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Funda�ons® K-3 Learning Ac�vi�es: Alignment to the Science of Reading 
The Science of Reading (SoR) is a compila�on of evidence from a comprehensive and s�ll growing body of research that consists of tens of thousands of 
studies about teaching and learning reading. These studies have taken place over the last 40+ years, in mul�ple countries and languages. To put it simply, 
the Science of Reading shows us what works in reading instruc�on. That entails using a Structured Literacy approach, like Funda�ons, which is effec�ve 
for all students but especially beneficial for those who struggle. 

Funda�ons is grounded in the Science of Reading. Instruc�on and prac�ce occur in a systema�c, cumula�ve, explicit, diagnos�c, and integrated manner, 
allowing students to experience greater gains in the skills required for independent reading and spelling. The resource below outlines the Funda�ons K-3 
Learning Ac�vi�es, the ra�onale behind those ac�vi�es (i.e., why we do them), and the research cita�ons that support that ra�onale (i.e., why they 
work). 

Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Alphabe�cal Order 
 
Level K, p. 22-23 
Level 1, p. 26-27 
 

 
Students match the corresponding 
Leter Tile to the leter squares on their 
Leter Board. Students then prac�ce 
naming the leters in alphabe�cal order.  
 
 

 
This ac�vity helps students develop alphabe�c knowledge including automa�c 
leter naming and alphabe�cal order. Even though the leter names are not 
taught in alphabe�cal order, this ac�vity provides the prac�ce opportunity for 
children to begin developing understanding of alphabe�cal order. Leter 
iden�fica�on is an important, fundamental skill for learning to read (Piasta et 
al., 2022; Sunde et al., 2020). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Dicta�on/Sounds  
 
Level K, p. 24-25 
Level 1, p. 28-29 
Level 2, p. 28-29 
Level 3, p. 32-33 
 

 
The teacher says a sound. Students 
repeat the sound, then write the 
leter(s) that correspond to the dictated 
sound.  

 

 
This ac�vity supports the development of the alphabe�c principle and helps 
students solidify both sound-symbol correspondence and leter forma�on. 
This is a teaching �me, not a tes�ng �me. However, teachers may observe 
student performance and take note for forma�ve assessment.  
 
Research supports the sugges�on that students benefit most from code-
focused phonics instruc�on to learn the major grapheme-phoneme 
associa�ons and apply this knowledge to decode and spell words (Ehri, 2020).  
 
Aten�on to leter names, leter sounds, leter shapes, and leter forma�on is 
part of effec�ve instruc�on for alphabet knowledge. Visual and verbal 
modeling of leter wri�ng improves students’ automa�city of leter wri�ng 
and word reading ability (Berninger et al., 2006). 
 

Research demonstrates that “Instruc�on that taught phoneme manipula�on 
with leters helped normal developing readers and at-risk readers acquire 
phonemic awareness beter than phonemic awareness instruc�on without 
leters” (NICHD, 2000, p. 4). A synthesis of kindergarten reading interven�ons 
conducted over 20 years revealed greater effect sizes when leters 
accompanied phonemic awareness instruc�on than phonemic awareness 
alone (Cavanaugh et al., 2004). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Dicta�on/Words 
(Single Syllable 
Words) 
 
Level K, p. 26-27 
Level 1, p. 30-31 
Level 2, p. 30-31 
Level 3, p. 34-35 
 

 
The teacher says a word. Then, students 
repeat the word, tap out (segment) the 
individual phonemes, write the word, 
then mark up the word.  
 
Level K example: underline digraphs 
 
Levels 1, 2, and 3 examples: digraphs, 
vowel teams, v-e, syllables, syllable 
types.  
 
For words with a suffix, the teacher says 
the whole word and students repeat the 
word. The teacher asks the students if 
the word contains a suffix. If yes, 
students say the base word and spell 
the base word (tapping if necessary) 
then add suffix. A selected student can 
spell the word. Eventually, students 
should repeat the whole word and then 
say the base word independently. 
 

 
This ac�vity helps students develop independent spelling and reinforces their 
understanding of word structure by marking up the word in Levels 1, 2, and 3. 
The ac�vity focuses on isola�ng phonemes, the most complex phonemic 
awareness skill.  
 
The skill of isola�ng phonemes orally first in a spoken word is emphasized in 
the procedure and is necessary to perform higher-level phonemic awareness 
skills such as blending, segmen�ng, and manipula�ng phonemes, thus 
efficiently focusing on the complex skill of phoneme segmenta�on (Kilpatrick, 
2015). Segmen�ng phonemes facilitates decoding and spelling (Brady, 2020). 
 
A meta-analysis conducted by Graham and Santangelo (2014) demonstrated 
strong support for the direct and explicit instruc�on of spelling as it improved 
both spelling performance, phonological awareness, and reading skills.  
 
Addi�onally, there is a reciprocal connec�on between spelling ability and 
reading words; thus, spelling instruc�on facilitates word reading and fluency 
(Graham & Hebert, 2010; Reed, 2012). 
 

 

Dicta�on/Words 
(Mul�syllabic Words) 
 
Level 1, p. 32-33 
Level 2, p. 32-33  
Level 3, p. 36-37 
 

 

The teacher dictates words, students 
repeat each word and segment the 
syllables in the words, wri�ng one 
syllable at a �me.  

