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• User-friendly text

• Plentiful charts and tables

Connect to Theory 

• Interactive  activities for the reader 

• Opportunities to review and interpret content

The Vocabulary Handbook combines the best features of an academic

text and a practical hands-on teacher’s guide. Starting with the introduc-

tion, each chapter of the handbook examines a component of effective

vocabulary instruction.

W H A T ?  •  W H Y ?  •  W H E N ?  •  H O W ?  

A B O U T  T H E  V O C A B U L A R Y  H A N D B O O K

what?

why?

when?

how?

For educators at every level, 

the Vocabulary Handbook is a

comprehensive reference about

vocabulary instruction. Organized

according to the elements of

explicit instruction (what? why?

when? and how?), the handbook

includes both a research-informed

knowledge base and practical

sample lesson models. 

a thorough but concise graphic

explanation of research-based

content and practices

a readable summary of

scientifically based research,

selected quotes from

researchers, and a bibliography 

of suggested reading

information about instructional

sequence, assessment and

intervention strategies, and

standardized vocabulary tests

sample lesson models providing 

a bridge between research and

practice, and making explicit

instruction easy

95

Since students frequently have difficulty using the dictionary

to find definitions of unknown words, they need to be taught

how to work effectively with a tool that they will use through-

out their school years and that many adults use almost daily

(Graves et al. 2004; Miller and Gildea 1987). This sample lesson

model can be adapted and used to enhance dictionary-use

instruction in any commercial reading program.

Direct Explanation
Tell students that they are going to be learning how to use a

dictionary to define, clarify, and confirm the meaning of unfa-

miliar words. Explain that it is worthwhile to learn how to

find the correct definition in the dictionary and that using the

dictionary isn’t always as simple as it may seem.

Say: You don’t just use a dictionary to look up a word you’ve never

seen or heard of before. Often you look up a word that you think

you already know but whose actual meaning you want to discover.

Sometimes you know what a word means but you want to get a

more exact definition. Sometimes you are not exactly sure what

a word means and you want to confirm that you are using it cor-

rectly. Wondering about words is a good start when it comes to using

a dictionary. Anytime you use a word and think, “Does that word

mean what I think it means?” you can reach for a dictionary and

find out.

94
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Using the Dictionary
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Dictionary Use

Benchmark

• ability to effectively use the

dictionary to define words in

context

Grade Level

• Grade 2 and above

Prerequisite

• knowing how to locate words 

in a dictionary

Grouping

• whole class

• small group or pairs

Sample Texts

• “Weekend Campout” (Resources)

• “Percussion Instruments”

(Resources)

Materials

• dictionaries

• transparency of “Weekend

Campout”

• transparency of “Percussion

Instruments”

• overhead transparency markers

• Vocabulary Hotshot Notebooks

Word-Learning Strategies how?

Display Guidelines for Using the Dictionary, such as the ones

shown above. Discuss the guidelines aloud, explaining each one

of the points. Make sure that students understand the kinds of

information they can derive from a dictionary definition.

Teach/Model
Display a transparency of “Weekend Campout.” Underline the

word pitch in the fourth sentence. Tell students that you are

going to show them how to use a dictionary to determine the

meaning of the word pitch. Explain that they might have a feel

for what the word pitch means without being exactly sure. Then

read aloud the following sentence:

The first entry that you find for a word might not be the one 

you are looking for. Make sure you have found and read all the

entries for a word.

When you find the right entry, read all the different meanings,

or definitions, that the dictionary gives for the word. Do not just

read part of the entry.

Choose the dictionary meaning that best matches the context 

in which the word is used. One meaning will make sense, or fit

better, than any other.

Guidelines for Using the Dictionary

☞

☞

☞

D I C T I O N A R Y  U S E

Target Word

pitch

CO R E  V O C A B U L A R Y  H A N D B O O K  •  W E E K E N D  C A M P O U T R.10

he franco family loves to be outdoors. They spend almost
every weekend camping. Fay Franco adores camping more
than anything. She will even pitch her tent in the backyard
just to sleep outside. 

Fay has been to lots of campgrounds. Mar Vista Shores is her
favorite. The campsites are in the tall trees. Each spot has a beach view. 

