
 

 

 

 
 
 
 
 
 
 
  
    

Close and Critical Reading of Complex Fiction and 
Nonfiction Texts: Teaching Children and Adults to See 

More in the Texts They Read, Respond to Texts Critically 
in Conversation and in Writing, and to Love Reading 

More Because They See More 
 

Presented by 

Mary Ehrenworth 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 

 

 

 

Teachers College Reading and Writing Project 
Columbia University 

Box 77, 525 West 120th Street 
New York, NY, 10027 

http://readingandwritingproiect.com 
 



 

 
 

 
 

 

 

 

Mary Ehrenworth, Ed.D., is Deputy Director at the Teachers College Reading and Writing Project, 

Columbia University.  She is the co-author and author of many books and articles, including: Pathways 

to the Common Core; The Power of Grammar; Looking to Write; Teaching Reading Through Fantasy 

Novels; and several units in the Teaching Writing Grade by Grade Series (TCRWP). Mary is a speaker 

and staff developer in children’s and adolescent literacy, as well as global education, in school districts 

across the nation and internationally.   From that day long ago when a beloved teacher gave her The 

Secret Garden, to the days she spends now sitting next to children and teachers helping them become 

powerful and passionate readers and writers, Mary has been lucky enough to spend her time among 

things she loves best: books, kids, and teachers. 
 
 
 
 
 
 
 
 

                                                                       Contact Mary Ehrenworth at: 
 

     mary@readingandwritingproject.com 
 

@MaryEhrenworth 

 
If you are interested in any Professional Development Services, please 

contact Kathy Neville at kathy@readingandwritingproject.com. 

mailto:mary@readingandwritingproject.com
mailto:kathy@readingandwritingproject.com


 

Table of Contents 
 
 
 
 
 
 

Courses of Study for Teen Readers ……………………………………………………………….........   3 
 
 

Benchmark Reading Levels and Marking Period Assessments..………………………………  4 
 
 

Reading Rate and Book Length ………………………………………………………………………………  5 
 
 

Some Prompts into Bands of Text Difficulty ……………………………………………………………  6 
 
Characterization Tasks …………………………………………………………………………………………… 9 
 
Wings Excerpt ………………………………………………………………………………………………………… 13 
 
Non Fiction Text: National Geographic .………………………………………………………………….. 15 
 
Writing Samples ……………………………………………………………………………………………………… 19 
 
Charlotte Danielson’s Framework for Teaching ………………………………………………………. 23 
 
 
 
 
 
 
 
 
 
 
 

 
 

 



Teachers College Reading and Writing Project 

* May Contain Explicit Material–Proceed With Caution! 

 
 

 

Some Courses of Study for Teen Readers  
(These are all series or author collections with the exception of historical fiction) 

 

Fantasy 
Droon   Dragon Slayer Academy  Spiderwick  Deltora Quest   Narnia  Lightning Thief  Rowan of 

Rin  Fablehaven  Book of Three  Harry Potter  the Last Dragon  Graceling  Eragon  Mortal 

Instruments*  Night Angel Trilogy*  Farseer Trilogy*  Rain Wild Chronicles*  Lord of the Rings 

 

Dystopian 
Gone  Warriors  Among the Hidden  Maze Runners  Legend  City of Ember  Forest of Hands and 

Teeth Divergent   The Giver Series Hunger Games  Incarceron  Pandemonium  The Uglies*  

Enders Game 

 

War Stories 
Number the Stars  Upstairs Room  Crispin  Boy at War  Graphic Battles of WWII  Cracker: The 

Best Dog in Vietman Countdown  Milkweed  Boy in the Striped Pajamas  War Horse Fever  

Chains  Forged  Long Way Gone*  The Book Thief*  

 

Action Adventure 
The Mouse and the Motorcycle  Magic Treehouse  Time Warp Trio   Fact Meets Fiction  Gordon 

Korman Trilogies  Hatchet Trilogy  the Tomorrow Series*  Perfect Storm 

 

Strong Girls  
Ramona  Juny B. Jones  Amber Brown  Judy Blume novels  Angela Johnson novels*  Patricia 

McCormick novels*  Laurie Hals Anderson novels*  Jodi Picoult novels*  

 

Horror 
Bunnicula  Dripping Fang Goosebumps  Fear Street  The Mediators*  Cirque du Freake  

Demonata  Steven King novels*  
 

Sports 
Matt Christopher novels  Tim Green novels John Feinstein novels  Mike Lupica novels  Carl Deuker 

novels  Matt de la Pena novels  Chris Crutcher novels* Michael Lewis novels* 

 

Graphic Novels 
Ricky Ricotta  Captain Underpants  Geronimo Stilton  Dork Diaries  Diary of  a Wimpy Kid  

Pokemon  Naruto  Yu-Gi-Oh  Bleach*  

 

Historical Romance Novels  
The Agency  Gemma Doyle* Luxe*  Bright Young Things*  His Fair Assassin*  Young Royals*  

The Astonishing Life of Octavian Nothing*  Dorothy Dunnett novels 

 

Mystery Series 
The Babysitters Club  The Boxcar Children  39 Clues  Nancy Drew graphic novels  Young Bond  

Theodore Boone  Alex Rider  Nancy Drew Lois Duncan novels  Janie Johnson (Face on the Milk 

Carton)  John Grisham novels 
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Teachers College Reading and Writing Project 
Benchmark Reading Levels and Marking Period Assessments 

 

These documents provide information on benchmark levels so that teachers can ascertain whether students are at or below standards for 
their particular grade level.  A student’s reading level (from A-Z) is based on data collected form a Running Record assessment. 

 

 
* We expect that many schools will incorporate the reading level as part of the child’s grade for reading workshop, but that that assessment will also be informed by reading habits, 
growth, etc. The level 1-3 benchmarks represent the average text difficulty levels for the majority of readers who achieved that score on the ELA. There is no pattern that allows 
for prediction of a 4. Because a score of 4 generally only allows for one or two errors, it is hard to assure parents or students that a correlation will exist between level of text 
difficulty and a score of 4. 8th Grade benchmarks come from Qualitative assessments. 