 

The teacher reinforces the procedure of dealing with one syllable at a �me. 
The procedures used for spelling at this �me help students learn to orally 
break words into syllables first, and then spell one syllable at a �me. This 
simplifies the task of spelling longer words. 
 

Instruc�on that builds on students’ reading of monosyllabic words emphasizes 
syllable types, and incorporates morphemic analysis, assists older students 
with word-analysis skills and reading mul�syllabic words efficiently 
(Bhatacharya, 2020; Bhatacharya & Ehri, 2004; Kearns & Whaley, 2019; 
Wilson, 1996). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Dicta�on/Words 
(Spelling Op�on 
Procedures) 
 
Level 2, p. 34-35 
Level 3, p. 38-39 
 

 
The teacher dictates words; students 
repeat each word tapping out each 
sound. Students then iden�fy sounds 
with spelling op�ons, write out the 
op�ons and check their dic�onary for 
the correct op�on. 
 

 
Teaching the spelling op�on procedure teaches students how to spell words 
that have mul�ple spellings of the same sound.  
 
“Like reading, spelling instruc�on follows a logical sequence that begins with 
phonemic awareness and then learning which leters represent which specific 
sounds” (Shaywitz, 2003, p. 202). 
 

 
Dicta�on/Trick 
Words 
 
Level 1, p. 34-35 
Level 2, p. 36-37 

 
Students prac�ce the spelling of high 
frequency words (e.g., Trick Words); the 
teacher dictates words, students repeat 
the words, and then they write them 
with two fingers on their desktops while 
naming the leters aloud. Finally, 
students write the words on their Dry 
Erase Wri�ng Tablets or in their 
Composi�on Books. Using kinesthe�c-
tac�le memory techniques such as 
finger wri�ng helps students create 
visual pictures of the unknown or 
irregular parts of these words and store 
them in their memory. 

The Trick Words taught in a Unit o�en 
correspond to the word structure being 
taught.   
 
 
 
 
 
 

 
 

 

 
High frequency words (called Trick Words in Funda�ons) are the words that 
appear most o�en in print. These high frequency words, whether phone�c or 
irregular, are used so commonly in English they need to be recognized and 
spelled quickly and easily, even if their phonemic paterns have not yet been 
taught. This is a teaching �me, not a tes�ng �me. However, teachers may 
observe student performance and take note for forma�ve assessment. 
 
Less-skilled readers improve reading rates when they read texts with a greater 
percentage of known high frequency words and decodable words (Compton 
et. al, 2004; Hiebert & Fisher, 2007). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Dicta�on/Sound 
Alike and Trick Words 
 
Level 3, p. 40-41 

 
The teacher dictates words; students 
repeat and write the words. When 
dicta�ng sound-alike words and some 
Trick Words, the teacher will also dictate 
a sentence to provide meaning and 
context.  
 
For sound-alike words: students iden�fy 
the correct spelling of the word. The 
students write the word with two 
fingers on a desktop, saying the leter 
names. Using kinesthe�c-tac�le 
memory techniques helps students 
create visual pictures of the unknown or 
irregular parts of these words and store 
them in their memory. 

 
Students write the word on their Dry 
Erase Wri�ng Tablets or in their 
Composi�on Books. They can check 
spelling in the Trick or Sound Alike Word 
Dic�onary sec�on of their Student 
Notebooks, if needed. These kinds of 
wri�ng/proofreading tasks allow 
students to use metacogni�ve strategies 
to iden�fy learned Trick Words. 
 
 
 
 
 
 
 
 
 

 
Students prac�ce the spelling and meaning of sound alike and high-frequency 
non-phone�c words. This is a teaching �me, not a tes�ng �me. However, 
teachers may observe student performance and take note for forma�ve 
assessment. 
 
Students benefit from using their knowledge of the grapheme-phoneme 
correspondence and the phone�c pronuncia�on of words to learn the  
spelling of some irregular words (Bosman et al., 2006; Hilte & Reitsma, 2006; 
Ocal & Ehri, 2017). Further, when meaning is paired with phonological and 
orthographic representa�on of a word, a stronger connec�on is made which 
may facilitate spelling (Hilte & Reitsma, 2011).  
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Dicta�on/Sentences  
 
Level K, p. 28-29 
Level 1, p. 36-37 
Level 2, p. 38-39 
Level 3, p. 42-43 
 

 
Students repeat dictated sentences, 
then independently write the 
sentences, and finally proofread the 
sentences. Students scoop sentences 
into meaningful phrases.  
 

 
This develops students’ auditory memory for retrieving words in sentences. 
They also develop their sentence wri�ng skills with guidance. Students learn 
to leave a space between words and that every sentence must begin with a 
capital leter and end with a punctua�on mark. This ac�vity also provides 
addi�onal prac�ce for spelling decodable words and non-decodable or 
unfamiliar high frequency words.  
 
Orthographic learning contributes to fluent reading and accurate spelling with 
spelling perhaps having the greater impact on the quality of the stored 
orthographic representa�on for reading (Perfe�, 2007). Evidence supports 
transfer between reading and spelling and spelling prac�ce is valuable for 
accurate reading (Conrad, 2008).  
 

