ABC's of Phonemic Awareness
by Robert Sensenbaugh 


With little or no direct instruction, almost all young children develop the ability to understand spoken language. While most kindergarten children have mastered the complexities of speech, they do not know that spoken language is made up of discrete words, which are made up of syllables, which themselves are made up of the smallest units of sound, called "phonemes." This awareness that spoken language is made up of discrete sounds appears to be a crucial factor in children learning to read.


This article discusses the concept of the awareness that spoken language is made up of discrete sounds, why this concept is so important to early childhood educators, its relation to the debate on the best type of reading instruction, and finally, teaching methods that may help children in developing such an awareness.

What is Phonological/Phonemic Awareness?


Stanovich (1993-94) defines "phonological awareness" as the ability to deal explicitly and segmentally with sound units smaller than the syllable. He also notes that researchers "argue intensely" about the meaning of the term and about the nature of the tasks used to measure it. Harris and Hodges (1995) present a brief essay on phonemic awareness. Another oft-cited source (Adams, 1990) uses "phonemic awareness" almost exclusively.


Phonological awareness sometimes refers to an awareness that words consist of syllables, "onsets and rimes," and phonemes, and so can be considered as a broader notion than phonemic awareness.

Each term is widely used and perhaps (if incorrectly) used interchangeably.

Adams (1990) describes 5 levels of phonemic awareness in terms of abilities: 

· to hear rhymes and alliteration as measured by knowledge of nursery rhymes 

· to do oddity tasks (comparing and contrasting the sounds of words for rhyme and alliteration) n

· to blend and split syllables 

· to perform phonemic segmentation (such as counting out the number of phonemes in a word) 

· to perform phoneme manipulation tasks (such as adding, deleting a particular phoneme and regenerating a word from the remainder). 

Why Is It So Important?


Educators are always looking for valid and reliable predictors of educational achievement. One reason why educators are so interested in phonemic awareness is that research indicates that it is the best predictor of the ease of early reading acquisition (Stanovich, 1993-94), better even than IQ, vocabulary, and listening comprehension.


Phonological awareness is not only correlated with learning to read, but research indicates a stronger statement is true: phonological awareness appears to play a causal role in reading acquisition. Phonological awareness is a foundational ability underlying the learning of spelling-sound correspondences (Stanovich, 1993-94).


Although phonological awareness appears to be a necessary condition for learning to read (children who do not develop phonological awareness do not go on to learn how to read), it is not a sufficient condition. Adams (1990) reviews the research that suggests that it is critical for children to be able to link phoneme awareness to a knowledge of letters.


Once beginning readers have some awareness of phonemes and their corresponding graphic representations, research has indicated that further reading instruction heightens their awareness of language, assisting then in developing the later stages of phonemic awareness mentioned above. Phonemic awareness is both a prerequisite for and a consequence of learning to read (Yopp, 1992).


Instruments to test for a child's phonemic awareness tend to be short, easy to administer, reliable, and valid. Stanovich also provides a quick (7-minute) and easy-to-administer phonological awareness test in an article in which he discusses his career as a researcher. Yopp (1995) presents a similarly brief assessment instrument and offers detailed evidence for its validity and reliability.

Relation to the "Great Reading Wars"


Phonological awareness and its role in beginning reading has the potential to confound supporters at both extremes of the whole language vs. phonics "debate" over reading instruction. Regardless of instructional technique, phonological awareness is an essential element for reading progress (Griffith and Olson, 1992).


Whole language advocates need to admit that not all children develop this necessary ability simply through immersion in a print-rich environment, and that some children will need direct instruction in phonological awareness.


"Phonics first" supporters (and perhaps even "phonics only" supporters) need to admit that teaching students letter-sound correspondences is meaningless if the students do not have a solid visual familiarity with the individual letters and if they do not understand that the sounds (which can be complex, shifting, and notoriously rule-breaking) paired with those letters are what make up words (Adams, 1990).

Teaching Methods


Research indicates that phonological awareness can be taught and that students who increased their awareness of phonemes facilitated their subsequent reading acquisition (Lundberg et al, 1988). Teachers need to be aware of instructional activities that can help their students become aware of phonemes before they receive formal reading instruction, and they need to realize that phonemic awareness will become more sophisticated as students' reading skills develop.

The following recommendations for instruction in phonemic awareness are derived from Spector (1995):

1. At the preschool level, engage children in activities that direct their attention to the sounds in words, such as rhyming and alliteration games. 

2. Teach students to segment and blend. 

3. Combine training in segmentation and blending with instruction in letter-sound relationships. 

4. Teach segmentation and blending as complementary processes. 

5. Systematically sequence examples when teaching segmentation and blending. 

6. Teach for transfer to novel tasks and contexts. 

Yopp (1992) offers the following general recommendations for phonemic awareness activities:

a. Keep a sense of playfulness and fun, avoid drill and rote memorization. 

b. Use group settings that encourage interaction among children. 

c. Encourage children's curiosity about language and their experimentation with it. 

d. Allow for and be prepared for individual differences. 

e. Make sure the tone of the activity is not evaluative but rather fun and informal. 


Spending a few minutes daily engaging preschool, kindergarten, and first-grade children in oral activities that emphasize the sounds of language may go a long way in helping them become successful readers and learners.

Sensenbaugh, R. (June, 1996). Phonemic Awareness: 
An Important Early Step in Learning to Read. ERIC Digest. 
ERIC Clearinghouse on Reading, English, and Communication. 

Teaching Alphabetics

Phonemic Awareness, Letter Knowledge, and Concepts of Print


Phoneme awareness and letter-sound knowledge account for more of the variation in early reading and spelling success than general intelligence, overall maturity level, or listening comprehension. They are the basis for learning an alphabetic writing system.


Children who have poorly developed phonemic awareness at the end of kindergarten are likely to become poor readers. Explicit instruction in sound identification, matching, segmentation, and blending, when linked appropriately to sound-symbol association, reduces the risk of reading failure and accelerates early reading and spelling acquisition for all children.


Teaching these skills well, however, is not as easy as it might seem. Teachers must themselves be aware of speech sounds and how they differ from letters in order to help students acquire awareness of phonemes and the symbols that represent them. There is growing evidence that many adults need explicit instruction about language before they themselves demonstrate the level of sound and spelling awareness needed to teach it well.

In addition, teachers need to understand the developmental progression from spoken word and syllable identification to blending and segmenting all the phonemes in simple words.
Finally, instruction in this domain begins with auditory-verbal exercises to direct children's attention to sound, but phonemes should be linked with letters once children understand that letters represent segments of their own speech. At that point, phoneme awareness becomes part of a well-designed reading or spelling lesson.

