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Layered
Reading

Close Reading
to Analyze
Meaning

Close Reading
Bursts

Teacher

Patrick
Pastore

Rue Ratray

Beth Verrilli

Nonfiction (Chapter 3)

Description

Patrick uses both
contiguous reading
and line-by-line
reading as he and his
students read
“Occurrence at Owl

Creek Bridge.”-

Rue reads for subtlety
and author's craft by
juxtaposing a line
from The Giver with
plausible alternatives.

Beth and her students
closely read a short
and crucial moment in

Othello.



Clip Module

4 Embedding
Texts

5 Embedding
Texts
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Embedding
Texts

Teacher

Colleen
Driggs

Patrick
Pastore

Patrick
Pastore

Description

Colleen makes the
familiar more rigorous
with an embedded
text.

Patrick embeds a short
nonfiction piece on the
Civil War to illuminate
elements of a short
story set in that time.
(“Occurrence at Owl
Creek Bridge”)

Patrick models
rigorous character
analysis with the help
of an outside-the-
bull's-eye embedded
text. (The Westing
Game and a
description of
histrionic personality
disorder)

Writing for Reading (Chapter 4)

Clip Module

7 Writing for
Reading

[co

Cycles

Reading Class

Teacher

Gillian

Cartwright

Description

Gillian builds student
writing stamina and
uses writing to
support a high-quality
discussion of Fences.

Kelsey Clark Kelsey has

systematized Stop and



Reading Class Julia

Cycles Goldenheim
Reading Class Jessica
Cycles Bracey
Writing Is Julie Miller
Revising

Writing Is Julia
Revising Goldenheim

Jots that give her
students multiple
opportunities to
reflect on their reading
in writing.

Julia expands the
Read-Write-Discuss
cycle by having
students revise based
on insights gleaned
from discussion of the
text. (The Winter of
Our Discontent)

Jessica “re-cycles” to
ensure that students
frequently reflect on
their reading through
writing and to create
the illusion of speed.

Julie carefully
monitors student
writing, then provides
clear feedback based
on her observations of
students' writing. (The
Life and Times of
Oscar Wao)

Julia quickly
addresses a common
error by Show Calling
one student and
soliciting constructive
feedback from the



13 Building
Stamina

14  Building
Stamina

Eric
Diamon

Lauren
Latto

class.

Eric strategically helps
students build their
writing stamina.
(Baseball in April and
Other Stories)

Lauren supports
students' writing
stamina by giving
them a choice of three
equally rigorous
writing prompts for
Romeo and Juliet.

Approaches to Reading (Chapter 5)

Clip Module

15  Accountable
Independent
Reading

16  Accountable
Independent
Reading

17  Control the
Game

Title

Patrick
Pastore

Daniel
Cosgrove

Nikki
Frame

Description

Patrick encourages
quality Accountable
Independent Reading
by giving students a
clear focal point.
(Catcher in the Rye)

Daniel uses a
catchphrase to expand
Accountable
Independent Reading
duration at low
transaction cost.
(James and the Giant
Peach)

Nikki gently
administers a



Control the
Game

Control the
Game

Control the
Game

Control the
Game

Jessica
Bracey

Rob De
Leon

Eric Snider

Patrick
Pastore

consequence and
positively brings an
inattentive student
back into the class's
Control the Game
reading of A Single
Shard.

Jessica masterfully
Controls the Game
during a Read-Aloud
portion of her lesson.
(Circle of Gold)

Rob bridges for his
students as they finish
a section of The Mouse
and the Motorcycle.

