
eBook Chapter 13 • Literacy Growth & Development • 13-11

PREPARING TO TEACH • COMMITTING TO LEARN:

AN INTRODUCTION TO EDUCATING CHILDREN WHO ARE DEAF/HARD OF HEARING

Table 3
Specific Skills Associated with Phonemic Awareness & Phonics Knowledge

	 Phoneme Isolation	 Phoneme Identity	 Phoneme Categorization

	 Blending	 Phoneme Segmentation	 Deletion

	 Addition	 Substitution	

Identifying individual sounds in 
words.

The ability to form words by 
combining a series of phonemes 
presented orally.

Recognizing a new word that is 
made by adding a phoneme.

Ability to recognize common sounds 
in a series of words.

Identifying and counting the number 
of phonemes in a word presented 
orally.

Identifying a new word that is created 
when one phoneme is substituted for 
another,

Ability to identify which word in a 
set of words has a sound different 
from the others.

Identifying a word that remains 
when a phoneme is deleted. 

“What is the �rst sound in fat?”

“What is /d/ /o/ /g/?”

“What word do you have if you 
add /b/ to rain?”

“What sound is the same in day, 
dog, and deer?”

“How many sounds do you hear 
in cat?"

“The word is ran. Change the "r" 
to "m." What is the new word?”

“Which word has a di�erent �rst 
sound: run, red, mop?”

"What word is left when you take 
away /s/ from spill?"

Another challenge with decoding is the fact that in 
the English language there is not a perfect match for 
all letters and sounds. There are only 26 letters in the 
alphabet but approximately 40 phonemes, and the sounds 
are represented in numerous spellings. For example, the 
letter “g” can be produced as /g/ in the word goat, or /j/ 
as in the word giraffe. The /f/ sound can be spelled with 
the letter f, as in fan, or with the digraph ph, as in phone. 
Vowel teams, digraphs, and diphthongs add a layer of 
complexity to decoding. For example, the long /o/ sound 
can be spelled using oa as in boat, ow as in low, ough as in 
though, with a silent e at the end of a word as in rope, or 
even in isolation at the end of a word as in no. Similarly, 
words with irregular spellings, such as silent letters (comb 

or knight), can further complicate learning. Using affixes 
to change verb tense or meaning, such as changing jump 
to jumping, presents still another layer of complexity. The 
systematic and explicit teaching of spelling patterns and 
rules can advance decoding and encoding skills. Ongoing 
practice will result in automaticity and fluency. 

Children with hearing loss will require extensive 
experience and instruction training in learning to listen 
coupled with systematic training to develop phonological 
and phonemic awareness skills. One must not assume 
that just because particular children wear hearing devices 
that they can decode and understand words. “Hearing 
technology in and of itself will not provide access to 
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the sounds of words. Children must have extensive, 
systematic, and comprehensive instruction in learning 
to listen” (Easterbooks & Estes, 2007, p. 110). In the 
past, auditory training focused on the development 
of listening skills with consistent use of amplification 
and speech reading. LSL therapy is a refinement that 
focuses on the development of listening skills with 
no emphasis on visual cues. The goal is to provide 
intensive auditory stimulation and to scaffold learning 
from awareness of individual sounds to putting words 
together in a meaningful way. Easterbrooks and Estes 
(2007) emphasize that teachers need to screen and select 
both auditory development and phonemic awareness 
curricula to match the individual needs of students.

Sight Recognition

In numerous cases, word recognition—
or “word identification”—must be 
done on the basis of whole words 
and/or word units, as many words do 
not lend themselves to decoding as 
described above. Many words used in 
English come from languages other 
than English, as well as from old forms 
of written English [e.g., words such as 
esprit de corps (French origin) and sign 
(Middle English, French, and Latin 
origins)] and are pronounced in ways 
that must be learned by sight rather 
than decoding. To be sure, both offer 
alphabetic clues to their pronunciations. 
And those clues can help a reader come 
to some approximation in going from 
text to speaking, so it can be observed 
that decoding and sight word reading 
interact with one another. 

