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Overview

Magnetic Literacy is a comprehensive Grades K-6 literacy program grounded in
reading and learning sciences, designed to empower students as critical thinkers,
readers, writers, and speakers all while fitting seamlessly into the school day.
Magnetic Literacy offers a research-based structured literacy approach that
introduces, interweaves, and synergizes domain instruction toward skilled reading
and writing. It also embeds essential knowledge building, encouraging students to
apply their learning in authentic ways that create cohesive, enriched experiences
that deepen understanding and foster critical thinking.

Magnetic Literacy brings all aspects of literacy together in a unified approach.
Instruction begins with foundational skills and progressively extends to higher-

level tasks that challenge students to read, write, speak, and think like historians,
critics, scientists, and other disciplinary experts. Guided by data-driven insights,
the program supports teachers in differentiating instruction across literacy domains
to meet the needs of diverse learners. This ensures that classroom time is used
efficiently while supporting student learning.

Input from program authors and advisors has shaped a rigorous, foundational
literacy framework that allows students to practice and apply new learning while
also being manageable for teachers to implement effectively.
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Program Authors

Dr. Devin Kearns

Kearns is the Goodnight Distinguished Professor in Early
Literacy at North Carolina State University. His research
focuses on the cognitive and neurological foundations
of reading, particularly early literacy and reading
disabilities such as dyslexia. Kearns has developed
evidence-based interventions used nationwide and has
published extensively in leading educational journals.

Dr. Heidi Anne Mesmer

Mesmer is a professor of literacy education at Virginia
Tech. She is the author of Letter Lessons and First
Words: Phonics Foundations That Work, and Big Words
for Young Readers: Teaching Kids in Grades K to 5

to Decode—and Understand—Words with Multiple
Syllables and Morphemes. Her research, which focuses
on methods and materials for beginning readers, has
appeared in leading educational journals.
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Program Advisors

+ Dr. Courtney Hattan is an assistant professor specializing in the Science of Reading at the University of
North Carolina at Chapel Hill. Her research and consulting work focus on vocabulary instruction, knowledge
building, and reading comprehension, with particular attention to conceptually coherent vocabulary and the
integration of reading and writing across grade levels.

+ Dr. D. Ray Reutzel is a Distinguished Senior Research Fellow at the Center for the School of the Future at
Utah State University and former dean of the College of Education at the University of Wyoming. He is a
renowned literacy scholar, inducted into the Reading Hall of Fame and recipient of the 2019 William S. Gray
Citation of Merit from the International Literacy Association. His research and advisory work have shaped
foundational reading instruction and educational policy nationwide.

+ Dr. Kelly Cartwright is the Spangler Distinguished Professor of Early Child Literacy at the University of North
Carolina at Charlotte, where she directs the Reading, Executive function, And Development Lab (READ Lab)
and conducts research on neurocognitive and affective factors influencing reading. Widely recognized for
her work on executive function and reading comprehension, she collaborates with educators nationwide
and has authored influential publications, including Executive Skills and Reading Comprehension: A Guide
for Educators.

+ Dr. Deborah Reed is the director of the Tennessee Reading Research Center and a professor at the University
of Tennessee, where she leads research and development in literacy instruction and assessment. Her
work spans foundational reading skills, comprehension strategies, fluency interventions, and vocabulary
instruction. Widely recognized as a leading literacy expert, Reed collaborates with educators and
organizations nationwide to improve reading outcomes for students from elementary through high school.

+ Linda Diamond, M.Ed., is the executive director of the Evidence Advocacy Center and the author of
the widely respected Teaching Reading Sourcebook, a foundational text in literacy education. She is a
nationally recognized expert in curriculum design and reading instruction, frequently advising educational
organizations and contributing to initiatives focused on foundational skills and the Science of Reading.

+ Dr. Doris Luft Baker is an associate professor at the University of Texas at Austin, jointly appointed in the
Departments of Special Education and Curriculum & Instruction, where she specializes in developing
instructional tools and assessments for English learners with and without learning difficulties. Her research,
funded by agencies such as the US Department of Education, IES, and NSF, integrates technology and
bilingual education to improve literacy outcomes and includes projects like MITOS and MELVA-S.

+ Dr. Sharroky Hollie is the executive director of the Center for Culturally Responsive Teaching and Learning
and a nationally recognized educator specializing in cultural responsiveness. He has trained more than
150,000 educators and worked in nearly 2,000 classrooms. He has authored several influential texts,
including Strategies for Culturally and Linguistically Responsive Teaching and Learning and Culturally and
Linguistically Responsive Teaching and Learning: Classroom Practices for Student Success.

- Center for Applied Special Technology (CAST) is a nonprofit education research and development
organization internationally recognized for pioneering the Universal Design for Learning (UDL) framework.
UDL is a scientifically grounded approach that optimizes teaching and learning by anticipating learner
variability and removing barriers to education, empowering all students to become purposeful, motivated,
and resourceful learners.

+ Vermont Writers' Collaborative serves as a key advisory group for writing instruction, particularly in the early
grades, offering expert feedback on process writing design and implementation. Its guidance emphasizes
oral processing, shared writing experiences, and scaffolded support to ensure developmentally appropriate
writing practices.

+ English Learners Success Forum (ELSF) is a national collaboration of researchers, educators, curriculum
developers, and funders committed to improving the quality and accessibility of instructional materials for
English learners. ELSF provides expert guidance to ensure that full-year core curricula in English language
arts and mathematics address the linguistic and cultural needs of multilingual learners, enabling equitable
access to grade-level content.
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Program Components

Teacher Resources

+ Teacher's Guides: Easy-to-follow guidance, one volume per unit

+ Anchor Charts: Posters to support student learning and recall

+ Read Aloud Trade Books* (Grades K and 1): Print books of reading selections

+ Vocabulary Card Set: Tools to reinforce key words and academic language

+ Session Slides: Customizable decks to facilitate instruction

+ Digital Teacher Resources: e.g., Family Letters, small group supports,
printable assessments

Student Resources

+ Student Worktexts: Perforated consumable books, one volume per unit

+ Student Assessment Book™: Perforated consumalble volume with weekly,
module, and unit assessments

« [-Ready Personalized Instruction®: Adaptive lessons tailored to each student
Foundational Skills Texts and Cards

+ Magnetic Readers™: Topically aligned decodable readers

+ Program Card Sets: Word Building, Sound Spelling, Articulation, Super Words

Sample of Grade 1 program components.

