TEACHING AND LEARNING IN ACTION

'.) Check for updates

INTERNATIONAL

LITERAGY

ASSOCIATION

Enhancing Reading and Writing Skills
through Systematically Integrated

Instruction

Young-Suk Grace Kim, Elizabeth Zagata

Reading and writing have a symbiotic relation such that integrated instruction of
reading and writing successfully supports both skills.

and spelling words that have the vowel-consonant-e

pattern. She decodes plan as plane and spells insid for
inside. Alden, a third-grade student, struggles to orally sum-
marize what he has read, and his writing is often choppy and
disorganized. Both Tanvi's and Alden’s teachers know very
well that reading and writing are fundamental skills. They
also know that reading and writing are connected. However,
they are unsure if and how they should prioritize their stu-
dents’ difficulties in reading or writing, or address both.

It is crucial for educators to have a deep understand-
ing of the relation between reading and writing, and how to
effectively teach both skills. Having a clear understanding
of the “what” and “why” of reading and writing skills will help
teachers plan and execute the “how” for successful instruc-
tion for all learners. In this article, we explore the relation
between reading and writing using the interactive dynamic
literacy model (Kim, 2020a, 2022) to help us understand
the connection between the two. This model, along with
associated empirical evidence, advocates for educators to
systematically integrate the teaching of reading and writ-
ing to foster the development of both skills. The model
is built on and expands the theoretical models of reading
(e.g., Scarborough’s reading rope [Scarborough, 2001],
Active View of Reading [Duke & Cartwright, 2021], and the
direct and indirect effects model of reading [Kim, 2020b])
and writing (e.g., not-so-simple view of writing [Berninger &
Winn, 2006] and the direct and indirect effects model of writ-
ing [Kim & Graham, 2022; Kim & Park, 2019]) as well as read-
ing and writing model (e.g., Fitzgerald & Shanahan, 2000).

‘ anvi is a first-grade student having difficulty reading

How Are Reading and Writing Related?

Although reading and writing have distinct characteristics,
they are also related. A recent meta-analysis of a large
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body of literature showed that students who are strong in
word reading tend to be strong in spelling and vice versa,
and similarly, students who are strong in reading compre-
hension tend to be strong in written composition and vice
versa (Kim, Wolters, & Lee, 2024). This is because reading
and writing are built on largely shared systems and skills
(Fitzgerald & Shanahan, 2000; Kim, 2020a, 2022). One
way to illustrate the reading—writing connection and their
shared systems is through the interactive dynamic literacy
model as seen in Figure 1. Definitions and examples of
each skill in Figure 1 are listed in Table 1.

Both word reading and spelling are built on code-related
emergent literacy skills as seen in the bottom left of Figure 1.
Therefore, students who have strong foundations in emer-
gent literacy skills are likely to have strong word reading and
spelling skills, while students who have weak foundations in
these skills are likely to have weak word reading and spelling
skills. A similar relation holds for reading comprehension
and written composition, which draw on shared skills and
systems such as word reading and spelling, background
knowledge, oral language skills, and higher order cognitive
skills (see Figure 1). According to the interactive dynamic lit-
eracy model, reading and writing, and their component skills
and knowledge are not independent. Instead, they have
hierarchical, interactive, and dynamic relations (Kim, 20203,
2022). Below is a brief description of each.

Hierarchical Relations: Lower Order Skills
Are Needed for Higher Order Skills

Reading and writing are composed of multiple subskills,
and they have a hierarchical structure closely aligned with
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TEACHING AND LEARNING IN ACTION

linguistic grain sizes: parts of words (including phonemes
[e.g., the word cat has three phonemes /k/ /a&/ /t/], graph-
emes [e.g., sh, th], and morphemes [e.g., the word cats has
two morphemes cat and plural s]), words (including word
reading and spelling), sentences (e.g., sentence reading
and writing), and texts or discourse (including text read-
ing fluency, writing fluency, reading comprehension, and

Figure 1. These cognitions involve working memory and
the ability to control attention and inhibit distractions, allow-
ing one to process and work with information effectively
while staying focused. Figure 1 shows that executive func-
tion plays a crucial role in all the skills that support read-
ing comprehension and written composition. For example,
effective attentional control supports learning foundational

written composition). These subskills
are organized in a hierarchical manner,
where lower order skills are necessary
for the development of higher order
skills. This can be visualized similar
to the construction of a building, as
shown in Figure 1, where the founda-
tion is necessary for the footing, which,
in turn, supports pillars, beams, and ulti-
mately the roof.