Reviewing students' wri�ng in response to sentence dicta�on allows teachers 
to assess development of spelling and other wri�ng mechanics. Effec�ve 
spelling instruc�on explicitly teaches students sound-spelling paterns and 
therefore, an assessment of students’ spelling skills can help understand 
students’ grasp of sound-spelling paterns (Joshi, et al., 2008). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Drill Sounds/Warm 
Up  
 
Level K, p. 30-31  
Level 1, p. 38-39 
Level 2, p. 40-41 
Level 3, p. 44-45 
 

 
Students are directly taught a 
consistently used keyword to help them 
remember a leter’s sound. Teachers 
model leter-keyword-sounds with Large 
Sound Cards and students repeat the 
leter-keyword-sound associa�ons. 
Then, teachers drill again using the 
Standard Sound Cards. 
 

In Level 2, Trick Word Flashcards are 
also drilled during this ac�vity; in Level 
3 Sound Alike Flashcards are also drilled 
during this ac�vity to prac�ce automa�c 
recogni�on. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

  

 
This ac�vity reinforces the alphabe�c principle of leter-sound associa�ons 
and allows students an opportunity to warm up for each lesson by prac�cing 
the leters, keywords, and sounds they have learned. This two-to three-minute 
sound drill is designed to create fast and efficient neurotransmission pathways 
to access sounds (sound mastery and automa�city of the alphabe�c principle 
of leter-sound associa�ons).  
 
Research supports the use of keywords as a memory device to help students 
associate the leter with the sound it most commonly represents. Findings 
indicate that orthographic mapping to support sight word reading is facilitated 
when beginners are taught about ar�culatory features of phonemes and when 
grapheme-phoneme rela�ons are taught with leter-embedded picture 
mnemonics (Ehri, 2014). This ac�vity helps students develop mastery of 
recogni�on and iden�fica�on of all 26 leters and the associa�on of leter 
name-keyword-and sound for the 26 leters of the alphabet including short 
vowel sounds. Addi�onally, the keywords and illustra�ons serve as scaffolds to 
support student learning; scaffolds are one of the principles of effec�ve 
instruc�on (Rosenshine, 2012). The review and rehearsal of previously taught 
material are important principles of effec�ve instruc�on; thus, these warmup 
drills are important parts of the instruc�onal sequence. 
 

Keywords are carefully chosen so that the initial sound can be “pulled off” the 
word. As described by Duke and Mesmer (2019) in relation to keyword use: 
Children must be able to separate the first sound in a word from the rest of a 
word (e.g., to separate the /b/ from the /all/ in ball). Ideally, children develop 
this skill, called initial phoneme segmentation, during or before the 
prekindergarten year. However, not all children meet this expectation. 
Teachers can work on this skill while teaching the alphabet, including alphabet 
key words. 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Echo/Find Leters  
 
Level K, p. 32-33 
Level 1, p. 40-41 
Level 2, p. 42-43 
Level 3, p. 46-47 

 
Students reinforce the skill of matching 
a leter with a given sound. 
 
Specifically, teachers dictate new 
sounds, some previously taught sounds, 
and target “trouble sounds.” Students 
repeat the sound and point to the Leter 
Tile that has the leter(s) represen�ng 
the sound. 
 

This ac�vity helps to solidify sound-symbol correspondence and sets the 
founda�on for spelling.  
 
Research has demonstrated that phonological awareness combined with leter 
knowledge leads to improved decoding skills (Petscher et al., 2020). 
Leter-sound knowledge and phoneme awareness are two causal influences 
on the development of children’s early literacy skills (Hulme et al., 2012). 
 

 
Echo/Find Words  
(Single Syllable 
Words)  
 

Level K, p. 34-35 
Level 1, p. 42-43 
Level 2, p. 44-45 
Level 3, p. 48-49 
 

 
The teacher dictates a word and 
students repeat the word. Students 
must segment sounds and iden�fy the 
leter(s) that go with each segmented 
sound. The segmen�ng is done with 
finger tapping; students use 
manipula�ves such as their Leter Board 
and Tiles.  
 
For words with a suffix, the teacher says 
the whole word and students repeat the 
word. The teacher asks if the word 
contains a suffix. If yes, students say the 
base word and build the base word with 
�les (tapping if necessary), then add the 
yellow suffix �le to represent the suffix. 
Another student spells the word orally 
and uses it in a sentence. Eventually 
students should repeat the whole word 
and then say the base word 
independently. 
 

 
The skill of isola�ng phonemes orally first in a spoken word is emphasized in 
this procedure, thus efficiently focusing on the most complex phonemic 
awareness skill of phoneme segmenta�on. 
 

The ability to segment words into single phonemes or to blend phonemes 
together into words were significantly beter predictors of decoding than 
other mul�ple skill instruc�on (NICHD, 2000). 
 

Research demonstrates that “Instruc�on that taught phoneme manipula�on 
with leters helped normal developing readers and at-risk readers acquire 
phonemic awareness beter than phonemic awareness instruc�on without 
leters” (NICHD, 2000, p. 4). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Echo/Find Words 
(Mul�syllabic Words) 
 
Level 1, p. 44-45 
Level 2, p. 46-47 
Level 3, p. 50-51 

 
Teachers dictate words and students 
repeat each word, then name and spell 
one syllable at a �me using the syllable 
boxes on their Leter Boards. 

 
When students begin reading and spelling words with more than one syllable, 
the focus shi�s from phonemic segmenta�on to syllabic segmenta�on.  
 
The procedures used for spelling at this �me help students learn to orally 
break words into syllables first, and then spell one syllable at a �me. This 
simplifies the task of spelling longer words. 
 