SEPTEMBER NOVEMBER MARCH JUNE 

Kindergarten  
Emergent Story Books 
 Shared Reading 

Kindergarten  
Emergent Story Books 
 Shared Reading 
 

Kindergarten 
1=Early Emergent 
2=A/B (with book intro) 
3=C (with book intro) 
4=D/E 

Kindergarten 
1=B or below 
2=C (with book intro) 
3=D/E 
4=F or above 

Grade 1: 
1=B or below 
2=C 
3=D/E 
4=F or above 

Grade 1: 
1=C or below 
2=D/E 
3=F/G 
4=H or above 

Grade 1: 
1=E or below 
2=F 
3=G/H 
4=I or above 

Grade 1: 
1=G or below 
2=H 
3=I/J/K 
4=L or above 

Grade 2: 
1=F or below 
2=G/H 
3=I/J/K 
4=L or above 

Grade 2: 
1=G or below 
2=H/I 
3=J/K/L 
4=M or above 

Grade 2: 
1=I or below 
2=J/K 
3=L/M 
4=N or above 

Grade 2: 
1=J or below 
2=K/L 
3=M 
4=N or above 

Grade 3: 
1=K or below (avg. H) 
2=L 
3=M 
4=N or above 

Grade 3: 
1=K or below (avg. I) 
2=L/M (avg. L) 
3=N 
4=O or above 

Grade 3: 
1=M or below (avg. J) 
2=N 
3=O 
4=P or above 

Grade 3: 
1=N or below (avg. K) 
2=O 
3=P 
4=Q or above 

Grade 4: 
1=M or below (avg. J) 
2=N/O (avg. N) 
3=P/Q (avg. P) 
4=R or above 

Grade 4: 
1=N or below (avg. L) 
2=O/P (avg. P) 
3=Q/R(avg. Q) 
4=S or above 

Grade 4: 
1=O or below (avg. K) 
2=P/Q (avg. P) 
3=R/S (avg. R) 
4=T or above 

Grade 4: 
1=P or below (avg. L) 
2=Q/R (avg. Q) 
3=S/T (avg. S) 
4=U or above 

Grade 5: 
1=P or below (avg. M) 
2=Q/R (avg. Q) 
3=S 
4=T or above 

Grade 5: 
1=P or below (avg. N) 
2=Q/R/S (avg. Q) 
3=T 
4=U or above 

Grade 5: 
1=Q or below (avg. O) 
2=R/S/T (avg. R/S)) 
3=U 
4=V or above 

Grade 5: 
1=R or below (avg. P) 
2=S/T/U (avg. S/T) 
3=V 
4=W or above 

Grade 6: 
1=R or below (avg. O) 
2=S/T/U (avg. S) 
3=V/W (avg. V) 
4=X or above 

Grade 6: 
1=S or below (avg. P) 
2=T/U/V (avg. T) 
3=W 
4=X or above 

Grade 6: 
1=T or below (avg. Q) 
2=U/V (avg. U) 
3=W/X (avg. W) 
4=Y or above 

Grade 6: 
1=U or below (avg. Q) 
2=V/W (avg. V) 
3=X 
4=Y or above 

Grade 7: 
1=T or below (avg. P) 
2=U/V (avg. U) 
3=W/X (avg. W) 
4=Y or above 

Grade 7: 
1=T or below (avg. Q) 
2=U/V/W (avg. U) 
3=X 
4=Y or above 

Grade 7: 
1=U or below (avg. R) 
2=V/W (avg. V) 
3=X 
4=Y or above 

Grade 7: 
1=V or below (avg. R) 
2=W/X (avg. W) 
3=Y 
4=Z or above 

Grade 8: 
1=V or below 
2=W 
3=X/Y/Z 
4=Adult Literature 

Grade 8: 
1=V or below 
2=W 
3=X/Y/Z 
4=Adult Literature 

Grade 8: 
1=W or below 
2=X/Y/Z 
3=Adult Literature 
4=Adult Literature 

Grade 8: 
1=W or below 
2=X/Y/Z 
3=Adult Literature 
4=Adult Literature 
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READING RATE AND BOOK LENGTH: HOW LONG SHOULD IT TAKE A CHILD TO READ A BOOK 
ACCORDING TO HIS/HER READING LEVEL? 

 
This document provides information on the amount of time it takes for a reader to read books at 
particular levels. 

 
Title Level Approx # of 

Words 
Reading Rate # of Minutes 

Per Book 
Henry and 
Mudge (Rylant) 

J 800-1000 100 WPM   

Horrible Harry 
(Kline) 

L 4500 100 WPM 45 minutes 
200 WPM 25 minutes 

Magic Tree 
House Series 
(Osborne) 

M 6000 100 WPM 60 minutes 

200 WPM 30 minutes 

Henry Series 
(Cleary) 

O 25000 100 WPM 4 hours 
200 WPM 2 hours 

Howliday Inn 
(Howe) 

P 30000 100 WPM 5 hours 
200 WPM 2 ½ hours 

Stone Fox 
(Gardiner)** 

P 12000 100 WPM 4 hours 
200 WPM 2 hours 

Hundred Penny 
Box 

Q 6000 100 WPM 60 minutes 
200 WPM 30 minutes 

Hatchet 
(Paulson)** 

R 50000 100 WPM 16 hours 
200 WPM 8 hours 

Missing May 
(Rylant)** 

W 24500 100 WPM 8 hours 
200 WPM 4 hours 

**Allington (2000) 
 

General Range of Adequate Reading Rates By Grade Level 
Grade WPM Grade WPM 
1 60-90 6 195-220 
2 85-120 7 215-245 
3 115-140 8 235-270 
4 140-170 9 250-270 
5 170-195 12 250-300 
Harris and Sipay (1990) 
 
Reading rate guidelines must be applied with caution because a number of factors will influence rate.  
For instance, oral reading is slower than silent reading.  The reading rates for younger children are 
typically established from oral reading activity while the rates for older children are established from 
silent reading activity.  But younger children may exhibit little difference in oral and silent reading rates, 
while for older students that gap should be quite substantial.  (Allington, 2000) 
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Columbia University 

 

Some Prompts into Bands of Text Difficulty  

 
 

Prediction and Narrative Structure 
 

N O P Q    (Amber Brown) 

Try predicting: I think that later in this book, it might happen like this ___________________. Then again, it 

might not go that way. It might instead ___________________. 

