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ABOUT THIS BOOK

Spelling Smart! is a program designed for students, grade 4 through adult, who have
difficulty learning to spell through memorization. They recall the spelling of words for
a short time only, even when the words are taken from their own writing or from the-
matic units. Some of these students are labeled as having special needs. Others are
not. The latter often perform well in other academic areas, and have a weakness par-
ticular to spelling.

This program approaches spelling as a cognitive task. It integrates concepts from
the whole language philosophy and strategies from the phonics approach. Instead of
asking students to memorize hundreds of individual words, it helps them discover pat-
terns and consistencies. Therefore, it helps students who have weak visual memories
learn to apply their good logical thinking skills to the task of spelling.

This program focuses on the structural regularity of English. According to
research, approximately 85 percent of the language follows consistent patterns and
rules. There are, of course, exceptions. These are presented as interesting variances
that reflect the rich historical background of English.

This program presents an overview of the structure of the English language. Six
basic concepts are taught:

® SOUNDS—In most words, sounds are associated with letters.

® SYLLABLES—Words are made up of syllables. Multisyllabic words which may
appear complicated can be divided into individual syllables, and these can be
spelled easily. There are six types of syllables in the English language.

¢ WORD BUILDING—Words can be built up. In other words, prefixes and/or suffix-
es can be added to root words to form new words.

® RULES—There are rules which govern how to add endings to root words.

®* GENERALIZATIONS—There are generalizations which govern how to choose
between different spellings when a given sound is spelled more than one way.

* COMPENSATORY STRATEGIES—It is important to learn compensatory strategies
in dealing with words that are not spelled in a regular way.

Spelling Smart! can be used for individual or small group instruction. Special edu-
cation teachers can present lessons. Other teachers can either take fifteen minutes of
their instructional time each day, or they can ask an aide to implement the program.
Each lesson is completed over a series of several days.
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vi About This Book

Spelling Smart! is a complete program. No prior knowledge of how to teach
spelling is needed. It is important, however, to start at the beginning of the program
even if students already have some spelling skills. In this way, students will learn how
to approach the task of spelling.

Organization

Spelling Smart! is organized in the following way. It has two sections: ISSUES AND
CONCERNS and THE LESSONS.

The first section of the book, ISSUES AND CONCERNS subsections in which the
following are presented:

* Students’ feelings about spelling. It discusses typical feelings and presents ways
to help students deal with them.

* A short test for checking students’ knowledge of the consonant sounds and pro-
cedures for teaching these sound/symbol correspondences.

* A short test for checking students” knowledge of the short vowel sounds. and pro-
cedures for teaching these sound/symbol correspondences.

® A short test for checking students’ knowledge of the consonant blends and conso-
nant digraphs, and procedures for teaching these sound/symbol correspondences.

* Guidelines for assessing the needs of students. Types of spelling problems are dis-
cussed. Suggestions on what to do if students have extreme difficulty with basic
sound/symbol correspondences are offered.

e Ways of teaching irregular words. It discusses different types of compensatory
strategies.

* How and when to teach homonyms. A list of forty common pairs are presented.

e Strategies for teaching dictionary sKills.

® Computer spell checks and a discussion of how students can use them effectively.
In the second section of the book, THE LESSONS, 40 lessons are presented. Each

lesson consists of the following parts:

® Getting Started

¢ [ntroducing New Information

® Practicing with Individual Words

® Practicing Spelling in Context

® Reinforcing Activities

e Extra Interesting Facts
Everything that is needed to present each lesson is given, including a compre-

hensive word list of the spelling pattern being presented. In addition, worksheets are
offered which students can work on during independent learning times.
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About This Book vii

Some Special Features of This Unique Program

The teacher creates situations and provides data from which students discover
spelling patterns and rules for themselves. You don’t just tell them what you want
them to know.

You follow your student’s pace as you present lessons.
Students learn a process. They learn how to learn to spell.

Students do very little writing of isolated words. They write most words in con-
text in sentences.

Students are held accountable only for the knowledge they possess. If they
encounter words that follow unfamiliar patterns or rules, you provide the spelling
for them.

Students edit their own work. You do not correct spelling, rather you provide the
information your students need to edit successfully. If they miss an error, you
question them in a way that helps them discover it themselves. Helping students
focus on their spelling is a major goal of this program.

Review and practice is carefully built into the program.

Students make a spelling notebook to record in their own words what they have
learned.

Students decide when they have mastered some information and are ready to be
tested if testing is required.

Spelling is an integrated part of the total learning experience. It is not an isolated
skill.

Spelling Smart! is age appropriate for older students. Since emphasis is placed on
teaching syllable types early in the program, it is possible to present multisyllab-
ic words that are well within students’ abilities to spell. There is no issue with stu-
dents having “baby” spelling words.

All these factors help you create an environment in which students feel they can

become successful spellers. Most poor spellers started out wanting to learn but became
discouraged by failure. Talk with them about their feelings. Acknowledge that learning
to spell appears to be an overwhelming task. Discuss their past difficulties with mem-
orization, explaining that rote learning may not be one of their strengths. Explain that
Spelling Smart! helps them to learn in a different way. They will learn about the logic
of spelling. They will learn to focus on their work, and they will begin to feel better
about their progress.

As you guide students through the first lessons, they will gain confidence. Once

they begin to succeed, they will demand more challenge.

Cynthia Stowe



THE STRUCTURE AND PHILOSOPHY
OF THE LESSON PLAN

This section gives information on the philosophy and methodology of each part of the
lesson. Please refer to an actual lesson (preferably not Lesson One) as you read this
section.

Getting Started

This is an extremely important part of the lesson, for here your students review previ-
ous information and come to own it. Spelling Smart! depends upon your students using
new information many times and in various ways. They tell you and others about it.
They write about it in their notebooks. They use the information so often that it
becomes internalized.

The most helpful notebook is a looseleaf binder. Students record each new pattern
or rule or generalization on a separate sheet of paper. For example, students will have a
separate page for closed syllables, open syllables, the Doubling Rule, and so on through-
out the sequence. This format allows your students to find or add information easily.

Introducing New Information

In this section of the lesson, you create situations in which students figure out the new
information for themselves. For example, you don’t just say, “An open syllable is a syl-
lable that ends in a single vowel.” You present some open syllables and ask your stu-
dents to figure out what is similar about all of them. Thus, you give them an interest-
ing problem to solve, rather than a definition to memorize.

Gaining information in this way develops self esteem. You know that your stu-
dents are smart enough to figure out these patterns. Soon, they will know it, too.

They are also more likely to remember the information because they were active-
ly engaged in learning it. Passive learning can easily be forgotten.

Practicing with Individual Words

Now you show your students a list of words that demonstrates the new pattern.
Usually, the list the students see will be eight to fifteen words long. This list contains
words that you have selected and copied from the Word List provided. Give your stu-
dents as much time as they want to look at the list and notice the pattern.

Then, read the list, asking students to write each word. Individual words are used
only at this initial stage, just to provide practice with the new pattern.

viii
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The Structure and Philosophy of the Lesson Plan ix

Once they have completed their writing, tell your students to ask about any of
their spellings of which they are unsure. This procedure is important because it helps
them notice their work. Also, it helps them begin to take responsibility for their
spelling.

Answer all questions with guiding, careful questions that refer back to the infor-
mation being presented. Your main goal here is to help your students think about their
spelling.

Self-editing is crucial to the Spelling Smart! program. Poor spellers have often
experienced years of having other people correct their spelling. Even if this has been
done in a nurturing way, it has reinforced the idea that someone else is responsible for
finding and correcting errors.

Once your students have asked as many questions as they wish, either ask to see
their lists, or ask them to tell you how they’ve spelled the words. Decide between these
two options depending upon the needs of your students.

If there are errors that one of your students hasn’t noticed, ask him leading ques-
tions so that he will notice the problem. For example, suppose you have studied the
pattern “K” and “ck,” and your student has already discovered that a word ends with
a “ck” if the /k/ sound is preceded by one short vowel. Your student, however, has
spelled the word “track” as “t-r-a-k.”

Show him the list of “k” and “ck” words you originally presented to help him
rediscover this generalization. Ask him to tell you about this information. Then say,
“Look at how you've spelled ‘track.’ Do you feel that’s correct?”

In this way, guide your student to correcting his work. Your goal is never to correct
any spelling for him. If the information has been presented, he can figure it out in time.

When working with a group, some students will have errors that others do not.
Do not worry about some students hearing information they already know. The repe-
tition will serve as reinforcement.

Practicing Spelling in Context

In this part of the lesson, your students begin to feel mastery of spelling. The number
of sentences you present will vary, but the average number is four.

Show your students the sentences you have copied on a separate sheet of paper
and that you are going to read. Ask them about any vocabulary words you feel they
may not know. See if they have any questions about any of the sentences. In this way,
the students become comfortable with the sentences they will write. They also prac-
tice noticing spellings.