"Requires additional purchase
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Building Grade-Level Literacy Skills
Aligned with Essential Standards

Developing students’ literacy skills is widely recognized as one of the most essential responsibilities of education.
Through literacy, learners gain access to the knowledge, perspectives, and opportunities that shape their
understanding of the world and empower them to chart their own paths within it. Effective literacy instruction

not only builds students’ abilities to listen, speak, read, and write but also equips them to think critically, question
thoughtfully, and apply their learning across disciplines—skills that will serve them throughout their academic and
professional journeys.

Decades of research on effective literacy instruction demonstrate that there is a well-established science

behind both the teaching and application of literacy skills (Anderson et al., 1985; Adams, 1990: National Institute
of Child Health and Human Development [NICHD], 2000; Shanahan & Lonigan, 2010; Moats, 2020), including
neurobiological evidence that a reading circuit develops as a result of high-quality learning experiences (Kearns
et al., 2019). Grounded in this robust body of evidence, Magnetic Literacy was developed to provide educators
with the tools they need to plan efficiently and teach effectively. Its thoughtfully designed instructional framework
and manageable content make high-quality literacy instruction both rigorous and attainable, ensuring that every
teacher has the support to help every student succeed.

Magnetic Literacy uses backward design to position reading and writing as interconnected skills tied to high-
leverage standards. Backward design is a planning process that starts with desired learning outcomes and works
backward to build instruction and assessments (Wiggins & McTighe, 2005). This approach strengthens literacy
instruction by focusing on essential skills and aligning teaching with specific goals, which research has shown
leads to improved student achievement (Seif & McTighe, 2021).

In the earlier grades, Magnetic Literacy is designed to ensure that all Grades K-2 students learn to decode
through explicit, systematic foundational instruction and numerous practice opportunities. Research highlights
the importance of explicit, systematic instruction, particularly in phonemic awareness and phonics, which are
highly impactful on early reading outcomes (Vaughn et al., 2000; Archer & Hughes, 2011; NICHD, 2000; Reutzel,
2022). Recognizing that literacy instruction should integrate skills rather than isolate them, the program utilizes an
integrated literacy approach that unites multiple literacy skills—phonemic awareness, phonics, high-frequency
words, and fluency, along with vocabulary, comprehension, and writing—into a cohesive whole (Duke et al., 2011).
This approach ensures that students can transfer and apply skills across various literacy tasks, reinforcing deeper
understanding and retention.

Foundational Skills

Written language is a human invention, unlike oral language, which is inherent and hardwired inside the brain.
Humans begin to learn oral language patterns almost from birth, and many of the earliest patterns of language
development between babies and parents are universal across languages (Hilton et al., 2022). While learning to
speak develops naturally, reading and writing are acquired skills that must be directly taught (Liberman et al.,
1989). Learning to read and write requires repeated exposure and practice through systematic, explicit instruction
in the sounds and their orthographic representations in our alphabetic language (NICHD, 2000). This is an
enormously complex journey in which students learn and apply hundreds of foundational skills in the domains

of concepts of print, phonological awareness, phonics, high-frequency words, and fluency to reach the goal of
comprehending text.
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Magnetic Literacy provides comprehensive foundational skills instruction by guiding students on that journey
with research-based, explicit, systematic instruction and rich, engaging decodable texts. The Magnetic Literacy
phonics scope and sequence is the roadmap of the program, and the scope and sequence of every domain
systematically complements and reinforces that roadmap. Foundational skills instruction is made achievable

for teachers and students with a predictable, strategic flow incorporating scripted routines that include explicit
instruction, teacher modeling, and student application (Carnine, 2006). Students practice foundational skills with
colorful, high-interest decodable Magnetic Readers on connected topics and themes that align with other unit
texts, which gives them authentic reading experiences and promotes knowledge building. In Magnetic Literacy,
students learn the foundational skills they need to begin reading and gain the motivation to continue reading
on their own.

Concepts of Print

Concepts of print includes an awareness that print surrounds us and is a way to communicate meaning. Concepts
of print represents a child's basic understanding of environmental print, book handling, letters, words, and
sentences (Reutzel, 2015). The understanding that printed words contain and communicate meaning is important
because it is a bridge between speech and reading (Honig et al., 2018).

In Magnetic Literacy, concepts of print is taught in Grade K and reviewed in Grade 1. The sequence begins with
the easy-to-acquire skills, such as names and distinguishing print from pictures, and progresses through book
handling, print directionality, and parts of a sentence. Concept of word skills begin early and are reinforced
throughout the sequence, ensuring students have the concepts of print they need to begin blending words. This
sequence is systematic across domains.

Phonological and Phonemic Awareness

Phonological awareness is the ability to focus on and manipulate component parts in spoken words. This includes
syllables, onset-rime, and phonemes (i.e., single sound units). Phonological awareness, and phonemic awareness
specifically, is important because English writing is alphabetic and spoken language is fluid (NICHD, 2000).
Students have no inherent reason to think about where one phoneme ends and another begins—in speech, it

is natural to listen for units of meaning, not units of sound (Moats & Tolman, 2019; Willingham, 2017). Learning to
separate, blend, and manipulate phonemes teaches students that words are composed of individual sounds
(Muter et al., 1998). This way, when students learn graphemes (i.e., spellings), they can connect the graphemes to
the phonemes (Hulme et al., 2002). It is only possible for a student to orthographically map a phoneme they can
hear (Lindsey, 2022), which makes the importance of phonological awareness fundamental to learning phonics.

In Magnetic Literacy, phonological awareness whole class instruction is oral so that students can focus on the
least intuitive part of the skill (the sound) without the distraction of graphemes (Mesmer & Kambach, 2022).
Additionally, if a student struggles with a phonological awareness skill while using letters, it can be difficult to
assess whether the problem is auditory or graphemic in nature (Kilpatrick, 2015).

Phonological awareness instruction is oral in Magnetic Literacy but connected to phonics instruction in two
ways: 1) phonological awareness immediately precedes phonics, and 2) phonological awareness lessons always
include words with the phonics skill. Each session (i.e., day) begins with phonological awareness instruction,
followed immediately by phonics instruction. In this way, students hear, identify, and manipulate the phonemes
in words immediately before they learn or review the corresponding graphemes (Wagner & Torgesen, 1987). This
order of instruction not only helps students connect the graphemes to phonemes, but also gives them a better
understanding of how to decode those words by aligning phonological awareness words with the phonics skill,
rather than if they were hearing unrelated words in phonological awareness instruction (Muter et al., 1998). This
sequencing is consistent with evidence that awareness of phonemes supports orthographic mapping and
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subsequent decoding (Brady, 2020).