 

To summarize, you might figure out: This whole story is mainly about how ___________________ has some 

problems (a problem, some pressures). They are ___________________. Things get worse and worse because 

___________________. I think in the end ___________________. I think this because I know stuff about the 

character. For example, I know ___________________. 

 

 

R S T   (Bridge to Terabithia) 

Before, in books, there was often a main problem and a main solution. Now, the problem has many parts. For 

example, in this books, you might think about how it’s not just about____________________ but it’s also 

about_____________________ and on top of that, ______________________________________. 

 

Often the solution doesn’t really solve things, but it does help characters understand or see things. For example, 

____________________________________. 

 

When reading a story, many experienced readers have a feeling of, “I’ve read stories like this one before,” and 

this helps the reader speculate how the story will unfold. What other stories have you read that are a bit like this 

one, and how do those stories help you predict?  

 

 

U V W  (The Lightning Thief) 

Often in stories, the reader is given one piece of the whole, then another, another…and when the story ends, the 

pieces come together. What pieces of the story are you holding, and when you think how the story will end, 

which pieces do you think might fit together? How might they fit?  

 

When reading, we often have a sense that the author is trying to convey an idea, teach a lesson, show a theme. 

What big meaning do you sense is being conveyed in this story, and how does that sense of meaning help you 

predict what will happen in the upcoming sections of the book?  

 

 

XYZ   (The Hunger Games) 

Often in these stories, things that the reader finds out in the beginning turn out to be important much later in the 

story.   What kinds of things have you noticed so far, that may be important, and why are those significant?  

 

When events happen in these kinds of stories, there are usually multiple causes.  If you were to analyze some 

important events, what led up to these?   

 

Often events in these stories help develop a theme or illuminate a social issue.  Do you see places where the 

author is doing that work?  How is he or she developing events and themes together?  
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Columbia University 

 

Developing Theories About Characters 
 

 

N O P Q  (Amber Brown) 

Characters don’t always act the same across a book.    You, might for instance, begin to think about how: 

Sometimes my character is _________________. For example, __________________. But other times, she/he 

__________________.  For example, _______________. This makes me think________________ .  

 

Characters will change as the story progresses.  As you read, be on the lookout for how they are changing. You 

might talk about: In the beginning, my character was ___________________ but as the story continues, I think 

my character could be changing. By the end, she/he ___________________. 

 

Writers don’t always tell us about our character’s personality/feelings.  Other times, the author shows us 

through our character’s actions and words. For example, it says ___________________. Then there are places 

in the story where it doesn’t say this, but it shows this. For example, __________________. 

 

 

R S T  (Bridge to Terabithia) 

In books of this type authors don’t always tell us everything we need to know.  Instead, they leave hints that we, 

as readers, need to pay attention to.  You say: Even though the book doesn’t come right out and shay this, I 

think __________________ is ___________________. There are hints that show this. For example, 

___________________. Another example is___________________. 

 

At first I thought ___________________ was ___________________ but as I get to know him/her more, I’m 

coming to think that deep down, she’s/he’s really ___________________. 

 

Sometimes the main character acts/talks one way but really is feeling a whole other way. For example, one time 

the character acted/said ___________________, but actually she/he was ___________________. 

 

One way the author helps us know a character is by giving that character objects that are symbolic. You might 

say: I think it’s perhaps significant that the author gave this character ___________________. To me, this might 

show ___________________. 

 

Or: The main character has different sides to him/her. When she’s/he’s __________________, she’s/he’s 

___________________. Then when she’s/he’s ___________________, she’s/he’s ___________________. 

 

 

UVW (The Lightning Thief) 

Sometimes the author writes a story to address an issue or convey an idea. The author creates characters who’ll 

carry (or represent) part of the idea.    You might say:  

 

In this book, the author uses ___________________ to convey ___________________. 

 

Evidence for this includes ___________________. 

 

On the other hand, it could be something else. It could be that the author uses ___________________ to 

convey___________________. 
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In a complex book, the author sometimes adds seemingly inconsequential people, traveling on what seems for a 

time to be a side track from the main storyline. But in the end, some of these people turn out to be essential to 

the story’s resolution.  You might think about:  

 

These minor characters are in here because___________________________________. 

 

In complex books, readers need to read, realizing that some of what a character says is actually not 

trustworthy—that some of what a character says is meant to reveal that character’s perspectives and readers are 

supposed to know, all along, that this is just one, biased perspective—that there are other ways to see things. 

You might say: For example, in this book, when ___________________ said ___________________, I didn’t 

entirely trust her/him. I sensed this could mostly reveal that she/he ___________________. 

 

 

XYZ  (The Hunger Games) 

 

Often characters in these kinds of stories are revealed slowly.  The reader sees more and more, including 

conflicting sides of characters.  You might, therefore, think about:  This character often 

seems________________________for example ____________________ .  At other times, though,  he or she 

seems ______________________________ for example _____________.  

 

Characters also reveal social issues and themes that have implications beyond the character’s experience.  You 

might think about how:  This character_________________ suffers or reveals ______________________ for 

example __________________________.  

 

Characters’ motivations in these kinds of story will be complex, and related to events earlier in the narrative.  

You might think about:  Why is the character acting this way?  What forces or pressures are being exerted on 

this character?  What flaws or strengths does he or she show?  

ws_rr
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Teachers College Reading and Writing Project 

Draft 2013 

Characterization Tasks 

Level 6 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What particular conflict is most important to the main character and 

why?”  

 

Level 7 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author show what this character most struggles with, and 

what parts of the text suggest this struggle?” 

  

Level 8 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author suggest internal and external struggles of this 

character, and what parts of the text most show this?”  

 

Level 9 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author show that the character struggles with social issues 

and is affected by them, and what parts of the text most show this?” 

 

Level 10  

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author show that what characters struggle with changes 

over time or across the story, and what parts of the story most show this?”  

 

Level 11 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author use a character’s struggle to suggest a theme in the 

story, and what parts of the text most suggest this theme?’ 