Eric prompts students
to fill in missing words
to ensure that the
students are following
along during a Control
the Game reading.
(“Dark They Were,
and Golden-Eyed”)

Patrick names the
sound and Punches
the Error to minimize
transaction costs and
put the majority of
decoding work on
students. (The
Westing Game)
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23 Read Aloud

24 Read Aloud

Bridget
MecElduff

Taylor
Delhagen

Maggie
Johnson

Vocabulary (Chapter 6)

Clip Module

25  Explicit
Vocabulary
Instruction

26  Implicit
Vocabulary
Instruction

27 Implicit
Vocabulary
Instruction

Teacher

Akilah
Bond,
Colleen
Driggs, and
Gillian
Cartwright

Tondra
Collins

Nikki
Frame and
Patrick

Bridget normalizes
error and brings in the
whole class to help a
student correctly
pronounce a word.

Taylor injects life into
reading aloud with
drama and pizzazz.

Maggie asks for a little
spunk, and gets some
joy and laughter in
return. (To Kill a
Mockingbird)

Description

Watch Akilah, Colleen,
and Gillian
demonstrate the
importance of
accurate and student-
friendly definitions.

Tondra turns one
student's struggle into
an opportunity for
Implicit Vocabulary
Instruction. (Twelve
Angry Men)

Nikki and Patrick drop
in definitions to
support students'
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Vocabulary
Instruction

Implicit
Vocabulary
Instruction

Implicit
Vocabulary
Instruction

Maintenance
and Extension

Maintenance
and Extension

Pastore

Jamie
Davidson

Maura
Faulkner

Erica Lim

Steve
Chiger

Beth Verrilli

understanding of a
text. (Number the
Stars and A Single
Shard)

Jamie projects a
picture of a scalpel on
the overhead to
support a definition
that's critical to
understanding the
text. (Boy: Tales of
Childhood)

Maura, after quickly
defining a key word,
asks a series of
application questions
to increase rigor and
support student
mastery of the word.
(Number the Stars)

Erica pushes students
to use a tough
vocabulary word, as
well as identify
nonexamples of it.
(The Itinerary of
Benjamin of Tudela)

Steve reviews and
reinforces vocabulary
words in his high
school English class.

Beth reviews the word
exploited as it relates



Reading Systems (Chapter 7)

Clip Module

33

Teacher

Phases of Patrick
Implementation Pastore

Phases of Kim Nicoll
Implementation
Phases of Amy

Implementation Parsons

Interactive Alex
Reading System Bronson

Discussion Erica Lim

Systems

to Macbeth through a
series of Cold Calls.

Description

Patrick rolls out and
models Interactive
Reading for his
students. (Miracle's
Boys)

Kim models elements
of Interactive Reading
like labeling and
writing margin notes.
(The Watsons Go to
Birmingham — 1963)

Students in Amy's
class autonomously
annotate as they read
Forgotten Fire.

Alex highlights a
student's Interactive
Reading notes in her
science class as a
model for the rest of
the class.

Erica encourages the
use of nonverbals like
eye contact and strong
voice in her class
discussion.



38 Discussion Erica Lim
Systems

39 Discussion Erin Krafft
Systems

40 Discussion Eric Snider
Systems

41  Discussion Laura Fern
Systems

Students in Erica's
class hold a rigorous
discussion with little
prompting.

Erin installs a system
that students can use
to respectfully agree or
disagree with their
partner during their
Turn and Talks.

Eric uses multiple
Turn and Talks while
reading a short story,
“Dark They Were, and
Golden-Eyed,” to
check for
comprehension and
keep engagement
high.

Laura's class engages
in an impeccable Turn
and Talk supported by
strong systems she's
established.

Toward Intellectual Autonomy (Chapter 8)

Clip Module Teacher

42 Toward Maggie
Intellectual Johnson
Autonomy

Description

Maggie facilitates a
discussion based on
phrases students have
autonomously
identified as
important during



43 Autonomous
Discussion
Structures

44  Autonomous
Discussion
Structures

Useful Tools

Beth Verrilli

Ryan Miller

Reading Nonfiction (Chapter 3)
e Ideas for Meta-Embedding
e Unit Plan with Embedded Texts: Rue Ratray and The

Giver

independent reading
of To Kill a
Mockingbird.