Phonics

Phonics is the method of instruction that teaches students the connection between phonemes and graphemes
so that students can decode words. When students first begin to decode, blending graphemes together to make
words is a slow process and requires a lot of concentration. With practice, students map sounds to spellings in
words and reading becomes automatic (Ehri, 2014; Mesmer, 2019). Research shows that isolated word reading
helps recall of orthographic patterns and spellings and builds automaticity, while reading decodable text helps
students make better connections to the meanings of words as they apply phonics, high-frequency word,

and word analysis skills (Ehri, 2020; Ehri & Roberts, 1979; Goldenberg, 2020). Because each type of practice

has important benefits for learning to decode, both word reading and reading decodable text is prioritized in
Magnetic Literacy.

Word building and encoding are important elements of phonics. Word building shows students how changing a
grapheme can turn one word into another (e.g., shin to thin), which reinforces sound-spelling knowledge (Williams
et al., 2009). Encoding, another word for spelling, is when students hear the sounds in a word and must map those
sounds to letters. Spelling involves distinguishing and remembering phoneme—-grapheme relations specified in
written words (Ehri, 2022).

The Magnetic Literacy phonics scope and sequence contains 139 unique skills and is the basis upon which the
foundational skills instruction is built. The foundational skills in the other domains correspond to and support the
phonics scope and sequence to maximize student learning (Muter et al., 1998; Ehri, 1995; Ehri et al., 2006). For
example, during phonemic awareness lessons, students focus on sounds that they will then learn in that day’s
phonics lesson.

The phonics scope and sequence in Magnetic Literacy is systematic and based on four principles (NICHD, 2000):

1. Begin with simple concepts and skills and build to more complex concepts and skills.

2.Order concepts and introduce new skills at a cadence that allows students time for enough application and
practice to master the skills.

3. Build the scope and sequence as a three-year roadmap so that concepts and skills are taught
systematically and spiral within and across years.

4.Introduce high-utility sound spellings strategically to give students access to more words.

In addition to being systematic, phonics instruction in Magnetic Literacy is synthetic (Johnston et al., 2009) and
explicit (Hughes et al., 2022). Synthetic phonics is the system in which students are taught specific graphemes that
correspond to sounds and then blend them to form words. This system includes practice with decodable text and
was found to be an effective method of phonics instruction for young students (NICHD, 2000). Synthetic phonics in
Magnetic Literacy is delivered with explicit instruction in a consistent, proven, “teach, model, apply” format (Honig
et al., 2018) wherein the teacher introduces a new grapheme in isolation and then writes and underlines it in a
word. The teacher models blending a word with the new grapheme while doing a think aloud with the grapheme,
and then students apply the new graphemic knowledge by blending a set of words together that contain the
grapheme.

Multisyllabic Word Reading

Word-reading instruction for older students (i.e., Grades 3-5) continues with instruction and support with
multisyllabic words. Students learn all syllable types and practice reading multisyllabic words in Grade 2 so that by
Grade 3, students can review syllable types and apply a new Word Reading Routine that incorporates morphemes
with syllables (Mesmer, 2024; Vaughn et al., 2022). Across Grades 3-5, word-reading and spelling instruction are
based primarily on morphemes. This helps students focus on the word parts they know and use them to make
meaning, which facilitates word reading (Kearns, 2015; Mesmer, 2024).
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High-Frequency Words

Magnetic Literacy high-frequency word instruction uses a research-based partial-decoding approach because
research shows that decoding the known graphemes in irregular words and hearing the irregular sounds supports
retention of new words and leads to automaticity (Duke & Mesmer, 2016; Kearns et al., 2016; Steacy et al., 2017).
Students are taught to sound out the words and have many opportunities to identify, read, and write high-
frequency words throughout the lesson both in isolation and context, building automaticity (LaBerge & Samuels,
1974). The Magnetic Literacy high-frequency word scope and sequence was developed with consideration for
both the utility of each word based on Dolch, Fry, and Zeno et al. (1995) word lists and grouping words by shared
spelling patterns to support orthographic mapping. Sometimes the words complement the week's phonics skill,
sometimes they preview the following week’s skill, and sometimes they review a phonics skill from a prior week. In
this way, students are learning the highest-utility words while also getting the benefits of learning words that are
grouped together by pattern (Ehri, 1995; Ehri et al., 2006).

Fluency

In order for students to read with fluency and to comprehend content in higher grades, a strong foundation

in phonics is key (Toste et al., 2019; Vaughn et al., 2019; Wanzek & Roberts, 2012). Fluency, which is defined as

the ability to read text with ease, accuracy, and prosody, is a critical component of reading comprehension
(Rasinski et al., 2011; Kim, 2015). Accuracy means reading each word correctly, while rate means reading each
word automatically, or at a rate that frees up enough working memory that allows a reader to comprehend text
(LaBerge & Samuels, 1974). Expression, or reading with a voice that reflects emotions or actions, consists of both
the ability to group words together into meaning phrases, or phrasing, and the pitch and volume of the voice
while reading, or intonation/inflection. Some degree of text comprehension is required to read with expression but
learning prosodly skills also facilitates comprehension (Duke & Cartwright, 2021; Rasinski et al., 2005). Learning to
group words into phrases, for example, makes text easier to comprehend than reading them one by one.

In Grades K-5, Magnetic Literacy includes fluency instruction and regular practice with connected texts, increasing
accuracy and fluency so students become proficient readers (Foorman et al., 2016; Shanahan, 2019; Miller, 2012).

In Grades K-2, Magnetic Literacy features a variety of literary and informational decodable texts (i.e., Magnetic
Readers), as well as short, decodable connected texts. These texts begin to build background knowledge and
give students opportunities to practice decoding and fluency skills. In Grades 3-5, fluency practice also includes
isolated word reading and passage reading. Students practice using the Read Words Routine and read isolated
words and phrases in passages with a partner. Students also practice fluency with selected rereads of unit texts,
which helps improve comprehension and retention (Gorsuch & Taguchi, 2010; Pikulski & Chard, 2005). In all grades,
additional instructional resources and texts are available for students who need continued practice.

In addition to explicit fluency instruction, Magnetic Literacy promotes sustained reading volume. Decades of
research associate print exposure with growth in fluency, comprehension, and reading stamina (Hiebert, 2014), so
text volume carefully increases over time. In Grades 3-6, text volume is based on national reading fluency norms,
oral and silent, so that students are reading progressively longer text sets across the school year (Hasbrouck &
Tindal, 2017; Spichtig et al., 2016).
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Integrated Literacy

The Connection between Word Recognition and Language Comprehension

An essential focus of reading instruction at every age is the acquisition of increasing sophisticated skill in decoding
unfamiliar words (Ehri, 2014, describes a phase model). Students must have foundational decoding skills, but
students who have acquired these skills require far less word recognition support over time. The emphasis in
reading instruction shifts over time. In the early grades, students receive extensive instruction recognizing words.