The Alphabetic Code: Phonics and Decoding


In addition to phoneme awareness and letter knowledge, knowledge of sound-symbol associations is vital for success in 1st grade and beyond. Accurate and fluent word recognition depends on phonics knowledge. The ability to read words accounts for a substantial proportion of overall reading success even in older readers. Good readers do not depend primarily on context to identify new words. When good readers encounter an unknown word, they decode the word, name it, and then attach meaning. The context of the passage helps a reader get the meaning of a word once a word has been deciphered. The Report of the National Reading Panel states that explicit, systematic, synthetic phonics (in synthetic phonics, children are taught to blend individual speech sounds into words) is significantly more effective than other types of phonics such as incidental, embedded, or whole-to-part phonics. The ability to spell is generally improved with systematic phonics instruction even in children who read relatively well. Instruction in word recognition, moreover, should include not only sound-letter correspondences, but also sight words, syllabication (breaking words into syllables), and morphology (breaking words into meaningful parts). By the end of 2nd grade, students should be able to decode almost any unfamiliar word so that they can attend to uncovering the meaning. The extent to which students will depend on explicit, systematic teaching will vary, but teachers need to be prepared to teach everyone, including those who do not learn to decode with ease. Teachers cannot teach the relationships between speech and print systematically, explicitly, and skillfully unless they themselves understand how spelling represents sounds, syllables, and meaningful parts of words. English is a predictable, albeit complex language that children can approach with confidence if their teachers present the system itself as one with logic and structure.
Teachers need knowledge, guidance, and practice, however, if they are to teach in a way that improves on the ineffective drills and worksheets that may have been misused in the past.    

Excerpted from: The Content of Professional Development. 
(November, 2000). Every Child Reading: A Professional Development Guide. 
Learning First Alliance. Reprinted with permission.


Phonemic Activities for the Preschool or Elementary Classroom
by Marilyn Jager Adams, Barbara R. Foorman, 
Ingvar Lundberg, and Terri Beeler 



This article features the following activities, all of which are designed to stimulate the development of phonemic awareness in preschool and elementary school children. The activities originally appeared in the book Phonemic Awareness in Young Children: A Classroom Curriculum.

Listening to Sequences of Sounds

Objective
To develop the memory and attentional abilities for thinking about sequences of sounds and the language for discussing them.

Materials needed: objects that make interesting, distinctive sounds. Some examples follow:

	PRIVATE
banging on wall/table/lap
blowing
blowing a whistle
blowing nose
clapping
clicking with tongue
closing purse
coloring hard on paper
coughing
crumpling paper
cutting with a knife
cutting with scissors
dropping (various things)
drumming with fingers
eating an apple
folding paper
hammering
hopping
noisy chewing

	
	opening window or drawer
pouring liquid
ringing a bell
rubbing hands together
scratching
sharpening a pencil
slamming a book
smashing crackers
snapping fingers
stamping
stirring with teaspoon
tearing paper
tiptoeing
turning on computer
walking
whistling
writing on board
writing with a pencil



Activity
In this game, the children are challenged first to identify single sounds and then to identify each one of a sequence of sounds. Both will be very important in the language games to come. The children are to cover their eyes with their hands while you make a familiar noise such as closing the door, sneezing, or playing a key on the piano. By listening carefully and without peeking, the children are to try to identify the noise.

Once the children have caught on to the game, make two noises, one after the other. Without peeking, the children are to guess the two sounds in sequence saying, "There were two sounds. First we heard a ____, and then we heard a ____."

After the children have become quite good with pairs of noises, produce a series of more than two for them to identify and report in sequence. Again, complete sentences should be encouraged.

Remember that, to give every child the opportunity to participate mentally in these games, it is important to discourage all children from calling out their answers until they are asked to do so. In addition, both to support full participation and to allow assessment of individual students, it is helpful to switch unpredictably between inviting a response from the whole group and from individual children of your designation.

Note: Because of the importance of the skill exercised through this game, invest special care in noting every child's progress and difficulties. Extra opportunities should be created to work with children who are having trouble with the concept of sequences or in expressing their responses.

Variations
· With the children's eyes closed, make a series of sounds. Then repeat the sequence, but omit one of the sounds. The children must identify the sound that has been omitted from the second sequence.

· Invite the children to make sounds for their classmates to guess.

· These games also offer good opportunities to review, exercise, and evaluate children's use of ordinal terms, such as first, second, third, middle, last. It is worth ensuring that every student gains comfortable, receptive, and expressive command of these terms.


Nonsense

Objective
To develop the children's ability to attend to differences between what they expect to hear and what they actually hear.

Materials needed: book of familiar stories or poems.

Activity
Invite the children to sit down and close their eyes so that they can concentrate on what they will hear. Then recite or read aloud a familiar story or poem to the children but, once in a while, by changing its words or wording, change its sense to nonsense. The children's challenge is to detect such changes whenever they occur. When they do, encourage them to explain what was wrong. As the game is replayed in more subtle variations across the year, it will also serve usefully to sharpen the children's awareness of the phonology, words, syntax, and semantics of language.

As illustrated in the following list, you can change any text in more or less subtle ways at a number of different levels including phonemes, words, grammar, and meaning. Because of this, the game can be profitably and enjoyable revisited again and again throughout the year. Even so, in initial plays of the game, it is important that the changes result in violations of the sense, meaning, and wording of the text that are relatively obvious. Following are some examples of the "nonsense" that can be created within familiar poems and rhymes:

	PRIVATE
Song a sing of sixpence 
	Reverse words 

	Baa baa purple sheep 
	Substitute words 

	Twinkle, twinkle little car 
	Substitute words 

	Humpty Dumpty wall on a sat 
	Swap word order 

	Jack fell down and crown his broke 
	Swap word order 

	One, two shuckle my boo 
	Swap word parts 

	I'm a tittle leapot 
	Swap word parts 

	The eensy weensy spider went up the spouter wat. 
	Swap word parts 

	One, two, buckle my shoe
Five, six, pick up sticks 
	Switch order of events 

	Little Miss Muffet, eating a tuffet
Sat on her curds and whey 
	Switch order of events 

	Goldilocks went inside and knocked on the door. 
	Switch order of events 

	The first little piggy built himself a house of bricks. 
	Switch order of events 


Note: Don't forget to switch unpredictably between asking the whole group or individual children to respond.

Clapping Names

Objective
To introduce the children to the nature of syllables by leading them to clap and count the syllables in their own names.

Activity
When you first introduce this activity, model it by using several names of contrasting lengths. Pronounce the first name of one of the children in the classroom syllable by syllable while clapping it out before inviting the children to say and clap the name along with you. After each name has been clapped, ask "How many syllables did you hear?"