Beth clearly lays out
the frame for a class
discussion to support
a rigorous and
student-driven
conversation about
The Great Gatsby.

Ryan models for
students replicable
actions of higher-level
discussion as he
facilitates a peer-to-
peer conversation in
his history class.

e Embedding Nonfiction: Quality-Control Checklist
Writing for Reading (Chapter 4)

e Read-Write-Discuss-Revise Cycle Template

Vocabulary Instruction (Chapter 6)

e Sample Vocabulary Rollout Script

Toward Intellectual Autonomy (Chapter 8)



e Reader's Response Journal Template

e Literary Terms and Definitions

~ For the video clips in which a specific text is highlighted,
we've included the text title as an additional note.



To our kids, with whom we have 16,000 more nights to read—not nearly
enough
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Introduction

Reading Reconsidered

This book is about the enduring power of reading to shape
and develop minds, both in the classroom and, ultimately,
outside of it. Of the subjects taught in school, reading is first
among equals—the most singular in importance because all
others rely on it. Excellence in almost any academic subject
requires strong reading. This applies to the history, math,
science, arts, and other subjects that students study in their
K—12 years, as well as the behavioral economics, organic
chemistry, or ancient religious history they will pursue at the
university level (to say nothing of the intellectual pursuits of
their private and professional lives).

One of the core requirements of reading beyond the K-12
level is the ability to make meaning from the literature of a
discipline: often dense and arcane, and where grasping the
main idea—this is a document about the rights of citizens!—
is insufficient. The specifics must be mastered—which rights,
say, as defined how and by whom. Getting the gist is not
enough. Academic success often means a student with a
challenging text—sometimes at the margins of his comfort
level—that he must read and master, alone. It's not all
challenging reading—there will surely be fantastic lectures
and labs and discussions, but even then, what a student is
able to contribute to or take from those activities will depend
heavily on what she took from the hundred pages of dense
critical theory, case law, restoration drama or metastudies
she sat down with the night before. The farther students
advance, the more demanding the reading required of them.

If our hopes and expectations for our students stretch far—to



A few years ago, the head of Uncommon Schools, the
nonprofit where we work and which runs forty-four high-
performing urban charter schools, turned to us in the midst
of an otherwise ordinary meeting and asked us to “figure out”
reading. By “figure out,” he meant for us to go and analyze
what we (our schools and teachers) were doing in our
reading classrooms and determine what we needed to do
more or less of. In other words, we were tasked with finding
better ways to reach a consistently higher reading standard—
to better prepare our students to succeed in college and in
their lives beyond. We received this mandate despite the fact
that, by most people's measures, we were succeeding in our
ELA classrooms. Our students were consistently able to
significantly outperform “expectations” as defined by what
other similar populations of kids were able to achieve and

what schools in similar neighborhoods did.2 Internally,
however, we knew that it wasn't good enough to do better
than a standard that was not nearly high enough; we needed
to find a way to help our kids outperform students born to
privilege and the lifetime of implicit benefits to literacy that
come with it.

Our standard had to be true and enduring excellence, and

there we fell short.2 Whereas in math and other subjects we
would close the gap between our kids and those of privilege
in just a year or two, our best schools took three and four
years to do so in ELA. Some of them never did. Whereas our
math results were consistent, those in ELA were far less
predictable. Further, our first rounds of graduates brought
back tales from college that were not always the march of
triumph we'd expected. We'd sent 100 percent of our
graduates on to college, but in many cases 150 pages of
reading a night in texts of dizzying complexity had left our
students overwhelmed by the challenge.

The charge to figure out reading was relatively terrifying. Our



first thought was, “What if we can't think of anything to say?”
But we set out to solve the problem in the way we've become
accustomed to: by watching and learning from what
successful teachers do and by doing our best to figure out
what, among those things, works best.