At Mar Vista Shores, noisy birdcalls wake Fay early. She hears
loud squawking and jumps up for breakfast. Then she packs a picnic.
Fay and her dad drive to the trailhead. It is the place where the hiking
trails start. They choose a path to take. Dad carries a daypack. It holds
a first aid kit, sweatshirts, food, and water. The path leads sharply
uphill to a waterfall. It is a steep climb! They hungrily devour their
lunch by the riverbank. From the rocks, Fay can watch the water plum-
met over the cliff. 

In the afternoon, Fay and her mom go to the seashore. Mom is a
rock hound. She hunts for neat-looking stones. Fay makes sandcastles.
Using wet sand, she builds high walls and towers. Sometimes she pokes
around the tidepools. She looks for crabs and starfish in the rocks along
the beach. 

At dinnertime, the Franco family usually has a sunset cookout.
They light a campfire. They roast hotdogs. The sky
turns pink over the water. Nighttime falls. Fay
gets into her sleeping bag. She looks up to
see the stars twinkle overhead. 

Fay thinks that weekend campouts
are almost perfect. The only flaw comes 
when it is time to go home.

Weekend Campout

T

She will even pitch her tent in the backyard

just to sleep outside. 

When to Teach 

E
ffective word-learning strategy instruction should

provide students with sufficient opportunities to

“internalize the strategies and receive the support

required to apply them across multiple contexts

over time” (Baumann et al. 2005). On the other

hand, it is important not to dedicate inordinate amounts of

time to such lessons. Graves (2000) suggests that middle-grade

students spend two to four hours a week in initial word-learn-

ing strategy instruction—about three weeks out of the year. The

average amount of instructional time for the whole school year

would be about 20 minutes per week.

Based on word frequency data, some researchers recommend

that instruction in morphemic analysis may be appropriate for

students from about fourth grade on (Nagy, Diakidoy, and

Anderson 1993; White, Power, and White 1989). However, as

early as second grade, teachers may begin instruction in com-

pound words, word families, and simple prefixes and suffixes.

New vocabulary can be acquired through the skillful use of con-

text clues in reading and listening. Beginning in Kindergarten,

when reading aloud, the teacher can model the use of context

clues to determine the meaning of unfamiliar words or concepts.

In Grades 2 and 3, students learn how to use context clues in

independently read text. In Grades 4 and above, students learn

about the types of context clues and their uses.

When to Assess and Intervene

The National Reading Panel (2000) suggests that a sound

evaluation is based on data from more than a single vocabulary

assessment. The more closely the assessment matches the instruc-

tional context, the more appropriate the conclusions about the

instruction will be. Assessment that is tied to instruction will

provide better information about students’ specific learning.

According to Blachowicz and Fisher (2002), what is central to

the assessment of word-learning strategies is a process, such as

thinking aloud or self-evaluation, that reveals the students’

metacognitive thinking. For example, teachers can ask students

to “Say out loud the thinking you were doing as you figured

out the meanings of the words” (Baumann et al. 2002). Simple

alternative, authentic assessment formats also can be useful,

and the multiple-choice format of most standardized tests also

provides a global measure of vocabulary and may be used as 

a baseline.

9392
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Contextual Analysis

Context clues in read-alouds

Context clues in independently

read text

Types of context clues: definition,

synonym, antonym, example,

general

Morphemic Analysis

Compound words

Prefixes and derivational suffixes

with Anglo-Saxon root words

Greek roots

Latin roots

Greek and Latin roots plus affixes
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Standardized Vocabulary Test Source

Diagnostic Assessments of Reading (DAR), Riverside Publishing  

Word Meaning subtest

Stanford Diagnostic Reading Test, Fourth Edition (SDRT 4), Harcourt Assessment, Inc.

Vocabulary subtest

Teaching word-learning

strategies will 

take a lot of time during

initial instruction.

— G R A V E S , 2 0 0 0

T
here are many more words to be learned than

can be directly taught in even the most ambi-

tious program of vocabulary instruction. Even

when instruction in specific words is as robust

as possible, students still need to learn much of

their vocabulary independently (Graves et al. 2004). A great deal

of research now supports direct instruction in word-learning

strategies as one of the components of a comprehensive vocab-

ulary program (National Reading Panel 2000). While the

research has not yet proven the efficacy of these word-learning

strategies in all cases or over long periods, it has shown that

such strategies are generally effective in that they help students

determine the meaning of many unfamiliar words encountered

in their reading (Baumann et al. 2002, 2003). 