Once children have caught on, ask each child to clap and count the syllables in his or her own name. Don't forget last names, too! It is easy to continue clapping other words and to count the syllables in each. If a name has many syllables, you may need to let children count the syllables as they are clapping.

Variations
· Ask the children to clap and count the syllables of their first and last names together.

· After determining the number of syllables in a name, ask the children to hold two fingers horizontally under their chins, so they can feel the chin drop for each syllable. To maximize this effect, encourage the children to elongate or stretch each syllable.

· As follows, this activity can be done to a rhythmic chant, such as "Bippity, Bippity Bumble Bee":

Bippity, bippity bumble bee, Tell me what your name should be.
(Point to a child; that child responds by giving his name. Class repeats name out loud. Continue with one of the following:
7. "Clap it!" (Children repeat name, enunciating and clapping to each syllable.) 

8. "Whisper it!" (Children whisper each syllable while clapping.) 

9. "Silent!" (Children repeat name, silently enunciating syllables with mouth movement.) 

Finding Things: Initial Phonemes

Objective
To extend children's awareness of initial phonemes by asking them to compare, contrast, and eventually identify the initial sounds of a variety of words.

Materials needed: picture cards

Activity
This game should be played as an extension of Activity 7B: Different Words, Same Initial Phoneme. [Editor's note: this activity is found in the authors' book]. Spread a few pictures out in the middle of the circle. Then ask the children to find those pictures whose names start with the initial sound on which they have just been working. As each picture is found, the child is to say its name and initial phoneme as before (e.g., f-f-f-f-ish, /f-f-f-f/, fish).

Variations
· As the children become more comfortable with the game, spread out pictures from two different sets, asking the children to identify the name and initial phoneme of each picture and to sort them into two piles accordingly.

· Pass pictures out to the children; each must identify the initial phoneme of her or his picture and put it in the corresponding pile. This game works well with small groups.

· Sound-traition: Pass pictures of objects or animals to the children, naming each picture and placing it face down on the table or carpet. Children take turns flipping pairs of pictures right side up and deciding if the initial sounds of the pictures' names are the same. If the initial sounds match, the child selects another pair; otherwise, another child takes a turn. This game works well with small groups.

Word Pairs I: Take a Sound Away (Analysis)

Objective
To help the children to separate the sounds of words from their meanings.

Activity
By showing the children that if the initial phoneme of a word is removed a totally different word may result, this activity further helps children to separate the sounds of words from their meanings. With the children seated in a circle, explain that sometimes when you take a sound away from a word, you end up with a totally different word.

To give the children an example, say "f-f-f-ear," elongating the inital consonant, and have the children repeat. Then say "ear," and have the children repeat. Ask the children if they can determine which sound has been taken away and repeat the words for them (i.e., f-f-f-f-ear…ear…f-f-f-f…ear…ear).

In this way, the children are challenged to attend to the initial phomenes of words even as they come to realize that the presence or absence of the initial phoneme results in two different words. Across days, gradually work up from the easier initial consonants to harder ones. Sample word lists are provided at the end of the chapter.

Note: Most children can identify the "hidden word" but have a great deal of difficulty in identifying what is taken away. Children may also be inclined to produce rhyming words rather than to focus on initial sounds. With this in mind, take care not to flip back and forth between the activities involving rhyming and initial sounds.

Variations
· To help the children notice that the initial sound makes a big difference in the words' meanings, ask them to use each word in a sentence.

· When the children are comfortable with this game, play it with game 7I: Spider's Web. [Editor's note: this activity is found in the authors' book]. 

· Call the children to line up by naming their first names without the initial sound (e.g., [J]-onathon). The children have to figure out whose name has been called and what sound is missing. You may want to delete initial blends as a unit until after blends have been introduced in Chapter 8 (e.g. [St]-anley).

Word Pairs II: Add a Sound (Synthesis)

Objective
To introduce children to the challenge of synthesizing words from their separate phonemes.

Activity
Seat the children in a circle, and begin by explaining that sometimes a new word can be made by adding a sound to a word. As an example, say "ox," and have the children repeat it. Then ask what will happen if they add a new sound to the beginning of the word such as f-f-f-f-f: "f-f-f-f-f…ox, f-f-f-f…ox, f-f-f-f-ox." The children say, "fox!" You should then explain, "We put a new sound on the begininng, and we have a new word!"

Until the children catch on, you should provide solid guidance, asking the children to say the word parts with you in unison (e.g., "ice…m-,-,-,…ice…m-m-m-ice…mice"). Again, it is appropriate to work up gradually, across days, from the easier initial consonants to harder ones and, only after the latter are reasonably well established, to consonant blends (e.g., mile-smile).

Variations
· Invite the children to use each word of a pair in a sentence to emphasize the difference in their meanings.

· When the children are good at this, play it with 7I: Spider's Web. [Editor's note: this activity is found in the authors' book].

Two-Sound Words

Objective
To introduce the children to the challenges of analyzing words into phonemes and of synthesizing words from phonemes.

Materials needed: blocks, two-phoneme word cards

Activity
These two-sound games serve to introduce the procedure and logic of the more difficult phonemic analysis and synthesis activities that follow. In addition, two-sound words provide an unfettered medium for giving children practice with the sounds of the various phonemes, both in isolation and as blended together in phonologically minimal words.

In view of this, it is more helpful to revisit them as needed by individuals or by the group than to dwell too long in any given session. Because of their foundational importance, however, it is critical that every child grasp this concept before moving on to the more advanced activities.

On the first day, it is sufficient to do analysis only. On subsequent days, begin with anlysis and shift to synthesis. Similarly, for the first few days, it is wise to separate play with initial consonant words from play with final consonant words for clarity. Once the children have caught on, the two types of words chould be freely intermixed. Finally, because the short vowels are so much more variable and less distinctive in both sound and articulation, their introduction should be deferred until the children are reasonably comfortable with long-vowel words.

Again, to clarify the children's image of the phonemes and to support their ability to distinguish them one from another, it is valuable to ask them to feel how their mouths change position with each sound or to look at their mouths in a mirror while saying the words. In addition, as in all of the phonemic awareness activities, it is important to ensure that the students are familiar with each word used in these exercises. If you suspect that any of your students are not, it is wise to review the word's meaning and usage.

Note: To play these games, each of the children should have two blocks. In addition, you should have two blocks of your own and a set of pictures of two-phoneme words. Also, before beginning, it is important to have read the introduction to this chapter.