 

Level 12 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author develop a character’s struggle in order to develop a 

theme across the story, and which parts of the text most show this development of theme?  

ws_rr
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Teachers College Reading and Writing Project 

Draft 2013 

Thematic Tasks 

Level 6 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What is one important theme (or life lesson) this story suggests, and 

where are there places in the story where that theme is visible?” 

 

Level 7 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does  the author suggest a theme and what parts of the story most 

strongly support that theme?” 

 

Level 8 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author develop a theme – where does the theme begin to 

emerge, and where do you see it across the story?”  

 

Level 9 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question: “How does the author develop a theme – where does the theme begin to 

emerge, and what parts of the text strengthen or develop it?” 

 

Level 10  

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author develop a major theme, and in at least one part of 

the text, what particular, specific language does the author use to develop this theme?”  

 

Level 11 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author develop a major theme  particularly through one of 

these – characterization, setting, symbolism, point of view?”  

 

Level 12 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author develop a major theme through more than one of 

these –  characterization, setting, symbolism, point of view?”  
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Draft 2013 

 

Nonfiction Analysis Tasks – Ideas and Details 

Level 6 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What’s an important idea this text teaches, and what are at least two 

pieces of evidence from the text that support this idea?  

 

Level 7 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What are two ideas this text teaches, and what evidence from the text 

supports each?”   (consider explicit and implicit) 

  

Level 8 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What are two ideas this text teaches, and which idea is more strongly 

supported with evidence and how?”    

 

Level 9 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “Which idea is most strongly developed in this text, and which parts of the 

text most strongly support it?”  

 

Level 10  

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “Which idea is most strongly developed in this text, and how is it 

developed, including where it emerges and how it is strengthened across the text?”  

 

Level 11 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author develop two ideas in this text with logical and 

compelling evidence, and how are these ideas related?”  

 

Level 12 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does this author develop some ideas fully and leave some ideas 

uncertain or unsaid in this text?”  
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Nonfiction Analysis Tasks – Rhetoric 

Level 6 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author persuade you of an important idea, including what 

specific language he or she uses that is compelling?”  

 

Level 7 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How does the author evoke an emotional response that relates to a 

central idea – including specific details and language from the test?”  

  

Level 8 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What parts of the text are most persuasive and compelling and why – 

including specific details and language from the test?”  

  

Level 9 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What particular methods does the author use to make his or her 

argument compelling – including specific details and language from the test?”   

 

Level 10  

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What particular methods does the author use  most strongly to make his 

or her argument compelling – including specific details and language from the test?”   

 

Level 11 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “What persuasive techniques does this author use to get his or her points 

across – including specific details and language from the test?”  

 

Level 12 

Write a reading response in which you make a claim and back it up with evidence from the text.  In this case, write a 

quick argument in response to this question:  “How do the persuasive techniques and style of the author get the 

author’s points across – including specific details and language from the test?”   
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“Wings” 
(feat. Ryan Lewis) 

 

 

I was seven years old, when I got my first pair 

And I stepped outside 

And I was like, momma, this air bubble right here, it's gonna make me fly 

I hit that court, and when I jumped, I jumped, I swear I got so high 

I touched the net, momma I touched the net, this is the best day of my life 

Air Max's were next, 

That air bubble, that mesh 

The box, the smell, the stuffin', the tread, in school 

I was so cool 

I knew that I couldn't crease 'em 

My friends couldn't afford 'em 

Four stripes on their Adidas 

On the court I wasn't the best, but my kicks were like the pros 

Yo, I stick out my tongue so everyone could see that logo 

Nike Air Flight, but bad was so dope 

And then my friend Carlos' brother got murdered for his fours, whoa 

 

See he just wanted a jump shot, but they wanted to start a cult though 

Didn't wanna get caught, from Genesee Park to Othello 

You could clown for those Pro Wings, with the velcro 

Those were not tight 

I was trying to fly without leaving the ground, 

Cause I wanted to be like Mike, right 

Wanted to be him, I wanted to be that guy, I wanted to touch the rim 

I wanted to be cool, and I wanted to fit in, 

I wanted what he had, America, it begins 

 

I want to fly 

Can you take me far away 

Give me a star to reach for 

Tell me what it takes 

And I'll go so high 

I'll go so high 

My feet won't touch the ground 

Stitch my wings 

And pull the strings 

I bought these dreams 

That all fall down 
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We want what we can't have, commodity makes us want it 

So expensive, I just got to flaunt it 

Got to show 'em, so exclusive, this that new stuff 

A hundred dollars for a pair of shoes I would never hoop in 

Look at me, look at me, I'm a cool kid 

I'm an individual, yea, but I'm part of a movement 

My movement told me be a consumer and I consumed it 

They told me to just do it, I listened to what that swoosh said 

Look at what that swoosh did 

See it consumed my thoughts 

Are you stupid, don't crease 'em, just leave 'em in that box 

Strangled by these laces, laces I can barely talk 

That's my air bubble and I'm lost, if it pops 

We are what we wear, we wear what we are 

But see I look inside the mirror and think Phil Knight tricked us all 

Will I stand for change, or stay in my box 

These Nikes help me define me, but I'm trying to take mine, off 

 

I want to fly 

Can you take me far away 

Give me a star to reach for 

Tell me what it takes 

And I'll go so high 

I'll go so high 

My feet won't touch the ground 

Stitch my wings 

And pull the strings 

I bought these dreams 

That all fall down 

 

They started out, with what I wear to school 

That first day, like these are what make you cool 

And this pair, this would be my parachute 

So much more than just a pair of shoes 

Nah, this is what I am 

What I wore, this is the source of my youth 

This dream that they sold to you 

For a hundred dollars and some change 

Consumption is in the veins 

And now I see it's just another pair of shoes 
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A Mixed Blessing

If we don’t watch out, agriculture could destroy our planet. Here’s how to grow all the food we need with fewer chemicals.

By Dan Charles

N. Nitrogen. Atomic number seven. Unnoticed, untasted, it nevertheless fills our stomachs. It is the engine of agriculture, the key to plenty in our

crowded, hungry world.

Without this independent-minded element, disinclined to associate with other gases, the machinery of photosynthesis cannot function—no protein can

form, and no plant can grow. Corn, wheat, and rice, the fast-growing crops on which humanity depends for survival, are among the most nitrogen hungry of

all plants. They demand more, in fact, than nature alone can provide.