Two widely used methods of helping students learn to deal with

unfamiliar words on their own are contextual and morphemic

analysis. According to Nagy (1988), “there is no doubt that

skilled word learners use context and their knowledge of pre-

fixes, roots, and suffixes to deal effectively with new words.”

Therefore, readers who are skillful in applying morphemic and

contextual analysis have the potential to independently acquire

the meanings of many unfamiliar words.

Instruction in morphemic and contextual analysis provides an

important complement to a vocabulary program that includes

instruction in specific words as well as independent reading and

word play and word consciousness activities. 

— B A U M A N N  E T  A L . 2 0 0 3

More than 60% of the new words that readers encounter have

relatively transparent morphological structure—that is, they can be

broken down into [meaningful] parts. 

— N A G Y , A N D E R S O N , S C H O M M E R , S C O T T  &  S T A L L M A N , 1 9 8 9

For every word a child learns, we estimate that there are an average

of one to three additional related words that should also be under-

standable to the child, the exact number depending on how well the

child is able to utilize context and morphology to induce meaning. 

— N A G Y  &  A N D E R S O N , 1 9 8 4

Teaching people to learn better from context can be a highly effec-

tive way of enhancing vocabulary development. 

— S T E R N B E R G , 1 9 8 7

Teaching and Learning Vocabulary: Bringing Scientific Research

to Practice (2005) edited by Elfrieda H. Hiebert & Michael

Kamil. Mahwah, NJ: Erlbaum.

Teaching Reading in the 21st Century, 3rd Edition (2004) by

Michael F. Graves, Connie Juel & Bonnie B. Graves. Boston,

MA: Allyn & Bacon.

Teaching Vocabulary in All Classrooms, 2nd Edition (2002) by

Camille Blachowicz & Peter J. Fisher. Upper Saddle River,

NJ: Merrill/Prentice-Hall.

Vocabulary Development (1999) by Steven A. Stahl. Cambridge,

MA: Brookline Books.

Vocabulary Instruction: Research to Practice (2004) edited by James

F. Baumann & Edward J. Kame’enui. New York: Guilford.

Word Power: What Every Educator Needs to Know About Teaching

Vocabulary (2001) by Steven Stahl & Barbara Kapinus.

Washington, DC: National Education Association.

Suggested Reading . . .
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Students learn 

words independently

when they are 

taught strategies 

for determining the

meanings of 

words by analyzing 

morphemic 

and contextual clues.

— E D W A R D S  E T  A L . 2 0 0 4G
iven the size of vocabularies they need, readers

can and must improve their vocabularies inde-

pendently. Independent word-learning strategies

can help students to determine the meanings

of unfamiliar words that have not been explic-

itly introduced to them. Knowledge of these types of strategies

is generative; it transfers to the learning of new words (Nagy

2005). Directly teaching word-learning strategies, coupled with

explicit instruction in specific words, can help students not only

to increase their vocabularies, but also to become independent

word learners (Baumann et al. 2003). According to the National

Reading Panel (2000), effective word-learning strategies include: 

• how to use dictionaries to confirm and deepen knowledge

of word meanings; 

• how to use morphemic (word-part) analysis to derive the

meanings of words in text; 

• how to use contextual analysis to infer the meanings of

words in text.

Dictionary Use

Dictionary use is not as simple as it seems; students frequently

have difficulty using the dictionary to define unfamiliar words

(Miller and Gildea 1987). Traditionally, instruction in dictionary

use has focused on mechanics—how to find an entry alpha-

betically, how to use guide words, how to separate words into

syllables, how to use pronunciation keys—and on having stu-

dents use information from dictionary definitions to write

sentences. Scott and Nagy (1997) contend that such instruc-

tion does not provide students with the guidance they need to

make dictionary use an efficient, independent word-learning

strategy.

Nonetheless, when used correctly, dictionaries are powerful aids

to word understanding. Students can learn greatly from look-

ing up a word and fully processing its definition (Jenkins and

Dixon 1983). In fact, McKeown and her colleagues have found

that the more students are exposed to definitions, the better

they learn words (McKeown, Beck, Omanson, and Pople 1985).