These sentences have been carefully developed. The words they contain include
only those patterns already presented in the learning sequence. Your students will
have been given all the information they need to be able to spell these words inde-
pendently. This gives them a sense of mastery and provides essential review.

In the initial lessons, there are some words in the sentences whose phonetic pat-
terns are unfamiliar to your students. These words are included to make the sentences
more interesting and natural.

These words with unfamiliar patterns are underlined in the text. When you write
out the sentences for your students, underline these words and also write them on a
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separate sheet of paper. Say, “Here are some words that you will need. Just copy them
when you come to them.” You write the words out rather than telling your students the
spellings to encourage them to notice and relate to written language.

The words “the” and “a” are underlined for the first five lessons. After that, it is
assumed that students know these spellings from repeated use. If your students con-
tinue to have difficulty with these words, however, continue to provide written models
for them.

The words “said,” “of,” and “to” are underlined through Lesson 11. Again, if your
students demonstrate confusion with the spellings after this lesson, provide models for
them. Eventually, they will be able to remember these spellings, or they will develop
compensatory strategies for them.

Once your students are ready to write, read each sentence through completely. If
your students ask you to repeat a sentence, read it through completely again rather
than reading just a fragment. You want your students to develop the sense that words
are in context. Also, this technique encourages the development of auditory memory.

When your students are finished, ask them if they have any questions about their
work. Because people who have difficulty with spelling are often overwhelmed by writ-
ing whole sentences, you will answer all questions readily. This procedure is different
from the work with individual words, where you only respond with questions and help
them recall prior knowledge.

If your students know they can ask about any word, they will feel less intimidat-
ed. This process also encourages careful editing.

As your students progress through the program, you may begin to choose to
answer with questions again. This is a judgment call. If you are really undecided about
what is best, talk with your students and get their opinions.

When the students have asked all their questions, say, “Are you ready for me to
look at your work?” When they are ready, check the sentences. If there is an error in
any sentence, put a small pencil check in the margin. Say, “Can you find the word that
needs to be changed?”

Once the students have done so, help them correct their errors by questioning.
As soon as the error is corrected, erase the pencil mark.

You will notice that many of the sentences provided in Spelling Smart! are dia-
logue and, thus, have quotation marks. Assist your students with the proper use of
quotation marks. Talk about them as an interesting punctuation mark. Provide as
much help as your students need. ’

Dialogue is included for three reasons. First, it makes the sentences seem natur-
al and “alive.” Second, students often have a natural feel for dialogue and enjoy writ-
ing sentences which include it. Third, practicing with dialogue in this formal part of the
lesson will help students develop dialogue in their creative writing.

Reinforcing Activities

In this section of the lesson, your students choose from a list of supplementary activ-
ities. Allow your students a great deal of choice here. They will naturally gravitate to
their areas of strength, and this is an excellent way for them to compensate for their
relative weakness with memorization.
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Supplementary activities are important. This is often where the knowledge is fully
internalized.

These activities can also assist with the pacing of knowledge acquisition. For
example, a student who has been learning well and quickly for two months may start
acting listless, tired, or confused. This is usually a sign that she needs to practice what
she’s learned rather than be exposed to new information. Although for some students
periods of fatigue are unavoidable, ample time for supplementary activities usually
keeps the pace manageable.

In Spelling Smart!, only a few activities are repeated in the “Reinforcing
Activities” sections of the lessons. This was done so that a wide variety of possibili-
ties could be offered. If students wish to repeat an activity that was introduced in an
earlier lesson, however, this is a fine option for them. Once again, the belief is that
students will self-select activities that involve their strengths and that will, therefore,
be beneficial to them.

Extra Interesting Facts

A short essay called “The Origins of English” is presented immediately before the
lessons. This essay gives a very brief account of the history of English. It is most help-
ful to share this information with your students, either by reading the essay to them
or sharing the data more informally. Use your discretion as to how much data to pre-
sent in one sitting.

Then, as the formal part of each lesson finishes, share the information about the
history of individual words and phrases that is provided in “Extra Interesting Facts.”

In this section, you will also find discussions of any important exceptions to the
pattern, rule, or generalization being presented. These exceptions are not meant to be
memorized; rather, they are meant to be seen as interesting variations.

It is extremely important for students of spelling to learn about the history of
English. This knowledge helps them to stop seeing the vagaries of English spelling as the
enemy. This knowledge helps them become interested and curious about the language.

INDEPENDENT WORK

Finish It!

This activity offers students the opportunity to notice and practice spelling in a protect-
ed way. Because they can refer to the word list, they need not be worried about making
a mistake with spelling. Instead, they can focus on finding just the right word to complete
a meaningful sentence, and they can feel satisfaction in spelling this word correctly.

A Game of Categories

This activity again offers a nonthreatening way to practice spelling. In addition, it gives
students a chance to develop logical thinking skills. Some students really enjoy this



xXii The Structure and Philosophy of the Lesson Plan

activity once they begin to gain confidence with it. A few even like to develop their
own categories when given word lists.

Look It Up!

This activity is primarily designed to give students practice with a dictionary. Often,
people who have difficulty with spelling have developed resistance to using the dictio-
nary. Teachers often hear comments like, “How can I look up a word if I don’t know how
to spell it?”

It’s very important to refer to the section on dictionary skills at the beginning of
Spelling Smart! This section provides information and guidelines on how to help stu-
dents overcome their resistance to using dictionaries. It also gives techniques that help
students become successful with using this critically important tool.

LOOK IT UP! allows students to practice at their own speed. Since some of the
words presented are not very common words, you will need to provide your students
with a good, comprehensive dictionary. \

List It!

Students who experience difficulty with spelling sometimes develop a corresponding
resistance to writing. They’re afraid that what they write won’t be “correct.” They think
so much about the spelling of words that they don’t develop a good expressive flow.
They avoid using words they don’t know how to spell, and this disrupts their thought
processes.

Writing lists is a powerful tool in helping students develop their expository and
creative writing, as well as their spelling skills. It is fun and easy. It helps students relax
around writing. It also develops their logical thinking and organizational skills.

It is recommended that no attention be paid to errors students make with spelling
during the initial lessons. Once students are expressing enthusiasm about writing lists,
however, begin to hold them accountable for the spelling patterns, rules, and general-
izations they know.

Often, students enjoy sharing their lists with others. If possible, it is very helpful
for you to also write a list and share your work. This provides excellent modeling.

Write On!

These activities are offered to help students integrate their development of spelling
skills with creative and expository writing. Again, as with the lists, no attention should
be paid to spelling errors until students are very comfortable with the activities. Then
they should be held accountable only for the spelling information they have already dis-
covered. A good way to help students edit their work is to ask them to check through
their work and to look for a specific spelling pattern; for example, words with closed syl-
lables. Guiding editing in this way helps students become more relaxed with it.

As with the lists, students usually enjoy sharing their writing. If they do not wish
to do so, however, this needs to be respected. Usually, once they gain confidence with
their work, students will be eager to share.
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Section One: Issues and Concerns 3

FEELINGS ABOUT SPELLING

The first question is: Why do teachers need to deal with students’ feelings about
spelling? How important are these feelings?

The answer: Students’ feelings about spelling are critically important.

Think for a moment about a task that is extremely difficult for you, a task where
you have faced failure, even embarrassment. Perhaps that task is parallel parking, hit-
ting a baseball, or cooking. Now, ask yourself these questions:

1. Do you seek out opportunities to work on that task?

2. Do you work hard to improve your skills on that task?

If your answer is “Yes” to these questions, you are an amazingly mature person.
Most people tend to avoid tasks that are difficult for them. When faced with such a
task, most people tend to spend a great deal of their available energy protecting them-
selves from feelings of inadequacy and defeat. Then they feel overwhelmed and con-
fused, sometimes angry. Very little energy is left over to actually do any work on
improving their skills.

Students who have difficulty with spelling are confronted by their “failure” con-
tinually in academic settings. Even if teachers are sensitive and nurturing, the students
know they have not spelled the words the same way the other students have. In addi-
tion, they sometimes have to face weekly spelling tests. As students get older and pro-
ceed through the grades, the pressure to spell words in the standard way increases,
and students feel more and more pressure.

Is it surprising that these students have little energy left over to focus on spelling?
Sometimes, students will make a valiant effort and decide that they will “learn how to
spell, right now, right here.”

One student reports that when he was in elementary school, he decided he
would memorize every single one of his spelling words for his test. And he did. He
memorized the series of letters for the first word, then the second and so on through-
out the entire list of words. He memorized the letters in one unbroken string. For
example, if the first word was “car,” the second, “tree” and the third, “lamp,” he
memorized, “c...a...r...t...r...e...e...l...a...m...p.” The sys-
tem worked fine until, one week, the teacher dictated the spelling words in a differ-
ent order.