Enter modern chemistry. Giant factories capture inert nitrogen gas from the vast stores in our atmosphere and force it into a chemical union with the

hydrogen in natural gas, creating the reactive compounds that plants crave. That nitrogen fertilizer—more than a hundred million tons applied worldwide

every year—fuels bountiful harvests. Without it, human civilization in its current form could not exist. Our planet’s soil simply could not grow enough food

to provide all seven billion of us our accustomed diet. In fact, almost half of the nitrogen found in our bodies’ muscle and organ tissue started out in a

fertilizer factory.

Yet this modern miracle exacts a price. Runaway nitrogen is suffocating wildlife in lakes and estuaries, contaminating groundwater, and even warming the

globe’s climate. As a hungry world looks ahead to billions more mouths needing nitrogen-rich protein, how much clean water and air will survive our

demand for fertile fields?

The nitrogen dilemma is most starkly visible in China, a country that loves its food and worries that supplies might run out. To the casual visitor, that

anxiety seems misplaced. There’s a feast, it seems, on every street. In a restaurant called San Geng Bi Feng Gang, on the outskirts of Nanjing, I watch with

wonder as dishes parade by: steamed fish, fried mutton chops, chrysanthemum-leaf-and-egg soup, a noodle dish made from sweet potatoes, fried broccoli,

Chinese yams, steaming bowls of rice.

“Did you always eat this well?” I ask Liu Tianlong, an agricultural scientist who’s introducing me to farmers nearby.

His boyish smile fades, and for a second he looks grim. “No,” he says. “When I was young, you were lucky to get three bowls of rice.”

Liu grew up in the aftermath of China’s great famine, which lasted from 1959 to 1961 and killed an estimated 30 million people. Drought played a part, but

the catastrophe was inflicted mainly by the whims of Chairman Mao. The Chinese leader’s Great Leap Forward collectivized farming and forced peasants to

turn their harvests over to a centralized bureaucracy.

The famine passed, but scarcity continued until the late 1970s, when farmers regained control of their own harvests. “Within two years, almost overnight,

food was in surplus,” recalls Deli Chen, who witnessed those reforms as a boy in a small rice-growing village in Jiangsu Province. Chen is now a soil scientist

at the University of Melbourne in Australia.

Yet China’s newly entrepreneurial farmers ran into another barrier: the limits of their land. As the country’s population grew by an astounding 300 million

people between 1970 and 1990, China’s traditional agriculture struggled to keep up.
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Song Linyuan, an elderly but spry farmer in a village northwest of Nanjing, recalls how he once kept his 1.3 acres of cropland as fertile as possible,

composting household waste and spreading manure from his pigs and chickens. In all, his efforts added perhaps a hundred pounds of nitrogen per acre of

land each year. He harvested 2,600 to 3,300 pounds of rice per acre.

That’s a respectable harvest, a better yield than in many parts of the world. But now he gets more than twice that: 7,200 pounds per acre. It’s a harvest

many farmers can only dream of.

The difference? “Better fertilizer,” he says. We’re sitting in a shop surrounded by farmers. Song’s answer provokes a loud discussion. Some agree that

fertilizer was key; others say better seeds were more important. In reality the two technologies are intertwined. The high-yielding varieties of rice and

wheat that breeders created in the 1950s and 1960s could reach their full potential only if they got more nitrogen.

The Chinese government made sure those crops were well fed. Between 1975 and 1995 it built hundreds of nitrogen factories, quadrupling the country’s

manufacture of fertilizer and turning China into the world’s biggest producer. Song now spreads about five times as much nitrogen as before, saturating his

fields with urea—a dry form of nitrogen—by casting handfuls of the snow-white granules across green shoots. This adds up to 530 pounds of nitrogen per

acre. Farmers who grow vegetables use even more; some spread a ton of nitrogen, or even two, on each hectare (2.47 acres). Few of them think they’re

doing anything harmful. “No, no pollution,” says Song, when asked about the environmental effects of fertilizer.

Scientists tell a different story. “Nitrogen fertilizer is overused by 30 to 60 percent” in intensively managed fields, says Xiaotang Ju, of the China

Agricultural University in Beijing. “It’s misuse!” Once spread on fields, nitrogen compounds cascade through the environment, altering our world, often in

unwelcome ways. Some of the nitrogen washes directly from fields into streams or escapes into the air. Some is eaten, in the form of grain, by either

humans or farm animals, but is then released back into the environment as sewage or manure from the world’s growing number of pig and chicken farms.

Deli Chen recalls catching fish as a boy. “The river was so clean. You could see right through it,” he says. By 1980 “you couldn’t see the fish anymore.” The

cloudiness came in part from proliferating phytoplankton, a symptom of water that’s eutrophic, or overloaded with nutrients. A recent national survey of

40 lakes in China found that more than half of them suffered from too much nitrogen or phosphorus. (Fertilizer containing phosphorus is often to blame

for algal growth in lakes.) The best known case is Lake Tai, China’s third largest freshwater lake, which regularly experiences huge blooms of toxic

cyanobacteria. A spreading bloom in 2007 contaminated water supplies for two million people in the nearby city of Wuxi. Excess nutrients are damaging

fisheries in China’s coastal areas in the same way that fertilizer runoff flowing down the Mississippi has destroyed fisheries in the Gulf of Mexico: by

creating dead zones in which algae and phytoplankton bloom, die, and decompose, using up oxygen and suffocating fish.

Our demand for food, to be sure, isn’t solely to blame. The combustion that drives cars and electric generators releases nitrogen oxides into the

atmosphere, and when those compounds return to Earth in drops of rain, they also act as fertilizer. (This accounts for about a quarter of the nitrogen load

in Lake Tai.) But worldwide, commercial fertilizer adds up to 70 percent of the nitrogen that human activity produces every year.