For the lexical literacy pillar, learners
must develop phonological awareness
(the ability to recognize and manipu-
late sounds), orthographic awareness
(knowledge of letter shapes, names,
and sounds, and allowed letter pat-

PAUSE AND PONDER

= What skills and knowledge underlie
reading development? What skills
and knowledge underlie writing
development?

= What underlying skills and knowledge
are shared for reading and writing?
What skills and knowledge are unique
to reading or writing?

= Drawing on your own learning and
teaching experiences, think about
instructional approaches that
leverage reading—writing relations to
support students’ reading and writing

skills such as phonological aware-
ness, word reading, vocabulary, and
consequently developing reading
comprehension and written com-
position. On the other hand, weak
working memory and attention
control can lead to poor literacy
and language skills such as word
reading, spelling, vocabulary, mor-
phosyntactic, and syntactic knowl-
edge. These weaknesses then
affect reading comprehension and
written composition. For example,
individuals with attention defi-
cit hyperactivity disorder (ADHD)
often experience difficulties with

terns), and morphological awareness
(understanding of meaningful parts
of words; National Institute of Child
Health and Human Development
[NICHD], 2000). Development of lower order skills, how-
ever, does not guarantee development of higher order
skills because higher order skills require more than just
lower order skills, that is, lower order skills are necessary
but not sufficient for higher order skills. For example, a stu-
dent might be able to read individual words proficiently, but
still struggle with understanding connected text or analyz-
ing it critically. For this, those in the oral discourse pillar are
needed: learners need to develop oral language skills such
as vocabulary and grammatical knowledge (morphosyntax
such as using es or s when the subject is a first person
singular as in “he goes to school” or syntax, which is word
order and arrangement of words, phrases, and clauses),
and higher order cognitive skills like inference, analysis,
reasoning, and understanding multiple viewpoints. To illus-
trate, consider the sentence “June went to the dentist today
but did not feel a thing.” Successfully comprehending this
sentence requires more than just being able to read and
understand individual words and phrases. The reader must
also use background world knowledge (i.e., a dentist visit
is usually associated with unpleasant feelings) and infer-
ence making to understand the implied meaning.

The foundation of supporting reading and writing pro-
cesses are the domain-general cognitions, also known
as executive function, which are shown at the bottom of

development.
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word reading, spelling, reading
comprehension, and written com-
position (Mayes & Calhoun, 2006).
Therefore, deliberate and struc-
tured instructional support for executive function is impor-
tant to the development of reading and writing skills.

The hierarchical structure may not be obvious to those
with strong reading and writing skills because these pro-
cesses have become automatic. However, the hierarchy
becomes more apparent for developing readers and writ-
ers, or when there are difficulties with reading and writing
skills, such as dyslexia or dysgraphia. For example, diffi-
culties with phonological processing result in word reading
and spelling difficulties, which, in turn, results in chal-
lenges in reading comprehension and written composition
(Snowling, 2000). Any disruption or difficulty with lower
order skills can have a chain effect on higher order skills.
The hierarchical structure of relations implies that founda-
tional skills must be taught alongside higher order skills.

Interactive Relations: Skills, Including
Reading and Writing, Develop Influencing
One Another

The skills and knowledge needed for reading and writ-
ing have interactive or bidirectional relations over time
(Kim, 20204, 2022; also see Graham et al., 2021). For exam-
ple, as a student’s word reading skill improves, their spell-
ing skill is likely to improve as well. Improvement in written
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Figure 1

Interactive Dynamic Literacy Model Based on Kim (2020a, 2022)
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composition can lead to growth in reading comprehension
and vice versa. These interactive relations are not only lim-
ited to just reading and writing skills but also extend to their
component skills. For instance, the development of mor-
phological awareness supports vocabulary development,
which, in turn, facilitates morphological awareness. Another
example is social emotions such as motivation, attitude,
and self-efficacy toward reading and writing. These fac-
tors develop alongside reading and writing skills, creating
a cycle, like the Matthew effect (Stanovich, 1980), where
the gap between those who initially experience success
and those who experience difficulties in reading and writing
increases over time. Successful learning experience begets
positive social emotions (e.g., attitude, motivation, and self-
efficacy), starting the virtuous cycle, and persistent negative
experience begets negative social emotions, starting the
vicious cycle. Therefore, building strong foundational skills
through high-quality instruction in primary grades is the key
to start the virtuous cycle and prevent the vicious cycle.
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Dynamic Relations: Reading—Writing
Relations Are Not Static