Look at the energy, dedication, and hard work it took to memorize that list of let-
ters. After the system failed, do you think the student was likely to keep trying at that
same level, or do you think he gave up just a little and put more of his energies into
protecting himself?

Many, if not most, students who have difficulty with spelling have made such
amazing efforts in the past. When we see them now after years of failure, many look
like they just don’t care. “Spelling isn’t important,” they say. Or, “It doesn’t matter how
[ spell. I can use a spell check.”
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How can teachers help these students begin to feel comfortable with spelling?
How can students put aside old habits of not focusing on spelling? How can students
get the courage to try just one more time?

The first thing for the teacher to do is to acknowledge the students’ feelings. It is
important to talk about how difficult it has been to not succeed with such an ever-pre-
sent task.

If students have difficulty expressing their feelings, the teacher can encourage
this discussion. It’s best not to say, “I know that you’re feeling . . .” upset, angry or
another emotion. It’s better to say, “Many people feel . . .” or “I think you could have
been discouraged by . . . ” or “One way people respond to this is by . . . .”

It’s important to respect students’ privacy around their feelings. If they don’t want
to talk about how they feel, they should not feel pressure to do so. Opening the sub-
ject up for students is only an invitation for them to talk.

Mostly, give your students time to talk about their feelings if they wish to do so.
This is not a waste of time. It is an important part of their instruction.

The second thing for the teacher to do is to explain that most spelling instruction
expects students to memorize the letters in a word and to retain that memory over a
long period of time. Tell your students that the ability to memorize relatively mean-
ingless letters is not related to intelligence at all. Many extremely bright, even brilliant
people, have great difficulty memorizing the spelling of words.

HAVING TROUBLE MEMORIZING SERIES OF LETTERS MEANS THAT A PERSON
HAS TROUBLE MEMORIZING SERIES OF LETTERS. IT MEANS NOTHING ELSE.

At this point, it is often helpful to talk about people’s strengths and weaknesses. If
you feel comfortable, share with your students an area in which you do not feel particu-
larly strong. If you wish, you can keep this discussion less personal and more general.

Next, tell your students that Spelling Smart! is not based on memorization. Tell
them that it is based on patterns found in words, and that they will primarily use their
good common sense and logical thinking in learning to spell.

A third important area for the teacher to discuss is the difficulty of spelling
English. This is often a place where you can share some of the information in the sec-
tion “The Origins of English” on pages 25 to 26. Providing time to talk about the many
languages from which English has “borrowed” words is extremely important. It helps
students realize that they are learning to spell one of the most challenging languages
in the world.

Talk is important, but Spelling Smart! also offers specific help for students regard-
ing their negative feelings about spelling. Spelling Smart! stresses the following:

1. The pacing of knowledge acquisition can be slow and easy. There is no need to
rush. There is no list of words that needs to be learned each week. It is far more
important for students to feel relaxed and comfortable with the material than it
is for them to move along quickly. In this way, they will retain what they learn,
and they will begin to feel better about their competence with spelling.

2. The “Reinforcing Activities” provide practice, rest, and the ability to use a strength
in an area of weakness. These are not frill activities that can be offered “if there’s
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time.” These are an important part of the lesson, where students can work at
their own pace and begin to relax around spelling.

Likewise, the “Independent Work” provides opportunities for students to practice
their spelling skills in a nonthreatening way. The “List It!” and “Write On!” activ-
ities also encourage them to integrate their new spelling knowledge into their
writing. This often helps students feel better about both skills.

3. The “Extra Interesting Facts” section provides information on word and phrase
derivations. In some cases, it tells about words that have “died” in English. It is
most helpful to present this information in a relaxed way. English is, after all, a
fascinating language with a diverse history. If students can become interested in
how English reflects other cultures and historical events, it often helps them feel
less resentful about the many irregular spellings. They can also become intellec-
tually curious about the origins of specific words, and this can help them begin to
develop the habit of focusing on spelling.

THE CONSONANTS

Even with older students, it is essential to do some diagnostic work before you
begin the lessons. In Lesson One, it is assumed that students know the consonant
sounds, short vowel sounds, consonant blends, and digraphs. Students may appear
to know these sounds and, in fact, they may know all of them. On the other hand,
they may only know some of them. The few they don’t know can keep them from
succeeding.

This section focuses on the consonant sounds. Before giving the following test,
explain to your students that you are checking to see if they have any gaps in their
knowledge. Tell them that people can sometimes go through many years of school and
still not know certain letter sounds. Explain that, if you discover any such gaps, you
will work together to fill them.

Diagnostic Assessment of Consonant Sounds

Provide your students with pencils and lined paper. Ask them to number their papers
from 1 to 24.

Say, “I am going to say some sounds. When you hear the sound, please write down
the letter that represents that sound. Most of the time, I will not give you a word associat-
ed with the sound. I will do that only when more than one letter represents a given sound.”

(Be careful to produce a pure sound for each consonant; for example, for /b/, say
/bl as in “bat,” as opposed to /bl/ as in “blue.” Also, you may repeat sounds if students
ask you to do so. Make note of these requests, however, as they may indicate a pat-
tern of difficulty hearing or discriminating sounds.)

Say, “It is now time to begin. Please write the letter that represents the sound.”
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Sounds Correct Answers

1. /d/ d
2. Im/ m
3. /k/ as in “cat” ©
4. It/ t
5. /sl as in “sit” S
6. 1
7. Igl as in “game” g
8. Iwl/ w
9. /n/ h
10. /j/ as in “jam” j
11. /bl b
12. /kw/ q
13. /f f
14. /z/ as in “zipper” z
15. /vl r
16. /jl as in “giant”

17. Iks/ X
18. In/ n
19. /s/ as in “city” ¢
20. Iyl y
21. /k/ as in “kite” k
22. Ivl v
23. Iz/ as in “is” S
24. Ipl p

If your students know all the consonant sounds, proceed to the Diagnostic
Assessment of short vowel sounds on page 9. If they need to learn the sound/symbol cor-
respondence of “b,” “d,” “f,” “h,” “j,” “K,” “I,” “m,” “n,” “p,” “t,” “t,” “v,” “W,” “x,” “y,”
or “z,” teach them in the same way that “b” is taught in the following sample lesson.
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A SAMPLE LESSON FOR TEACHING
THE SOUND/SYMBOL CORRESPONDENCE OF “B”

Gather together some objects or pictures of objects that begin with the /b/ sound; for
example: ball, bat, bell, bow, button. Be careful that all the objects begin with a pure
/bl sound and not a consonant blend such as /br/ as in “brick.” Share these objects
with your students and talk about each one. Ask your students to find other objects
that begin with /b/. They can also find pictures of such objects.

Then say the following words: ball, bat, bell, bow, button.

“What do you hear at the beginning of these words?”

“That’s right. You hear a /b/ sound.”

Record the following words: ball, bat, bell, bow, button.

“What do you see at the beginning of these words?”

“Yes, you see the letter ‘b.”

Ask your students to write the letter “b,” and also to copy a few words that begin
with this letter. If your students need more practice with this sound/symbol corre-
spondence, repeat this activity with new objects.

Some students find it helpful to have a key word they associate with a given let-
ter; for example, their key word for /b/ might be “bat.” Some students like to write this
key word on a piece of paper and to have this to refer to whenever they wish.

TEACHING THE SOUND/SYMBOL
CORRESPONDENCES OF “Q,” “C,” “G,” AND “S”

Present the letter “q” in the same way you did for the letter “b.” You will need to
add the information that “q” never appears alone in English, but that it is always
followed by a “u.”

The last three letters are unusual because they each represent two different
sounds. The letter “c” represents the sound /k/ and the sound /s/ (usually before
“e,” “i” and “y”). The letter “g” represents the sound /g/ and the sound /j/ (usual-
ly before “e,” “i,” and “y”). The letter “s” can represent the sounds /s/ and /z/.

It is best to present these letters after all the other consonants have been pre-
sented. The following illustrates how to teach them.

A SAMPLE LESSON FOR TEACHING
THE SOUND/SYMBOL CORRESPONDENCES OF “C”

You will begin with the /k/ sound that “c” can represent. First, gather together objects
or pictures of objects that begin with the letter “c” representing the /k/ sound. Share
these objects and pictures with your students and talk about each one.

Then say the following words: cap, cat, coat, cup, cut.
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“Good, you hear the /s/ sound.”
Record the following words: celery, cent, cereal, cider, cyclone.
“What do you see at the beginning of these words?”

“Yes, you see the letter ‘c. Therefore, we Rnow that the letter ‘c’ can represent both

the /r/ sound and the /s/ sound.”

Ask your students to write the letter “c” and to copy some words that begin with

«c” representing the /s/ sound. Some students may wish to make a key word card.