Learning all of the ways sounds, patterns, word 
parts, and whole words are represented when written 
requires a great deal of experience with listening and 
pronouncing spoken words, comprehending them, and 
matching them up with their written counterparts. In 
some words, the sounds of particular letters depend 
upon where they fall in relation to other letters. Think of 
how the combination of “o” and “u” (“ou”) is pronounced 
in bough, rough, and though, and think about how words 
such as save and have look as though they will rhyme 
according to the usual decoding instruction but do not. 
Some words spelled in the same ways are pronounced 

differently depending on their meanings and the words 
around them (e.g., “I like to read, so I have read many 
books”). Such instances in which the decoding rules 
do not apply must simply be learned, so the words and 
their meanings can be recognized quickly. Clearly word 
recognition is not done in isolation when meaning-
making is the goal but in context. It is easier to master 
the vast number of “sight” words when one has a large 
and flexible listening and speaking vocabulary for which 
meanings are readily available. 

Making Literacy Development a 
Reality 

Teachers and therapists have important 
work to do with children and their 
parents and need to focus on the 
goals of building independence, 
collaboration, self-monitoring, and 
self-worth throughout the individual’s 
life. While these goals may not seem 
to apply to the acquisition of literacy, 
when they are absent, literacy processes 
are less likely to flourish. 

Independence equips the learner to seek 
more information, ask questions, and 
believe that she is capable of making 
sense of sound, symbols, words, and 
ideas. Being able to collaborate helps 
the learner trust the professional and 
work with others to learn more. Self-
monitoring ranges from learning 
to listen to and evaluate one’s own 
articulation, to checking in on one’s 
language use in speaking and writing 
(e.g., have I chosen the right word and 

put it in the best place?), to evaluating the meaning one 
is making while listening and reading. Self-worth is 
necessary, so that the learner feels it is possible for him 
or her to make progress in learning.

In this section, we address how to help learners of 
different ages grow in knowledge and process abilities.

Early Literacy Development 

As discussed previously, language development and literacy 
development are intertwined. Literacy development for the 
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parents and need 
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child with typical hearing begins at birth when he is exposed 
to spoken language, and for the child with hearing loss, the 
beginning is the exposure to and interaction with usable 
spoken language. This initial exposure broadens over time 
to include interactions with print, which in turn becomes 
more refined reading and writing skill as the child matures. 

Two of the most important experiences adults need to 
initiate with children both with and without hearing 
loss to promote their later literacy achievement are 
frequent shared readings and the use of Language 
Experience Books. It is never too soon to read aloud to 
and with an infant, and it has long been documented 
that children who engage in frequent shared reading 
become readers more easily than children who do not 
have this experience. Many researchers assert this. 

Language Experience Books are homemade books based 
upon the child’s experiences. The progression from the 
adult creating the book and its language, to a sharing of its 
composition, and finally to the child’s being able to take on 
the writing of his or her own language makes excellent use 
of the natural progression of language development in all of 
the ways we discussed in this chapter. Each book becomes 
a “reading” book for the child that has the advantage 
of being precisely within the child’s actual and linguistic 
experience as well as his or her interest. One source 
of guidance for shared reading and creating Language 
Experience Books can be found in Robertson (2014). Other 
sources helpful in creating a practice of shared reading 
include Fox (2008), Ozma (2012), and Trelease (2013).

These early reading and writing behaviors include:

Babies and toddlers need to be exposed to board books and 
interact with simple and bright illustrations or photographs. 
As a child matures, these books are replaced with more 
complex illustrations and texts. Board books become 
simple storybooks. Reading aloud with young children 
allows opportunities for bonding and teaching. Typically 
developing children become aware of environmental 
print and gain letter knowledge. Narrative skills are 
developed through talking, describing, and storytelling.

School-Age Literacy

Early literacy skills need to become more refined as 
the child prepares to enter school. When language 
development is on track, and early literacy skills are well 
established, a child is more likely to succeed in academic 
tasks encountered in school. Phonemic awareness and 
alphabetic awareness skills are honed, and instruction 
transitions to developing fluency and comprehension 
strategies, including metacognitive abilities. 