Nitrate-eating bacteria in the soil can convert these disruptive forms of nitrogen back to the original, environmentally benign source that makes up nearly

80 percent of our atmosphere. But even this process is a mixed blessing, as the bacteria also release small amounts of nitrous oxide, a powerful greenhouse

gas. “To solve this nutrient-overload problem, it is my dream,” says Xiaotang Ju, who is part of China’s “nitrogen family,” a loose network of scientists

devoted to this herculean task. The patriarch of the cause, Zhu Zhaoliang, startled a conference of China’s ruling party in 1998 with a lecture about the

dangers of agricultural pollution. China’s president at the time, Jiang Zemin, responded that he didn’t realize agriculture could pollute so seriously.

These scientists have begun working with small groups of farmers, showing them that less fertilizer doesn’t shrink their harvests and can actually fatten

their wallets. They’re promoting the use of compost and teaching farmers to apply synthetic fertilizer when and where the plants actually need it. But they

admit they’ve made little progress. The biggest obstacle is that most Chinese farmers are part-time. They aren’t interested in saving a few yuan by cutting

back on fertilizer. It’s more important to save time and keep their city jobs, so they apply fertilizer quickly but inefficiently.

And fear of food scarcity still haunts the Chinese imagination, outweighing concerns about the environment. Huang Jikun, director of the Center for

Chinese Agricultural Policy, frequently tries to convince government officials that their worries are misplaced. “I tell them, China is more food secure than

it has been for 5,000 years!” he says. But for officials and farmers alike, applying less fertilizer seems like tempting fate, risking a disastrous shortfall.
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It’s likely that China—and the rest of the world—will use more nitrogen in the years to come, not less. Populations continue to expand, and meat is growing

more popular. Feeding pigs or cattle demands several times more agricultural production than does using that grain to directly nourish people. “If Chinese

change their diet to be like yours [in the West], the environmental pressure will be very high,” says Xiaotang Ju somberly. “We have to tend to this

problem. Otherwise it will be really big.”

There’s a glimpse of a solution on a farm just outside the small town of Harlan in western Iowa. Here 90 cattle graze on green pasture, and a few hundred

pigs root about in beds of straw, surrounded by fields of alfalfa, corn, soybeans, oats, and barley.

Ron and Maria Rosmann spread no nitrogen fertilizer on these fields, at least not the kind that comes from factories. Instead, it’s added biologically, by

nitrogen-fixing bacteria that live in nodules on the roots of legume crops like soybeans, alfalfa, and a cover crop of clover that Ron Rosmann plants in the

fall, only to till it back into the soil before he plants corn in the spring. Some of that nitrogen is captured in the corn, which he feeds to the pigs. Most of that

ends up in manure, which goes back onto his fields, and the cycle starts all over again. Rosmann, unlike many other organic farmers, doesn’t buy manure

from neighbors.

“One of our goals has been to maintain a closed system,” he says. “We are a model for what organic farming should be like.”

We wade into one cornfield. The stalks tower over our heads. “Look at this corn,” Rosmann exults. “We could have 200-bushel corn right here. A lot of

naysayers will say, You organic guys can’t feed the world. I say, That’s not true. Look at this crop!”

Yet Rosmann’s methods carry their own cost. Farming this way takes more work, for one thing. And biology works more slowly than a nitrogen factory.

The crops that build up the soil’s store of nitrogen, like alfalfa, don’t bring in as much money, or feed as many people, as nitrogen-hungry corn.

That’s not necessarily a problem for North America. The United States, with six times as much arable land per person as China, has the luxury of planting

less-productive crops that protect the environment, if people are willing to pay for them. That setup works for Rosmann; he gets a small payment from the

government, part of an environmental subsidy program, and sells his organic crops for premium prices.

But will everyone pay those prices? Could his methods feed the world’s most populous country? Zhu Zhaoliang, in his office at the Institute of Soil Science

in Nanjing, laughs out loud at the question. “Organic farming is not a solution for China,” he says flatly.

Yet there may be a middle ground—excellent harvests with reduced nitrogen pollution—and some of the world’s most intensely studied fields are pointing

the way toward it. Those fields, each exactly a hectare in size, are part of Michigan State University’s Kellogg Biological Station, near Kalamazoo. For 20

years these fields have been growing corn, soybeans, and wheat in exactly the same rhythm, providing a side-by-side comparison of four different ways to

farm, ranging from mainstream to organic. Everything that enters or leaves the fields is carefully measured: rainfall, fertilizer, nitrous oxide emitted from

the soil, water that leaches into groundwater, and finally the harvest.

Michigan State’s Phil Robertson, who helped set up this long-running experiment, takes me on a tour of the fields. He’s itching to reveal some new and

“quite amazing” data. Each field planted according to standard plowing and fertilizer recommendations released 610 pounds of nitrogen per acre into

Michigan’s shallow groundwater over the past 11 years. “So about half of the fertilizer that’s added we lose,” Robertson says. This loss is much less than

what’s common in China. Yet when multiplied by tens of millions of acres of American cropland, it’s enough to produce polluted groundwater, a nutrient-

loaded Mississippi River, and an enormous dead zone in the Gulf of Mexico.

The organic fields in Robertson’s experiment, which received no commercial fertilizer or manure, lost only a third as much—but those fields also produced

20 percent less grain. Intriguingly, the “low input” fields, which received small amounts of fertilizer but were also planted with winter cover crops, offered

the best of both worlds: Average yields were about as high as those from the conventional fields, but nitrogen leaching was much reduced, almost to the

level of the organic fields. If America’s farmers could cut their nitrogen losses to something close to this level, Robertson thinks, restored wetlands and

revived small streams could clean up the rest. As in China, though, many farmers find it hard to change. When a family’s livelihood is at stake, it may seem

safer to apply too much fertilizer rather than too little. “Being a good steward currently has economic consequences that are unfair,” says Robertson.
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Viewed from Africa, the problem of overusing commercial fertilizer seems like a luxury. African farmers use meager quantities of the stuff—just seven

pounds per acre on average. Alternative sources, such as manure or legume crops, are scarce as well.

Many in Africa’s rural villages have fallen into a set of vicious circles. Fearing hunger, they concentrate on crops like rice or corn that deliver maximum

calories but that tend to strip nutrients from the soil. Depleted land delivers increasingly poor harvests, leaving farmers too financially strapped to afford

fertilizer, from whatever source. And since there is little demand for commercial fertilizer, no one makes it locally, so it’s imported and expensive.