In the later grades, students learn advanced strategies for reading longer words (described earlier) but spend
most of their time acquiring new knowledge from experiences focused on text comprehension.

An essential idea is that students build their knowledge from the first day of school. It is a common misconception
that students learn to decode before they read for meaning. Reading comprehension improves simultaneously
through experiences building knowledge and processing the meaning of texts (Hogan et al., 2014; Hoover &
Gough, 1990; Kieffer et al., 2016). Magnetic Literacy includes experiences that address both skills simultaneously.
This is an important feature of the program: true integration of word recognition and reading comprehension.

Knowledge Building

Reading comprehension is strongly associated with the reader’s prior knowledge about a text (Malkus, 2019; Smith
et al., 2021). Researchers have shown that knowledge may have the greater impact on reading comprehension
than any other reading comprehension skill (Catts, 2022; RAND Reading Study Group, 2002). Magnetic Literacy
was built on the premise that the more knowledge students have, the better they will be at comprehending what
they read and write. Readers and writers who have developed content and discipline-specific knowledge are
better equipped to make inferences, learn new vocabulary, comprehend text, and effectively convey messages

in writing (Duke & Cartwright, 2021; Hall et al., 2005; Graham et al., 2012; Kamil et al., 2008). Additionally, because
reading comprehension, critical thinking, inference making (Ellbro & Buch-Iversen, 2013), and composition rely
heavily on varied content knowledge, a solid grounding in diverse topics is essential for developing highly effective
readers and writers (Knowledge Matters Campaign, 2021).

Magnetic Literacy fosters intentional opportunities for students to build knowledge and scaffold their
understanding through thoughtfully curated, engaging, information-rich text sets (Steiner et al., 2018; Shanahan,
2019). Students extract essential ideas, analyze the texts, synthesize knowledge across texts, and then
communicate their understanding to a broader audience (Lupo et al., 2018; Mesmer et al., 2012). The texts are
authentic, multi-genre sets that connect to a topic in domains like science, social studies, the arts, and literature
for well-rounded knowledge building. Grades K-6 topic alignment expands knowledge and builds connections
across grade levels.

Magnetic Literacy uses a quad text set format with four types of texts across 10-12 specific texts in a unit (Lupo
et al., 2018). Each text set has a challenging anchor text that serves as the foundational text for the central ideas
students engage with during the unit (Shanahan & Shanahan, 2012). The other texts—visual, conceptual, and
connection—prepare students for reading the anchor text by providing visual cues that activate prior knowledge,
building necessary background knowledge, and helping students make connections with their lives. For example,
as Grade 3 students learn about deep-sea exploration, the anchor text, Deep, Deep Down by Lydia Lukidis (2023),
includes literal and nonliteral language, complex vocabulary, and sophisticated verbal reasoning.

To prepare students to engage with the content, they explore informational texts about deep-sea exploration
and how animals and humans survive. Comprehension routines are built into the instruction of the text sets so
students have equitable access to all texts while building background knowledge and practicing foundational
reading skills.
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Comprehension

While rich text sets that build students’ world knowledge lead to gains in comprehension over time, students must
also be taught strategies for how to comprehend texts (NICHD, 2000; Vaughn et al., 2022). No matter how effective
efforts may be to enrich students’ world knowledge, students need strategies for comprehending new texts on
topics unfamiliar to them (Peng et al., 2024; Pressley & Afflerbach, 2012). Research shows that teaching a smalll

set of high-impact reading strategies is a highly effective way to build comprehension (Peng et al., 2024), with
summary strategies showing the most significant outcomes. Reading strategies should be simple and replicable
(Fuchs et al., 1997; Kearns et al., 2021) and they should be taught with explicit instruction and teacher scaffolding
(Peng et al., 2024). Magnetic Literacy primarily focuses on strategies for summarizing a section of text using a gist
or retell routine, unpacking complex sentences, and determining meaning of vocabulary words (Peng et al., 2024;
Pressley et al., 1992; Reutzel et al., 2005).

Focusing on these three types of strategies has two primary purposes:

1. These strategies have a strong research base for building comprehension and retention.

2.They provide tools if students get stuck and comprehension breaks down.

Just like foundational skills, reading comprehension requires explicit instruction (Duke et al., 2021). Without it,
students often rush through reading, missing important language and information. And while it is important

to have pause points during reading to check students’ understanding, asking students questions is not
comprehension instruction (Fordham, 2006). In other words, answering questions does not help students
understand what they've read or learn how to find the answers if they don’'t know them. Research, however, has
shown that summarizing sections of text during reading has a high impact on comprehension (Duke et al., 2021;
Peng et al., 2024). Comprehension is cumulative: Comprehension of page 10 likely requires comprehension of page
2 (van den Broek & Kendeou, 2022; McNamara & Magliano, 2009)—and stopping to build mental models with a
gist or retell (Wexler et al., 2020) along the way ensures that students’ comprehension is accumulating as they

go (Vaughn et al., 2022). Because of differences in text type, a gist routine is used with informational text and a
retell routine is used with literary text; both routines achieve the same goal (Kearns et al., 2016). The gist provides
a critical foundation for higher-order thinking: If students cannot get the gist, they cannot engage in the analysis,
synthesis, and application to writing that are essential to increasing comprehension skill. In short, if students are
able to briefly summarize a section of text by determining the main idea and key detail that support it, they are
ready to do everything else.

Across Grades K-6, students dig more deeply into text after reading by examining skills like text structure (Hudson
et al., 2021), figurative language, or author’s purpose. This skill work expands students' academic vocabulary

and knowledge about how different texts work. The additional experience using their newly acquired vocabulary
reinforces vocabulary learning and long-term retention (Biemiller & Boote, 2006).

Comprehension in Grades K-2

During the early years of literacy development, students must receive enough decoding instruction to assure they
can read any unfamiliar grade-level text. As a result, instructional time in early-grade Magnetic Literacy includes
extensive experience learning word recognition skills. Reading comprehension improves simultaneously through
experiences building knowledge and processing the meaning of texts (Hogan et al., 2014; Hoover & Gough, 1990;
Kieffer et al., 2016).

