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III. EMERGENT LITERACY – READING DOMAIN 

A. Motivation to Read Skills 

To ensure that all children enter school ready to learn, early education efforts must encourage emergent literacy. 
When optimal conditions exist in a child’s environment, literacy develops naturally, and one of the goals of early 
education must be cultivating that optimal environment. Prekindergarten children benefit from classroom 
activities and environments that create an association between reading and feelings of pleasure and enjoyment, 
as well as learning and skill development. These early experiences will come to define their assumptions and 
expectations about becoming literate and influence their motivation to work toward learning to read and write. 
Children may have difficulty comprehending read alouds or listening to stories without any background support, 
particularly if they have limited experiences with the concepts included in the story or text .ELL children benefit 
from repetitive exposure to pictures and other media pertinent or associated with the content of stories read 
aloud in English. ELL children also will benefit from making connections to text in their home language for better 
comprehension when bilingual strategies are used to facilitate comprehension during readings of English text 
(LEER MAS, 2001). 

By around 48 
Months of Age 

End of 
Prekindergarten 
Year Outcomes 

Examples of Child Behaviors Examples of Instructional 
Strategies 

Child enjoys being 
read to and knows 
when a favorite 
story has a part 
left out. 

III.A.1. 

Child engages in 
pre‐reading and 
reading‐related 
activities. 

 

The child: 
• repeats or “chimes in” on 

repeated parts of 
predictable stories. 

• engages in acting out a read 
aloud during circle time or 
small‐group instruction 

• re‐enacts a favorite story 
with puppets, props, or felt 
board characters. 

• asks a teacher to re‐read a 
favorite book. 

• holds a book right side up 
and turns the pages one at 
a time 

• verbalizes while looking at 
pictures and turning pages 
of a book  
 

The teacher: 
• reads books with storylines and 

characters that are easy for the 
child to understand, remember, 
and re‐enact.  

• reads books with repeated 
parts and encourages the child 
to join in during the reading. 

• discusses what the author and 
illustrator do. 

• rereads favorite books that the 
child engages and interacts 
with. 

• uses shared, interactive, 
guided, and independent 
reading to demonstrate and 
discuss appropriate reading 
behaviors (starting location, left 
to right movement across print, 
return sweep, voice/print 
matching) on materials such as 
lists, menus, songs, signs, and 
charts (with print large enough 
for children to see). 
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By around 48 
Months of Age 

End of 
Prekindergarten 
Year Outcomes 

Examples of Child Behaviors Examples of Instructional 
Strategies 

Child enjoys 
looking at books 
and telling a story 
from the pictures 
or from memory. 

 

III.A.2. 

Child self‐selects 
books and other 
written materials 
to engage in pre‐
reading 
behaviors. 

 

The child: 
• chooses a book 

independently and returns it 
to the shelf when the 
“reading” is complete. 

• holds a book right‐side‐up 
and turns the pages one at a 
time in a way that will not 
damage the book. 

• selects and interacts with a 
“book” in a software 
program by clicking on the 
appropriate icon, moving 
through the program, and 
closing the program when 
finished. 

• listens to audio books 
following along in the book 
and turning the pages at the 
appropriate time. 

• handles and cares for books 
in a respectful manner. 

• reads a book to a doll or 
stuffed animal at the library 
or dramatic play center. 

• selects the reading/library 
center during free play. 

The teacher 
• models and discusses 

appropriate book handling 
behaviors in an ongoing way. 

• creates a warm comfortable 
place for children to engage in 
independent pretend reading. 

• teaches children to use 
technology‐based text 
materials and provides 
opportunities for use. 

• includes both fiction and 
nonfiction books in read aloud 
selections and reading/library 
center. 

• places books (and 
manipulatives) that have been 
read and acted out in centers 
for children to have access to 
during independent play. 

• places concept or theme‐
related books in each center to 
supplement center and project 
activities (books on buildings or 
bridges in the block area, 
menus and cookbooks in 
dramatic play, books on plants 
in the science center). 

Child notices 
environmental 
print and connects 
meaning to it. 

III.A.3. 

Child recognizes 
that text has 
meaning.  

 

The child: 
• asks the meaning of text 

such as posters, charts, or 
digital materials 
encountered throughout 
the classroom or school). 

• asks or notices what a note 
from home says. 

• asks or notices the meaning 
of the writing such as on a 
food container or signs. 

• generates 
purposeful/authentic print.  

 

The teacher: 
• models using information 

gained from print (makes play 
dough by following a recipe, 
talks about insects having six 
legs and spiders having eight 
legs after reading a nonfiction 
book about spiders). 

• encourages children to ask 
questions about what 
information can be learned 
from print and the purposes 
of written language. 

• models using print to find the 
answers to questions children 
ask (“Let’s look in this book to 
see if we can find out how the 
caterpillar turns into a 
butterfly.”). 
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By around 48 
Months of Age 

End of 
Prekindergarten 
Year Outcomes 

Examples of Child Behaviors Examples of Instructional 
Strategies 

The teacher: 
• discusses what is happening 

in pictures, but emphasizes 
that the print is what is read. 

• discusses meanings of 
new/unusual words and 
passages before and after 
reading text. 