Even before we started to develop thoughts about solutions,
we noticed a lot about the challenge. For example, we noticed
that “what we did” in our ELA classrooms could roughly be
described as “just about everything.” There was a daunting
breadth of skills and knowledge teachers were setting out to
ensure that students mastered in a typical ELA classroom:
learn to use hundreds of new words, develop the ability to
comprehend texts in multiple genres, interpret texts in
discussion with peers—and independently. Develop clear and
evocative prose. Love and celebrate books. Know deeply
some of the best ones that had been written. In some cases,
the list included teaching those things to students who
arrived in fifth grade not yet able to decode reliably. Oh, is
that all?

But we noticed, also, that teachers did “just about
everything” in another way, too. There was an immense
inconsistency in the methods used by teachers across our
network, even in comparison to the diverse approaches used
by teachers in other disciplines. Our teachers, we sometimes
thought, not only used every approach and ascribed to every
philosophy under the sun but also often saw their chosen
approach—to a degree far more evident than in our math or
science classrooms, say—as something more than practical.
The way they taught ELA was an expression of themselves, of
their most deeply held beliefs. They were not necessarily
going to relish suggestions that they make changes to that,
we thought.

Our journey, several years in the making, began with that
initial request to “figure it out,” but it was refined and



focused with even greater urgency soon after, in response to
another clarion call, this one directly from teachers and
sounded in reaction to the phrase Common Core. At that
point, no one had yet written standards or promulgated a test
or tied that test to the lives of teachers and students in a
variety of useful and not-so-useful ways. But teachers knew
there would be changes, challenging ones, and they wanted
their students to succeed with them. And with some anxiety,
they knew they would be measured on something they did
not yet fully understand. As information trickled out, we
strove to combine what we were learning about teaching
reading with what the Common Core required—or at least
with the best arguments it was making—and how we saw
teachers making those changes.

Because our work is informed in part by the phrase Common
Core and because that phrase is fraught for many teachers,
let us reflect on it for a moment. First, we want to observe
that there are two levels on which teachers can react to the
Common Core: the practical and the philosophical.

On the practical level, teachers have to consider the sorts of
questions their students will have to be able to answer, about
what kinds of texts, in what kinds of formats when they (both
students and teachers) are formally assessed. They have to
place bets to some degree: what the assessments will ask
them to read and do is not always transparent, even though
they understand that they will be evaluated for their success
in preparing students for them. Teachers must make a “best
guess” or, alternatively, bet in a different way and choose not
to consider the assessments, continuing to teach in the
manner they think is right and rigorous and true, no matter
how reading is measured. These practical challenges are real,
and we do not intend to minimize how stressful they can be
for teachers. On a practical level, how rigorous, fair, accurate,
and worthy those assessments turn out to be and how much
teachers should adapt their teaching to them are questions



we cannot answer.

But no matter how teachers may feel about the practical
realities of assessment and implementation, it is also
important for teachers to engage the questions the Common
Core seeks to raise at the philosophical level. What is it that it
asks teachers to do? Why? Are they good ideas, even if the
pragmatics of the implementation are messy?

The Core of the Core

To that last question, we think the answer is a clear “Yes”—
particularly if one were to try to simplify the changes the
Common Core asks of teachers to focus on a few most
important ideas and then think about how to execute them,
regardless of how they are measured. We tried to do that and
distilled from the Common Core four very clear and, we
think, very good ideas. Those four ideas make up what we
think of as the Core of the Core:

1. Read harder texts

2. “Close read” texts rigorously and intentionally

3. Read more nonfiction more effectively

4. Write more effectively in direct response to texts

When we discuss the Common Core in this book, it is, for the
most part, these four ideas that we focus on. We of course
discuss other topics as well: the end goal of autonomous
reading, and a variety of foundational aspects of reading
instruction, such as developing vocabulary. But the rationale
behind these four Common Core ideas is, we think, sound
and addresses some of the most important gaps in current
reading instruction. So no matter what happens to the
Common Core on the practical side—how it is assessed and
implemented by districts and states, and so on—making
those four changes and making them well is likely to ensure