Dynamic relations mean that the impact of language and
cognitive skills to reading comprehension and written com-
position varies depending on developmental phase and
other factors such as text characteristics and measure-
ment (see Kim, 2020a, 2022 for details). In the early stages
of reading and writing development (such as in primary
grades), students’ word reading and spelling skills are not
yet proficient, which significantly limits their ability to com-
prehend written text and produce high-quality writing. The
process of reading words accurately and quickly requires
a lot of mental effort and leaves little room for compre-
hension. Similarly, struggling with spelling, handwriting, or
keyboarding can make it difficult to generate, plan, and orga-
nize thoughts, leading to poor writing quality. As word read-
ing and spelling skills improve, their restrictions on reading
comprehension and written composition are reduced. The
development of word reading and spelling skills allows
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Table 1
Definitions of Constructs/Skills in the Interactive Dynamic Literacy Model in an Alphabetical Order. Adapted
from Kim (2022)

Skill

Definition

Examples of how they are operationalized or
measured

Attentional control

Alerting, orienting, selective sustained, and
executive attention on task-relevant information

Rating scale where teachers, parents, or
guardians rate focal students’ attentional
control; in other tasks, students are presented
with stimuli and the extent of their sustained
attention is measured

Content/topic Knowledge of a given topic or domain Asking one to tell everything they know on

knowledge a given topic in a list or note format orin a
multiple-choice task

Discourse Knowledge about characteristics of different Survey or interview asking students about

knowledge genres such as text structure and associated their use of reading and writing strategies;

keywords, and about procedures and strategies
to present content appropriate for the genre such
as narrative and different types of informational
texts

text structure knowledge can be measured by
asking students to rearrange a text in a way
that makes sense

Emergent literacy
skills

Oral language skills and code-related or reading
precursor skills. In the IDL model, emergent
literacy skills refers to phonological awareness,
orthographic awareness, and morphological
awareness

See phonological, orthographic, and
morphological awareness

Executive function

Definitions vary depending on the field; in some
fields, executive function includes working
memory, inhibitory and attentional control,

and shifting, whereas in other fields, it refers to
inhibitory control and self-regulation

See examples of self-regulation, working
memory, and inhibitory and attentional control

Oral discourse

Oral language at the discourse level such as
engaging in multi-utterance conversations,
comprehending and producing stories and
informational texts in oral language context

See listening comprehension and oral
composition/oral production

Grammatical
knowledge

Knowledge of morphosyntax and syntax

Grammaticality judgment task: The student
hears sentences, some of which include
errors, and is asked whether each sentence is
grammatically correct or not; if grammatically
incorrect, they are asked to correct the
sentences

Sentence construction: The student is asked
to construct sentences using given words
Sentence expression: The student is shown
an illustration and is asked to say a sentence
to a question (e.g., what is the boy doing?)

Handwriting fluency

The ability to write letters/words by hand, which
includes legibility and efficiency (accuracy and
speed)

Number of letters or words written accurately
within a specified time (e.g., 30 s or 1 min)

Inference

Inferring information that is not explicitly stated in
the texts (oral or written texts)

Presenting a brief scenario, then asking
students questions that require making
inferences
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Table 1

TEACHING AND LEARNING IN ACTION

Adapted from Kim (2022). (continued)

Definitions of Constructs/Skills in the Interactive Dynamic Literacy Model in an Alphabetical Order.

Skill

Definition

Examples of how they are operationalized or
measured

Inhibitory control

The ability to suppress a dominant response and
initiate a subdominant response (e.g., an opposite
response)

See NICHD tool box at https://pubmed.ncbi.
nlm.nih.gov/23479546/

Keyboarding
fluency

The ability (i.e., accuracy and speed) to type
letters/words using a keyboard

Number of letters or words typed accurately
within a specified time (e.g., T min)

Lexical literacy

Reading and writing skills at the word level, i.e.,
word reading and spelling of single words out of
context or in isolation

In a word reading task, the student is asked
to read aloud a list of individual words. In a
spelling task, a dictation task is widely used