For younger learners, a structured and systema�c approach is best for 
teaching the syllable types along with phonics (Schukra�, 2020).  
 

 
Echo/Find Words 
(Spelling Op�on 
Procedure) 
 
Level 2, p. 48-49 
Level 3, p. 52-53 

 
Teachers dictate words and students 
tap and spell the words with their Leter 
Tiles, finding all op�ons for a given 
sound and then choosing the correct 
op�on for the word. Students are 
encouraged to use a spell checker to 
confirm the correct op�on. 
  

 
Students learn to spell words with mul�ple spellings of the same sounds. 
 

The rela�on between phonological awareness, (or the ability to hear and 
manipulate sounds in speech), alphabe�c knowledge and spelling is well-
established (Moats, 2020; NICHD, 2000; Santoro et al., 2006). 

 
Echo/Leter 
Forma�on  
 
Level K, p. 36-37 
Level 1, p .46-47 
Level 2, p. 50-51 
(supplemental)  
Level 3, p. 54-55 
(supplemental) 
 

 
Teachers dictate sounds and students 
repeat the sound. Students name the 
leter associated with the sound and 
write the corresponding leter(s) on 
their Dry Erase Wri�ng Tablet.  
 
In Levels 2 & 3, this is a supplemental 
ac�vity; addi�onally in Level 3, cursive 
leter forma�on is used.  
 

 
With guidance and promp�ng from their teacher, students use their Dry Erase 
Wri�ng Tablets to develop correct pencil grip and leter forma�on procedures 
(in Level 3, it’s correct cursive leter forma�on procedures). This ac�vity also 
reinforces sound-symbol correspondence and the recogni�on and 
iden�fica�on of all 26 leters (lowercase and uppercase).  
 
Accuracy and automa�city of leter wri�ng contributes to spelling and 
composi�on; instruc�on and prac�ce help students develop working memory 
for composing writen language (Berninger et al., 2010). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
 
Guess Which One 
 

Level 3, p. 56-57 
 

 
 
The teacher reviews previously taught 
homophones using flashcards for 
automa�c recogni�on. Then the teacher 
presents new homophones and teaches 
different meanings. They dictate 
sentences and have students iden�fy 
which “sound alike” is correct. Students 
write and spell the correct homophone. 
The sound-alike words and defini�ons 
are added to the Student Notebook. 
 

 
 
This ac�vity helps students develop vocabulary and spelling skills with 
homophones by dis�nguishing differences in meaning from the context of 
various sentences.  
 

Correct use of homophones requires links between the printed words as 
wholes and their meanings, not just between the sounds and the leters. 
Therefore, skill in correct usage of homophones is related to orthographic 
knowledge, which accounts for unique variance in word recogni�on 
(Cunningham et al., 2002). 
 

 
Introduce New 
Concepts  
 
Level K, p. 190-191 
Level 1, p. 106-107 
Level 2, p. 74-75 
Level 3, p. 74-75 
 

 
Teachers provide explicit instruc�on for 
new concepts. Students are directed to 
add new concepts to their Student 
Notebook for future reference.  

 
Introduce each new element or structure, model using it to connect and 
expand ideas, and give students regular opportuni�es to prac�ce using the 
introduced element. Scaffold students’ responses to support them. (Baker et 
al, 2013). 
 
“As each new concept is introduced, it is prac�ced to mastery, first through 
homogenous prac�ce and then through heterogenous prac�ce” (Birsh & 
Carreker, 2018, p. 344). 
 

 

Leter Forma�on 
(Individual Leters) 
 
Level 3, p. 58-59 
 

 

Teachers model correct leter forma�on 
using verbaliza�ons to aid memory. 
Students follow the teacher’s 
verbaliza�on to prac�ce cursive leter 
forma�ons using the skywri�ng 
technique, then on a Dry Erase Wri�ng 
Tablet or paper 

 

Students prac�ce individual cursive leter forma�ons so they can eventually 
progress to connec�ve cursive leter forma�ons.  
 
“Handwri�ng automa�city…is a strong predictor of the quality of composi�on 
in normally developing and disabled writers. If leter produc�on is automa�c, 
memory space is freed up for higher level composing processes, such as 
deciding what to write about, what to say and how to say it” (Berninger, 1999, 
pp. 20-21).  
 

Students who become fluent in handwri�ng are more likely to compose 
writen language fluently (Graham, 2010; Graham et al., 2018). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 

 
Leter Forma�on 
(Connec�ves) 
 

Level 3, p. 60-61 

 
The teacher models correct leter 
forma�on while naming the leters. 
Students follow verbaliza�ons to 
prac�ce connec�ve (i.e., cursive) leter 
forma�on by tracing first while naming 
the leters, and then wri�ng 
independently only when students can 
successfully form individual, new 
leters. 

 
Students need to recognize and reproduce leters quickly and effortlessly. 
This, combined with the automa�c associa�on of the leter to its sound(s) for 
both reading and spelling, will firmly set the founda�on for all other literacy 
instruc�on.  
 
In the early stages of child learning and development, handwri�ng provides a 
direct connec�on or pathway between the brain and the hand for developing 
literacy. The complex motor processes needed for handwri�ng, spelling, and 
composi�onal wri�ng requires an integra�on that reinforces language skills in 
the developing brain. Research has shown that spelling, reading, and wri�ng 
are reinforced when handwri�ng is involved (Edwards, 2003; Graham, 2020). 
 