SAT was 507, and the average math score was 501. In the
intervening years, Critical Reading scores have gone steadily
down (to 495 in 2015) while math scores have gone steadily

up (to 511 in 2015).2 At some point in the early-1990s, their
trajectories crossed. Math was no longer the bigger
challenge; reading was. ELA scores are in “relative decline,”
and whatever scholastic or demographic or instructional
trends have pushed SAT scores downward have affected
reading more negatively than math, a fact which suggests
that the most common explanation cited—that a wider
percentage of U.S. students now take the test—is probably
insufficient. Something else is happening to reading skills in
the United States. One clue may lie in Marilyn Jager Adams's
observation that the scores of the top 10 percent of test

takers have dropped the most.> Her argument, that this
statistic indicts a lack of preparation for the notoriously
challenging level of text difficulty on the SAT, is compelling,
and one of many arguments for reading harder texts in
school.



tends to skip a key step. Teachers spend a fair amount of time
on words, building vocabulary that supports writing. From
there we often teach the rules for writing grammatically
correct, complete sentences. Next we progress to writing
paragraphs: write a paragraph with a topic sentence, three
sentences with supporting detail, and a conclusion. Next the
paragraphs are linked in an essay. But the resulting essays
often reveal a significant gap in the process: the sentences
students write, though often correct, are largely unimaginative
and often wooden (“I think X. I think Y”), insufficient for the
hard work of describing the complex relationships of complex

ideas.t

The essays our students write are limited, in short, because
their sentences aren't very good. There is far more to a
sentence than whether it is grammatically correct, but our
students often have limited proficiency with writing's
fundamental unit of expression. In fact, one of the most
common definitions for the sentence is “a complete thought,”
but often students do not have the ability to control its
syntactic elements: to subordinate one thought to another; to
express the possibility but not assuredness of an outcome, to
allude briefly to a previously discussed idea. When your writing
consists primarily of simple sentences beginning with the
subject, the range of ideas you can capture is limited.

It might help here to look at some actual student writing.
Consider Figure 4.4, a student work sample in a response
about the mood of a scene from the novel Lily's Crossing.
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Figure 4.4 Student sample work that comes across as wooden



Figure 4.4 is a classic example of wooden writing. (“First, X.
Second, Y.”) The sample in Figure 4.5 illustrates an increase in
complexity, but still contains elements of woodenness
characteristic of the writing of many emerging writers. This
student expresses some scholarly understandings of the novel
The Curious Incident of the Dog in the Night-Time, and uses
higher-level vocabulary to express her ideas. She lacks, though,
the writing tools to develop her ideas into a truly well-written
response. The wooden sentences and repetition interfere with
this student's ability to articulate a response that reflects her
true level of understanding.

2. Let's assume that someone has told Christopher, “You should not do things that would meke your
father angry.” How has Christopher intarpreted this differentty than most people would? [Address |
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Figure 4.5 Student sample work that contains elements of
woodenness characteristic of the writing of many emerging
writers.

Imagine that these students had been taught (or prompted to
use) slightly more sophisticated sentence structures—for
example, by combining similar ideas in one complex sentence
or contrasting ideas with a transitional phrase, such as
whereas or although.



Sophisticated sentence structures (for example, using
transitional phrases or subordinating conjunctions) liberate
students from the confines of their limited mastery of syntax
and allow them to precisely formulate their arguments. You'll
probably also note the role that more sophisticated vocabulary
can play in helping students as they shape powerful sentences.

A technique that helps address student writing deficits is Art
of the Sentence (AOS)— asking students to synthesize a
complex idea in a single, well-crafted sentence. Having to make
one sentence do all the work pushes students to use new
grammatical forms, structuring their sentences in new ways
and diversifying their syntax and word choice (see TLaC 2.0 for
more on AOS).