Further Discussion on Teaching
Sound/Symbol Correspondences for Consonants

Allow your students {0 proceed at their own pace. Especially in these early stages, it is
best that students not feel overwhelmed and confused. Introduce games, at times, {0

provide reinforcement of the learning. One good game is Sound Bingo.

Make up Bingo cards and put a letter in each square. Then, the caller says select-
ed sounds and the players can cover up the letter or letters that represent that sound.
The first player to cover a line, or the whole card if you prefer, wins the game. Even

better, students have valuable practice and reinforcement.
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THE SHORT VOWEL SOUNDS

In this section, you will continue with diagnostic work. You will assess your students’
knowledge of the short vowel sounds /a/, /i/, /o/, lu/ and /el. The use of “y” as a vowel
will not be discussed until much later in the program.

Tell your students that you want to see how familiar they are with short vowel
sounds. Explain that these sounds are found in many words, and it is important to dis-
cover if everyone knows them. If someone needs to learn one or more short vowel
sounds, you will work on it together.

Diagnostic Assessment of Short Vowel Sounds

Provide your students with pencils and lined paper. Ask them to number their papers
from 1 to 25.

Say, “I first want to see if you know what the vowels are. Please write the five vow-
els on your paper from 1 to 5. Sometimes, the letter “y” is used as a vowel, but don't put
that one down. List the other five vowels.”

When your students are finished, say, “I am going to say some words that begin
with a short vowel sound. After I say the word, write down the vowel you feel it begins
with. If you're not sure, take a guess.

Words Correct Answers
6. odd 0
7. act a
8. end e
9. it i
10. us u
11. enter e
12. opposite 0
13. imperfect i
14. adolescent a
15. uncover u
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Say, “I am now going to say some words that have vowel sounds in the middle of the
word. Listen carefully, and then write down the vowel you feel is in each word.”

Words Correct Answers
16. cup u
17. tap a
18. pit i
19. bell e
20. sod 0
21. list i
22. pond o
23. rust u
24. bent e
25. camp a

If your students know all the short vowel sounds, proceed to the diagnostic
assessment of consonant blends and digraphs on pages 12 and 13. Sometimes, this is
a judgment call as to when to proceed, because some students demonstrate occasional
confusion, especially with the vowels in the middle of words.

The general rule is to provide some instruction on the sound/symbol corre-
spondence if confusion is seen. Do not wait until full mastery is achieved, however,
to proceed through the program. Since the vowel sounds are among the hardest
sounds to discriminate, some students may need the practice provided in the actu-
al lessons of Spelling Smart! to attain full mastery.

SAMPLE LESSON TEACHING THE SOUND/SYMBOL
CORRESPONDENCE OF THE SHORT VOWEL “A”

“Today, we are going to work with a short vowel sound.”
Say the following words: act, after, ant, apple, at.
“What vowel sound do you hear at the beginning of all these words?”
“Good, you hear the /a/ sound as in ‘ant.”
Record the following words: act, after, ant, apple, at.
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“What vowel do you see in the beginning of these words?”

“Yes, you see the letter ‘a.’ As you have heard, its short vowel sound is /a/ as in ‘ant.
Let’s use the word ‘ant’ as the key word to help us remember that sound.”

Ask your students to write the letter “a,” and to copy a few words that contain
this short vowel. Make a card with the word “ant” written on it as a key word card.

Further Discussion on Teaching the Short Vowel Sounds

These sounds are among the hardest for students to discriminate between. For that
reason, the procedure for teaching them is different from that with consonants.
Instead of presenting objects or pictures of objects, you begin presenting words. Then,
a main focus becomes establishing a key word for each short vowel sound.

You can establish your own key words. One suggestion is: “ant” for /a/, “in” for
/il, “on” for /o/, “under” for /u/, and “edge” for /e/. One interesting thing you can do is
make a small ant figure out of clay. Get a box like a shoe box and label “in” inside the
box, “on” on the cover of the box, etc. The ant can sit in the box, on the cover of the
box, under the box, and at the edge (attached with tape perhaps?). This is just one
manner of providing a tangible prop to help students remember the key words and,
thus, the short vowel sounds.

It is important to provide reinforcement once all the short vowels are presented.
Sound Bingo, as described in “The Consonants” on page 8, is a good game for this.
Another possibility is Sound Scatter. This game can be played individually or in a
group. Make up a deck of cards, each card having one short vowel written on it. For a
group game, every player gets five cards to start.

Scatter the rest of the cards on the table. Say a short vowel sound (or a word with
that sound if your students are ready for this). The first player tries to find a card with
the correct vowel sound from the table. If she selects the correct vowel, she gets to
keep the card. if she selects a different one, she has to give up one of her cards. Players
stop playing if their cards run out. The player with the most cards at the end wins the
game.

If only one student is playing this game with a teacher, he “wins” if he gets all the
cards. He “loses” if he has to give up all his cards.

As with the teaching of consonants, it is interesting to learn about the origins of
vowels. It is believed that our letter “A” comes from the Phoenicians. These people
called “A” aleph, which stood for “ox.” The letter was originally a V (to represent the
horns of oxen?) with a line across it. The Greeks turned it around.

Oxen were very important to the Phoenicians because they helped with planting.
The letter “A” may begin our alphabet because its original derivation referred to ani-
mals who helped provide life-giving food.

CONSONANT BLENDS AND DIGRAPHS

It is important to assess students’ knowledge of consonant blends and digraphs
because these letter combinations occur in so many English words. Sometimes, stu-
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dents have difficulty hearing them and/or deciding which letters to put in combination.
Many of these difficulties can be corrected by a small amount of instruction.

Consonant blends are combinations of two or three consonants in which the indi-
vidual sounds can all be heard. Consonant digraphs are combinations of two conso-
nants that together make one unique sound.

Tell your students that this is the last formal diagnostic work you will do. If it is
discovered that they are not familiar with some of these consonant combinations, you
will work on them together.

Diagnostic Assessment of Consonant Blends and Digraphs

Provide your students with pencils and lined paper. Ask them to number their papers
from 1 to 26.

Say, “I am going to say some consonant combinations, or blends, that occur fre-
quently in the English language. After I say the blend and give an example of a word that
begins with it, please write the consonant combination down. You will be writing down
two or three letters. For example, if I say /sc/ as in ‘scare,’ you will write down ‘sc.” Now,
let’s begin.”

Sounds Correct Answers
1. /dr/ as in “drive” dr
2. Isl/ as in “sled” sl
3. Icl/ as in “cloud” cl
4. /tr/ as in “truck” tr
5. /gr/ as in “great” gr
6. /tw/ as in “twine” tw
7. Ibl/ as in “blue” bl
8. /sp/ as in “spoon” sp
9. /Ipl/ as in “plead” pl
10. /str/ as in “street” str
11. /fl/ as in “flag” fl
12. /cr/ as in “cry” cr
13. /sw/ as in “sweet” SW
14. /br/ as in “brick” br
15. Ipr/ as in “prove” pr
16. /gl/ as in “glad” gl
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Say, “Sometimes, consonant blends occur at the end of words. After I say the combi-
nation and give an example of a word that ends with it, please write down the two conso-
nants that make the sound.”

Sounds Correct Answers
17. Ind/ as in “and” nd
18. /lt/ as in “melt” It
19. /ct/ as in “fact” ct
20. /nt/ as in “punt” nt
21. Ipt/ as in “accept” pt

Say, “In these next five sounds, two consonants combine to make one unique sound.
Write down the two consonants which, together, make this one unique sound.”

Sounds Correct Answers
22. Ish/ as in “ship” sh
23. [ch/ as in “church” ch
24. [th/ as in “thumb” th
25. Iph/ as in “phone” ph
26. /wh/ as in “what” wh

If your students know these consonant blends and digraphs, proceed to Lesson 1
of Spelling Smart! If they need instruction, refer to the following sample lessons.

As with short vowels, it is a judgment call as to how much instruction to provide
on these patterns. Students do need to have a good grasp of the consonant digraphs.
Fortunately, these are often easier for students to master than the blends. Concerning
the latter, it is important for students to have a good awareness of them.

It’s not necessary to wait for full mastery, however. Often, students need the prac-
tice provided in the lessons of Spelling Smart! for them to achieve this level.
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SAMPLE LESSON FOR TEACHING THE SOUND/SYMBOL
CORRESPONDENCE OF THE CONSONANT DIGRAPH “CH”

“Today, we are going to work with two consonants that, together, make one unique sound.”

Say the following words: chase, chill, chip, chum, church.

“What sound do you hear at the beginning of all these words?”

“Yes, you hear the /ch/ sound as in ‘chin.”

Record the following words: chase, chill, chip, chum, church.

“What letter combination do you see at the beginning of these words?”

“Good, you see ‘ch’ together. This combination of two consonants that makes one
unique sound is called a consonant digraph. You don’t have to remember this name, just
kRnow that this is a special Rind of pattern which occurs in English.”