There are many ways to enhance fluency. Just as with 
promoting early literacy, using predictable stories is 
beneficial for the school-age child. These stories usually 
have natural language patterns, repetitive language, and 
illustrations that support the text. These qualities are 
beneficial, as they help children know what to expect. 
Poetry and music also have repetitive language and 
rhythm that can be used to enhance fluency. Choral 
reading can provide less-able readers with simultaneous 
support while reading. Phrasing and chunking help 
students recognize words that go together—out of sight, 
in the woods, etc.—or natural breaks in text—The little 
bunny / hopped away. These 
exercises provide visual models 
for reading short bits of text 
while building prosodic skills. 
Similarly, drawing attention to 
different types of punctuation 
informs readers of pauses, 
inflection, intonation, emphasis, 
and even the meaning of text, 
all aspects of reading and 

In the words of one (Adams, 1990, p. 86) . . .

Trelease (1995, p. 38) writes . . .

". . . the most important activity for building the knowledge and 
skills eventually required for reading is that of reading aloud 
to children. In this, both the sheer amount of and the choice of 
reading materials seem to make a difference. Greatest progress is 
had when the vocabulary and syntax of the materials are just ever 
so slightly above the child’s own level of linguistic maturity."

“One-on-one time between adult and child—be it reading or 
talking or playing—is essential to teaching the concept of books 
or puppies or flower or water."

Early literacy 
skills need to 
become more 
refined as the 

child prepares to 
enter school. 

Sharing books with adults.

Proper book handling.

Pointing to pictures and words.

Drawing and scribbling. 
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writing that influence fluency. Repeated readings of 
passages provide continued practice and allow students 
to become familiar with particular texts over a period 
of time. Readers’ Theater and paired readings are also 
effective ways to target fluency. A word of caution here 
is that material used for fluency exercises should contain 
vocabulary and grammar with which a child is familiar. 

As students grow older and transition from “learning 
to read” to “reading to learn,” instruction should 
prepare students to comprehend and respond to text in 
meaningful ways. This is not to lessen the importance of 
comprehension strategies in early literacy development, 
as they should be emphasized at all ages/grades. 

The National Reading Panel (2000) recommended six 
strategies for increasing comprehension. These six strategies 
increase in complexity moving down a continuum:

Monitoring comprehension occurs as readers actively 
think about what they are reading and recognize 
when they do not understand something—knowing 
when you know and when you don’t know. They apply 
metacognitive (thinking about thinking) strategies to 
address difficulties. 

Table 4 lists thinking or metacognitive prompts that 
might be applied during this monitoring process. 
Readers might also ask themselves the questions shown. 

Graphic and semantic organizers are visual 
representations (maps, charts, webs, graphs, frames, 
semantic maps, semantic webs, T-charts, Venn diagrams, 
K-W-L charts, etc.) of concepts or themes that promote 
comprehension by emphasizing concepts and relationships 
between concepts. They are particularly useful for 
content areas in which there is a great deal of technical 
detail or complex vocabulary, as in scientific areas. 
However, they can be used across subjects and content 
areas. They help organize content, help students make 
connections, structure thinking, and facilitate writing. 

Answering and generating questions are important in 
furthering comprehension. When 
the teacher poses questions, 
students are afforded the 
opportunity to review what they 
have read, make inferences, and 
gauge comprehension. They are 
also able to learn text structure 
as they look for answers within 
the text. Generating questions 
based on their reading gives 

1 Monitoring comprehension.

2 Using graphic organizers.

3 Answering questions.

4 Generating questions.

5 Recognizing story structure.

6 Summarizing. 

Answering and 
generating 

questions are 
important in 

furthering 
comprehension. 

Armbruster, Lehr, & Osborn (2001, p. 42) note . . .

“For example, using comprehension monitoring, a good reader may 
clarify the purpose of reading and preview the text, examine his/her 
understanding, modifying reading speed to correspond to the difficulty 
of the text and 'fix up' evolving comprehension problems during 
reading, and finally verify his understanding of the text afterward."

Thinking or Metacognitive 
Prompts Possible Questions

I'm thinking . . . Is this making sense? 

