order to advance professional-
ism throughout the school.

Teachers work with colleagues and
administrators to understand and improve
instruction. They help ensure the greatest
possible chance for success for students by
easing their transitions across the elementary
and middle school grades. They may also
coordinate their work with special education
and resource teachers to identify eligible
students and provide well-integrated curric-
ulathat meet their learning requirements and
contribute to interdisciplinary understanding.
They advocate for students' right to read a
variety of materials and write and talk about
a variety of topics. In addition, when the
opportunity arises, these teachers participate
effectively on school or district committees
and projects with other educators to improve
school policies, organization, or procedures.

Teachers Contribute to
the Advancement of
the Profession

Accomplished teachers define their responsi-
bilities as professionals to include a commit-
ment to the continuing growth and

Reflections on Standard XV:

development of their field and their profes-
sion. Often they will go beyond the confines
of their classrooms and schoolsto extend their
professional commitment, and they may
choose to do so in a variety of ways. They
may provide leadership and advice to other
teachers on ways to involve parents in their
children’s education. They may collaborate
with colleagues at the district, state, and
national levels to improve the quality of
programs and to contribute to the professional
growth of the education community. They
may take on aleadership rolein aprofessional
organization. They may make presentations at
professiona conferences and conventions or
conduct ethnographic or action research in
their classrooms and share the results with
colleagues. They may contribute letters or
articles to professional magazines and jour-
nals or serve on education policy committees.
They may compose letters to the editor or
participate in television or radio interviews.
They may aso collaborate with educators
from colleges, universities, or other institu-
tions and agencies to pilot programs, teach
postsecondary courses, or monitor the work
of student teachers and interns. Such commit-
ment is central to their dedication to the qual-
ity of their practice and to the advancement of
reading— anguage arts education.

€
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Epilogue &

he 15 standards in this document represent a professional consensus on the charac-

teristics of accomplished practice and provide a profile of the accomplished Early
and Middle Childhood/Literacy: Reading—L anguage Artsteacher. Although the standards
are challenging, they are upheld every day by teachers like the ones described in these
pages, who inspire and instruct the nation’s youth and lead their profession. By publish-
ing this document and offering National Board Certification to reading—-anguage arts
educators, NBPTS aims to affirm the practice of the many teachers who meet these stan-
dards and challenge others to strive to meet them. Moreover, NBPTS hopes to bring
increased attention to the professionalism and expertise of accomplished
reading— anguage arts educators and, in so doing, pave the way for greater professional
respect and opportunity for these essential members of the teaching community.

In addition to being a stimulus for self-reflection on the part of teachers at al levels
of performance, Early and Middle Childhood/Literacy: Reading—Language Arts
Sandards is intended to be a catalyst for discussion among administrators, staff devel-
opers, and others in the education community about accomplished practice in this field.
If these standards can advance the conversation about accomplished teaching, they will
provide an important step toward the NBPTS goal of improving student learning in our
nation’s schools.
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1) Teachers are committed to students
and their learning.

2) Teachers know the subjects they teach
and how to teach those subjects
to students.

3) Teachers are responsible for managing
and monitoring student learning.

4) Teachers think systematically about
their practice and learn from
experience.

5) Teachers are members of learning
communities.

1525 Wilson Boulevard / Suite 500 / Arlington, VA 22209 / 703-465-2700