Comprehensive reading instruction balances multiple types of reading so that young students experience different
types of texts and language (Strachan, 2014). In Magnetic Literacy, these reading experiences include practice
with decodable texts (mentioned earlier), teacher read alouds (Greene Brabham & Lynch-Brown, 2002), and
shared reading with hybrid texts designed to allow additional experience using and generalizing decoding skills
and building their funds of knowledge, jointly supporting comprehension for every text they read after.
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Teacher read-aloud texts provide opportunities for students to engage with ideas in texts beyond their
independent reading levels. These texts include new ideas that build on prior knowledge acquired from texts they
have already read in a given unit, rich vocabulary essential for comprehending the given text and expanding
their academic vocabulary (Beck et al., 2013), and varied syntactic structures—all of which enrich students’ orall
language skills and world knowledge.

These texts also provide opportunities to learn and practice comprehension strategies with teacher support.
Students learn how to retell a text they have just read and then how to summarize the text, which research shows
are effective strategies to build comprehension and retention for early readers (Filderman et al., 2021; Gersten et
al., 2007; Shanahan & Lonigan, 2010). Students also learn a strategy for question—answer relationships, which is
helpful in two ways: students learn how to find answers in the text and when to make an inference (Raphael et al.,
2001). In addition, students use graphic organizers such as story maps and main topic charts, which help students
visualize information and how ideas connect (Reutzel et al., 2016).

Comprehension in Grades 3-6

In Grades 3—-6, most instructional time is devoted to reading comprehension, particularly analysis of essentiall
ideas, using academic vocabulary in varied contexts, and integration of information across texts. The ability

to comprehend in this way reflects the most sophisticated application of literacy skills, that is, a complete
understanding of the situation model embedded within the text. This is the critical idea in the most widely tested
and validated model of reading comprehension—the construction-integration model, originally theorized by
Kintsch (1988) and extensively tested and validated (Kintsch & Welsch, 2013; McCarthy & McNamara, 2021).

This model is grounded in the idea that the reader’s task is to create the situation model, the mental
representation of the text as originally intended by the author. This representation is constructed sentence by
sentence and changes with every new idea encountered (McNamara & Magliano, 2009). The model changes as
the reader combines the knowledge from previous sentences (i.e., associative inferences) and outside the text
(i.e., elaborative inferences). The reader builds this model sentence by sentence and paragraph by paragraph.
These foundational elements represent the microstructure, a coherent and accurate understanding of the chunks
of meaning acquired in each sentence. Understanding of the microstructure leads to the construction of the

full situation model, a whole that includes the narrative elements and critical expository ideas in that text and
connections to related texts and ideas that create an ever-expanding network of ideas (i.e., the macrostructure;,
Kintsch, 1988).

The critical role of the microstructure and macrostructure explains why Magnetic Literacy includes a gist strategy
used to comprehend each paragraph. The critical idea is to assure that paragraph-level comprehension is intact.
In other words, an accurate representation of the microstructure allows for acquisition of the macrostructure.

The gist strategy is grounded in more than 25 years of empirical research (Klingner & Vaughn, 1999). Studies

of instructional strategies, including paragraph summary, continue to show the effects on student reading
comprehension skills even in very large studies with diverse students (Vardy et al., 2022; Vaughn et al., 2022).

In some cases, problems with paragraph summary reveal challenges at an even more foundational level: the
sentence itself (Barnes et al., 2015). In these instances, students require a strategy that helps them unpack
sentences as well (Fillmore & Snow, 2018). There are many reasons a complex sentence may block comprehension.
One way to improve sentence comprehension is to help students break a sentence into individual meaningful
chunks. The other is to help the reader connect words (especially nouns and mostly pronouns) to their referents,
the original words used to describe the noun—for example, they in one sentence might refer back to wolves in one
of the Magnetic Literacy Grade 4 units. A third way to facilitate comprehension is to use their combined knowledge
of word decoding and word meaning in words with multiple morphemes. Morphemes are letter groups within words
that each provide their own meaning and combine to create a unique whole that differs from each of its parts.

For example, unhelpful combines the morphemes un- (a bound morpheme that must be connected to other word
parts—it is not a word on its own), help (a root word, or base word), and -ful (another bound morpheme).
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Each part conveys different information. Readers can use morphemes in two ways: They support advanced
decoding because students learn to recognize these letter combinations and their pronunciations (Colenbrander
et al., 2024), and they support vocabulary acquisition based on instruction that highlights the meaning and use of
the morphemes (Crosson et al., 2021).

Showing students how to break a sentence into chunks and to connect ideas and referents enables them to
continue reading without missing critical information or giving up. Sometimes a single unknown word can cause
a student to get stuck, and learning how to use word parts, context clues, and reference materials to determine
word meaning also removes obstacles and adds to students’ overall word knowledge (Beck et al., 2013).

Vocabulary

Developing strong vocabulary skills supports reading comprehension and knowledge building as well as academic
success across content areas (Hiebert, 2020). This includes the teaching and practice of conceptual vocabulary,
academic vocabulary, and skills that promote metalinguistic awareness. Conceptual vocabulary supports
students in knowledge building by aligning generally useful academic words (i.e., Tier 2 words) and text-specific
useful words (i.e., Tier 3 words; Kearns et al., 2021), words with conceptual knowledge in texts. These words repeat
across conceptually coherent texts, which helps students make connections between ideas (Cervetti et al., 2016;
Hiebert & Cervetti, 2012). Academic vocabulary instruction supports students when engaging in written and
spoken academic discourse and reading, particularly informational texts (Zucker et al., 2021; Baker et al., 2014).
Metalinguistic awareness supports student understanding of the structure of language, which leads to improved
comprehension, and is fostered through instruction of morphemes and word relationships (Cervetti et al., 2023;
Hiebert, 2020).