The crucial point is that students should receive instruction in

how to use what they find in a dictionary entry. They are then

better able to translate the “cryptic and conventionalized con-

tent” of dictionary definitions into word knowledge they can

use (Stahl and Nagy 2000). Teachers should model how to

look up the meaning of an unfamiliar word, and how to choose

the appropriate definition from an entry to make sure it fits a

particular context. Students should be taught to use the dic-

tionary not only when they come across a word they have never

seen before, but also to further their knowledge of a word.

7574
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If students have the 

task of learning 

tens of thousands of

words and we can only 

teach them a few

hundred words a year,

then they have to do 

a lot of word learning 

on their own.

— G R A V E S , 2 0 0 0
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Student Dictionaries

Collins COBUILD New Student’s Dictionary, 2nd ed. (Glasgow, UK: HarperCollins, 2002)

Heinle’s Basic Newbury House Dictionary of American English , 2nd ed. (Boston: Thomson/Heinle, 2004)

Heinle’s Newbury House Dictionary of American English with Integrated Thesaurus,

4th ed. (Boston: Thomson/Heinle, 2004)

Longman Dictionary of American English , 3rd ed. (Upper Saddle River, NJ: Pearson Education, 2005)

The Oxford Picture Dictionary (New York: Oxford University Press, 2000)

Using the Dictionary, p. xx

PAVE Procedure, p. xx

Concept of Definition Map, p. xx

L E S S O N  M O D E L SB

Instruction related 

to dictionary definitions

should be simple and

direct and involve

children in analyzing

dictionary definitions 

in the course of

vocabulary instruction.

— S T A H L , 2 0 0 5

Cognate Awareness

One method of building vocabulary among English-language

learners whose language shares cognates with English is to

capitalize on students’ first-language knowledge (August et al.

2005). Cognates are words in two languages that share a similar

spelling, pronunciation, and meaning. Students often can

draw on their knowledge of words in their native language to

figure out the meanings of cognates in English. Because of their

common Latin and Greek roots, as well as the close connections

between English and the Romance languages, English and

Spanish share a large number of cognate pairs. 

Second-language learners do not automatically recognize and

make use of cognates (Nagy et al. 1993; Nagy 1988). Recent

studies indicate that explicitly identifying cognates supports

English-language acquisition for Spanish-speaking students

(Carlo et al. 2004; Bravo, Hiebert, and Pearson 2005). When

selecting cognates for instruction, it is important to focus on

cognates that Spanish speakers are likely to know from their

everyday Spanish use (Bravo, Hiebert, and Pearson 2005). These

types of cognates include pairs that are high-frequency words

in both English and Spanish (e.g., animal/animal ) and pairs

that have a high-frequency Spanish word and a low-frequency

English word (e.g., enfermo/infirm). Dressler (2000) found that

it is possible for Spanish-speaking students to make connections

between cognates on the basis of sound alone. Thus, students

who are not literate in Spanish but are orally proficient in the

language can benefit from instruction in cognate awareness, as

can students who are literate in Spanish.

English/Spanish cognates fall into several different categories:

cognates that are spelled identically, cognates that are spelled

nearly the same, cognates that are pronounced nearly the same,

and false cognates. False cognates are pairs of words that are

spelled identically or nearly the same in two languages but do

not share the same meaning.
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Categories of Cognates in English and Spanish

Category

Definition

English
Spanish

u Cognates

spelled identically
chocolate*

chocolate

have the same meaning

doctor
doctor

hotel
hotel

spelled nearly the same
class

clase

family
familia

music
música

pronounced nearly the same garden
jardín

machine
máquina

peace
paz

u False Cognates
spelled nearly the same

exit
éxito (success)

have different meanings  

rope
ropa (clothing)

soap
sopa (soup)

spelled identically
pan

pan (bread)

pie
pie (foot)

red
red (net)

Based on Rodriguez 2001.  *English word borrowed from Spanish

Reference Books

• NTC’s Dictionary of Spanish Cognates

Thematically Organized by Rose Nash

(Lincolnwood, IL: National Textbook

Company, 1997)

• NTC’s Dictionary of Spanish False

Cognates by Marcial Prado (Lincolnwood,

IL: National Textbook Company, 1996)

S E E  A L S O  . . .