Ask your students to write the ‘ch’ combination. Then ask them to copy some
words that begin with ‘ch. (At this point, focus is placed on digraphs in the initial posi-
tion in words. As you proceed through the lessons of Spelling Smart!, you will point
them out in other places in words.)

Ask your students to make a key word card for “ch,” which they can refer to
whenever they wish to do so. A good key word is “chin.”

SAMPLE LESSON FOR TEACHING THE SOUND/SYMBOL
CORRESPONDENCE OF THE CONSONANT BLEND “BL”

“Today, we are going to work with a consonant blend. This is a combination of two con-
sonants that occur together. If you listen carefully, you can hear both their sounds.”

Say the following words: black, blast, bloom, blow, blue.

“If you listen carefully, which two consonant sounds do you hear at the beginning of
these words?”

“I agree that you hear /b/ and then the /l/ sound.”

Record the following words: black, blast, bloom, blow, blue.

“What two consonants do you see at the beginning of these words?”

“That’s right, you see the consonants ‘b’ and ‘I’ These consonants occur together
quite frequently in English.”

Ask your students to write the “bl” combination, and then to copy several words
that begin with this blend. Practice with this blend until students demonstrate a com-
fortable familiarity with it.

Further Discussion on Teaching Consonant Blends

Hearing and spelling consonant blends in the final position in words is quite difficult
for some students. It’s important to present these final consonant blends, but expect
that some students will have difficulty with them. Just be aware of each student’s
needs in this area, and provide extra support as you proceed through the program.
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It is critically important not to continue too long, making sure every student com-
pletely knows every consonant blend. As long as students have some abilities to spell
these letters, it is time to move on. Staying too long at this level can cause students to
become discouraged and bored.

Some students find it very helpful to work with a tangible prop when they are
learning consonant blends. For example, you can give your students some small
beads. Ask them, “How many sounds do you hear when you hear /br/ or /pl/ or /str/ . .. ?
Count out the beads that represent these sounds.” It appears strange, but for some stu-
dents, this is a very helpful technique.

ASSESSING THE NEEDS OF STUDENTS

In this section, typical needs of students will be discussed. These needs fall into four
major categories: cognitive, emotional, behavioral, and learning style. In the following
subsections, these general areas will be presented, along with associated spelling dif-
ficulties. Specific ways to meet these needs will be included. Finally ways to assess the
needs of students will be discussed.

Cognitive

This area includes logical thinking skills, organizational skills, and the ability to think
abstractly. If students have significant difficulty with all of these areas, it may be that
Spelling Smart! is not the spelling program of choice for them. These students might
do better with a program based on drill, repetition, and visual memory.

If, however, students just have some weakness in these areas, the following mod-
ifications can support them:

1. Provide additional time for all aspects of the program, especially the reinforcing
activities.

2. Talk with students a great deal about the structure of English. Make charts and
posters to visually represent this structure.

3. 1f students have difficulty with certain abstract concepts such as consonants and
vowels, explain what these things are. For example, with vowels, our mouths can
stay open. With consonants, a part of our mouth (lips, tongue, or teeth) close
quickly. Have your students feel this with their own mouths. You can also use a
mirror to show them how this looks.

4. Whenever possible, use tangible props to support learning. You might continue to
use objects to represent patterns being studied throughout the program instead
of ending with this technique after the presentation of consonants.

Some students may be gifted in the cognitive area. These students will profit from
the intellectual stimulation of additional work on the history of English, and the ety-
mology of specific words. See the Bibliography for the names of good books to refer
to in this area.
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Emotional

For some students, emotional needs are so significant that they must be addressed
before learning can occur. Some students are so afraid they will fail that they are reluc-
tant to try. Others will begin a task, but will abandon it as soon as it becomes a little
difficult. Still others will approach academic tasks with feelings of being overwhelmed
and confused. Some students feel angry. The following are recommended to deal with
these feelings:

1. Offer reassurance that you will only ask students to do what you know they can
do. If students feel that something is too difficult, you will ask them to tell you
this, and you will discuss the issue.

2. At the beginning of each learning session, tell your students exactly what you will
be doing that day. For example, you can tell them you will be asking them to dis-
cuss some information presented yesterday, you will be offering some new infor-
mation, and you will be asking them to spell ten words.

Some students need to feel they are progressing quickly. These students often
need challenge. For these students, select multisyllabic words from the word list for
them to spell. Encourage them to select challenging reinforcing activities.

Behavioral

As all teachers know, the area of behavior is a significant area of need for some stu-
dents. These students can exhibit hyperactivity, with the resultant difficulty of staying
with any academic task. Or they may have trouble paying attention to a topic that does
not immediately capture their interest. Still others approach any new learning situa-
tion with hostility.

The following often help with these issues:

1. Keep learning sessions relatively short. Within the learning session, vary the
types of modalities utilized.

2. For active students, provide legitimate outlets for their energy during the lesson.

3. 1f necessary, contract with students as to what they will accomplish each day. By
accomplishing their agreed-upon goals, students can earn free time.

4. Try to make the activities personally meaningful to the students. This is where the
reinforcing activities can be critically important.

Learning Style

This area is a place where careful assessment of learning strengths and weaknesses is
required. Is your student a conceptual learner? Does he need to see an overall picture
of what he will learn before the details begin to make sense? Does he remember best
what he sees? Or hears? Does he need to interact with the material: talk about it, work
with it, play with it before he can remember the information?
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Spelling Smart! utilizes so many modalities within the program that many learn-
ing styles are accommodated. There is one skill area, however, that is very important
to discuss. This is auditory discrimination.

Spelling Smart! assumes that students can learn the consonants, short vowel
sounds, consonant blends, and digraphs relatively easily given proper instruction. If a
student has serious difficulty with these sound/symbol correspondences, it is possible
that he has a problem with auditory discrimination.

People who have significant difficulty with auditory discrimination have trouble
hearing the differences between sounds. Often, they can’t discriminate between short
vowel sounds, or between consonant sounds such as /f/ and /v/ and /th/. They often
have trouble recognizing the different sounds in consonant blends. Now, if they can’t
hear them, how can they possibly spell them?

These students need to be taught specifically about the sounds. Often, speech
and language clinicians or educational therapists will help them to recognize how the
sound feels in their mouths and vocal cords. A program like Auditory Discrimination in
Depth by Charles H. Lindamood and Patricia C. Lindamood (DLM Teaching Resources,
1969 and 1975) can help students with significant needs in this area.

The following are recommendations to accommodate learning styles:

1. If one of your students needs to know “the whole picture” before learning the par-
ticulars, give a quick overview of the structure of English. For example, present
the six syllable types as being the major syllables in the English language.

2. The general rule is: Utilize a student’s strength to compensate for a weakness.
Thus, if a student has poor visual skills but strong auditory ones, utilize a lot of
auditory cues in your instruction.

3. If you suspect that a student has significant difficulty with auditory discrimina-
tion, bring your concerns to a school psychologist or speech and language clini-
cian. Your student’s needs may require formal evaluation so that he can receive
the proper help.

How to Assess a Student’s Needs

Many teachers ask, “But how can I tell what my students need? I'm not a trained eval-
uator.”

Teachers have many skills that can go a long way toward assessing what their stu-
dents need. At times, it's important for school psychologists and other educational
diagnosticians to administer standardized tests. Often, however, teachers can figure
out how to best help their students by pursuing the following steps:

First, it’s important to get to know your student as a person. Try to spend some
time with her during informal moments; for example, during recess or at a choice time
in class. Does your student’s behavior change when she is not being asked to complete
some academic task? Does she have a sense of humor? Does she prefer to listen or to
talk?

Next, look at her records. If she is receiving special education services, there will
be a lot of information about learning style in her file. If she is not receiving these ser-
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vices, check her regular school records. What has her attendance been like? What sub-
jects has she excelled at? Where has she experienced difficulty? Is she successful in
art? Are there behavioral notes that indicate any needs?

Continue your investigation by carefully observing your student during instruc-
tion times. Is she more engaged when she is talking about a topic, or when she is lis-
tening to another student or teacher? Does she seem to relate to visual cues provided
during instruction? Does she stay on task during independent work times? Give your-
self enough time for observation so that any important clues can emerge.

A next critical step is to talk to people. If possible, ask teachers who have taught
your student in the past. Have they discovered anything special about her learning
needs? When was your student most successful and least successful with academics?
If they could now change some instructional method they used with your student,
what would that be?

Next, talk with your student about her learning style. Ask her to tell you when she
feels she is most successful. When does schoolwork seem easiest, or hardest? Are
there any special pitfalls that keep her from concentrating on schoolwork? Does she
need quiet? Or does she like a comfortable social environment with a little background
chatter in which to work?

Last, when you actually begin to work, notice how your student responds. Ask her
to tell you how she feels she is learning. Regularly ask her for feedback concerning
how she feels the lessons are going. Ask her to tell you which techniques and
approaches are most successful and least successful in assisting her learning.