 

Leter-Keyword-
Sound  
 
Level K, p. 38-39 
Level 1, p. 48-49 
 

 

Students are directly taught a 
consistently used keyword (illustrated 
on the Large Sound Cards) to help them 
remember a leter’s sound.  Using both 
the Large Sound Cards and the Standard 
Sound Cards, teachers model the leter-
keyword-sound and students repeat the 
associa�ons.  
 

 

This ac�vity introduces students to the leter name and sound associa�on with 
the help of a keyword picture. Students prac�ce sounds with the Large Sound 
Cards and Standard Sounds Cards daily. As research states, keywords work as a 
memory device to help students associate the sound rela�onship to the leter. 
Findings indicate that orthographic mapping to support sight word reading is 
facilitated when beginners are taught about ar�culatory features of phonemes 
and when grapheme-phoneme rela�ons are taught with leter-embedded 
picture mnemonics. Addi�onally, vocabulary learning is facilitated when 
spellings accompany pronuncia�ons and meanings of new words to ac�vate 
orthographic mapping (Ehri, 2014). The use of embedded picture mnemonics 
supports the development of leter-sound knowledge. 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 

 
Make it Fun  
 

Level K, p. 48  
Level 1, p. 60  
Level 2, p. 60 
Level 3, p. 70 
 

 
Sugges�ons for various reinforcing 
ac�vi�es are provided in each Unit. 
 
 

 
This ac�vity reinforces the Unit concepts or reviews previously taught 
concepts with a game ac�vity. These ac�vi�es o�en focus on leter forma�on, 
leter sounds, or phonemic awareness and provide addi�onal opportuni�es to 
prac�ce in engaging ways. Addi�onal prac�ce is an important principle of 
effec�ve instruc�on (Rosenshine, 2012). When students are engaged in an 
instruc�onal ac�vity, they are more likely to benefit from reading; high 
reading engagement is associated with reading proficiency (Guthrie & Klauda, 
2015).  The outcomes of a recent meta-analysis suggested that interven�on 
studies for students in grades K-5 that incorporated mo�va�onal prac�ces 
typically incorporate mo�va�onal supports, such as game-like ac�vi�es and 
peer collabora�on and this sugges�on provides support for incorpora�ng 
mo�va�onal prac�ces into reading interven�ons (Cho et al., 2023). 
 

 
My Funda�ons 
Journal  
 
Level K, p. 93 
Level 1, p. 128  
Level 2, p. 303  
Level 3, p. 95 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 
Students draw and/or write in their My 
Funda�ons Journal several �mes a 
week. Teachers can have students draw 
pictures of Echo stories. 

 
The My Funda�ons Journal provides supplemental wri�ng prac�ce that is not 
part of the Standard Lesson. Students benefit from addi�onal opportuni�es to 
prac�ce wri�ng for development of handwri�ng and spelling and other 
mechanics of wri�ng as well as composi�on (Graham, 2010). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Skywrite/Leter 
Forma�on  
 
Level K, p. 40-41 
Level 1, p. 50-51 
Level 3, p. 62-63 
 

 
The teachers model proper leter 
forma�on using the verbaliza�ons. 
Students repeat verbaliza�ons with the 
teachers. Then, students use gross 
motor memory to learn leter forma�on 
(in Level 3, students learn cursive leter 
forma�on and connec�ons) following 
their teacher’s verbaliza�ons. 
 

 
This ac�vity helps students make a mul�modal associa�on between the 
auditory sound of a leter, the grapheme or its visual representa�on, and the 
kinesthe�c memory of its leter forma�on. This ac�vity also reinforces sound-
symbol correspondence and the recogni�on and iden�fica�on of all 26 leters 
(lowercase and uppercase). Students not only learn lowercase and uppercase 
leter forma�on, but they also simultaneously learn to recognize and name 
leters and the leter-sound correspondence. Recogni�on of leters and the 
associa�on of leters and the sounds they represent are important 
founda�onal skills and instruc�on on leter forma�on should be part of the 
instruc�on (Piasta et al., 2022). 
 
There is some evidence to support the inclusion of orthographic-free motor 
ac�vi�es in handwri�ng instruc�on to help students develop handwri�ng 
skills; orthographic-free motor ac�vi�es combined with orthographic coding 
prior to leter forma�on instruc�on may be related to leter forma�on 
accuracy (Berninger et al., 2006). Addi�onally, the development of gross 
motor skills is necessary to develop fine motor skills (e.g., proximal distal 
development) and skywri�ng is one way to strengthen arm muscles. 
 
“An extensive and evolving body of research shows that direct and explicit 
spelling and handwri�ng instruc�on is required if all students are to master 
the mechanics of reading and wri�ng” (Gentry & Graham, 2010, p. 2). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Story�me  
 
Level K, p. 48 
 

 
Ac�vi�es for Story�me vary and are 
described in each Unit. Students learn 
to visualize the story while the teacher 
sketches main story events.  

 
In Level K, Story�me involves listening, reading, and wri�ng ac�vi�es designed 
to help develop students’ awareness of print visualiza�on, understanding of 
narra�ve structure and features of informa�onal text, verbal memory, 
vocabulary knowledge, and comprehension. 
 
Students who are exposed to words read aloud seem to gain more word 
knowledge than those who were not exposed to words in this manner (Wright 
et al., 2022). 
 