B

You may be surprised how many English/Spanish cognates can

be found in a typical text selection. Using the list below, identify

cognates in the sample text “Marine Mammals” (p. 204); for

example, animals and animales. Then consult an English/Spanish

dictionary to make sure the meaning of the Spanish cognate has

the same meaning as the English word in the text. (See Answer

Key, p. 198.)

spanish words: animales, marino, océano, imposible,

indefinido, regularmente, aire, criatura, comparación, impulso,

ininterrumpido, reaccionar, miles, infinito, número, grupo, filtros,

material, gigantes, abundante, planeta, población, proteger, unido
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C O G N A T E S

words in two languages 

that share a similar spelling,

pronunciation, and meaning

F A L S E  C O G N A T E S

pairs of words that are spelled

the same or nearly the same

in two languages but do not

share the same meaning

English-Language Learner



R E S O U R C E S  

The Resources section provides

reproducible sample texts,

activity masters, and teaching

charts designed to be used in

conjunction with sample lesson

models. Sample texts include

narrative and informational texts

that provide a context for explicit

instruction.

H O W ?  S A M P L E  L E S S O N  M O D E L S
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1

6

To figure out the meaning of an unfamiliar word that you come across while reading:

1. Look for Context Clues in the Words, Phrases, and Sentences

Surrounding the Unfamiliar Word

2. Look for Word-Part Clues Within the Unfamiliar Word

A. Try to Break the Word into Parts. (If you can’t, skip to Step 3.)

B. Look at the Root Word. What does it mean?

C. Look at the Prefix. What does it mean?

D. Look at the Suffix. What does it mean?

E. Put the Meanings of the Word Parts Together. What is the

meaning of the whole word?

3. Guess the Word’s Meaning (Use Steps 1 and 2.)

4. Try Out Your Meaning in the Original Sentence to Check

Whether or Not It Makes Sense in Context

5. Use the Dictionary, if Necessary, to Confirm Your Meaning

T H E V O C A B U L A R Y S T R A T E G Y
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he franco family loves to be outdoors. They spend almost

every weekend camping. Fay Franco adores camping more

than anything. She will even pitch her tent in the backyard

just to sleep outside. 

Fay has been to lots of campgrounds. Mar Vista Shores is her

favorite. The campsites are in the tall trees. Each spot has a beach view. 

At Mar Vista Shores, noisy birdcalls wake Fay early. She hears

loud squawking and jumps up for breakfast. Then she packs a picnic.

Fay and her dad drive to the trailhead. It is the place where the hiking

trails start. They choose a path to take. Dad carries a daypack. It holds

a first aid kit, sweatshirts, food, and water. The path leads sharply

uphill to a waterfall. It is a steep climb! They hungrily devour their

lunch by the riverbank. From the rocks, Fay can watch the water plum-

met over the cliff. 

In the afternoon, Fay and her mom go to the seashore. Mom is a

rock hound. She hunts for neat-looking stones. Fay makes sandcastles.

Using wet sand, she builds high walls and towers. Sometimes she pokes

around the tidepools. She looks for crabs and starfish in the rocks along

the beach. 

At dinnertime, the Franco family usually has a sunset cookout.

They light a campfire. They roast hotdogs. The sky

turns pink over the water. Nighttime falls. Fay

gets into her sleeping bag. She looks up to

see the stars twinkle overhead. 

Fay thinks that weekend campouts

are almost perfect. The only flaw comes 

when it is time to go home.

Weekend Campout

T

E
n
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u
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s

VOCABULARY WORD

First Time 

Second Time

Third Time

Date:

Date:

Date:

Notebook

HOTSHOT

Vocabulary

Word 
or 

Word in Family
How It Was Used(sentence or phrase) It Means . . .

(as used in this specific context)

Place and Source I
Saw, Heard, or Used It

classroom  • school  •  home  
conversation  •  book  • TV  • other

Hotshot
Points
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E
n
co

u
nt

er
s

VOCABULARY WORD

First Time 

Second Time

Third Time

Date:

Date:

Date:

Notebook

HOTSHOT

Vocabulary

Word 
or 

Word in Family
How It Was Used(sentence or phrase) It Means . . .

(as used in this specific context)

Place and Source I
Saw, Heard, or Used It

classroom  • school  •  home  
conversation  •  book  • TV  • other

Hotshot
Points

The Handbook 

can be used by . . .