Students are often surprised to be asked these questions, and they tend to be ret-
icent in the beginning. Once they realize, however, that you believe they have valuable
information about their own learning, students will be extremely helpful in providing
this information.

IRREGULAR WORDS

This section discusses the difficult topic of teaching irregular words. English has bor-
rowed a great deal from other languages. When this occurred, the spelling of the
original language was usually maintained.

This borrowing has created a wide variety of diverse spellings that appear to fol-
low no patterns. Also, the pronunciations of some words have changed drastically over
the years, but the spellings have stayed the same. This has added to the confusion. It
is estimated that these “irregular” spellings comprise approximately 15 percent of the
English language.

The traditional way for students to learn these words is to memorize them.
Usually, students write them over and over. Verbal drill sometimes occurs.

Teachers are left, therefore, with the dilemma of how to teach these words to stu-
dents who have weak memorization skills. Spelling Smart! advocates this position: The
main goal is to help students become comfortable with the 85 percent of English that
follows regular patterns. If too much attention is placed on irregular words, this can
detract from this goal. There are some irregular words that are practical for students
to have access to early in their learning. There are only a few of these, however.
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Introduce irregular words that are extremely common. Students may wish to use
words like “you” and “for” in their writing. As discussed before, the words “the,” “a,”
“said,” “of,” and “to” are presented in the sentences that students write for practice
with spelling in context. The way these words are introduced in the lessons is one good
way to teach irregular words. A written model is provided. It is not expected that stu-
dents will memorize these words. With continued use, it is hoped that they will come
to learn them, but this memorization task is not stressed. The written model is pro-
vided for as long as is necessary.

There are different ways of giving models. Some teachers write each irregular
word on an index card for the students to see. Others ask students to copy the spellings
in their notebooks. Some people write the irregular words on the inside cover of the
notebook. You can also help your students create their own personal dictionaries. A
small wire-bound notebook works well for this. It is cautioned, however, to limit the
number of words in this dictionary. Some students want to include many words.
Whenever they come upon an irregular word they don’t know, they wish to record it.
If too many words are included, however, it makes the personal dictionary cumber-
some and less usable.

Encourage your students not to worry about the spellings of a lot of irregular
words. Especially in the early stages of the program, explain to them that they will be
learning many patterns and that, in time, they will be able to spell many words by
themselves. Then the words that have irregular patterns will not seem to be so over-
whelming.

By the time students begin to have a basic understanding of the structure of the
language, they often begin to remember the irregular words more easily. It may be that
their anxiety around spelling has decreased and, therefore, they can more efficiently
access the memory skills they do possess. Even though their memorization skills may
be weak, they do exist.

As students progress through Spelling Smart!, you may wish to do some formal
work with irregular words. This can serve as a break between formal lessons. This is
recommended in two areas:

1. where there in a group of words that are irregular but follow consistent patterns
2. high visibility words your students may wish to know

An example of the first type of irregular words are words in which there are silent
letters. Common silent letters are:

“k” with “n” as is “knot”
“g” with “n” as in “gnome” and “sign”

[t}

“w” with “r” as in “write”

- It is believed that, in the past, these letters were pronounced. It is fun for students
to now add the sounds and to “talk” in the ancient way.

Present the information about silent letters and talk about it. Ask your students if
they wish to have a page for silent letters in their notebooks. They can try to find as
many words as they can with these silent letters. They can also try to find examples
of other silent letters, such as “b” with “m” as in “numb.”
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You may also wish to present some high visibility irregular words. Examples of
these are the numbers, the days of the week, and the months of the year.

For example, if you wish to present the numbers from one to twelve, write them
all down in a list for your students. Look at each word, and discuss all words that fol-
low known patterns. For example, if your students have already discovered closed syl-
lables and vowel-consonant-e syllables, talk about how “six,” “seven,” and “ten” are
all closed syllables, and how “five” and “nine” are vowel-consonant-e syllables.

Discuss with your students what type of written model they would like for the
others. Since this is a group of words, would it be helpful to include the words they
already know in the model? Talk about any irregularities they notice in the spellings of
these words.

To complete the lesson, do a little work with etymology. You can, for example,
discuss where the number “eleven” comes from. Tell your students that many ancient
societies based their number systems on people’s ten fingers. The Anglo-Saxons did
this.

If Anglo-Saxons had to count one more than ten, they said the count was “endle-
ofen,” or “one left over.” Thus, our “eleven” evolved from this ancient source.

HOMONYMS

Homonyms are words that sound the same but have different spellings and meanings.
They pose great challenges for people who have difficulty with spelling.

Spelling Smart] recommends that homonyms be introduced as an interesting
aspect of the English language. This should be done only when students are well into
the program and have at least worked with closed, vowel-consonant-e, and open syl-
lables. By this time, students often begin to notice homonyms in their reading. They
are often expressing either curiosity about them or frustration with them, or both.

Homonyms can be presented as supplements to regular lessons, or they can be
introduced instead of a regular lesson. However this is done, it is very important that
only a few homonyms are presented at one time. Teachers sometimes make the mis-
take of doing a homonym unit and introducing several pairs. This tends to create con-
fusion for people who have difficulty with memorization.

The following is a list of forty common homonym teams:

—_—

. aloud, allowed
ate, eight

be, bee

berry, bury
blew, blue
board, bored

SRS

(continued on next page)
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Sforty common homonym teams (continued)

1.

12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23
24.
25.
26.
27.
28.
29.
30.
31,
32.
33.
34.
35.
36.
37.
38.
39.
40.

7. brake, break
8. buy, by, bye
9. coarse, course

. dear, deer

dew, do, due
eye, |

flour, flower
for, fore, four
groan, grown
guessed, guest
hear, here

hole, whole
hour, our

knew, new
knight, night
know, no
knows, nose
made, maid
mail, male
meat, meet
one, won
passed, past
read, red

right, rite, write
road, rode, rowed
sail, sale

SEW, SO, SOW
shone, shown
some, sum
son, sun

their, there, they’re
to, too, two
waist, waste

weak, week

21
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You can select the teams to be presented according to the interests of your stu-
dents. It is highly recommended, however, that the first two homonym teams to be
introduced are: “to,” “too,” “two” and “their,” “there,” “they’re.” These homonyms are
so common that students will feel greatly empowered once they begin to understand
them.

The following illustrates a good way to teach homonyms. Since many of these
words are irregular, the procedure varies from teaching other regular patterns.

» o« » o«

Presenting the Homonyms “To,” “Too,” and “Two”

1. Introduce the following chart for students to complete:

Word Sentence to Be Completed

two a. Pam went the store.

to b. “It’s cold to go swimming,” Tom said.
too c. Henry ate hot dogs.

too d. Martha wanted to go for a walk,

Challenge your students to figure out which word belongs in each sentence. Enlist
other people’s help if necessary.

2. Provide as many sentences as are needed from which your students can figure
out the meanings of each word.

3. Once the meanings are established, record the three words with their meanings
and sample sentences on a card or chart that is highly visible to students.

4. Ask your students to record this information in their notebooks.

5. Allow the model to be used for as long as your students need it. Expect that your
students will now be able to edit their own writing for these homonymes.

Further Discussion on Presenting Homonyms
Provide additional reinforcement by using one or all of the following:

1. Play homonym concentration. Once a few homonyms have been presented, get
a stack of blank cards such as 3 x 5 inch index cards. Write a homonym on one
card, and then write its meaning on a separate card. Repeat this process for all
the members of all the homonym teams.

Place all cards face down on the table. The first player turns two cards around. If
a word matches with its meaning, the player keeps the cards and gets another
turn. If not, she has to place the cards face down again and the next player gets
a chance. The person who has collected the most cards at the end, wins the
game.
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2. Play the “I'm thinking of” game. Ask your students to write a series of sentences,
each one of which follows the following format:

He went to the and got a great buy on a pair of jeans, and then
he went for a on the lake.

(Choose between sale and sail.)

Students write their sentences on a chalkboard or large paper and challenge their
peers to complete them correctly. Students gain a point for every word of theirs
that is filled in correctly. (This twist encourages them to write meaningful sen-
tences. It also reinforces their writing a lot of sentences.)

3. Another activity that supports the learning of homonyms is to “collect” them.
Have a large piece of paper available in the classroom on which homonym teams
can be recorded. Students often notice these teams in their reading, and they
enjoy making a list of them.

The teams collected in this way are not meant to be mastered. The goal of this
activity is to help students become interested in homonyms. It’s fun to see how
many of them are present in the English language.

In the few cases where members of homonym teams follow regular patterns that
have already been presented, use this as additional information as students study the
words. Examples of teams that follow these patterns are: “be” and “bee” (open sylla-
ble and vowel combination syllable with “ee”), “made” and “maid” (vowel-consonant-
e syllable and vowel combination syllable with “ai”), and “pain” and “pane” (vowel
combination syllable with “ai” and vowel-consonant-e syllable).