Listening
comprehension

The ability to comprehend oral language at the
discourse level—including [sentences], multi-
utterance conversations, stories, informational
oral texts—that involves the process of extracting,
constructing, and integrating meaning

Listen to oral texts (stories or informational
texts) with or without accompanying visual
information such as illustrations and videos,
and answer comprehension questions
(multiple choice or open-ended) or retell the
story

Monitoring and
self-regulation

Monitoring and regulations of processes,
emotions, and behaviors; they include goal
setting, self-assessment, and self-reinforcement

Comprehension monitoring is widely
measured by an inconsistency task where a
brief scenario that includes inconsistency is
presented, and the student is asked to identify
inconsistency

Morphological
awareness

Knowledge of and sensitivity to morphological
structures such as base word, roots, inflectional
and derivational morphemes, and the ability to
reflect on and manipulate those structures

Identifying morphemes, manipulating
morphemes (e.g., the word cats has two

«_n

morphemes, and “s” is a plural marker)

Oral composition/
oral production

The ability to produce oral connected texts such
as engaging in multi-utterance conversations,
telling a story, or generating informational oral
texts (e.g., explaining a concept, lecture), which
involves the process of generating, translating,
construction, and integrating ideas.

Oral production/composition includes orally
producing connected texts (creating and
telling a story, retelling a story, and producing
oral informational texts)

Orthographic
awareness

Knowledge of and sensitivity to graphemes
(individual letters and combinations of letters and
letter patterns and constraints)

Asking students to name letters, identify
sounds of letters, and identify allowable letter
patterns, digraphs, and trigraphs

Perspective taking

Understanding one’s own and others’ viewpoints

Presenting a brief scenario, and then asking
students questions that require understanding
viewpoints of different characters

comprehension

Phonological Knowledge of and sensitivity to the sound Students are asked to manipulate speech

awareness structure of a language, such as syllables sounds by identifying the number of target
(cat), onset-rimes (c-at), body-coda (ca-t), and speech sound units, or blending, segmenting,
phonemes (c-a-t) deleting, and substituting sounds.

Reading Comprehending written texts (e.g., passages) The student is asked to read passages and

answer comprehension questions that are in
multiple-choice or open-ended format. The
student is asked to read passages and to fill in
missing words (cloze task), or retell what was
read (oral or written retell)
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Table 1

TEACHING AND LEARNING IN ACTION

Adapted from Kim (2022). (continued)

Definitions of Constructs/Skills in the Interactive Dynamic Literacy Model in an Alphabetical Order.

Examples of how they are operationalized or

Skill Definition measured

Reading and writing A series of steps or actions involved when The student is asked to read or write

processes working with written information. Processes passages and their eye movements are
during reading include decoding, encoding, tracked; the student is asked to share
accessing, activating, retrieving, storing, thoughts during reading (think-aloud
constructing, integrating, and evaluating protocol); the students’ handwriting is tracked
information by constructing and revising a mental using a digital pen with camera at the nip
model (constructing the situation described in or keystrokes during writing; the student’s
the text); processes during writing texts include brain activities during reading or writing is
generating, translating, organizing, transcribing/ measured using fMRI and ERP
encoding, evaluating, and revising information

Reasoning The process of drawing conclusions; this is a Problem solving, syllogism, identifying

broad term and there are multiple types and
classifications such as deductive, inductive, and
nonverbal reasoning

patterns in a series or matrices of shapes and
figures

Social-emotional
development
toward reading and
writing

Attitude, motivation, efficacy, self-concept, and
anxiety toward reading and writing

Survey is widely used: The student is asked

to express how much they agree about a
statement related to attitude, motivation,
efficacy, self-concept, and anxiety in
Likert-like scale (e.g., strongly agree, agree,
somewhat disagree, neither agree or disagree,
somewhat disagree, disagree, and strongly
disagree)

Text reading fluency

The ability to read connected texts accurately and
rapidly with appropriate expression

Number of words read aloud accurately
within a specified time (e.g., 1 min) or the
time it takes to read a passage accurately
(text reading efficiency); or variation and
appropriateness in pitch and pause (reading
prosody)

Text writing fluency

The ability to produce written texts accurately
and rapidly

Number of words or sentences written within
a specified time (e.g., 1 or 3 min)

Vocabulary

Knowledge of word meaning

The student is asked to identify/name
pictured objects, or point to a picture that
corresponds to the given word