I'm seeing . . . What is going on? 

I'm wondering . . . Do I need to reread? 

I'm feeling . . . What does this word mean? 

I'm noticing . . . How is it pronounced? 

What have I learned thus far? 

Should I read further? 

Can I explain what I have read? 

Can I put it in my own words? 

Why is this important?

Table 4
Thinking or Metacognitive Prompts & Possible 
Questions
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students an opportunity to connect with text through 
higher-level thinking skills and determine importance of 
what they have read. Answering and generating questions 
before, during, and after reading leads students to delve 
into text deeper, thus promoting a clearer understanding. 

Recognizing story structure helps students guess about 
what to expect during reading. For example, students 
recognize that characters and setting of a story are 
usually identified at the beginning of a story, a problem 
occurs midway through reading, and a solution occurs 
at the end of a story. This structure provides a basis for 
understanding. Knowing the structure also helps. When 
students are asked questions, they know where to look for 
answers. Graphic and semantic organizers help with this.

Summarizing gives students the opportunity to decide 
what is important in the text, identify main ideas, 
understand the author’s purpose or message, and put the 
outcomes of such deliberations into their own words. 
This strategy offers the most support when students 
are able to summarize small bits or sections of text. For 
example, students summarize individual chapters in a 
novel and then a final summary at the end of such. 

Metacognitive skills associated with comprehension and 
learned during these years include making connections 
between old and new information, building and 
activating background knowledge, and visualizing or 
creating mental images. Comprehension strategies can 
be taught explicitly across grade levels, especially for 
struggling readers. Instruction may be more intensive 
initially and then slowly give way to 

Table 4
Thinking or Metacognitive Prompts & Possible 
Questions

student independence in a 
gradual release of responsibility 
from teacher to student. In 
teacher modeling, the teacher 
explains the strategy and 
demonstrates the skill. Guided 
practice provides opportunities 
for students to try out a specific 
strategy with guidance and 
feedback from the teacher. 
Independent practice occurs 
when the students practice 
independently, and finally 
application occurs when 
students can use a newly learned strategy on their own 
with new reading material. Such scaffolding allows 
students to learn new strategies and grow in confidence. 

For children who are deaf, Williams (2012) 
recommends that a balanced literacy approach is 
used to promote reading skills, and that teachers 
must critically evaluate all reading materials. Such an 
approach reflects a continuum of practices with varying 
levels of support—reading to students, reading with 
students, and students finally adding independent 
reading. This approach is similar to the suggested 
teaching of comprehension strategies mentioned in 
the above paragraph in that students become more 
accountable as their skills increase. 

Reading to students (Read Aloud) stimulates interest, 
provides a good role model, and exposes them to 
multiple genres. Reading with students (Shared 
Reading, Language Experience Approach, Guided 
Reading) increases their involvement, and the teacher 
helps them make connections and implements 
instruction for specific strategies. Independent reading 
gives students the opportunity to apply learned 
strategies and skills. Similarly, Schirmer (2000) 
promotes a balanced literacy in which reading and 
writing are interrelated and the reading behaviors 
of readers guides instruction (formative teaching), 
students are given choice and ownership in selecting 
reading materials, and they become metacognitive 
readers. Practice in reading a large number and wide 
variety of books is probably the most important 
developer of high levels of literacy. The Book Whisperer 
is an important book by a sixth-grade teacher who has 
turned many nonreaders into readers by encouraging 
them to read widely and often, and we recommend it as 
an excellent resource (Miller, 2009). 

Practice in 
reading a large 

number and wide 
variety of books 
is probably the 
most important 

developer of high 
levels of literacy. 
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College & Beyond

Even when students arrive at college and the world of 
work with well-developed LSL comprehension, skills, 
and strategies, they need the understanding, support, 
and assistance of those around them—professors, fellow 
students, employers, colleagues, and support staff. It 
is not uncommon for a student to enroll in college or 
begin a new job with the intention of not mentioning 
the hearing loss and proceeding “just like everyone else.” 
While this strategy may work for some, most find that 
it is necessary for others to understand their situation, 
as there are times when spoken words 
are inaccessible. Technology can break 
down, batteries can go dead, there may 
only be one seat left in the back of a 
large room where no microphone is 
being used, and so on. 
	