DICTIONARY SKILLS

A great deal can be gained by spending some time with dictionary skills. People who
have difficulty with spelling often dislike using dictionaries. Some are openly resistive
to them.

This is very understandable. After all, if a student has poor spelling skills, he prob-
ably will have experienced a great deal of failure with dictionaries in the past. How, for
example, would a student have approached looking up the word “aristocrat” if he had
no idea of its beginning? Once again, we see the old dilemma, “How can I look it up
if I don’t know how to spell it?”

Also, some teachers, in their efforts to help students with dictionary skills, have
given long and complex assignments before students had any confidence or skill with
the dictionary. These attempts to have students “practice” and thus improve, often
only reinforced feelings of frustration and failure.

How, then, can you help students who perceive dictionaries as being confusing
and complex?

A major way to start is to help students become familiar and comfortable with the
physical structure of the dictionary. There is, after all, a very standard physical struc-
ture upon which all dictionaries are based: the alphabet.
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It is a good idea to check that your students have familiarity with the design of
the alphabet. Do they know, for example, that there are 26 letters, and that “m” and
“n” are approximately in the middle? Could they say if “g” is in the first half of the
alphabet? Where is “r*?

With some students, you need to do some activities with the alphabet before you
even ask them to open the dictionary. This needs to be done with great care because
of the childlike look of the work.

Spelling Smart! recommends that if it is apparent students are not familiar with
the structure of the alphabet, you speak openly about this in a private setting. Tell your
students that this is one of those gaps in knowledge that can be easily corrected. Just
a little work with this will make it much easier for them to use the dictionary. Then,
begin work with the following activity.

First, make a set of individual alphabet letters. One way to do this is to photocopy
an alphabet out of a book like Modern Display Alphabets: 100 Complete Fonts, selected
and arranged by Paul E. Kennedy from the Franklin Photolettering Catalogue, (Dover
Publications Inc., New York, 1974). Glue the alphabet page onto heavy paper, and then
cut out squares around each letter.

Create a private working space. Ask each student to place these letters, which are
given in random order, into their alphabetic sequence. Repeat this activity with stu-
dents attempting to become faster and more efficient. Continue this activity until stu-
dents are clearly aware of the sequence.

I’s now time to start work with the actual dictionary. Ask your students to hold the
dictionary in their hands and to try to open it to where there are words with the letter
“m.” They only get one try and they have to use their sense of where this letter may be.
Repeat this activity with all the letters until students can get quite close with each try.

Students enjoy this activity. It can be a good “filler” for those few extra minutes
left over from other class lessons.

The comment often comes up, “But some letters have more words than others.”
Some students enjoy actually counting the pages of certain letters and comparing
them to others. They like looking for answers to questions like, “What letter has the
most words?” “What letter has the least words?”

Another important thing to do that helps students become comfortable with the
dictionary is to ask your students to just look through the dictionary to see how it’s
organized. Look at the front section to see what information it provides. What’s at the
end? Do dictionaries differ in the information they provide?

Once students have a good sense of the physical structure of the dictionary, it is
helpful to check their knowledge of guide words. First, ask your students to explain
how they work. If students understand these valuable tools, the following will provide
good practice for using them:

1. Ask your students to find certain guide words.

2. Present the two guide words of a particular page on the chalkboard. Ask students
to brainstorm about which words will be present on that page. Then, check to see
how accurate their list is.

3. Present a guide word. Ask students to list words they feel will occur before and
after that guide word. Check the dictionary for accuracy.
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You have dealt with the physical structure of the dictionary and the use of guide
words. It is now helpful to spend some time looking at the structure of individual word
entries. Some people use dictionaries for years and never really know what all those
“funny” marks mean. Some knowledge of the way entries are presented can make
them seem much more “user friendly.”

Dictionaries vary in the exact information they include for each word listed.
Select a dictionary your students are likely to use, and look up a common word in it.
Write out all of the information presented, including all of the strange marks and
abbreviations, if present. Then, discuss the entry. If you are confused about some piece
of information, check in the front of the dictionary, because it will list the meanings of
its entry system as well as its abbreviations.

To complete your study, which can be ongoing as students proceed through the
program, spend a little time reading about the history of dictionaries. Encyclopedias
have valuable information about this.

Students like to learn that the Chinese had a dictionary-type book, which they
called the Shuo Wen, as early as 150 B.c. One of the early dictionaries in the English
language was published in 1604 a.p. by Robert Cawdrey. This author only included dif-
ficult words in his book. His listing of approximately 2,500 words was meant to help
people when they got stumped by a hard word, not a common one.

If approached properly, students can begin to see the dictionary as a friend rather
than as a foe. Have as many dictionaries available as you can (many used bookstores
sell them), and encourage your students to see them as a valuable resource.

A NOTE ON COMPUTER SPELL CHECKS

Some people say, “Why teach spelling any more? Students can just use spell checks.”

As valuable as these tools are, a certain level of expertise is required to use them
effectively. In order for a spell check to recognize a word, it has to be presented
approximately correctly. Often, spell checks give options of different words that the
writer has to choose among. Spell checks cannot discriminate between homonyms.
Also, it is very frustrating for a writer if too many words are misspelled on a page. In
this case, using the spell check becomes extremely time consuming.

In spite of these limitations, spell checks can be extremely valuable for people
who have difficulty with spelling. Once students have some good spelling skills, spell
checks can empower them. The tool frees them to risk including harder words in their
writing. They gain independence because they can do a first-run edit of their work. A
main goal of Spelling Smart! is to help students gain enough spelling ability for them
to be able to use spell checks efficiently.

THE ORIGINS OF ENGLISH

Do you think the English language began in England? It is a logical assumption, but it
is not true. Scholars now believe that as little as 2 percent of the English language orig-
inated in the British Islands!
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A tribe called the Celts originally migrated to Britain. Since their new home was
rich with minerals and good farmland, however, they were often invaded. Julius Caesar
brought his Roman soldiers in 55 B.c. and, also, a few Latin words.

When Rome withdrew its armies to defend home territory, Britain was again
open to invasion. In 449 a.p., the Anglos, Saxons, and Jutes crossed the sea from
Denmark and Germany and conquered the land. They brought a language we now call
Old English. Strangely, this language did not mix with the Celtic language but, instead,
overpowered it. Only a few Celtic words are now known (some people say less than
twelve), all of which deal with special features of the British land. One of these words
is “crag” which means a high rock.

The Anglo-Saxon influence on our modern-day English is very powerful. A com-
puter analysis has shown that our 100 most-often-used words—such as “you,” “is,”
and “the”—all come from Anglo-Saxon.

Christianity became a major factor in the development of the language, however,
when monks from Rome arrived in the British Isles in the year 597 a.p. With their reli-
gion, they also brought many new words from Latin.

And, then, English was affected even more. Between 750 and 1050, the
Scandinavian people began to raid and settle on the island. Old Norse, the language
these people spoke, was similar to Old English, but also had different words as well.
Nine hundred specific words are all documented as coming from the “new” language.
These are all one-syllable words like “skin,” “hit,” and “get.”

The Norman Invasion in 1066 brought the French language of Normandy to
Britain. The Norman conquerors were originally not interested in speaking English,
and they spoke only French. Old English survived as the common spoken language of
the people.

Conquerors, however, often intermarry with the conquered, and married people
do talk with one another. Thus, by the time the French finally lost their military hold
on Britain in 1204, a huge number of French words had worked their way into English.

It would have been complicated enough if English had remained the same since
that time. But it has not. We would probably not be able to understand the English of
1204. The language has evolved through the passage of time and, also, from contacts
with other peoples who have introduced their words, their phrases, and their percep-
tions. English contains words from all over the world.

And English has not stopped changing. What person in the early 1900s would
know what a microchip was, or even a computer? Would he or she understand the sen-
tence, “Hey, check out that dude”?

Let’s turn from the spoken word and look for a moment at written language.
Once dictionaries were formed, the spellings of words remained constant. Because
English has “borrowed” so much from so many languages, often the ways the words
were spelled in their original languages were borrowed as well. Spelling records the
vagaries and the rich historical backgrounds of many English words. Through the
spellings we see a glimpse of the cultures and peoples who have influenced the lan-
guage. This is why the spelling of English is so varied and interesting.
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CLOSED SYLLABLE
Short “a”

GETTING STARTED

Talk with your students about how they will be learning to spell, but they will not
have to memorize the spelling of words. Tell them that they will be discovering the
structure of the English language.

(. INTRODUCING NEW INFORMATION

Ask your students if they know what a syllable is. If they are not sure of this, ask
them to say words like “ta-ble” and “tel-e-vi-sion.” Help them to understand that a syl-
lable is a separate and unique unit of sound, and that a word can have one or more
syllables. It often helps students to tap the desk top in front of them whenever they
hear a new syllable.