Read alouds of high-quality texts have been found to enhance students’ 
vocabulary and comprehension (Baker et al., 2020; Fien et al., 2011). 
 

 

Story�me 
 
Level 1, p. 60 

 

Story�me includes listening and reading 
ac�vi�es with narra�ve and 
informa�onal text. Ac�vi�es for 
Story�me will be described in each Unit. 
Students learn to visualize the story and 
retell what is happening. Teachers 
prompt students with ques�oning 
techniques. During the Story�me 
learning plan, teachers model fluent 
reading and students are provided 
opportuni�es for prac�ce.  
 

 

In Level 1, Story�me involves listening and reading ac�vi�es with narra�ve 
and informa�onal text. Story�me is designed to help develop the students’ 
awareness of print; understanding of story structure; recogni�on of text 
structures; cohesion of story events; visualiza�on skill; auditory and reading 
comprehension; and retelling of a story or facts. Students also focus on 
vocabulary, punctua�on, and reading fluency. 
 
Exposure to words in read aloud or independent reading provides increased 
exposures to words and their meanings; thus, increasing vocabulary 
knowledge. Integrated word knowledge develops over �me with repeated 
exposure to words and varied prac�ce with text is important for word 
knowledge development (Castles et al., 2007; Reed et al., 2019). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Story�me 
 
Level 2, p. 60 

 
Ac�vi�es for Story�me will be described 
in each Unit. However, goals include the 
following:   
 

• Students will answer who, what, 
where, when, how, and why 
ques�ons to demonstrate 
understanding.  
 

• Students will iden�fy specific 
sentences and phrases in a text that 
provide answers to ques�ons. 
 

• Students will iden�fy the main topic 
of a mul�paragraph text as well as 
the focus of specific paragraphs.  
 

• Students will use context and word 
structure cues to iden�fy the 
meaning of a word. 
 

• Students will read with fluency and 
expression demonstra�ng 
comprehension. 

 

 
Story�me involves listening and reading ac�vi�es with narra�ve and 
informa�onal text. Story�me is designed to help develop the students’ 
awareness of print; understanding of story structure; recogni�on of text 
features; cohesion of story events; visualiza�on skills; auditory and reading 
comprehension; and retelling of a story or recalling details or facts. Students 
also focus on vocabulary, punctua�on, and reading fluency. 
 
Fluency is “reasonably accurate reading, at an appropriate rate, with suitable 
expression, that leads to accurate and deep comprehension and mo�va�on to 
read” (Hasbrouck & Glaser, 2012, p. 13). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Student Notebook 
 
Level K, p. 42-43 
Level 1, p. 71 
 

 
Students prac�ce leter-keyword-sounds 
and leter forma�on using the Student 
Notebook.   
 

 
Students use fine motor memory to trace and write leters. This ac�vity also 
helps to solidify the link between a leter, its sound, and its forma�on. 
Opportuni�es to prac�ce are necessary for skill development (Rosenshine, 
2012), and this applies to wri�ng. Further, distributed prac�ce and massed 
prac�ce both impact working and long-term memory for retrieval with 
evidence to suggest beter recall performance for distributed than massed 
prac�ce. However, efforts to develop working memory and long-term memory 
are necessary as they are related—long-term memory recall is dependent on 
working memory for storage and retrieval (Servant et al., 2018). 
 

“An extensive and evolving body of research shows that direct and explicit 
spelling and handwri�ng instruc�on is required if all students are to master 
the mechanics of reading and wri�ng” (Gentry & Graham, 2010, p. 2). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Teach Trick Words -
Reading  
 
Level K, p. 44-45 
Level 1, p. 52-53 
 

 
Trick Word instruc�on is part of a 
comprehensive word study program 
which teaches students the alphabe�c, 
syllable, and orthographic structure of 
words.  
 
Phone�cally irregular high frequency 
words and high frequency words with 
regular sound-spelling paterns not yet 
introduced in the curriculum, are taught 
as words to be quickly recognized.  
 
Teachers always introduce Trick Words 
within the context of a sentence to 
promote automa�c and fluent reading 
and to aid in defining the word when 
necessary. Students iden�fy the new 
Trick Word in the sentence. Then, the 
teacher explicitly points out the “tricky 
part” of the word, and also discusses 
the known phone�c word parts. This 
way, students begin to map these words 
orthographically. 
 
Lastly, the teacher presents the learned 
Trick Word Flashcards packet for 
students to read. Students use 
metacogni�ve strategies to iden�fy 
learned Trick Words in 
wri�ng/proofreading and reading tasks. 
 
 
 
 
 

 
These high frequency words, whether phone�c or irregular, are used so 
commonly in English they need to be recognized and spelled quickly and easily 
even if their phonemic paterns have not yet been taught. This ac�vity also 
reinforces capitaliza�on and punctua�on and reading with prosody. 
 
Less-skilled readers improve reading rates when they read texts with a greater 
percentage of known high frequency words and decodable words (Compton, 
Appleton, & Hosp, 2004; Hiebert & Fisher, 2007). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

There are 27 Trick Words taught in Level 
K and are selected from common high 
frequency word lists (e.g., Fry List). 
Combined with phone�c knowledge, 
students are learning words that 
comprise 75% of the 50 most common 
words. 
 