World knowledge

Knowledge of how the world works

Similar to measurement of content and topic
knowledge

Working memory

A cognitive system to hold and process
information temporarily

Digit span where students are presented

with an increasing series of digits and asked
to repeat them back or say it backward;
phonological memory is typically assessed by
having students repeat nonwords; an example
of visual—spatial tasks includes designing
blocks according to a picture of presented
stimuli

Written
composition

Producing written texts (typically discourse)

Producing written texts responding to prompt,
or after reading source materials
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other skills, such as language, higher order-cognitive skills,
and background knowledge, to have a greater impact on
reading comprehension and written composition. Typically,
by upper elementary grades and middle school, oral lan-
guage, background knowledge, and higher order cognitive
skills often become more important determinants of read-
ing comprehension and written composition performance
(see Kim, 2022 for a review). However, for students who
continue to struggle with word reading and spelling even in
secondary school, these skills will continue to impede their
reading comprehension and written composition.

Implications of Reading—Writing
Relations for Teaching: Teach Reading
and Writing as Integrated Subjects

As shown in Figure 1, reading and writing are closely con-
nected and depend on shared skills and systems. This
means that integrated teaching of reading and writing,
instead of separate teaching of reading and writing, has
synergistic effects and improves both skills (Graham
etal, 2017). In fact, it is important to teach them in an inte-
grated manner because difficulties in one area can affect
the other, so high-quality integrated instruction can pre-
vent reading and writing difficulties (Kim, 2022). Integrated
reading-writing instruction is also authentic and practical
because it provides students with opportunities to use both
reading and writing skills as we do in real-life situations.
Integrated reading-writing instruction is also efficient as it
maximizes the use of time for teachers and promote devel-
opment both reading and writing skills. Note though that
the benefits of integrated teaching do not deny that there
should still be specific instruction for reading and writing,
respectively. Below we present three principles for imple-
menting integrated reading-writing instruction and associ-
ated illustrative examples.

1. Leveraging Assessment Data in Reading
and Writing to Inform Effective Reading and
Writing Instruction

An effective and comprehensive approach to teach-
ing reading and writing requires teachers to have a deep
understanding of their students’ strengths and areas of
improvement. The use of assessment data plays a crucial
role in gaining valuable insights into each student’s profile
(e.g., see Wixon & Valencia, 2011). Particularly, leveraging
reading—writing relations can support making the most of
assessment data and inform instruction in both reading
and writing (Kim, 2022). For instance, if a student demon-
strates inconsistent performance in reading words with

The Reading Teacher  Vol.77  No.6  May-June 2024

the VCe pattern (e.g., bite, robe, hope), accurately decoding
some words while struggling with others, and their spell-
ing shows confusion between similar-sounding words like
“plan” and “plane,” it suggests they have an understanding
of certain phonemes (e.g., /p/ /I/ /e1/ /n/) and grapheme-
phoneme correspondences for most sounds. However,
they may require explicit and systematic instruction and
opportunities for practice on the magic e pattern (or VCe
pattern) to improve their proficiency in decoding long
vowel sounds like /e1/.

As another illustration, if a student consistently produces
written compositions with poor organizational structure
lacking a clear beginning, middle, and end, it suggests that
their comprehension and composition skills may benefit
from targeted instruction on text structure (see an illustra-
tion in Principle #3 below). Moreover, if a student repeatedly
employs basic sentence types and structures and demon-
strates limited use of diverse vocabulary words in composi-
tions, atargeted focus on oral language, including vocabulary
and sentence structures (see an illustration in Principle #2
below), would greatly support the student’s overall develop-
ment in both comprehension and composition. By system-
atically evaluating assessment data in reading and writing in
an integrated manner, teachers can harness reading—writing
relations to foster literacy growth and empower students to
become proficient and confident readers and writers.