Students and employees need to speak 
for themselves with the people who need 
to understand. The first point of contact 
can be the Americans with Disabilities 
Acts (ADA) coordinator or the human 
resources department. Students should 
initiate a conversation with the ADA 
coordinator and with professors at the 
beginning of every course in which they 
describe how they hear and listen and 
give information about seating needs 
and preferences during classes. The ADA 
coordinator is charged with assisting 
the student with gaining appropriate 
accommodations. New employees need 
to talk with supervisors and colleagues 
about how best to get their attention 
and make sure they’ve received and 
had a chance to digest communicated 
information. None of this need be intrusive—though 
legal recourse is available and sometimes necessary. In 
fact, professors and employers need to think about these 
matters in the case of all students and employees—both 
with and without hearing loss.

College students are expected to become increasingly 
independent during this phase of their education. 
Students with hearing loss who have been coached and 
expected to speak up for themselves throughout their 
education will have an easier time than those who have 
been kept dependent by parents and teachers. 

Academic learning during the college years takes 
place in numerous venues. Students need to have 
considerable, extensive facility with spoken language as 
they attend lectures, participate in discussions, prepare 
and give reports, write lengthy pieces, and study for 
and take exams. Hands-on laboratory and fieldwork 
demand written and spoken responses and analyses. 
One learning task is to identify, transfer, and transform 
the language of lectures, readings, and discussions into 
one’s own spoken and written words, as the language 
a student encounters helps the student ask questions 
about content. Various sources of language and ideas 
can bolster each other as students become aware in 

their reading of words they have 
encountered in listening to a lecture, 
and words heard in lectures and 
discussions are discovered in readings. 
Learning demands continuously ratchet 
up, as it is increasingly not enough to 
listen, read, and remember. Students 
now have to remember, comprehend, 
apply, analyze, synthesize, and evaluate 
(Bloom et al., 1956).

Perhaps surprisingly, learning becomes 
more social, and the need for a 
network of fellow students, faculty, 
and advisors becomes apparent. The 
expectation that individuals become 
part of learning, research, and working 
groups intensifies, and cooperative and 
collaborative learning are prominent in 
many courses.

In order to prepare for the demands of 
not only “knowing” but of carrying out 
the more complex levels of dealing with 
and creating new knowledge, students 
can benefit from engaging in “how to 

study in college” advice that includes strategic reading, 
note-taking, rehearsing, and concept mapping (see 
Table 5). These four strategies are just a few of the many 
offered for college students. In fact, many college and 
university websites supply good advice about studying 
and learning for students.

College professors often require their students to 
explain a concept—verbally and/or in writing—in order 
to discover what they know and do not know. Then they 
use this knowledge to fill in gaps they see in students’ 
thinking. They address faulty explanations by asking 
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	 Strategic Reading	 Note-Taking

	 Rehearsing	 Concept Mapping

Note-taking can be done in a system known as Cornell 
Notes (e.g., http://lsc.cornell.edu/study-skills/cornell-
note-taking-system/, http://lsc.cornell.edu/study-skills/
cornell-note-taking-system/). In this system, the student 
creates a 2- to 3-inch margin on the left side of the note-
taking paper, a broad main area on the page, and a 2- to 
3-inch footer at the bottom of the page. The broad area 
is used for notes and drawings, the left-hand margin is 
used for key points and consolidating labels, and the 
footer is used for general conclusions. This mode of 
note-taking enables the student to impose order on the 
material—thus preparing it in advance for studying and 
being able to do something with the material in other 
settings, including examinations.

Concept mapping helps a student connect and thereby 
remember related information. It is accomplished by 
creating a drawing or map of the relationships (http://
lsc.cornell.edu/wp-content/uploads/2015/10/Concept-
Mapping.pdf). Creating the map itself is an exercise in 
understanding how the parts of a concept, historical 
event, or process relate to each other, and the resulting 
map becomes part of the student’s study materials 
to use in preparation for an examination and other 
uses for the information. Concept mapping can help 
a student see where s/he understands and does not 
understand.