• provides opportunities and 
encourages the child to create 
and use purposeful/authentic 
print. 
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III. EMERGENT LITERACY – READING DOMAIN 

B. Phonological Awareness Skills 

Phonological awareness is an auditory skill that involves an understanding of the sounds of spoken language. This 
sensitivity to the sound structure of language is highly predictive of success in beginning reading.  Phonological 
awareness generally develops from sensitivity to large units of sound, like words and syllables, to sensitivity to 
smaller units of sound, like individual phonemes. For example, children are able to detect and manipulate words 
in phrases before they can detect or manipulate syllables, and they can detect and manipulate syllables before 
they can detect or manipulate phonemes or individual sounds in words.  Task difficulty is another important 
consideration in phonological awareness development and instruction.  Easier tasks include identification and 
synthesis (e.g., blending).  More challenging tasks require analysis (e.g., segmenting, deletion). Phonological 
awareness includes being able to recognize individual words in a spoken sentence, blending and dividing words 
into syllables (beginning with compound words which, because each syllable has meaning connected to, are 
easier for children to work with), adding and taking those meaningful units, recognizing and producing rhyming 
words, identifying words that sound the same at the beginning, and for some children, blending words at the 
phoneme or single sound level. It is important to remember that letter knowledge (e.g., letter-sound 
correspondence) and phonological awareness acquisitions work together, with skill development in one area 
reinforcing development in the other.  Phonological awareness represents a crucial step toward understanding 
that letters or groups of letters can represent phonemes or sounds (the alphabetic principle). Because 
phonological awareness development begins before children learn letter-sound correspondences, fostering 
phonological awareness development 
does not necessarily require the use of 
print.  However, once letter knowledge 
begins to develops, children can 
benefit from inclusion of letters in 
phonological awareness activities.  
Some basic proficiency in English may 
be prerequisite to the development of 
phonological awareness in English for 
first- and second-language learners. 
ESL children draw upon their 
phonological awareness skills in their 
first language when developing 
phonological awareness in a second 
language. Research demonstrates that 
phonological awareness in English and 
Spanish are highly related in bilingual 
children; therefore children in 
Bilingual/ESL instruction should benefit 
from being simultaneously taught similar phonological awareness skills in both languages. Manipulating individual 
sounds, or phonemes, in words is the highest level of phonological awareness.  Although some prekindergarten 
children may be able to perform simple manipulations with individual phonemes (e.g., removing /s/ from seat 
makes eat), it is not appropriate to expect all prekindergarten children to be able to perform difficult 
manipulations with individual phonemes (e.g., segmenting “stack” into its four constituent phonemes, i.e., /s/ /t/ 
/æ/ /k/). The above Developmental Timeline represents the most current research concerning when children 
normally develop various phonological awareness skills. 

67



Source: Anthony, Jason L.; C.J. Longian; K. Driscoll; B.M. Phillips. 2003. “Phonological Sensitivity: A quasi-parallel 
progression of word structure units and cognitive operations.” Reading Research Quarterly, Vol. 38, 470-487. 

The Spanish Phonological Awareness Continuum 

 

By around 48 
Months of Age 

End of 
Prekindergarten 
Year Outcomes 

Examples of Child Behaviors Examples of Instructional 
Strategies 

Note:  Phonological 
awareness is just 
beginning to 
develop between 
the ages of 36 and 
60 months.  
Children should be 
engaged in 
listening to books, 
poems, nursery 
rhymes, and songs 
that feature rhyme 
and alliteration.  

III.B.1. 

Child separates 
a normally 
spoken four‐
word sentence 
into individual 
words. 

The child: 
• repeats a sentence spoken by 

the teacher, stepping forward 
as the word he is assigned is 
spoken in the sentence. 

• says (and repeats) a sentence 
so she has the sentence in her 
head, segments each word one 
from the other using objects, 
fingers, or even bodies to stand 
for each individual word in the 
sentence (as the child says, “I 
like petting dogs,” he holds up a 
finger or moves a counter for 
each word as it is said.). 

The teacher: 
• models sentence segmenting 

with two word sentences (such 
as “I jump.”). 

• encourages children to 
segment more difficult 
sentences with more words 
and words with more than one 
syllable. 

• connects a child’s name to a 
single movement (word) to 
help children understand the 
concept of word (“Vanessa is 
one person, one word, so we 
move one time.”). 

 III.B.2. 

Child combines 
words to make a 
compound 
word. 

The child: 
• creates a new word by putting 

two words together to make 
compound words (“dog” + 
“house” = “doghouse” ; Spanish 
examples: “lava” + “manos” =  
“lavamanos”; “toca” + “discos” 
= “tocadiscos”; “arco” + “iris”  = 
“arcoiris”; “saca” + “puntas” = 
“sacapuntas”). 

• uses picture cards to create 
compound words. 

 
 
 
 
 

The teacher: 
• demonstrates using compound 

word puzzles and picture cards 
when practicing blending and 
taking apart compound words 
they say aloud. 

• provides compound word 
puzzles and picture cards for 
children to use in independent 
play practice. 

 
 
 
 
 
 
 

Phonemic Awareness Blending and Segmenting Individual

Onset-Rime Blending and Segmenting

Syllable Blending and Segmenting

Sentence Segmenting

Rhyming/Alliteration (LEER MAS, 2001)
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