Part of this has to do with scarcity. If you are packing for a trip
and have a dozen suitcases to fill, you can leave plenty of space
in each. Just toss everything in. But if you have just one bag,
you must cleverly tuck small items into larger ones and roll
bulky items into tight spirals to fit the space available.
Sentences are similar. If you can use an unlimited number of
words to express an idea, there is no pressure on your
technique. But if you have just one sentence with which to
capture an important and complex idea—well, then, as with
that suitcase, you must roll and tuck ideas deftly into the
corners of the sentence.

With regular practice making a single sentence do the work,
students improve the quality of their writing and increase the
range and complexity of tools they can use to capture ideas.
But just as important, as this chapter is about the synergies
between reading and writing, this has an important effect on
student's ability to read complex sentences and syntactic
forms. Consider how often students when reading will seize on
the meaning of a part of a sentence—a clause or a phrase
within it. They understand the phrase but miss the syntactic
cues in the rest of the sentence that make it mean something
else entirely: a “despite” or a “but in fact” that sets an idea up



to be rejected. Writing your own complex sentences that
describe not only an idea but also the relationship of multiple
ideas is one of the best ways to hone the skill of unpacking such
sentences when written by others. In fact, we think that AOS is
one of the single best tools you can use to build reading skills.

As is true of any form of art, students become skilled at
composing sentences by studying the masters, copying the
masters' specific stylistic tools, gradually adapting others' tools
for use in their own work, and ultimately fine-tuning their own
style. The first time you ask your students to write a single
well-crafted sentence, chances are that they'll struggle. Calling
attention to carefully written sentences that surface in student
reading—in books, teacher-drafted examples, and peer-drafted
examples—is an important first step. (“Let's take a look at this
complex and carefully crafted sentence. What do you notice
about its syntax/organization?” “How did the author show
contrast in this sentence?” “Let's look at the verbs in this
sentence. How do they help capture the author's ideas?”)

Students don't always realize the complexity or beauty of a
sentence until it's been pointed out to them; and they need
specific, replicable criteria for what makes a sentence beautiful
or well wrought if they're going to churn out their own artful
sentences. So in addition to increasing awareness of excellent
sentences written by others, teachers can equip students with
tools for copying and adapting the sophisticated structures
they've observed in authors' sentences—and in so doing,
elevate their own writing. Three types of prompts can support
and push students to write better sentences.

The Sentence Starter

The first type of prompt, the sentence starter, provides
students with specific words or phrases to, well, start their
sentences. Providing students with a single sentence starter
forces them to apply a more sophisticated syntactical structure
to their own writing. The act of writing a single sentence



focus on the author's intentional side-by-side description of
very different settings. This prompt asks students to analyze
setting—and the fact that it's intentionally created by authors—
more deeply than they would if the teacher simply asked them
to describe one or both of the settings. Students spend their
time analyzing rather than developing general or surface-level
responses. The teacher's sentence starter helps shape the
direction and depth of the discussion that will follow the
writing.

Undoubtedly, there are times when you want students to share
unique interpretations and analyses. But it can be daunting to
sift through all of them when you have planned a particular
target for discussion. And it can be unproductive when your
goal is to deeply discuss one (or two) key ideas.

Sentence Parameters

Sentence parameters , a second type of prompt, are specific
words, phrases, or structures you give to students to use
anywhere in the sentence. Your choice of parameter depends
on your goals for students' reading and/or discussion and what
you'd like them to practice as writers.

Using sentence parameters, you might ask students to include
a specific word or phrase. (“Use the phrase ‘internal conflict’ in
your sentence.”) This is particularly effective for providing
opportunities to reinforce vocabulary words, especially
technical vocabulary words important in reading (irony,
conflict, characterization, and so on).

Sample Sentence Parameters

Here are a few ideas to get you started setting sentence
parameters for your students:

e Explain how and why Templeton supported Charlotte in
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