The Analysis Game
A child picks a card and names what it depicts. For this example, let us assume that the child chooses a picture of a hair bow. You would repeat the word, but slowly and with a clear pause (about a half-second interval) between its two phonemes (e.g., "b…ō"). Then all the children should repeat the word in this same manner, "b…ō…." To show that the word bow consists of two separate sounds, the teacher now places blocks in two different colors underneath the picture as she enunciates the sound represented by each.

The children then repeat the word sound by sound while representing the sounds of the word, left to right, with their own blocks. The children should repeat the sounds while pointing to the respective blocks and then the word, pausing slightly less between phonemes with each repetition. (e.g., "b…ō…, bow, b…ō…bow, b…ō, bow, b-ō…bow").

The Synthesis Game
This game is just the reverse of the analysis game and likewise requires that you model the procedure before turning it over to the children. Choose a picture and place it face down so the children cannot see it. Then name the picture, phoneme by phoneme (e.g., "b…ō"), while placing the blocks beneath the picture. While pointing to their own blocks, the children must repeat the phonemes over and over and faster and faster as they did in the analysis game. When they believe they know the identity of the picture they should raise their hands. The teacher may then ask the group or any individual to name the picture. After resolving any disagreements, the picture is held up for all to see.

After modeling several words in this way, pass the challenge to the children. For each new picture, help them agree on its name and give them time to analyze it on their own. To gain a good sense of who is and is not catching on, ask one or more individuals to share his or her solution to each word. Then the whole group should repeat the solution together, voicing the separate phonemes of the word as they point to their corresponding blocks.

Variations
· Extend the exercise to unpictured words. At the outset of each analysis challenge, be sure to use each word in a sentence for the sake of clarity (e.g., "Chew. Please chew your food before you swallow it. Chew.") Similarly, ask the children to use each word in a sentence as part of the wrap-up of each synthesis challenge.

· Later, this game can be used to teach the alphabetic principle by replacing the colored block with letter tokens. If you choose to do so, however, bear in mind that to convey the essential logic of the alphabetic principle, it is best that all words include one letter for each sound, left to right. With this in mind, avoid words with silent letters or digraphs. Use only short vowel words, and, among those, only those that are spelled with two letters (e.g., in and am are fine, but not edge or itch).

Note: All of the words in the following lists consist of only two phonemes. Nevertheless, due to the vagaries of English, the spellings of many involve more than two letters. For this reason, showing the words' spellings will only confuse the issue for now. The following are examples of two-sound words with initial consonants and long vowels:

	PRIVATE
day
hay
jay
may
pay
ray
say
way 
	bee
fee
gee
he
knee
me
pea
see
she
tea
we 
	bye
die
guy
hi
lie
my
pie
rye
sigh
tie
why 
	bow /bō/
doe
go
hoe
low
mow
no
row /rō/
sew /sō/
show
toe 
	boo
chew
coo
do
goo
moo
shoe
two
who
you
zoo 


The following are examples of two-sound words with final consonant sounds and long vowels:

	

	ace
ache
age
aid
ail
aim
ape
eight 
	each
ease
eat
eel 
	ice 
	oak
oat
own 
	


The following are examples of two-sound words with final consonat sounds and short vowels:

	PRIVATE
add
am
an
as
ash
at 
	edge
Ed 
	ick
if
ill
in
is
it
itch 
	odd
off
on 
	up
us 


Troll Talk II: Phonemes

Objective
To reinforce students' ability to synthesize words from their separate phonemes.

Activity
This activity in analogous to that presented in 6E: Troll Talk I: Syllables, [Editor's note: this activity is found in the authors' book] except that the troll describes his treats phoneme by phoneme instead of syllable by syllable. Everyone sits in a circle, and the teacher tells a tale:

Once upon a time, there was a kind, little troll who loved to give people presents. The only catch was that the troll always wanted people to know what their present was before giving it to them. The problem was that the little troll had a very strange way of talking. If he was going to tell a child that the present was a bike, he would say "b…i…k." Not until the child has guessed what the present was would he be completely happy. Now I will pretend to be the troll. I will name a surprise for one of you . When you figure out what it is, it will be your turn. 

Choose one child and pronounce the name of the present, phoneme by phoneme. When the child guesses the word, she or he is to name a present for somebody else. Work up from short (two- and three-sound) words to longer ones as the children become more adept at hearing the sounds. It is best to limit the game to only four or five children on any given day or it becomes a bit long. Examples of gifts include the following:

	PRIVATE
ape
bean
book
bow
bread
brick
broom 
	cheese
desk
dog
dress
eel
glass
ice 
	moose
pan
pea
pen
phone
shoe
skate 
	soap
stool
stump
tie
train
truck 


Note: If the students are not familiar with trolls, then substitute another person or creature from folklore such as a leprechaun, unicorn, or elf.

Variation
· Each child gets from one to three "secret" pictures. They may now give the things in the pictures as "presents," one thing at a time, to another child by sounding out the word. The child who receives the present has to guess what it is before she or he can have the picture.

This article originally appeared in American Educator, Spring/Summer 1998, and was excerpted from Phonemic Awareness in Young Children: A Classroom Curriculum. Reprinted with permission of the authors.

Phonemic Awareness in Young Children

by Marilyn Jager Adams, Barbara R. Foorman, 
Ingvar Lundberg, and Terri Beeler 


Research shows that the very notion that spoken language is made up of sequences of little sounds does not come naturally or easily to human beings. The small units of speech that correspond to letters of an alphabetic writing system are called phonemes. Thus, the awareness that language is composed of these small sounds is termed phonemic awareness.


Research indicates that, without direct instructional support, phonemic awareness eludes roughly 25 percent of middle-class first graders and substantially more of those who come from less literacy-rich backgrounds. Furthermore, these children evidence serious difficulty in learning to read and write (see Adams, 1990, for a review).


Why is awareness of phonemes so difficult? The problem, in large measure, is that people do not attend to the sounds of phonemes as they produce or listen to speech. Instead, they process the phonemes automatically, directing their active attention to the meaning and force of the utterance as a whole.


The challenge, therefore, is to find ways to get children to notice the phonemes, to discover their existence and separability. Fortunately, many of the activities involving rhyme, rhythm, listening, and sounds that have long been enjoyed by preschool-age children are ideally suited for this purpose. In fact, with this goal in mind, all such activities can be used effectively toward helping children develop phonemic awareness.


The purpose of this article is to provide concrete activities that stimulate the development of phonemic awareness in the preschool or elementary classroom. It is based on a program originally developed and validated by Lundberg, Frost, and Petersen (1988) in Sweden and Denmark.