According to many experts, African soils are being mined. The natural reservoirs of fertility—nutrients stored in the organic matter of decomposing roots

and leaves from previous centuries—are shrinking as farming extracts more nitrogen, phosphorus, and potassium every year than it replaces. This leaves

the land progressively less able to feed the people who depend on it—“a scenario for disaster over the long run,” according to the World Bank.

The average grain yield in sub-Saharan Africa is about 900 pounds per acre, just one-fifth the average in China. Nearly everyone who’s looked at the

situation agrees: African farmers need more nitrogen to improve their harvests and their lives. But there’s a raging, bitter debate over where they should

get it.

Some, like Jeffrey Sachs at Columbia University’s Earth Institute, believe that increasing agricultural production demands more commercial fertilizer, and

if poor African farmers can’t afford it, then wealthier nations should provide it. In 80 villages across ten different African countries, Sachs’s Millennium

Villages Project passes out bags of improved seeds and fertilizer. And the project’s having a big impact, according to its own data. In the millennium villages

of Tanzania, Kenya, and Malawi, grain production doubled almost immediately.

In 2006 the government of Malawi started providing cheap fertilizer to about half the nation’s farmers. Production of corn doubled—although good rains

get much of the credit. These programs, however, are haunted by doubts about the future. Fertilizer subsidies were tried in many African countries during

the 1970s and 1980s but fell out of favor because they were expensive and plagued by corruption. Malawi’s current subsidy program is already in trouble:

The government is running out of money to pay for it.

“Africa cannot afford massive amounts of fertilizer,” says Sieglinde Snapp, a crop scientist at Michigan State University. A more sustainable approach, she

says, is greater reliance on nitrogen-fixing plants. Thousands of farm families in Malawi have begun growing nitrogen-adding pigeon peas and peanuts on

their land, replacing some of their corn. It’s part of a ten-year-old experiment begun by local hospitals, farmers, and agricultural researchers.

Because peas made the soil more fertile, the next season’s corn harvest was larger—more than making up for the fact that less land was being planted with

corn. “Less corn is more corn,” says Snapp. Plus that bonus crop of pigeon peas provided more nutritious, protein-rich meals. “But it didn’t happen

overnight,” says Snapp. “It took education on how to use the legumes. It was 20 years of work, with a hospital involved. People changed their recipes.”

Snapp’s observation—that acquiring and conserving nitrogen in the future will take considerable know-how and patience—is echoed by many people

engaged in this worldwide quest. Asked what Chinese agriculture needs most, soil scientist Zhu Zhaoliang responds quickly, “More scale”—meaning larger,

more skillfully managed farms. Ron Rosmann, in Iowa, explains that farming without added nitrogen “takes more management, more labor, more attention

to detail. We’re kind of fanatics.”

A century ago, when chemist Fritz Haber first learned how to capture nitrogen from the air, synthetic fertilizer seemed like an easy shortcut out of scarcity,

delivering a limitless supply of agriculture’s most important nutrient. Yet new limits on nitrogen are appearing. This time the innovations that save us—and

our planet—may not be invented in a chemistry laboratory. Instead they may come from farmers and fields in every corner of the world.

Dan Charles is NPR’s food and agriculture correspondent. Peter Essick frequently photographs the impact of development on our environment.
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Charlotte Danielson’s FRAMEWORK FOR TEACHING
DOMAIN 1: Planning and Preparation

1a Demonstrating Knowledge of Content and Pedagogy
• Content knowledge  • Prerequisite relationships  • Content pedagogy

1b Demonstrating Knowledge of Students
• Child development  • Learning process  • Special needs  • Student skills, 

knowledge, and proficiency  • Interests and cultural heritage

1c Setting Instructional Outcomes
• Value, sequence, and alignment  • Clarity  • Balance  • Suitability for diverse 

learners

1d Demonstrating Knowledge of Resources
• For classroom • To extend content knowledge  • For students

1e Designing Coherent Instruction
• Learning activities  • Instructional materials and resources  • Instructional groups
• Lesson and unit structure

1f Designing Student Assessments
• Congruence with outcomes • Criteria and standards  • Formative assessments
• Us e for planning

DOMAIN 2: The Classroom Environment

2a Creating an Environment of Respect and Rapport
• Teacher interaction with students
• Student interaction with students

2b Establishing a Culture for Learning
• Importance of content
• Expectations for learning and achievement  • Student pride in work

2c Managing Classroom Procedures
• Instructional groups  • Transitions  • Materials and supplies  
• Non-instructional duties  
• Supervision of volunteers and paraprofessionals

2d Managing Student Behavior
• Expectations • Monitoring behavior
• Response to misbehavior

2e Organizing Physical Space
• Safety and accessibility
• Arrangement of furniture and resources

DOMAIN 4: Professional Responsibilities

4a Reflecting on Teaching
• Accuracy  • Use in future teaching

4b Maintaining Accurate Records
• Student completion of assignments  • Student progress in learning 
• Non-instructional records

4c Communicating with Families
• About instructional program  • About individual students  • Engagement of 

families in instructional program

4d Participating in a Professional Community
• Relationships with colleagues  • Participation in school projects  • Involvement in 

culture of professional inquiry  • Service to school

4e Growing and Developing Professionally
• Enhancement of content knowledge / pedagogical skill  • Receptivity to feedback 

from colleagues  • Service to the profession

4f Showing Professionalism
• Integrity/ethical conduct  • Service to students  • Advocacy • Decision-making
• Compliance with school/district regulations

DOMAIN 3: Instruction

3a Communicating With Students
• Expectations for learning • Directions and procedures
• Explanations of content
• Use of oral and written language

3b Using Questioning and Discussion Techniques
• Quality of questions • Discussion techniques
• Student participation

3c Engaging Students in Learning
• Activities and assignments • Student groups
• Instructional materials and resources • Structure and pacing

3d Using Assessment in Instruction
• Assessment criteria • Monitoring of student learning
• Feedback to students
• Student self-assessment and monitoring

3e Demonstrating Flexibility and Responsiveness
• Lesson adjustment • Response to students
• Persistence
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Teachers College Reading & Writing Project
Support Large and Small Scale
Improvement in Literacy Instruction
The TCRWP has been a premier provider of professional development for 
educators in the area of literacy instruction for nearly 30 years. Based at
 Teachers College, Columbia University, the TCRWP is also a research 
organization, developing ideas and methods that are foundational to literacy 
instruction across the globe. The 70 full-time teacher-educators at the TCRWP 
support principals, literacy coaches, reading specialists, and teachers, including 
those who teach English Language Learners and children with Individualized 
Education Plans (IEPs). 