• elementary teachers

to enhance vocabulary instruction

in core reading programs

• middle and high school teachers 

to enhance language arts and

content-area instruction

• college professors and students

as a textbook for pre-service 

teacher education

• providers of professional

development 

as an educational tool

• school or district administrators 

to support and facilitate effective

instruction

• literacy coaches 

as a resource for implementation

• teachers of English-language

learners (ELLs)

to support in-depth vocabulary

acquisition

• teachers of struggling readers

to help build word knowledge in

students with impoverished

vocabularies

Lesson Model Features 

• Focus and materials sidebar

• Explicit instruction

• Clear explanation

• Teacher modeling

• Useful background information

• Identification of research base

• Support for English-language learners

• Easy-to-follow “teacher’s guide” format
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Since students frequently have difficulty using the dictionary

to find definitions of unknown words, they need to be taught

how to work effectively with a tool that they will use through-

out their school years and that many adults use almost daily

(Graves et al. 2004; Miller and Gildea 1987). This sample lesson

model can be adapted and used to enhance dictionary-use

instruction in any commercial reading program.

Direct Explanation
Tell students that they are going to be learning how to use a

dictionary to define, clarify, and confirm the meaning of unfa-

miliar words. Explain that it is worthwhile to learn how to

find the correct definition in the dictionary and that using the

dictionary isn’t always as simple as it may seem.

Say: You don’t just use a dictionary to look up a word you’ve never

seen or heard of before. Often you look up a word that you think

you already know but whose actual meaning you want to discover.

Sometimes you know what a word means but you want to get a

more exact definition. Sometimes you are not exactly sure what

a word means and you want to confirm that you are using it cor-

rectly. Wondering about words is a good start when it comes to using

a dictionary. Anytime you use a word and think, “Does that word

mean what I think it means?” you can reach for a dictionary and

find out.
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Dictionary Use

Benchmark

• ability to effectively use the

dictionary to define words in

context

Grade Level

• Grade 2 and above

Prerequisite

• knowing how to locate words 

in a dictionary

Grouping

• whole class

• small group or pairs

Sample Texts

• “Weekend Campout” (Resources)

• “Percussion Instruments”

(Resources)

Materials

• dictionaries

• transparency of “Weekend

Campout”

• transparency of “Percussion

Instruments”

• overhead transparency markers

• Vocabulary Hotshot Notebooks

Word-Learning Strategies how?

Display Guidelines for Using the Dictionary, such as the ones

shown above. Discuss the guidelines aloud, explaining each one

of the points. Make sure that students understand the kinds of

information they can derive from a dictionary definition.

Teach/Model
Display a transparency of “Weekend Campout.” Underline the

word pitch in the fourth sentence. Tell students that you are

going to show them how to use a dictionary to determine the

meaning of the word pitch. Explain that they might have a feel

for what the word pitch means without being exactly sure. Then

read aloud the following sentence:

The first entry that you find for a word might not be the one 

you are looking for. Make sure you have found and read all the

entries for a word.

When you find the right entry, read all the different meanings,

or definitions, that the dictionary gives for the word. Do not just

read part of the entry.

Choose the dictionary meaning that best matches the context 

in which the word is used. One meaning will make sense, or fit

better, than any other.

Guidelines for Using the Dictionary

☞

☞

☞

D I C T I O N A R Y  U S E

Target Word

pitch

CO R E  V O C A B U L A R Y  H A N D B O O K  •  W E E K E N D  C A M P O U T R.10

he franco family loves to be outdoors. They spend almost
every weekend camping. Fay Franco adores camping more
than anything. She will even pitch her tent in the backyard
just to sleep outside. 

Fay has been to lots of campgrounds. Mar Vista Shores is her
favorite. The campsites are in the tall trees. Each spot has a beach view. 

At Mar Vista Shores, noisy birdcalls wake Fay early. She hears
loud squawking and jumps up for breakfast. Then she packs a picnic.
Fay and her dad drive to the trailhead. It is the place where the hiking
trails start. They choose a path to take. Dad carries a daypack. It holds
a first aid kit, sweatshirts, food, and water. The path leads sharply
uphill to a waterfall. It is a steep climb! They hungrily devour their
lunch by the riverbank. From the rocks, Fay can watch the water plum-
met over the cliff. 