What Research Says About Phonemic Awareness

A child's level of phonemic awareness on entering school is widely held to be the strongest single determinant of the success that she or he will experience in learning to read – or, conversely, the likelihood that she or he will fail (Adams, 1990; Stanovich, 1986). In fact, research clearly shows that phonemic awareness can be developed through instruction, and, furthermore, that doing so significantly accelerates children's subsequent reading and writing achievement (Ball & Blachman, 1991; Blachman, Ball, Black, & Tangel, 1994; Bradley & Bryant, 1983; Byrne & Fielding-Barnsley, 1991, 1993, 1995; Caslte, Riach, & Nicholson, 1994; Cunninghman, 1990; Lundberg et al., 1988; Wallahc & Wallach, 1979; Williams, 1980).


About the Structure of Language

In order to build phonemic awareness in all children, classroom teachers should know a little about the structure of language, especially phonology. Phonology is the study of the unconscious rules governing speech-sound production. In contrast, phonetics is the study of the way in which speech sounds are articulated, and phonics is the system by which symbols represent sounds in an alphabetic writing system.


Phonological rules constrain speech-sound production for biological and environmental reasons. Biological constraints are due to the limitations of human articulatory-motor production. For example, humans are not able to produce the high-frequency vocalizations of whales. Other constraints on our ability to produce speech have to do with the way our brains classify and perceive the minimal units of sound that make a difference to meaning – the units we call phonemes.


The differences between the sounds of two phonemes are often very subtle: Compare /b/ with /p/. Yet, these subtle differences in sound can signal dramatic differences in meaning: Compare bat with pat. Fortunately, because phonemes are the basic building blocks of spoken language, babies become attuned to the phonemes of their native language in the first few months of life. However, this sensitivity to the sounds of the phonemes and the differences between them is not conscious. It is deeply embedded in the subattentional machinery of the language system.


Phonemes are also the units of speech that are represented by the letters of the alphabetic language. Thus, developing readers must learn to separate these sounds, one from another, and to categorize them in a way that permits understanding how words are spelled. It is this sort of explicit, reflective knowledge that falls under the rubric of phonemic awareness. Conscious awareness of phonemes is distinct from the built-in sensitivity that supports speech production and reception. Unfortunately, phonemic awareness is not easy to establish.


Part of the difficulty in acquiring phonemic awareness is that, from word to word and speaker to speaker, the sound of any given phoneme can vary considerably. These sorts of variations in spoken form that do not indicate a difference in meaning are referred to as allophones of a phoneme. For example, in the northern part of the United States, the pronunciation of grease typically rhymes with peace, whereas in parts of the South, it rhymes with sneeze. Similarly, the pronunciations of the vowels vary greatly across regions, dialects, and individuals.


Alternately, variations in spoken form sometimes eliminate phonetic distinctions between phonemes. Thus, for some people, the words pin and pen are pronounced differently with distinct medial sounds corresponding to their distinct vowels. For other people, however, these words are phonetically indistinguishable, leaving context as the only clue to meaning. Indeed, because of variations in the language even linguists find it difficult to say exactly how many phonemes there are in English; answers vary from forty-four to fifty-two.


It is also important to note that phonemes are not spoken as separate units. Rather, they are co-articulated; that is, when we speak, we fuse the phonemes together into a syllabic unit. For example, when we say bark aloud, we do not produce four distinct phonemes: /b/, /a/, /r/, /k/. Instead, our pronunciation of the initial consonant is influenced by the medial vowel, and the medial vowel is influenced by the consonants before and after it. Thus, we talk about r-controlled vowels like the "ar" in bark. Similarly, we speak of nasalized vowels before nasal consonants, such as in the words and, went, and gym. Because these vowels are assimilated into the following consonant in speech, most children have special difficulty representing them as distinct phonemes in reading and spelling, such that, for example, went might be read or spelled as W-E-T.


Consonants as well as vowels are affected by co-articulation. Consider the /t/ and /d/. Say the words write and ride. The /t/ and /d/ sound distinct in these two words. However, now say writer and rider. Now, the medial /t/ and /d/ phonemes are affected by /r/ in consonant blends. Pronounce the following pairs of words: tuck-truck; task-trash; dunk-drunk; dagger-dragon. Children notice the change in /t/ and /d/ when followed by /r/ and represent the phonetic detail with spellings of C-H-R-A-N for train and J-R-A-G-N for dragon.


The phonological awareness activities in this curriculum ask children to listen to the sameness, difference, number, and order of speech sounds. As the previous examples illustrate, such activities can become difficult when the phonetic level of speech does not relate cleanly or directly to the phonemic level. Yet, it is ultimately the phonemic level we are after because it is awareness of phonemes that allows children to understand how the alphabet works – an understanding that is essential to learning to read and spell.


About This Curriculum

The design and sequence of activities in this article are intended to help children acquire a sense of the architecture of their language and the nature of its building blocks. As the children practice synthesizing words from phonemes and analyzing phonemes from words, they are also practicing hearing and saying the phonemes over and over, both in isolation and in context. They are becoming generally familiar with how the different phonemes sound and how they are articulated. They are becoming comfortable with hearing and feeling the identity and distinguishing characteristics of each phoneme, whether spoken in isolation or in the beginning, middle, or end of a variety of words.


Research shows that once children have mastered phonemic awareness in this way, useful knowledge of the alphabetic principle generally follows with remarkable ease – and no wonder: Having learned to attend to and think about the structure of language in this way, the alphabetic principle makes sense. All that's left to make it usable is knowledge of the particular letters by which each sound is represented.

What Works in Alphabetics Instruction

Phonemic Awareness Instruction

Phonemes are the smallest units composing spoken language. For example, the words "go" and "she" each consist of two sounds or phonemes. Phonemes are different from letters that represent phonemes in the spellings of words. Instruction in phonemic awareness (PA) involves teaching children to focus on and manipulate phonemes in spoken syllables and words.


PA instruction is frequently confused with phonics instruction, which entails teaching students how to use letter-sound relations to read or spell words. PA instruction qualifies as phonics instruction when it involves teaching children to blend or segment the sounds in words using letters.


However, children may be taught to manipulate sounds in speech without any letters as well; this does not qualify as phonics instruction. PA is also frequently confused with auditory discrimination, which refers to the ability to recognize whether two spoken words are the same or different.

There are several reasons why the NRP selected PA instruction for review and analysis.


First, correlational studies have identified PA and letter knowledge as the two best school-entry predictors of how well children will learn to read during the first 2 years of instruction. Such evidence suggests the potential importance of PA training in the development of reading skills.


Second, many experimental studies have been carried out to evaluate the effectiveness of PA training in facilitating reading acquisition.


Third, there is currently much interest in PA training programs among teachers, principals, parents, and publishers because of claims about their value in improving children's ability to learn to read.