2. Not Either-Or, But Both: Ensure the
Development of Lower Order Skills While Also
Supporting the Development of Higher Order
Skills

The hierarchical nature of relations implies that the teach-
ing of reading and writing should be systematic and struc-
tured to build a strong foundation for lower order skills
and support the development of higher order skills at the
same time. For example, to support the development of
word reading and spelling skills, print-related emergent lit-
eracy skills such as phonological awareness, orthographic
awareness, and morphological awareness should be taught
explicitly and systematically. Explicit instruction is a struc-
tured, direct, and clearly articulated approach to teaching
target skills, while systematic instruction is an orderly,
sequenced, planned, and coordinated approach consider-
ing a developmental progression and complexity of tasks
(Archer & Hughes, 2011). Theory and robust evidence indi-
cate that engaging children in high-quality literature without
explicit and systematic instruction does not reliably sup-
port word reading and spelling for vast majority of children
(NICHD, 2000). While exposure to quality literature is impor-
tant for comprehension, it cannot replace explicit and sys-
tematic instruction on word reading and spelling.
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Supporting Word Reading and Spelling Development
Let us illustrate word reading and spelling instruction that
explicitly and systematically integrates word reading and
spelling. The sample lessons are from our work called
SRSD Plus (Harris et al., 2023; Kim, Harris, et al., 2024),
which was developed for children in Grades 1 and 2 and
focuses on reading and writing skills in the contexts of
science content. SRSD stands for Self-Regulated Strategy
Development, which is an evidence-based instructional
approach that explicitly teaches the writing process, dis-
course knowledge, and reading and writing strategies (e.g.,
Harris et al., 2018; also see Wijekumar et al., 2022 for the
integration of SRSD with the web-based intelligent tutoring
system). In SRSD Plus, we added explicit and systematic
instruction in oral language (vocabulary and sentence pro-
ficiency), and in word reading, spelling, and handwriting
fluency. In the current version, the SRSD Plus program is
designed to be implemented during the winter and spring,
not fall, of Grades 1 and 2 (the spelling patterns below illus-
trate this).

You can find a sample lesson of the Plus part of word
reading, spelling, and handwriting fluency for Grade 1 in
online supplemental materials. Teachers can use either
PowerPoint/Google Slides or a traditional printed version
of the materials, but the link shows a Google Slides ver-
sion. The notes section of the PowerPoint slides include
directions/instructions for teachers. In this sample lesson,
the target spelling patterns are oi and oy spellings for the
diphthong /21/, and ay spelling for the long a vowel sound.
The lesson explicitly incorporates both reading and spell-
ing of words, as well as opportunities for handwriting flu-
ency. Specifically, after introducing the target pattern oi in
the text that students read (e.g., soil; see text box below),
the spelling patterns oi, oy, and ay are explicitly introduced
with corresponding sounds /21/ (e.g., soil, soy) and the
long a (gray). Students practice reading and sorting words
in various ways working with guidance from teachers, and
individually and with partners. Student practice includes
reading words in isolation (see slides 10-16, 21, 29-41)
and in sentence context (slide 23), as well as practicing
spelling the words in conjunction with handwriting fluency
and spelling (slide 7, 20, 22, 43-46). Take slide 9, for exam-
ple. The teacher might say “Today, we will sort these words
based on their spelling patterns. Let us work together to
categorize them into four groups. Afterward, you can
practice individually or with a classmate.” Spelling target
words in isolation offers an opportunity for active retrieval
of spelling patterns and writing letters and words, which
supports the development of word reading and spelling. It
should be noted that students vary in their needs: some
students may not be ready for the specific patterns cov-
ered in the lesson, some may already be familiar with them
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and require more challenging patterns. In such cases,
teachers can adapt the approach in the sample lesson,
and replace target spelling patterns and words with those
that are more appropriate for the students’ needs identi-
fied through formative assessments (e.g., more or less
challenging patterns).

Supporting Higher Order Skills

The need for robust instruction on foundational reading
and writing skills, word reading and spelling, does not entail
that instruction in higher order skills, comprehension and
composition, should be on hold until children master word
reading and spelling skills. Comprehension and composi-
tion skills are on a continuum, initially developing in oral
language context through listening comprehension and
oral composition (see Figure 1), and continuing its devel-
opment in written language context through reading and
writing. Therefore, pausing instruction on comprehension
and composition while focusing solely on word reading and
spelling disserve children. It is crucial to provide instruc-
tion on all aspects of skills and knowledge in Figure 1. The
effects of comprehension and composition instruction in
kindergarten may not be immediately reflected in reading
comprehension and written composition in kindergarten
because reading comprehension and written composi-
tion at this point are largely determined by students’ word
reading and spelling skills. Teaching comprehension and
composition in kindergarten can prevent difficulties from
arising later. Late-emerging reading or writing difficulties
can occur when a student has good word reading and
spelling skills but struggles with comprehension and com-
position. These difficulties may not be noticed until later
grades when reading and writing become more advanced.
Therefore, early instruction of comprehension and com-
position can help identify and address these weaknesses
before they become more challenging to address.