In Level 1, students learn 93 Trick Words 
for both quick and automa�c 
recogni�on and for spelling. Some of 
these words were taught in 
kindergarten for reading, but not for 
spelling. This, combined with their 
emerging phone�c knowledge, will 
provide mastery instruc�on for the first 
100 words on the Fry List and 94% of 
the first 100 words on the American 
Heritage Word Frequency List.  
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Teach Trick Words – 
Spelling 
 
Level 1, p. 54-55 
 

 
The teacher writes the Trick Word in 
large print on the board. Then, the 
teacher reads the word, and the 
students repeat it. The teacher presents 
and discusses the “tricky part” of non-
phone�c words and the parts of words 
that follow the spelling that students 
have learned. This helps students begin 
to map these words orthographically.  
 
Students skywrite and finger write Trick 
Words saying each leter as they write. 
Using kinesthe�c-tac�le memory 
techniques, such as skywri�ng and 
finger wri�ng, helps students create 
visual pictures of the unknown or 
irregular parts of these words and store 
them in their memory. 
 
Then, they add the Trick Words to the 
Trick Word sec�on of their Student 
Notebooks. 
 

 
Students learn to spell high frequency words using gross motor memory. 
These high frequency words, whether phone�c or irregular, are used so 
commonly in English they need to be recognized and spelled quickly and easily 
even if their phonemic paterns have not yet been taught. 
 
Reading and spelling high frequency words, whether phone�cally regular or 
irregular, helps with fluent reading and wri�ng. Thus, it is beneficial for 
students to be able to automa�cally recognize and read all high frequency 
words as well as accurately spell them. Only 25 words make up about one-
third, and 100 words make up about half of all reading material (Graves, 
2006). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Trick Words  
 
Level 2, p. 54-55 
Level 3, p. 64-65 
(supplemental) 

 
The teacher presents and discusses the 
“tricky part” of non-phone�c words and 
the parts of words that follow the 
spelling that students have learned. This 
helps students begin to map these 
words orthographically.  
 
Students skywrite (Levels 2 & 3) and 
finger write (Level 3) words for quick 
and automa�c recogni�on saying each 
leter as they write. Using kinesthe�c-
tac�le memory techniques, such as 
skywri�ng and finger wri�ng, helps 
students create visual pictures of the 
unknown or irregular parts of these 
words and store them in their memory. 
 
Students write the word on their Gel 
Word Boards (Level 2 & struggling 
students in Level 3) and then prac�ce 
drilling Trick Words with the Trick Word 
Flashcards.  
 
Finally, students add the Trick Words to 
the Trick Word sec�on of their Student 
Notebooks. 
 

 
Students learn non-phone�c words using gross motor memory. These high 
frequency words, whether phone�c or irregular, are used so commonly in 
English they need to be recognized and spelled quickly and easily even if their 
phonemic paterns have not yet been taught. 
 
It aids accurate and automa�c word recogni�on as students learn to recognize 
a string of leters with meaning (Verhoeven & Perfe�, 2011). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Trick Word Prac�ce  
 
Level K, p. 46-47 
 

 
Students iden�fy Trick Words by 
listening to and repea�ng the words as 
they are used in sentences by the 
teacher. The teacher also writes the 
sentences on Sentence Frames and 
scoops them into phrases. Then, a 
student volunteer iden�fies the Trick 
Word in the sentence. Finally, the class 
names the leters that are “tricky.” 
 
Students prac�ce drilling Trick Words 
with the Trick Word Flashcards. The 
teacher says each word and students 
repeat.  

 
Automa�c word recogni�on of Level K Trick Words, combined with students’ 
emerging phone�c knowledge, will provide mastery instruc�on for 25/25 of 
the most common words and 75% of the first 50 words on both the Fry and 
American Heritage high frequency lists. This ac�vity develops print awareness 
(sentences are read from le� to right), word awareness (iden�fy individual 
words in a sentence), prosody (echo reading a sentence with phrasing), and 
reinforces capitaliza�on and punctua�on. (Fry & Kress, 2006; Caroll et al., 
1971) 
 

Reading words in sentences aids accurate and automa�c word recogni�on as 
students learn to recognize a string of leters with meaning (Verhoeven & 
Perfe�, 2011). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Word of the Day  
 
Level 1, p. 56-57 
Level 2, p. 56-57 
Level 3, p. 66-67 

 
Teachers make the Word of the Day 
with Standard Sound Cards to review 
word structure and discuss vocabulary 
using ques�oning techniques. Students 
tap and blend both new and review 
words for accuracy. Teacher models 
marking words to iden�fy sound 
paterns and word structures. Then 
teachers use the Word of the Day 
flashcards to prac�ce automa�c 
reading. Students generate sentences 
for the Word of the Day and add the 
word and sentence to their Student 
Notebook.  
 
Teachers make 4-5 (3-5 in Level 3) 
addi�onal current word examples with 
the Standard Sound Cards and Syllable 
and Suffix Frames, as appropriate, to 
prac�ce decoding. For words with a 
suffix, students read the base word first, 
then the whole word. Teachers may 
discuss how the suffixes change the 
meaning.  For mul�syllabic words, 
students read each syllable. Students 
can tap the syllable, if needed. 
 

 
This ac�vity helps students to review the word structure being taught in the 
current Unit and to discuss a vocabulary word from that Unit. 
 
Explicit teaching of individual words is one of the strategies recommended for 
students to grow in vocabulary knowledge (Honig et al., 2018). 
 