The initial literature search for studies relevant to PA instruction and training identified 1,962 citations. Following initial review, the Panel identified and further reviewed 78 studies that met the general NRP research methodology criteria. However, on detailed examination, only 52 studies satisfied the more specific NRP research methodology criteria. From these 52 studies, 96 comparisons of treatment and control groups were derived. Data from these comparisons were then entered into a meta-analysis to determine treatment effect sizes.


Findings and Determinations

The results of the meta-analysis were impressive. Overall, the findings showed that teaching children to manipulate phonemes in words was highly effective under a variety of teaching conditions with a variety of learners across a range of grade and age levels and that teaching phonemic awareness to children significantly improves their reading more than instruction that lacks any attention to PA.


Specifically, the results of the experimental studies led the Panel to conclude that PA training was the cause of improvement in students' phonemic awareness, reading, and spelling following training. The findings were replicated repeatedly across multiple experiments and thus provide converging evidence for causal claims. While PA training exerted strong and significant effects on reading and spelling development, it did not have an impact on children's performance on math tests. This indicates that halo/Hawthorne (novelty) effects did not explain the findings and that indeed the training effects were directly connected with and limited to the targeted domain under study.


Importantly, the effects of PA instruction on reading lasted well beyond the end of training. Children of varying abilities improved their PA and their reading skills as a function of PA training.


PA instruction also helped normally achieving children learn to spell, and the effects lasted well beyond the end of training. However, the instruction was not effective for improving spelling in disabled readers. This is consistent with other research showing that disabled readers have difficulty learning how to spell.


Programs in all of the studies provided explicit instruction in phonemic awareness. Specifically, the characteristics of PA training found to be most effective in enhancing PA, reading, and spelling skills included explicitly and systematically teaching children to manipulate phonemes with letters, focusing the instruction on one or two types of phoneme manipulations rather than multiple types, and teaching children in small groups.


PA instruction is ready for implementation in the classroom, but teachers should keep in mind several cautions.


First, PA training does not constitute a complete reading program. Rather, it provides children with essential foundational knowledge in the alphabetic system. It is one necessary instructional component within a complete and integrated reading program. Several additional competencies must be acquired as well to ensure that children will learn to read and write.


Second, there are many ways to teach PA effectively. In implementing PA instruction, teachers need to evaluate the methods they use against measured success in their own students.


Third, the motivation of both students and their teachers is a critical ingredient of success. Research has not specifically focused on this.


Phonics Instruction

Phonics instruction is a way of teaching reading that stresses the acquisition of letter-sound correspondences and their use in reading and spelling. The primary focus of phonics instruction is to help beginning readers understand how letters are linked to sounds (phonemes) to form letter-sound correspondences and spelling patterns and to help them learn how to apply this knowledge in their reading.


Phonics instruction may be provided systematically or incidentally. The hallmark of a systematic phonics approach or program is that a sequential set of phonics elements is delineated and these elements are taught along a dimension of explicitness depending on the type of phonics method employed. Conversely, with incidental phonics instruction, the teacher does not follow a planned sequence of phonics elements to guide instruction but highlights particular elements opportunistically when they appear in text.


Types of Phonics Instructional Methods and Approaches

This table depicts several different types of phonics instructional approaches that vary according to the unit of analysis or how letter-sound combinations are represented to the student. For example, in synthetic phonics approaches, students are taught to link an individual letter or letter combination with its appropriate sound and then blend the sounds to form words. In analytic phonics, students are first taught whole word units followed by systematic instruction linking the specific letters in the word with their respective sounds.


Phonics instruction can also vary with respect to the explicitness by which the phonic elements are taught and practiced in the reading of text. For example, many synthetic phonics approaches use direct instruction in teaching phonics components and provide opportunities for applying these skills in decodable text formats characterized by a controlled vocabulary. On the other hand, embedded phonics approaches are typically less explicit and use decodable text for practice less frequently, although the phonics concepts to be learned can still be presented systematically.

 
Phonics Instructional Approaches

Analogy Phonics-Teaching students unfamiliar words by analogy to known words (e.g., recognizing that the rime segment of an unfamiliar word is identical to that of a familiar word, and then blending the known rime with the new word onset, such as reading brick by recognizing that -ick is contained in the known word kick, or reading stump by analogy to jump).

Analytic Phonics-Teaching students to analyze letter-sound relations in previously learned words to avoid pronouncing sounds in isolation.

Embedded Phonics-Teaching students phonics skills by embedding phonics instruction in text reading, a more implicit approach that relies to some extent on incidental learning.

Phonics through Spelling-Teaching students to segment words into phonemes and to select letters for those phonemes (i.e., teaching students to spell words phonemically).

Synthetic Phonics-Teaching students explicitly to convert letters into sounds (phonemes) and then blend the sounds to form recognizable words.


Findings and Determinations

The meta-analysis revealed that systematic phonics instruction produces significant benefits for students in kindergarten through 6th grade and for children having difficulty learning to read. The ability to read and spell words was enhanced in kindergartners who received systematic beginning phonics instruction. First graders who were taught phonics systematically were better able to decode and spell, and they showed significant improvement in their ability to comprehend text. Older children receiving phonics instruction were better able to decode and spell words and to read text orally, but their comprehension of text was not significantly improved.


Systematic synthetic phonics instruction (see table for definition) had a positive and significant effect on disabled readers' reading skills. These children improved substantially in their ability to read words and showed significant, albeit small, gains in their ability to process text as a result of systematic synthetic phonics instruction. This type of phonics instruction benefits both students with learning disabilities and low-achieving students who are not disabled. Moreover, systematic synthetic phonics instruction was significantly more effective in improving low socioeconomic status (SES) children's alphabetic knowledge and word reading skills than instructional approaches that were less focused on these initial reading skills.


Across all grade levels, systematic phonics instruction improved the ability of good readers to spell. The impact was strongest for kindergartners and decreased in later grades. For poor readers, the impact of phonics instruction on spelling was small, perhaps reflecting the consistent finding that disabled readers have trouble learning to spell.


Although conventional wisdom has suggested that kindergarten students might not be ready for phonics instruction, this assumption was not supported by the data. The effects of systematic early phonics instruction were significant and substantial in kindergarten and the 1st grade, indicating that systematic phonics programs should be implemented at those age and grade levels.


The NRP analysis indicated that systematic phonics instruction is ready for implementation in the classroom. Findings of the Panel regarding the effectiveness of explicit, systematic phonics instruction were derived from studies conducted in many classrooms with typical classroom teachers and typical American or English-speaking students from a variety of backgrounds and socioeconomic levels.