In the afternoon, Fay and her mom go to the seashore. Mom is a
rock hound. She hunts for neat-looking stones. Fay makes sandcastles.
Using wet sand, she builds high walls and towers. Sometimes she pokes
around the tidepools. She looks for crabs and starfish in the rocks along
the beach. 

At dinnertime, the Franco family usually has a sunset cookout.
They light a campfire. They roast hotdogs. The sky
turns pink over the water. Nighttime falls. Fay
gets into her sleeping bag. She looks up to
see the stars twinkle overhead. 

Fay thinks that weekend campouts
are almost perfect. The only flaw comes 
when it is time to go home.

Weekend Campout

T

She will even pitch her tent in the backyard

just to sleep outside. 

me how this literal meaning of the word telephone relates to the

real-life function of a telephone? (Possible response: A telephone

is equipment that is used to talk to someone in another, usually

distant, place.) 

Next, print the word television on the board. Explain that the

word television is made up of the root tele and the word vision.

Underline tele in televison. Then print the following mathe-

matical sentence on the board and read it aloud: tele + vision

= television.

Say: Vision is not a word of Greek origin. You may already know

the meaning of the word vision—it has to do with the “ability

to see something.” So if tele means “distant” the word television

literally means “distant vision.” Ask: Can anyone tell me how

this literal meaning of the word television relates to the real-life

function of television? (Possible response: Television is a system of

sending pictures, and sounds, over a distance so people can see them

on a television set.) 

Using an overhead projector, display a transparency of the

Word-Part Web. Say: I am going to begin a Word-Part Web for

tele. Print the word part tele in the middle oval. Say: The words

telephone and television both contain the root tele. Then print

these words in the web, as shown on the facing page. Guided Practice
Using an overhead projector, display a transparency of “Studying

the Sky,” highlighting the following sentence and underlining

the word telescope.

Print the word telescope on the board, underlining tele. Point

to tele and ask: What is the meaning of the root tele? (distant or

far away). Cover up tele and ask: If I cover up tele, what is left?

(scope) Ask: Who can print on the board a mathematical sen-

tence for the word telescope? Then ask a volunteer to read the

mathematical sentence aloud: tele + scope = telescope.Say: Scope is another Greek root. It means “to view or to look at.”

Ask: So if tele means “distant or far away” and scope means “to

view or look at,” what is the literal meaning of the word telescope?

(Possible response: to view or look at from a distance) Ask: Can

anyone tell me how the literal meaning of the word telescope relates

to the real-life function of a telescope? (Possible response: A tele-

scope is an instrument that makes distant things seem larger and

nearer when you look through it.)
Display the partially completed Word-Part Web transparency

and say: I am going to add the word telescope to our Word-Part

Web. Ask: Can anyone think of another word having the word

root tele that we could add to the web? (Possible responses: tele-

cast, telegram, telesales) Add students’ suggestions to the web.
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tele + vision =
television

tele + scope =
telescope

telephone
television

tele

WORD-PART WEB

telesales
telescope

telecast

telegram

Common Greek and Latin Roots in
English, p. xx
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stronomy is the study of the planets, stars, and galaxies.

People have been watching the movement of the sun,

moon, planets, and stars since ancient times. So astron-

omy is a very, very old science. From early times, people tried to make models of the universe.

For many years, no one wanted to believe that the sun was the center

of the solar system. It took a long time for people to accept this helio-

centric model, with the earth orbiting around the sun with the other

planets.
It is interesting to study the night sky like the astronomers from

centuries ago. You can see even the most distant stars with your eyes

alone. And you may be able to identify constellations, or groups of

stars. Constellations make pictures in the sky, such as Canis Major

(the Great Dog) or Ursa Minor (the Little Bear). 
A telescope can be used to see faraway things more clearly.

With a telescope, you can see details like the craters of the moon and

other features of the lunar landscape, the moons of Jupiter, and the

rings of Saturn.
Astronomy is like taking a trip back in time. This evening you

can look at the same planets and stars that ancient astronomers

observed so long ago.

Studying the Sky

A

A telescope can be used to see faraway things

more clearly.

English-Language Learner

Point out to Spanish-speakingELLs that television and
televisíon are identically

spelled cognates.

English-Language Learner

English/Spanish Cognatestelegram • telegrama
telephone • teléfono

telescope • telescopio

W O R D - P A R T  W E B

H
Explicit 

vocabulary 
instruction 
made easy! 