Members of the Project’s sta� have published books that are foundational to 
language arts instruction across the world. Notable among these are: Pathways 
to the Common Core, which is a bestselling book on the Common Core State 
Standards; Units of Study in 3-5 Reading; and a new resource, Units of Study in 
Opinion, Information, and Narrative Writing, Grades K-5, all published by and 
available from Heinemann. 

The TCRWP’s long-term partnerships with schools, districts, cities and nations 
has led the organization to engage in many aspects of literacy reform. The 
Project has worked closely with schools to help them: 

* Become more standards-based
* Use formative assessments more productively
* Support more inclusive classrooms
* Take literacy reforms to scale
* Construct demanding curriculum to challenge 
   strong readers and writers
* Engage in more explicit instruction of grammar
* Leverage reading and writing instruction within 
   content area studies
* Support e�ective teaching by becoming 
   professional learning communities

* Vimeo: Watch 40 clips of Common-Core aligned teaching 
and learning: vimeo.com/tcrwp/albums.

* Twitter: @TCRWP or #TCRWP.  Join us Wednesday at 7:30 
pm for live chat sessions on topics supporting literacy 
instruction. 

* Facebook: Follow us on 
facebook.com/readingandwritingproject.

* Website: Find the latest TCRWP resources and news under 
the “resources” and “spotlight” tabs on 
readingandwritingproject.com. 

Webinars: Watch Units of Study in K-5 Writing, led by Calkins 
and the team of co-authors.

with TCRWP and bring free
online support to your school

Connect



 

 
 

Bring A TCRWP staff developer to your school or 
district for...
Implementation support for Units of Study.
Contact Judith Chin, Coordinator of Strategic Development at judith.chin@readingandwritingproject.com. 
Phone: 212-678-5727.
Participating teachers will be shown the structure that undergirds Units of Study in Opinion, Information and Narrative Writing. 
Participants will be shown a handful of methods they will use while teaching opinion, information and argument writing, and 
they’ll learn to integrate assessment into curriculum.

•Large group: $3500-$5000/day, all inclusive for 50-150 people
•Small group: $2800-$3500/day, all inclusive. Highly �exible scheduling available
•Webinar: free for individuals and groups of any size

A one-day workshop on a topic of your choice.
Contact Laurie Pessah, Senior Deputy Director of the TCRWP at laurie@readingandwritingproject.com. 
Phone: 212-678-8226.
Recent topics have included the Common Core State Standards, developing school-wide support for writing and reading, sca�olds to 
support early readers, content area literacy, writing to learn and research, close reading, higher-level comprehension of information 
texts, information writing, argument writing and debate, building foundational skills in word solving, phonics and �uency using 
assessments to support students’ progress along learning pathways.  

•Large group: $3500-$5000/day, all inclusive for 50-150 people
•Small group: $2800-$3500/day, all inclusive 
•Group of school/district leaders: This day could also include planning for large-scale implementation, 
establishing CCSS assessments across a school or district, learning from walk-throughs, designing in-house sta� development, 
instituting cross-grade alignment, using performance assessments to lift instruction, supporting e�ective teaching practices in 
reading/writing. $3500-$5000/day, all inclusive.

A multi-day institute for 40-300 educators.
Contact Kathy Neville, Executive Administrator, at kathy@readingandwritingproject.com. 
Phone: 917-484-1482 
Host a “Homegrown Institute” for writing instruction, reading instruction, or content literacy instruction. Tailored to your district’s 
needs, the instruction and materials are specialized for k-2, 3-5 or 6-8 sections of up to 25 participants each. 

•Institute: $2000-$2500/day per sta� developer, per day plus travel expenses. 4-5 days. Calculate 1 sta� developer/25 
participants/day.

Work in schools for multiple days with one cohort of educators.
Contact Kathy Neville, Executive Administrator, at kathy@readingandwritingproject.com. Phone: 917-484-1482
For each area of sta� development in which you choose to focus, the Project provides resources such as curriculum maps, curriculum 
calendars, planning templates. The more work a school takes on with the Project, the more materials the Project o�ers. 

* Small Groups: $2000-$2500/day plus travel expenses
* Individual Participants have access to 100+ one-day events at Teachers College: $50/ticket

To attend or send a team of 
educators to a one-day event 
at Teachers College or around 
the country...

Contact Dana House, Associate Director for 
Administration and Operations, at 
dana@readingandwritingproject.com. Phone: 
212- 678-3291
Calendar of events: 
readingandwritingproject.com/workshops-
study-groups.html

* Common Core State Standards Workshops in 
cities around the country, presented by Lucy 
Calkins. Cost: $165
* Saturday Reunions with 125 workshops at 
Teachers College led by Lucy Calkins and TCRWP 
sta� and colleagues. Free, no registration neces-
sary
* Presentations by TCRWP leaders and sta� 
developers at IRA, NCTE, ASCD

To attend or send a team of 
educators to one of our 
multi-day institutes at Teachers 
College…

Contact Lisa Cazzola, Project Coordinator, at 
lisa@readingandwritingproject.com. Phone: 
212-678-3195
For registrations and applications go to 
readingandwritingproject.com/institutes.html

* Institutes for The Teaching of Reading and on The 
Teaching of Writing. Half of the day in large group 
sections, half in small, interactive sections. Cost: 
$750 per person
* Institutes for literacy coaches. One institute 
focuses on the Common Core’s call to accelerate 
writing development, one focuses on reading 
instruction. Cost: $775 per person
* Mini-Institute for Content Area Literacy Instruc-
tion. This 4-day institute helps participants lead 
literacy-rich instruction in science (K-2) and social 
studies (3-8). Keynotes from literacy leaders and 
small group sections with grade-level colleagues. 
Cost: $625 per person