Thus, the results of the analysis are indicative of what can be accomplished when explicit, systematic phonics programs are implemented in today's classrooms. Systematic phonics instruction has been used widely over a long period of time with positive results, and a variety of systematic phonics programs have proven effective with children of different ages, abilities, and socioeconomic backgrounds.


Discussion


These facts and findings provide converging evidence that explicit, systematic phonics instruction is a valuable and essential part of a successful classroom reading program. However, there is a need to be cautious in giving a blanket endorsement of all kinds of phonics instruction.


It is important to recognize that the goals of phonics instruction are to provide children with key knowledge and skills and to ensure that they know how to apply that knowledge in their reading and writing. In other words, phonics teaching is a means to an end.


To be able to make use of letter-sound information, children need phonemic awareness. That is, they need to be able to blend sounds together to decode words, and they need to break spoken words into their constituent sounds to write words. Programs that focus too much on the teaching of letter-sound relations and not enough on putting them to use are unlikely to be very effective.


In implementing systematic phonics instruction, educators must keep the end in mind and ensure that children understand the purpose of learning letter sounds and that they are able to apply these skills accurately and fluently in their daily reading and writing activities.


Of additional concern is the often-heard call for "intensive, systematic" phonics instruction. Usually the term "intensive" is not defined. How much is required to be considered intensive?


In addition, it is not clear how many months or years a phonics program should continue. If phonics has been systematically taught in kindergarten and 1st grade, should it continue to be emphasized in 2nd grade and beyond? How long should single instruction sessions last? How much ground should be covered in a program? Specifically, how many letter-sound relations should be taught, and how many different ways of using these relations to read and write words should be practiced for the benefits of phonics to be maximized? These questions remain for future research.


Another important area is the role of the teacher. Some phonics programs showing large effect sizes require teachers to follow a set of specific instructions provided by the publisher; while this may standardize the instructional sequence, it also may reduce teacher interest and motivation.


Thus, one concern is how to maintain consistency of instruction while still encouraging the unique contributions of teachers. Other programs require a sophisticated knowledge of spelling, structural linguistics, or word etymology. In view of the evidence showing the effectiveness of systematic phonics instruction, it is important to ensure that the issue of how best to prepare teachers to carry out this teaching effectively and creatively is given high priority.


Knowing that all phonics programs are not the same brings with it the implication that teachers must themselves be educated about how to evaluate different programs to determine which ones are based on strong evidence and how they can most effectively use these programs in their own classrooms. It is therefore important that teachers be provided with evidence-based preservice training and ongoing inservice training to select (or develop) and implement the most appropriate phonics instruction effectively.


A common question with any instructional program is whether "one size fits all." Teachers may be able to use a particular program in the classroom but may find that it suits some students better than others. At all grade levels, but particularly in kindergarten and the early grades, children are known to vary greatly in the skills they bring to school. Some children will already know letter-sound correspondences, and some will even be able to decode words, while others will have little or no letter knowledge.


Teachers should be able to assess the needs of the individual students and tailor instruction to meet specific needs. However, it is more common for phonics programs to present a fixed sequence of lessons scheduled from the beginning to the end of the school year. In light of this, teachers need to be flexible in their phonics instruction in order to adapt it to individual student needs.


Children who have already developed phonics skills and can apply them appropriately in the reading process do not require the same level and intensity of phonics instruction provided to children at the initial phases of reading acquisition. Thus, it will also be critical to determine objectively the ways in which systematic phonics instruction can be optimally incorporated and integrated in complete and balanced programs of reading instruction. Part of this effort should be directed at preservice and inservice education to provide teachers with decision-making frameworks to guide their selection, integration, and implementation of phonics instruction within a complete reading program.


Teachers must understand that systematic phonics instruction is only one component--albeit a necessary component--of a total reading program; systematic phonics instruction should be integrated with other reading instruction in phonemic awareness, fluency, and comprehension strategies to create a complete reading program.


While most teachers and educational decision-makers recognize this, there may be a tendency in some classrooms, particularly in 1st grade, to allow phonics to become the dominant component, not only in the time devoted to it, but also in the significance attached. It is important not to judge children's reading competence solely on the basis of their phonics skills and not to devalue their interest in books because they cannot decode with complete accuracy. It is also critical for teachers to understand that systematic phonics instruction can be provided in an entertaining, vibrant, and creative manner.


Systematic phonics instruction is designed to increase accuracy in decoding and word recognition skills, which in turn facilitate comprehension. However, it is again important to note that fluent and automatic application of phonics skills to text is another critical skill that must be taught and learned to maximize oral reading and reading comprehension. This issue again underscores the need for teachers to understand that while phonics skills are necessary in order to learn to read, they are not sufficient in their own right. Phonics skills must be integrated with the development of phonemic awareness, fluency, and text reading comprehension skills.

Excerpted from: National Reading Panel. (April, 2000). 
Report of the National Reading Panel. Teaching Children to Read: 
An Evidence-Based Assessment of the Scientific Research 
Literature on Reading and Its Implications for Reading
 Instruction. National Institute of Child Health and Human Development. 

Tuning In to the Sounds in Words
by Bruce Murray 


Thinking about the sounds in words is an unnatural act. From our earliest experiences we learn to "see through" the sounds of language to think about meaning. For instance, we learn to focus not on the sounds /mä/mE/, but on that warm, cuddly person, Mommy. But to learn to read, children must refocus on the sounds of words, a "metalinguistic shift." 

Onset-rime blending


To help children think about words as sound, we can help them break words into smaller parts. One way to break down the syllable is into onset (everything before the vowel) and rime (the vowel and everything after it). For example, sleep could be broken into /sl/ and /eep/.


Rhyming means blending a new onset to an old rime. Before children can produce rhymes, they need a great deal of experience recognizing rhymes. Listening to rhyming stories, reciting rhyming poetry, and singing rhyming songs should be daily activities in the early childhood classroom.


Children can first try making rhymes by blending a single onset to a variety of words. For example, they could play Silly Sally, where they blend /s/ to the rime of each word. The teacher names an object (e.g., cup), and the children change the onset to /s/ (e.g., sup). This might make sense (me, see; bite, sight) or nonsense (mouse, souse; bike, sike). Any phoneme could become the onset in such a game. You can play Silly Billy, Silly Curly, Silly Dolly, etc.

Body-coda blending


The vowel is the loudest part of the syllable (the peak). You can always stretch the vowel and say it out loud. Children find it fairly easy to break a syllable on either side of the loud vowel. For instance, they might break the word flight into fl-ight or into fligh-t.


When we talk about the body of a syllable, we are referring to all of the phonemes through the vowel. Any consonants that come after the vowel is called the coda. For example, in the word dream, /drE/ is the body of the syllable and /m/ is the coda.