Effective vocabulary instruction is composed of three main elements (Biemiller & Boote, 2006; Elleman et al., 2009;
Gibbs & Reed, 2021; Stahl, 1986):

1. Explicit definition of the word using student-friendly language
2.Context sentence that provides additional meaning

3. Active processing in which students use the word in multiple ways (e.g., discussion and writing)

Magnetic Literacy systematically and explicitly incorporates these elements of effective vocabulary instruction.
This includes the pre-teaching of concept words to support access to complex texts, explicit instruction in affixes
and Greek and Latin roots, and embedding word-learning routines during reading (Duke & Cartwright, 2027,
Shanahan et al., 2010; Kamil et al., 2008). At the beginning of a Magnetic Literacy unit, vocabulary words that a)
are deeply important for understanding the unit topic, and b) repeat across texts, are introduced. This introduction
begins the knowledge build of the unit and helps to set the purpose of learning about the topic. Before each
reading session, additional conceptual and academic vocabulary words necessary for the day's reading are
taught strategically (Kearns et al., 2021; Wexler et al., 2022). In Grades 4-6, students learn the high-utility Greek
and Latin roots that may appear in these words (Mesmer, 2024). After reading, students learn affixes according
to a scope and sequence that is independent of the texts (Baumann et al., 2013; Manyak et al., 2018; Fitt, 2000).
These high-utility word parts are grouped by meaning and are followed by spelling practice. The combination

of affix and spelling instruction helps students learn patterns and retain information (Bryant & Nunes, 2004).
Throughout the unit, students have multiple and varied opportunities to practice vocabulary words, including
writing, games, concept maps, and discussions.
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Writing

Writing development has a close reciprocal relationship with reading comprehension (Graham et al., 2018). That
is, not only does proficient reading comprehension lead to improved writing, but writing practice improves reading
comprehension (Graham et al., 2018). Learning to write for different purposes, writing about text, and learning

a systematic process for writing are some of the ways to maximize these reciprocal benefits, and forms of this
instruction can begin in the earliest grades (Graham et al., 2012). As students gain foundational literacy skills,

they also begin to acquire knowledge and can begin applying knowledge in supported writing tasks (Cervetti &
Hiebert, 2018; Graham et al., 2018).

In Magnetic Literacy, writing instruction is frequent and interwoven with reading, which allows students to practice
writing skills in short and long formats. This takes the form of "Write to Respond” tasks that apply newly learned
writing and skills and culminates in the end-of-unit writing assignment that requires comprehension of key, or
throughline, reading standards from across the unit. In Grades 3—-6, students preview this task at the beginning

of the unit, which gives them a framework for reading and synthesizing texts, while in Grades K-2, students learn
the task at the end of the unit to save cognitive load. These writing tasks, which occur after reading the anchor
text, are a culmination of reading and learning. Throughout the unit, students learn components of writing—how
to write specific sentence types, how to write an opinion—that are related to the end-of-unit task. There are

daily opportunities to write in response to text and frequent Targeted Instruction (Grades K-2) or Writer's Craft
(Grades 3-6) sessions where students learn—and then apply—syntax lessons in authentic responses. There is
explicit instruction on the writing process at the end of each unit where students learn to plan, draft, revise, and
publish their work in different genres (Graham et al., 2012; Graham et al., 2019). Writing-process sessions include
extensive instruction and teacher modeling, written models for students to analyze, and opportunities for teacher
conferencing and peer review (MacArthur, 2019). Magnetic Literacy is designed for students to not only acquire
knowledge through reading but also to apply knowledge in writing, which in turn improves reading comprehension
(Cervetti & Hiebert, 2018; Graham et al., 2018).

In Grades K and 1, when students are still learning letter formation, there is more scaffolding of process writing in
the forms of shared writing and shared evidence gathering. This helps students learn the steps in process writing
and develop habits of mind even before they are able to draft paragraphs or essays (Roth & Dabrowski, 2014;
Williams, 2018). There is also drawing in early Grades K and 1 with an onramp in Grade K to writing words and
sentences as part of their end-of-unit tasks.

Oral Language and Academic Discourse

Guided classroom talk accelerates comprehension and writing by giving students repeated practice with the
syntax and vocabulary of the unit's concepts. These discussions also promote knowledge building by allowing
students to synthesize new ideas. Magnetic Literacy embeds structured routines (e.g., Collect and Display;
Stronger and Clearer Each Time) so every learner rehearses precise language, negotiates meaning with peers,
and makes ideas public (Zwiers, 2006). These routines are part of daily lessons for all learners, with intensified
scaffolds for English learners as needed. Additionally, teachers have a menu of response and volunteer protocols
that allows students to participate in ways that accommodate their cultural and linguistic differences (Hollie, 2017).
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Maximize Achievement with
Responsive Guidance
Assessments

Using data to inform and guide teaching and learning is an evidence-based way to maximize student success
(Slavin et al., 2013; Hamilton et al., 2009). Information from assessments empowers teachers to monitor student
progress so they can make data-driven decisions that promote ongoing student mastery (Cai et al., 2018).
Furthermore, the intentional use of data-informed instruction improves student achievement and increases
motivation (Carol, 2019; Slavin et al., 2013; Swan & Mazur, 2011; Halverson et al., 2007).

According to the Institute of Education Sciences (IES) handbook on using student data to inform instructional
decision making, “Teachers should adopt a systematic process for using data in order to bring evidence to bear on
their instructional decisions and improve their ability to meet students’ learning needs” (Hamilton et al., 2009). This
process is an ongoing cycle of instructional improvement that should include three parts:

1. Collect and prepare a variety of qualitative and quantitative data about student learning.
2.Interpret data and develop hypotheses about how to improve student learning.

3. Modify instruction to test hypotheses and increase student learning.

Magnetic Literacy works seamlessly with the i-Ready Inform™ online assessment to follow this ongoing cycle of
instructional improvement. Across three implementations at the beginning, middle, and end of the school year,
teachers get a complete picture of students’ strengths and needs on one platform with reports from the i-Ready
Inform assessment and insights from i-Ready Literacy Tasks. This includes an overall reading score as well as
disaggregated reports in foundational skills, comprehension, and vocabulary.

Focusing on foundational literacy skills specifically, i-Ready Literacy Tasks provide information on how a student
is performing in phonological awareness, decoding, encoding, and fluency-related reading skills. Used as a
complement to i-Ready Inform, these assessments help provide a comprehensive snapshot of a student's overall
reading performance for Grades K-6. i-Ready Literacy Tasks measure student performance in key foundational
literacy skills with tools that support one-on-one assessment of literacy skills. With a flexible and modularized
approach, educators can use the tasks they believe will best help identify their students’ foundational

literacy needs.

Magnetic Literacy also includes numerous assessments within the program that a) help teachers make decisions
about differentiation and reteaching, and b) give cumulative information about student learning. A new meta-
analysis examining the effects of formative assessment, sometimes called “assessment for learning,” established
the key elements that impact student motivation and academic achievement (Van Orman et al., 2024). These
elements include:

+ Planning instruction and assessment around goals and evidence of student learning

« Eliciting frequent, varied, and meaningful evidence of student learning so teachers and students
understand what learning has taken place and to determine next steps

+ Providing specific, descriptive, and actionable feedback and opportunities so students can put it to work

+ Enabling ownership of learning through self-assessment so students understand, reflect on, and drive
their own development

+ Activating peers as resources

*i-Ready Inform™ is the new name for the adaptive assessment currently named “i-Ready Diagnostic.”
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With its multiple formative assessment tools, Magnetic Literacy accomplishes each of these goals. Weekly
foundational skill and interim integrated literacy assessments connect to instructional next steps for differentiation,
connecting evidence with instruction. Daily Exit Tickets with scoring rubrics in domains like comprehension, syntax,
and vocabulary provide frequent, varied, and meaningful evidence of student learning. Student-facing checklists
aligned to rubrics provide specific, descriptive, and actionable feedback for students as well as ownership via
self-assessment. Peer review is also included, with explicit instruction on how to give constructive feedback. And
lessons in every domain (e.g., foundational skills, comprehension, vocabulary) offer point-of-use checkpoints
throughout each session.