When the students understand the concept of a syllable, say the following words:
am, bat, fan, hand, map, tag.

29
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“How many syllables do you hear in each of these words?”
“That’s correct, one.”

Record the following words: am, bat, fan, hand, map, tag.
“What do you notice about all these words?”

“Yes, a single, short vowel is followed by at least one consonant. In a syllable where

a single, short vowel is followed by at least one consonant, the syllable is called a closed
syllable.”

Say the following words: am, bat, fan, hand, map, tag.
“What sound do you hear in all of these words?”
“That’s correct, /a/ as in ‘ant.”

Record the following words: am, bat, fan, hand, map, tag.
“What letter do you notice in all of these words?”

“That’s correct, short ‘a’ Today, we will be studying words that have short ‘a’ in them.
All of the syllables we will be spelling will be closed syllables.”

+* PRACTICING WITH INDIVIDUAL WORDS

Select a manageable number of words from the word list provided on page 32 for
your students to spell.

€Y PRACTICING SPELLING IN CONTEXT

Select a manageable number of sentences from the following list for your stu-
dents to write. Dictate these sentences to your students. The words that do not follow
regular patterns, or whose patterns have not yet been presented to the students, are
underlined. Provide a written model of these words for your students to copy. For
more detailed instructions on how to work with these sentences, refer to page x.

The man has a stamp.

Stand up and grab that mask.

Dan had a hat, a fan, and a plan.

The cat will trap the ant in the sand.

At last, Sam sat and was glad.

An ant can travel fast.

Pat ran as fast as Fran.
Ask Nat to get a damp rag.
The man had a tan hat with a hatband.

Pam swam past the raft.
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REINFORCING ACTIVITIES

Allow your students to choose from the following list of activities:

1. Make combinations of closed syllable words with short “a”—for example, “a mad
ant,” “a grand plan,” “a tan flag,” and “a damp stamp.” Write sentences using
these phrases or draw illustrations for them.

2. Play concentration with a friend. Take index cards and write the words you are
learning, one to a card. Make two cards of each word. When you have made
approximately ten pairs of words, place them face down on the table. The first
player turns two cards over. If they match, he keeps them and he has another
turn. If not, he places them face down again, and the second player gets a turn.
The winner is the person who collects the most cards.

3. Play a sentence game with a friend. Write 15 words on index cards, one word per
card. Place all 15 words face side down on the table. The first player randomly
selects two cards. If she can say a good sentence using both cards, she keeps the
cards. The winner is the person who collects the most cards.

4. LITERATURE CONNECTION: See if you can find the classic tale Millions of Cats,
written and illustrated by Wanda Gag (Coward Publishers, 1928.) As you read and
enjoy this tale, notice the word “cat” written over and over in the text. Also, notice
the syllable type and spelling of the author’s last name.

£2 EXTRA INTERESTING FACTS

The word “samp,” which refers to corn meal made into porridge, comes from the
Native American Algonquian language (na-saump). The Native Americans who met the
English people on the shores of America not only gave them food and knowledge, but
also shared their language.
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SHORT “A,” ONE-SYLLABLE WORDS
am gas plan
ant gasp plant
as glad raft
ask grand rag
bad grasp ramp
bag had ran
band hand rap
bat has rat
blast hat sand
brag jam sat
brand lab slam
can lad slap
cap lamp snap
cat land stab
clam lap stamp
clap last stand
clasp mad swam
dam man tag
damp map tan
drag nag tap
fact nap tramp
fan pan trap
fast pant van
fat past wag
flag pat zap

SHORT “A,” TWO-SYLLABLE WORDS
hatband rattan
madcap sampan

© 1996 by Cynthia Stowe
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Fill in the blanks with words from the word list.

1. They went down the river in a

2. “Tam you got your good news,” Ann said.

3. Sam lit the so they could see to read.

4. He traveled across the country in his

5. Tara made from the grapes in her backyard.

6. The man got lost because he did not have a

7. Sonia hailed a to take her to the museum.

8. Jan quickly and won the race.

9. “That letter needs a ,” the postmistress said.
10. It was lovely to rest on the at the beach.
WORD LIST

lamp ran
cab sand
jam raft
stamp van
glad map

Name Date




(o b [ o Do Lo D ome D |

o ) wmr ) o

s Lo D § oo | g B

A GAME OF CATEGORIES

Choose words from your word list that belong in each category.

PEOPLE

THINGS PEOPLE DO

THINGS PEOPLE FEEL

ANIMALS

WORD LIST

cat
grasp
sad
Gram
ask
ant
lad
brag
glad

Name

man
Sam
clap
rat
bad
clam
gasp
tramp
mad

Date

© 1996 by Cynthia Stowe
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KIT UP!

Look up the listed words in your dictionary. Then match each word with

its correct definition.

blanch
sampan
asp
scant
apt
hasp
rattan
scab
bland

. samp
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a fastener made of metal

short of being enough

smooth and agreeable

a boat

a healing crust for a wound

to take away the color

a breakfast food made of ground corn
. a strip of palm used to make furniture
a snake

something that is relevant

Now choose five words from the above list and use each one in a sentence.

Name

Date
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LIST IT

Write a list of types of hats. Think of many different kinds of hats, such as
cowboy hats, ski masks, and even bicycle helmets. Don’t worry if you don’t
know how to spell some words. Just practice with the closed syllable words
that have short “a” and make your best guess for the others.

Name Date

© 1996 by Cynthia Stowe
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WRITE ON!

The closed syllable word “map” represents a most useful tool in our daily
lives. On a separate sheet of unlined paper, draw a map of your classroom or
of another place with which you are familiar. If you wish, draw a map of an
imaginary place.

Once you have finished your map, use the following situation to begin a
story:

You are in your classroom (or other real or imaginary place). You hear a
loud noise, but you cannot locate its source. The noise seems to be very
close. What do you do?

Name Date




CLOSED SYLLABLE
Short “1”

GETTING STARTED

Introduce your students to their spelling notebooks. Tell them they will be record-
ing the information they are discovering about the English language in this notebook.
Ask them to tell you what they remember about closed syllables from Lesson One, and
then assist them in making a page in their notebooks where they will define closed
syllables.

Ask your students to tell you the short vowel they have been studying. Ask them to
make a second page in their notebooks that illustrates this short vowel in closed syllables.

When they are finished ask your students to make guesses about how many types
of syllables are found in the English language. Discuss their guesses. Tell them there are
six types of syllables and that, in time, they will be studying all of them.

(. INTRODUCING NEW INFORMATION

Say the following words: bit, is, hid, lip, pin, swim.
“What sound do you hear in all these words?”

“That’s correct, /i/ as in ‘in.”

Record the following words: bit, is, hid, lip, pin, swim.
“What type of syllable is in all of these words?”

38
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“Yes, they are all closed syllables. What vowel do you notice in all of these words?”
“That’s correct. All of these closed syllable words contain the short vowel 1"

+3* PRACTICING WITH INDIVIDUAL WORDS

Select a manageable number of words from the word list provided on page 41 for
your students to spell.

€)Y PRACTICING SPELLING IN CONTEXT

Select a manageable number of sentences from the following list for your stu-
dents to write. Dictate these sentences to your students. The words that do not follow
regular patterns or whose elements have not yet been presented to the students are
underlined. Provide a written model of these words for your students to copy. For
more detailed instructions on how to work with these sentences, refer to page ix.

The film is a hit.

Lift that plastic lid off that dish.

Many fish swim in the Atlantic.

That kid, Tim, is fantastic!

Liz hid the gold pin in the attic.

Dan can ask his twin, Sam, to assist him.
At the picnic, the ants bit Jim.

“I admit that I am sad,” said Pam.

That rabbit is swift, but that pig is not.
The indignant man did not ask Pam (o sit.

REINFORCING ACTIVITIES

Allow your students to choose from the following list of activities:

1. Make combinations of closed syllable words with short “a” and short “i” in them;
for example, “the slim man,” “a brisk wind,” “a fantastic rabbit,” and “a frantic
kid.” Write sentences using these phrases or draw illustrations for them.

2. Make a word design. Take a piece of drawing paper and a felt pen or colored pen-
cil and choose a word that you wish to write; for example, “pin.” Write your word
using large letters over and over on your paper in a design. It works well to bor-
der your paper with your word and then to write it on the diagonals. Write your
word as many times as you wish and then color in your design if you choose to

do so.
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3. Play a pantomime game with a friend. Choose ten closed syllable words with
short “i” such as “limp” and “picnic.” Write the words where your friend can see

them. Pantomime one of your words and let him guess which one you are actmg
out. Then let him have a turn.

4. LITERATURE CONNECTION: The closed syllable short “i” word “wind” represents
a force of nature we are all aware of during our days. Much rich literature has
been written about the wind. Two examples are the poem Ode to the West Wind<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>