Strategic reading involves preparing for reading 
course materials instead of just starting on the first 
page. The Three Ps for Effective Reading (http://lsc.
cornell.edu/wp-content/uploads/2016/08/Three-
Ps-for-Effective-Reading-.pdf) involve establishing 
a purpose for reading by looking at the assignment 
and thinking about where it fits into the course, 
previewing the material by looking at chapter 
titles and section headings and thinking about the 
meanings of the words used, and making a plan 
according to what one needs to be able to do as a 
result of doing the reading.

Underlining important information during reading is 
good practice, but it is not sufficient. The student can 
add notes in the margin that organize the ideas and/
or take notes in a notebook based on the underlined 
material while seeking not only to remember but 
to organize and translate the ideas into his/her own 
words.

Rehearsing is a way of practicing the retrieval 
from memory of particular words and ideas. It is 
particularly helpful to students with hearing loss, 
because it involves saying and/or writing a list of 
words, a memorable passage from a book, a series of 
causes and effects, and so on.

Table 5
“How to Study in College” Advice

http://lsc.cornell.edu/study-skills/cornell-note-taking-system/
http://lsc.cornell.edu/study-skills/cornell-note-taking-system/
http://lsc.cornell.edu/study-skills/cornell-note-taking-system/
http://lsc.cornell.edu/study-skills/cornell-note-taking-system/
http://lsc.cornell.edu/wp-content/uploads/2015/10/Concept-Mapping.pdf
http://lsc.cornell.edu/wp-content/uploads/2015/10/Concept-Mapping.pdf
http://lsc.cornell.edu/wp-content/uploads/2015/10/Concept-Mapping.pdf
http://lsc.cornell.edu/wp-content/uploads/2016/08/Three-Ps-for-Effective-Reading-.pdf
http://lsc.cornell.edu/wp-content/uploads/2016/08/Three-Ps-for-Effective-Reading-.pdf
http://lsc.cornell.edu/wp-content/uploads/2016/08/Three-Ps-for-Effective-Reading-.pdf
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probing questions and involving students in carrying 
out specific processes. They direct students to library 
faculty who provide instruction in how to find and use 
texts, such as reference books and online sources. They 
help students understand learning as teasing out and 
making conventional and fresh connections.

College students must be encouraged and shown how 
to control their academic and social lives. They need 
advisors who welcome them, so that they seek meetings 
with them. If an assigned advisor is not a good fit for 
the student, the student needs to be encouraged to find 
an advisor with whom he feels comfortable. It must 
be stressed that students not attempt to do everything 
on their own. This advice is for all students with and 
without hearing loss.

Students need reminders, and they need to learn to 
create their own systems of reminding themselves 
about what they need to do and when they need to do 

it. A major part of becoming 
independent during the college 
years involves taking on one’s 
own scheduling responsibilities. 
Students also need to learn to 
monitor their own progress, so 
that they can recognize when 
and where they are succeeding 
and doing less well.

The skills associated with 
independence in college extend 
to the workplace and can 
be learned in the workplace 
whether the employee has 
been a college student or not. 

Individuals with hearing loss who learn to listen and 
speak have the advantage and capability of operating in 
the world in the same independent and collaborative 
ways that people with typical hearing do.

Conclusion

Literacy skills are among the most important skills 
that a child must learn. Certainly such proficiency has 
a profound impact on one’s academic and vocational 
future. It is critical that literacy instruction be 
meaningful, effective, and grounded in the best literacy 
theory and teaching practices. Parents, teachers, and 
other professionals must work together with the child in 
mind to ensure delivery of quality literacy instruction. 
Children who are deaf can become proficient readers 
and skilled writers when provided with high-quality 
interactions with teachers and other literate people in 
the context of instruction tailored to meet individual 
needs. 

Literacy skills are 
among the most 
important skills 
that a child must 
learn. Certainly 
such proficiency 
has a profound 
impact on one’s 
academic and 

vocational future. 
Photo courtesy of Sound Beginnings/Utah State University
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