To help primary-grade students and prereaders
develop their comprehension and composition skills,
teachers should engage students with high-quality narra-
tive and informational texts. Depending on the student’s
stage of reading development, the teacher may read aloud
the texts or texts can be read together. Similarly, compo-
sition should be taught via oral and written composition
even in kindergarten where children develop, share, and
write using a variety of emerging forms such as scribbles,
marks, invented spelling, and drawing, and/or cowrite with
teachers to produce stories, opinions, and informational
texts and share them verbally with or without illustra-
tions. Comprehension and composition instruction should
include explicit and systematic teaching of the skills and
knowledge shown in Figure 1, such as vocabulary, sen-
tence structure, higher order cognitive skills, content and
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TEACHING AND LEARNING IN ACTION

domain knowledge, and text structure. Instruction of all
these aspects deserves a substantial space beyond the
present article. Here we present a brief description of an
example lesson on vocabulary and sentence structure les-
son using Google Slides from a unit in Grade 1 SRSD Plus
(see online supplemental materials).

The unit focuses on the following four target vocabulary
words: essential, survive, absorb, and store (verb). The tar-
get words are introduced with visual aids and child-friendly
definitions in slides 4-9. The anchor science text of the
unit contains the target vocabulary words, and vocabulary
words are reviewed consistently. The lesson also includes
explicit instruction in sentence proficiency, with a specific
focus on using adjectives to enhance comprehension of
texts and composing with precision and richness. The con-
cept of adjectives is presented in a child-friendly manner
in slides 11-13. Then, students are given opportunities to
use adjectives accurately in sentence construction and to
combine sentences that include adjectives (e.g., “The eels
swim” and “The eels are speedy” can be combined to form
“The speedy eels swim”; see slides 14-23). Throughout
the lesson, the target words and sentence structures are
linked back to the anchor text and students are reminded
that using accurate words and constructing sentences
with adjectives will make their writing clearer and richer,
and helps their comprehension. This way, the roles of
vocabulary and sentence structures in service of compre-
hension and composition are made explicit.

3. Making Reading—-Writing Connections
Visible

To maximize the synergistic effect of integrated reading
and writing instruction, reading—writing connections should
be made visible and explicit (Kim, 2022; Shanahan, 2016).
Many students do not readily see the connection between
what they learn in the context of reading texts and what
they learn in producing written texts. High-quality inte-
grated teaching involves explicitly facilitating the recog-
nition of the connections between reading and writing to
facilitate transfer of what was learned in reading to writing
and writing to reading (Shanahan, 1988).

The need for making reading—writing connections
explicit is particularly important for reading comprehen-
sion and written composition compared to word reading
and spelling because the extent to which comprehension
and composition draw on the skills and knowledge differ,
and therefore, their relation is not as strong as for word
reading and spelling (Kim, 2020a, 2022; Kim, Wolters,
& Lee, 2024). This means that students are less likely to
transfer skills learned in comprehension to composition
or vice versa. For instance, knowledge of text structure of
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different genres and subgenres supports students’ com-
prehension and composition (both oral and written). In the
narrative genre, text structure is widely known as the story
grammar and includes characters, setting, key events,
problem, and resolution. In informational genre, text struc-
tures vary depending on subgenres such as exposition,
cause and effect, opinion, and persuasion. Many children
may be able to identify main characters, key events, prob-
lem, and resolution after reading stories, but they may
not include these elements in their stories, which result in
lower quality composition.

Let us take an example of making comprehension and
composition connections explicit, using our SRSD Plus
work. As noted earlier, the lessons in each unit evolve
around an anchor science text that includes target vocabu-
lary words, sentence structure, and spelling patterns that
were introduced earlier. Figure 2 is an example anchor text
in Grade 1 for the sample lessons introduced above (see
Harris et al., 2023; Kim, Harris, et al., 2024).