In Magnetic Literacy, writing plays an important role in assessment as well as instruction. End-of-unit writing tasks
explicitly assess the key, targeted reading comprehension standards necessary to do the writing. Writing rulbrics
give teachers a tool for evaluating numerous writing, syntax, and language skills along with the comprehension
standards. By directly integrating reading with writing in this way, teachers gain an additional data source for
progress across domains. Unit assessments also offer summative data on students’ progress in foundational skills,
vocabulary, and comprehension.

The Magnetic Literacy Grade-Level Planning (Scaffolding) report helps teachers understand learning needs and
identify resources before teaching specific skills so they can best support students during each session. Multiple
sources of data continue to be collected before, during, and after teaching, allowing educators to continually
incorporate data about student learning into their teaching. These include manageable embedded program
assessments with clear guidance for responsive instruction (e.g., Exit Tickets, responsive instruction callouts,
Magnetic Literacy report). They also include daily, on-the-spot assessments that help teachers quickly evaluate
and support the skills and knowledge that students need, and responsive instruction tools embedded within the
Teacher's Guide and i-Ready Assessment reports that make it easy to tailor instruction to each student.

Differentiated Instruction

With the information provided from these assessment and reporting tools, teachers can effectively choose from a
variety of targeted instructional recommendations and resources that Magnetic Literacy provides to differentiate
instruction for individual students. Magnetic Literacy provides Tier 1 core, Tier 2 Support & Extend small group
sequences triggered by Exit Ticket and interim assessments, and interfaces with dedicated Tier 3 interventions
when progress monitoring indicates need.

In Grades K-2, Support & Extend focuses on foundational skills so students who need additional support can
practice blending and segmenting phonemes, and decoding with the teacher (Duke & Mesmer, 2018-2019).
Resources are also available for fluency practice and comprehension, giving additional options as students move
to the automatic and advanced phases of reading development (Ehri, 1995).

In Grades 3-6, the strategies that act as scaffolds during reading are reinforced during Support & Extend.
Depending on need, students practice a gist, sentence, or word routine independently or with teacher support.
Students may do additional gist work, if needed, to build clearer mental models of the day's reading. They may
also dig into additional complex sentences, which helps them understand syntax that may have been an obstacle
during reading. The teacher reinforces these supports with the students who need them most. Group sizes are not
dependent on a set small number of students. Instead, reinforcement occurs with the students who need it, which
allows a greater number of students to make progress (Lou et al., 1996). Students are guided to use the strategies
in ways that maximize knowledge building and independence. Students extend their learning by using the day's
text to write responses to the unit's essential question and working on concept maps that expand on the session's
conceptual vocabulary.
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Commitment to Learner Variability
and Universal Access

Magnetic Literacy is grounded in a fundamental commitment to engaging all learners in rigorous grade-level
learning. Magnetic Literacy embraces an asset-based pedagogical approach that fosters accessible learning
experiences that empower students to develop agency, engage with diverse ways of knowing, and deepen their
understanding (Fackler et al., 2024; Flint & Jaggers, 2021). Magnetic Literacy is designed to be mindful of learner
variability, including through offering supports for multilingual learners and students with disabilities.

Learner Variability

Drawing from learning science research and cognitive neuroscience, the concept of learner variability emphasizes
that there is no "average” learner—every student brings unique assets and challenges to their education
(Dockterman, 2018; Rose et al., 2013). Magnetic Literacy was developed with the understanding that learner and
teacher variability is the norm in today'’s classrooms, and that while all learners are unique, learner variability is
predictable (CAST, 2024). Students and teachers possess diverse strengths, needs, and backgrounds, and this
variability is an integral part of every learning environment. All learners thrive in classrooms that recognize and
expect unigueness from each individual learner.

The UDL is a well-established, research-based framework that anticipates variability so all learners can access
and meaningfully participate in educational environments. Ultimately, the goal of UDL is to support learner
agency, or the capacity to actively participate in making choices in service of learning goals (CAST, 2024).
Magnetic Literacy supports educators to incorporate UDL-aligned practices and center learner agency in their
planning and instruction to enhance the learning experiences and ongoing development of all students (Adair,
2014; Code, 2020; Spooner et al., 2007).

UDL is built around three powerful principles: design multiple means of engagement, representation, and action
and expression. Engagement is the "why” of learning. Since learners differ in what sparks their motivation and
enthusiasm for learning, Magnetic Literacy intentionally designs learning experiences that welcome diverse
interests and embeds routines to help learners persist and sustain their efforts (CAST, 2024). Students engage with
a variety of high-interest topics throughout the program. In Grades K-3, students explore units on social studies,
art, science, history, and literature. In Grades 4-6, they delve deeper into these subjects with a focus on essential
questions. Content is relevant and authentic, with activities that challenge all learners. According to the UDL
framework, it is crucial for learners to understand the learning goal and its relevance to their lives and communities
(CAST, 2024). Magnetic Literacy clarifies each lesson's purpose and criteria for success, helping students set and
reflect on their goals throughout the unit.

Multiple means of representation is the "what" of learning. Since learners differ in how they perceive and make
meaning of information, it is important that content be shared in multiple modalities, representing a broad
spectrum of cultures and perspectives, clarifying vocabulary, and embedding options for students to build
knowledge, such as highlighting big ideas and relationships and providing opportunities to transfer learning to
new contexts (CAST, 2024). Magnetic Literacy supports multiple ways of perceiving information and helps students
connect prior knowledge to new learning. Anchor charts, such as the “Rules for Discussion Anchor Chart” or the
"Question and Answer Anchor Chart” include images and prompts to guide classroom discussion. Concept maps,
pictures, and graphic organizers help students visually represent and explore connections between key concepts.
Teachers pre-teach essential concepts with explicit instruction and modeling. Strategically organized text sets
are paired with explicit vocabulary instruction to remove barriers by connecting new concepts and language
with relevant prior knowledge.
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Multiple means of action and expression is the “how" of learning. Learners differ in the ways they interact with
learning materials, approach the learning process, and demonstrate what they know, so it is critical to design
learning experiences that embrace these variances (CAST, 2024). Magnetic Literacy offers various ways for
students to express their knowledge, including verbal, written, and visual formats like story webs and drawing
pictures. Exit Tickets help learners review learning goals and communicate their new knowledge. Magnetic
Literacy's writing process engages students with planning, drafting, revising, publishing, and peer feedback.
Students compare their work to models and use rubrics to reflect on their work and set goals. The program
includes options to support and extend learning to differentiate instruction based on student strengths and needs.
End-of-unit projects, such as murals, books, and visual presentations, allow students to synthesize information
creatively. This responsive instruction helps develop resourceful, strategic learners who are equipped to tackle
complex literacy tasks.