Vocabulary instruc�on must be interwoven into word study work (Murray et 
al., 2019; Roberts et al., 2008; Wilson & O’Connor, 1995). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Word Play  
 
Level K, p. 48 

 
In the beginning of the year, the 
emphasis is on the understanding that 
sentences have separate words, and 
words have separate syllables. In the 
second half of the year, the students 
learn that words or syllables have 
separate sounds. Ac�vi�es for Word 
Play are described in each Unit. 
 

 
Word Play ac�vi�es teach or reinforce the development of print awareness, 
phonological awareness, and beginning decoding and spelling skills. Students 
will also learn key elements of basic sentence structure, including 
capitaliza�on and punctua�on. Understanding that print represents oral 
language, and that oral language consists of parts such as words, syllables, 
and phonemes is important founda�onal knowledge for learning to read and 
write.  
 
Ac�vi�es aimed to develop oral language focus on helping students 
understand that print represents oral language. They also help students 
develop phonological awareness that leads to understanding that words are 
comprised of individual phonemes—the unit that is most relevant for learning 
to decode and spell. Phoneme awareness, specifically and in combina�on with 
rapid automa�c naming and leter-sound knowledge, are strong predictors of 
reading development and reciprocally, reading growth also predicts growth in 
these skill areas (Clayton et al., 2020). Further, Brady (2020) explains and 
clarifies the importance of phoneme awareness and that it is a stronger 
predictor of later reading skills than is phonological sensi�vity (awareness of 
larger sound units such as words and syllables), so the sooner we have 
students work with phonemes paired with print, the sooner they may begin to 
decode. 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Word Play  
 
Level 1, p. 60 
Level 3, p. 70 
 

 
This is one of the variable ac�vi�es to 
teach and reinforce the development of 
decoding and spelling skills. In Level 1, 
teachers use Standard Sound Cards, 
Suffix Cards, and Syllable Frames to 
make words. They make each word, 
have the students tap words (single 
syllable) or scoop words (mul�syllabic) 
with them, and read words. 
 
In Level 3, sugges�ons for various 
ac�vi�es are provided in each Unit. 

 
Word Play ac�vi�es teach or reinforce the development of decoding and 
spelling skills. They provide students with addi�onal opportuni�es to prac�ce 
skills for decoding words in isola�on. 
 
Word reading automa�city is based on the number of words recognized by 
sight and how fluently unfamiliar decodable words are read (Hudson, et al. 
2020). 
 
Pairing pronuncia�on of words with the writen form of mul�syllabic words 
strengthens the ability to recognize the word. There is strong evidence that 
phonology plays a significant role in accessing the lexicon in mul�syllabic word 
iden�fica�on (Lee, 2007). Further, a focus on syllables in monosyllabic words 
provides a founda�on for students to read mul�syllabic words.  
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Word Talk 
 
Level 1, p. 58-59 
Level 2, p. 58-59 
Level 3, p. 68-69 
 

 
Word Talk ac�vi�es are designed to 
prac�ce decoding and review past 
concepts and vocabulary. Students 
decode words made with word part 
manipula�ves (Sound Cards, Syllable 
and Suffix Frames) and fluently read 
flashcards. Teachers prompt students to 
mark words iden�fying word structures. 
Then teachers use ques�oning to 
discuss word structure and word 
meaning. 
 
The teacher selects 4-5 words from the 
accumulated Word of the Day Card 
prac�ce pack. They include 1 or 2 from 
the current Unit as well as 2-3 from 
previous Units. Then the teacher makes 
the word with Standard Sound Cards, 
Syllable and Suffix Frames, as 
appropriate. Students decode those 
words. This is done chorally, or an 
individual student is called on. A 
student can come up to the front and 
“mark it.” The class discusses word 
structure and the meaning of the word. 
You may also have students provide a 
synonym or antonym and use the word 
in a sentence.  

 
Word Talk ac�vi�es are designed to prac�ce decoding and review past 
concepts and vocabulary. This ac�vity helps to develop accuracy and 
automa�city of word reading. It also solidifies the conceptual understanding 
of word structure and develops vocabulary. Word reading and vocabulary 
knowledge contribute to comprehension and while word reading has focused 
on orthography and phonology, the role of seman�cs and word structure 
(syllables and morphology) should be considered to resolve ambigui�es and 
be part of word reading instruc�on (Georgiou et al., 2023). 
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Funda�ons 
Learning Ac�vity Learning Ac�vity Descrip�on Research Ra�onale (i.e., why we do this Learning Ac�vity) 

 
Unit Tests  
 
(See the end of each 
Unit)  

 
Students are assessed on their concept 
mastery. Funda�ons Unit Tests use 
spelling as an effec�ve assessment of 
sound-symbol correspondence and 
word recogni�on. The teacher dictates 
sound, Trick Words, phone�c words and 
sentences. Students repeat and then 
write independently.  

 

 
 

 
Curriculum-embedded assessments are forma�ve assessments that provide 
informa�on to guide instruc�onal decision making and provide instructors 
informa�on to make adjustments based on an individual student’s 
performance. Student performance data may be useful for accelera�ng lesson 
progression, par�cularly for Tier 2 interven�ons (Simmons et al., 2015). 
 
Forma�ve assessments are quick checks of student understanding and 
applica�on. They provide immediate feedback for both the teacher and 
students. The teacher can adjust instruc�on accordingly, and students can 
self-regulate their learning (Ainsworth & Viegut, 2015; Ha�e, 2015). 
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