Here are two ways to break up the word blast: /bl/ /a/ /st/ 

Onset (bl) Rime (ast)
Body (bla) Coda (st)


There is an important payoff for this new terminology: Body-coda blending is easier than onset-rime blending. This is because onsets are often highly distorted during blending.


For example, if we ask a child to blend d-ice, it is very difficult to pronounce /d/ without considerable distortion. Because /d/ involves the vocal cords, it takes some vowel to pronounce /d/ (we usually add a schwa /u/), and this artificial voicing interferes with blending in the actual vowel. However, there is no distortion of consonants in the coda. Thus, di-ce is a very easy blend.


In general, the easiest way to blend in decoding is body-coda, e.g., swee-t. Onset-rime blending (sw-eet) is usually harder, but at least there are only two parts to blend. Phoneme blending is harder still, because there may be 3, 4, 5, or 6 phonemes to blend in a single syllable. Thus, a natural progression is to begin with body-coda blending, progress to onset-rime blending, and finish with phoneme blending.

Ways to practice blending


One way to practice blending is to play a guessing game called Secret Code. The teacher could turn an illustrated word face down and say its body and coda, e.g., ha-t. When a student blends the phonemes and guesses the word, the teacher shows the picture.


This game also works well with riddles, which don't require pictures. For example, the teacher could say, "I'm thinking of the animal Bo Peep lost. It's a shee-p." Note that these examples are especially easy because they feature body-coda blending, the easiest kind. Later the teacher could give onset and rime (sh- eep), and for the final challenge, all the phonemes (sh-ee-p).
Excerpted from: Murray, B. (1999). 
Tuning into the Sounds in Words. The Reading Genie, 
www.auburn.edu/~murraba/. Auburn University. 

PHONICS APPROACH

In the Phonics Approach to reading word recognition is taught by using the grapheme-phoneme association method.   A grapheme is the written letter (what you see on paper).  A phoneme is the sound that the letter represents (what you hear).  Learners are taught the vowels, consonants and blends.  They are then taught to combine the sounds and blend them into words. In this way the learner can read unfamiliar words by using the association of speech sounds with certain letters or groups of letters. The early introduction of a phonics programme as part of an overall reading approach has become an almost universal practice in the  teaching of reading.  The phonics approach can be added to a basal reading approach as well as the language experience approach as soon as learners have mastered a basic sight vocabulary of about 50 – 100 words.

There are two phonics methods; the synthetic and the analytic methods.

Using the synthetic method the sounds are taught in isolation, they learn that the letter represents a certain sound, e.g. b = buh, and must then learn to blend the sounds to form words or, in other words, synthesize.  The analytical method, on the other hand, teaches the sound as part of a word, e.g. b as in bat.  The learners learn the new words as the phonic elements are introduced to them.   Although the two phonic approaches differ, the end result is the same, as they teach the learner word- attack skills based on a grapheme-phoneme approach.  Using this approach a learner will soon able to read independently.

There are a few disadvantages to the phonics approach. Some learners may struggle to combine and blend the sounds into words. Learners may focus so much on the pronunciation of words that comprehension of the sentence or paragraph is lost.  The exceptions to the basic phonic rules may also confuse learners.

However, beginning readers may find the use of phonics in their reading very helpful.  It can also be used as a support technique if a learner has sufficient sight vocabulary, but finds it difficult to analyze.

The sequence below for the teaching of phonics comes from Spache and Spache. 

Simple Consonants


b,   p,   m,  w,  h,  d,  t,  n,  hard g (gate),  k,  hard c (cake),  y (yet),  f  (for) 

More Difficult Consonants


v,   l,   z (zoo),  s (sat),  r,  c (cent),  q (kw),  x (ks),  j,  g (engine),  s (as) 

Consonant Blend and Digraphs


ck,   ng,   th (the),  zh,  sh,   th (thin),  wh,  ch 

Simple Consonants with l, r, p, or t, as bl, pl, gr, br, sp, st, tr, thr, str, spl, scr, and others as they appear

Short Vowels


a (hat),   e (get),   i (sit),  o (top),  u (cup),  y (happy) 

Long Vowels


a (cake),  e (be),   i (five),  o (old),   u (mule),  k,  y (cry 

Silent Letters


k (knife),   w (write),   l (talk),  t (catch),  g (gnat),  c (black),  h (hour)

Vowel Digraphs


ai (pail),   ea (each),  oa (boat),  ee (bee),  ay (say),  ea (dead) 

Vowel Diphthongs

au (auto),   aw (awful),   oo (moon),  oo (wood),  ow  (cow),  ou (out),  

oy (boy),  ow (low)

Vowels with r


ar (car),   er (her),   ir (bird),  or (corn),  ur  (burn) 

Same as l and w 
Phonograms

ail,  ain,  all,   and,   ate,  ay,  con,  eep,  ell,  en,  er,  est,  ick,  ight,  ill,  in,  ing,  ock,  ter, tion 

Alternatives – ake,   ide,   ole,  ine,  it,  ite,  le,  re,  ble
Phonetic rules:   

Consonants

1. When c is frequently followed by e,  I,  or y, it has the sound of s, as in  race, city, fancy.

2. Otherwise, c has the sound of k, as in come, attic.

3. G followed by e, i, or y sounds soft like j as in gem.
4. Otherwise g sounds hard, as in gone.

5. When c and h are next to each other, they make only one sound.

6. Ch is usually pronounced as it is in kitchen, not like sh (in machine).

7. When a word ends in ck, it has the same last sound, as in look.

8. When two of the same consonants are side by side, only one is heard, as in butter.

9. Sometimes s had the sound of z, as in raisin, music.

10. The letter x has the sounds of ks or k and s, as in box, taxi.

Vowels 

11. When a consonant and y are the last letters in a one-syllable word, the y has the long i sound, as in cry, by.  In longer words the y has the long e sound, as in baby.

12. The r gives the preceding vowel a sound that is neither long nor short, as in car, far, fur and fir. The letters l and w have the same effect.

Vowel Digraphs and Diphthongs

13. The first vowel is usually long and the second silent in oa, ay, ai, and ee, as in boat, say, gain, feed.

14. In ea the first letter may be long and the second silent, or it may have the short e sound, as in bread.

15. Ou, has two sounds:  one is the long sound of o;  the other is the ou sound, as in own or cow.

16. These double vowels blend into a single sound:  au, aw, oi, oy, as in auto, awful, coin, boy.

17. The combination ou has a schwa sound, as in vigorous, or a sound as in out.

18. The combination oo has two sounds, as in moon and as in wood.
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