The current SRSD Plus is designed to support compre-
hension of science informational texts and writing com-
positions in response to these texts (i.e., source-based
writing). Therefore, reading comprehension of the given
anchor text is necessary for generating source ideas that
students use in their writing. To support text structure
instruction as part of comprehension and composition
instruction, SRSD Plus uses the acronym for expository
texts TIDE (Topic sentence; big IDeas 1, 2, or 3; Ending;
see Harris et al., 2018). The TIDE elements are introduced
and students practice identifying and marking them in
the text as part of reading comprehension instruction.
In the example text shown above, the yellow sentence is
the topic sentence, the blue sentences are big ideas, and
the green sentence is the ending. Students are explicitly
taught linking words in the sample anchor text, such as
“first,” “another thing,” and “lastly” as part of text structure
instruction and students are asked to circle them. A hook,
an opening statement, is also explicitly taught.

Students are taught to organize ideas from the anchor
text using the acronym TIDE as part of reading compre-
hension activity, and then use it as the planning part of
their composition process (see Harris et al., 2015 for
greater details on TIDE). This directly and explicitly links
and connects comprehension instruction with composi-
tion instruction. Figure 3 is an example of a second-grade
student’s planning sheet using the acronym TIDE, based on
their comprehension of a source text that is different from
the abovementioned anchor text. A verbatim transcrip-
tion of the student’s writing is also presented. The student
used the headings T for Topic sentence, H for Hook, big
ideas, and E for Ending. For each of these elements, the
student wrote down ideas from the source materials. The
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TEACHING AND LEARNING IN ACTION

Figure 2

Sample Anchor Text for Comprehension Instruction (Identifying Topic Sentence [in Yellow], Big Ideas [in Blue],

and Ending [in Green])

What Do Plants Need for Survival?
Have you ever grown plants like corn2g A plant doesn’t grow by itself.
In fact, plants need three essential things fo grow and survive. First,
plants need light from the Sun. Plants absorbs sunlight and use it to
make energy. Another thing a plant needs to survive is soil. Soil stores
the food, water, and air that plants need. Lastly, plants need a place
fo live. A plant needs a place where it can find sunlight, food, water.

Figure 3
Student Planning Sheet, Using the Acronym TIDE

Essay prompt:
Explain the different sounds cats make to communicate with others.

Planning:
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TEACHING AND LEARNING IN ACTION

Verbatim Transcription of Student’s Writing on the Planning
Sheet.

T Cats are very popular.

h (hook) They have a very cool language.

Big ideas.

first of all, the normal sound is a meow.

The second sound is a purr.

A third sound is a chatter.

A final is a hiss.

E If you ever play with a cat listen to its sounds.

student also circled linking words, such as “first of all,” “the
second sound,” “a third sound,” and “finally.”
After instruction on identifying text structure and

using the information for their planning part of the writing

Figure 4

process, students are then taught to compose their writing,
following the structures in the planning sheet. See previous
work on supporting students for sentence skills (Datchuk
et al.,, 2023) and using color-coded graphic organizers to
support the writing process (Ewoldt & Morgan, 2017).
Figure 4 is an example composition by the same student,
along with a verbatim transcription of the content.

To summarize, in these lessons the connections
between reading comprehension and written composition
are made explicit: students are taught text structure, iden-
tified key information aligned with text structure using the
source text to aid their comprehension, and then used this
information for their written composition.

Teachers in our study used these approaches and
found that the approach was feasible in their classrooms
and materials were usable and teacher friendly. The stu-
dents in our studies have improved greatly in their skills
in spelling, vocabulary, sentence proficiency, discourse
knowledge, planning, and different aspects of written com-
position (e.g., quality and amount) in the taught expository

Student-Written Composition Using the Information in the Planning Sheet

Essay prompt:

A L

Explain the different sounds cats make to communicate with others.

hatt cr

1S U

Your essay:
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TEACHING AND LEARNING IN ACTION

Verbatim Transcription of Student’s Writing.

Cat's are very popular. They have a very cool language. The
first sound is a meow. They meow when they are hungry or
need care. The special sound is a purr they purr when you
pet them or when they are hungry. A third sound is a chat-
ter they are excited or hungry. If you play with a cat listen to
it's sounds.

genre (Harris et al., 2023; Kim, Harris, et al., 2024) and even
in the untaught opinion genre (Kim, Harris, et al., 2024).

Closing

Reading and writing are multifaceted and interconnected
processes. Teachers face this complexity in their class-
rooms as they guide students through these processes.
In this article, we discussed the relation between reading
and writing, as well as three principles that can be applied
for effective instruction that integrates both skills along
with illustrative examples for each principle. By offering
students a more straightforward understanding of the
links between reading and writing, they will be equipped
to improve their skills as readers and writers at every
grade level.
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