English Learners

English learners® represent a broad population of learners with a wide range of backgrounds, experiences, home
languages, and academic proficiencies. Magnetic Literacy reflects the belief that students with developing levels
of English proficiency can achieve academic success when they are provided with instruction and materials that
carefully support their emerging understanding and use of language as they participate in content learning
(Bunch et al., 2012; Council of the Great City Schools [CGCS], 2017; Zwiers et al., 2017).

Magnetic Literacy is designed around five research-based best practices for supporting the needs of English
learners (ELSF, 2022). They are:

1. Integrate content and language learning.

2.Scaffold and amplify language.

3. Develop students’ metalinguistic and metacognitive awareness.
4.Leverage students’ assets.

5.Formatively assess language.

Integrate Content and Language Learning

In Magnetic Literacy, students listen, speak, read, and write every day, in every session. As research recommends,
English learners have consistent opportunities to communicate and interact using language while building
knowledge, content understanding, and grade-level literacy practices (IES, 2017).

To ensure an intentional, cohesive approach to language development, there is a Key Language Focus for each
unit as well as unit language goals and related session-level language goals. These convey to educators and
students the language skills they will work on in a sustained way across a unit while they simultaneously learn
foundational literacy skills and strategies (CGCS, 2017; Shanahan & Beck, 2006). Regular collaborative discussions
provide opportunities for all students to apply and practice their developing language skills to share ideas,
explanations, and opinions.

*Magnetic Literacy uses "English learner”, a term used in the Grades K-12 school system for students with a home language other than English and who are
not yet proficient enough to comprehend, access, and succeed in an English-taught schooling system without support. The term “multilingual learner” is an
umbrella term that includes English learners, dual-language learners, and Emergent Bilinguals.

® 2026 Curriculum Associates, LLC. All rights reserved. | 03/26 OK | 3509734 by @i-Ready | 19



Scaffold and Amplify Language

Magnetic Literacy helps teachers attend to language demands, potential obstacles to comprehension or
participation, and opportunities for language learning within texts and session activities. It also provides content-
specific, as-needed supports and entry points for English learners (CGCS, 2017).

Strategic embedded supports throughout the Teacher’s Guide help teachers “scaffold up” (rather than “water
down") so students can access and fully engage with rigorous, grade-level content as they acquire and develop
language. These content-specific supports include:

+ Language Routines, such as Collect and Display and Stronger and Clearer Each Time, which provide familiar
structures to support academic language development.

- Scaffolded English Learner Support in the Session Preview, which provide activity- and language-specific
support that addresses the continuum of English language proficiency.

+ Word, Sentence, and Discourse domain supports, which promote making meaning by offering definitions of
vocabulary, sentence starters and frames, and scaffolds for longer responses.

Develop Metalinguistic and Metacognitive Awareness

Learning to read and write is a highly complex task. English learners benefit when they receive explicit instruction
focused on metalinguistic awareness—noticing and appreciating the similarities and differences between the
sounds, phonetic systems, words, and language structures of English and students’ home languages (Fillmore &
Snow, 2018; NICHD, 2000).

Magnetic Literacy offers resources to help students develop metalinguistic awareness.
For example:
+ Connect to Cognates supports prompt Latin-based language speakers to recognize and compare related
words, such as revise/revisar in Spanish, including root words they have in common.

+ Crosslinguistic Connections guide teachers to help students compare grammar, syntax, punctuation, or
sentence structure across languages.

+ Support Language Transfer (Grades K-2) highlights similarities and differences in sound—symbol relationships
in English and students’ home languages.

Leverage Students’ Assets

Students make natural connections and develop a greater sense of self-worth when their home languages

and cultures are viewed by others as valuable resources (Bunch et al., 2012; Moll et al., 1992; Thomas & Collier,
1997). Magnetic Literacy guides teachers to recognize, acknowledge, and use the home language of students to
empower them and enhance their language development through various supports in the Teacher's Guide.

For example:
- Use Home Language encourages teachers to have same-language peers brainstorm, discuss ideas, and
explore meaning using their home language.

+ Value Student Assets invites students to share cultural or linguistic connections to the content or a context,
which reinforces that bilingualism and biliteracy are strengths.

+ Culturally Relevant Content represents a rich variety of children, families, and communities. The goal is for
students to see themselves reflected in the literature they read, not just so that they can bring their funds of
knowledge to the text, but also to support positive identity development (Lopez, 2017; Gay, 2018).
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Formatively Assess Language

Instructional materials that support English learners need to include formative assessments of both language and
content learning so students can get feedback on their progress and the teacher can adjust the instruction, as
needed (ELSF, 2022).

Observe Language moments are embedded at key points in instruction to help teachers monitor progress toward
the Unit Language Goals. These features let teachers know when to listen and look for relevant language, how to
analyze language samples using “listen fors” and “look fors,” and what specific feedback to give to students.

By focusing on research-based best practices, Magnetic Literacy is designed to address the strengths and needs
of English learners. Teachers are guided to value students' home languages and lived experiences while promoting
the development of academic English through connected, consistent, and specific strategies that enable students
to access and engage in rigorous grade-level learning.
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Conclusion

Magnetic Literacy is a comprehensive structured literacy curriculum for Grades K-6 that integrates all literacy
domains into a cohesive learning experience. It provides clear instructional guidance, data-informed teaching,
and award-winning professional learning to equip educators to meet diverse student needs. The program
maximizes every minute of the literacy block, ensuring strong outcomes across reading, writing, speaking,

and listening.

Beyond foundational skills, Magnetic Literacy challenges students to apply their knowledge in authentic ways.
It empowers them to think, read, and write like historians, critics, and scientists, building the confidence and
discipline-specific skills needed to communicate and create knowledge effectively (Kamil et al., 2008;
Shanahan & Shanahan, 2012).
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