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Background 
 
The first iteration of Evidence-Based Literacy Instruction (E.B.L.I.) was created 
approximately three years ago through the combined efforts of Celeste Hammell, a 
professional educator from New Jersey, and Nora Chahbazi, the owner of the Ounce of 
Prevention Reading Center in Flushing, MI.   
 
Both individuals had extensive experience as certified Phono-Graphix™ instructors, but 
found over time that this program displayed some weaknesses which could not be 
adequately addressed within the then current professional/business relationship.  Therefore, 
and drawing on their experience and expertise; the latest scientific reading research; the 
skills gained from training several hundred classroom teachers and para-professionals; and 
the results and insights garnered through over 3000 clinical hours of reading instruction, 
the co-developers created the first iteration of what is now referred to as E.B.L.I. 
 
At this point, E.B.L.I. has been used in individual tutoring (clinical and school settings), as 
well as small-group and classroom-level instruction by clinicians, para-professionals, 
community volunteers, and certified teachers, and it has proven to be effective and 
efficient with struggling, average, and above average readers at all grade levels. 
 



Program Description 
 

E.B.L.I. is a system of research-based instructional strategies that can be infused within the 
existing curriculum to assist learners of all ages to reach their highest level of reading 
ability.  Recognizing that the theory of effective reading instruction does not, in and of 
itself, offer teachers the practical tools needed to effectively implement this theory in the 
classroom, E.B.L.I. provides teachers with easy-to-use, research-based reading strategies 
and activities which are effective in any instructional setting. 
 
E.B.L.I. strategies and activities have a strong emphasis on word level instruction, and they 
are designed to inform, teach, and coach students to understand that every English word is 
comprised of sounds, that the 43 human sounds are represented by individual letters or 
letter combinations, and that the English Code is a system of logic.  Additionally, E.B.L.I. 
makes it clear to students that spelling and reading (encoding and decoding) are intricately 
related, and simultaneous instruction in the reversibility of the English Code is provided. 
 
On a more explicit and fundamental level, E.B.L.I. teaches three facts about the English 
code to ensure that students are able to read words accurately, develop fluency, and 
improve comprehension: 
 
I.  In English, 1, 2, 3, or 4 letters can represent one sound. 
 E.g.: /a/ in at (two letters, two sounds),  

        /oi/ in oil (three letters, two sounds) 
        /igh/ in high (four letters, two sounds) 
        /eigh/ in eight (five letters, two sounds) 
 

II. All sounds in English can be spelled in more than one way. 
E.g.: the sound ‘a’  can be spelled 
ay in play ai in rain a in paper ea in steak  eigh in eight   
ey in they, e in very aigh in straight 

 
III.  In English, some spellings represent more than one sound. 
 E.g..  The spelling ‘ou’  can represent many different sounds 
 /ow/ in out 

/oo/ in you 
/u/ in tough 
/oe/ in soul 

 
The above skills and information are taught explicitly for a brief time through structured, 
systematic, multi-sensory activities emphasizing sorting, categorizing (high frequency 
spellings and orthographic tendencies), and showing patterns of logic in the English code; 
phonemic awareness skills of blending, segmenting, and phoneme manipulation are taught 
in the context of real words and are used in all E.B.L.I. activities; instruction then moves 
quickly to reinforcing the skills and information through the reading of authentic text.  In 
addition, fluency training is provided, as well as reinforcement of vocabulary and 
comprehension strategies in the process of reading text.    



Results 
 
For the purpose at hand, the following information provides results garnered to-date for 
struggling high school students who were tutored by E.B.L.I.-trained paraprofessionals and 
E.B.L.I. clinicians. 
 
The first example, encompassing four graphic representations, depicts the results gained 
from a one-on-one E.B.L.I.-intervention for 19 special education/high-risk, rural high 
school students from a variety of perspectives (average grade level before/after, pre/post-
test effect size, etc.).  The second example, encompassing two graphic representations, 
depicts the results gained from a one-on-two E.B.L.I.-intervention for 12 at risk, urban 
high school students.  Both examples provide evidence to support the effectiveness and 
efficiency of E.B.L.I. with higher grade level students. 
 
 
 

 
 



 
 

 



 
 

 



Underlying Research 
 
E.B.L.I. utilizes a number of strategies which are adequately supported by credible 
scientific reading research as cited in the National Reading Panel Report, 2000 and 
elsewhere. 
 
From a Phonemic Awareness (PA) standpoint, E.B.L.I. makes use of the “say it and move 
it”  procedure, and this activity, which involves moving a letter while concurrently saying 
the phoneme associated with the letter has been shown to be highly-effective (Ball & 
Blachman, 1991). 
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LESSON PLAN GUIDELINES  
2nd  Grade and  up :  Sta rt Lesson 2 

 

Session 1 
1. Sounds to words 3-4 word s (CVCC and CCVC) Page 36 
2. Oral AP Page43 
4. Logic  (house, flowers, c irc le)  
5. Consonant + e instruc tion Page 47 
6. Sounds to words (1-2 word s per sound ) sh, c h, th, wh  Page 46 
7. Same sound/ Different spelling with / oa /  word s 

        oa  ow  o  ough 
      boat           snow           bone           d ough 

Page 48 (sc rip t) 
Page 60 

8. Same spelling/ Different sound 
        ow     ow 
      slow   c ow 

Page 89 (sc rip t) 
Page 95 

 

Session 2 
1. Sounds to words with one CCVC word  Page 36 
2. Oral AP - only if they haven’ t m astered this in p revious 

session(s)  
Page 43 

3. Same sound/ Different spelling with / ee/  word s 
       ee    ea  ie  y  e 
      feet trea t           field          c opy            she 

Page 58 

4. Same spelling/ Different sound with <ea> 
       ea      ea   ea 
    meat   steak            b read  

Page 89 (sc rip t) 
Page 93 

5. Multi-syllable Sounds to Words (two 2 syllable and  one 3 
syllable word ) 

Page 114 
(sc rip t) Page 
115 

6. Read text (5 m inutes) and d o timed fluency 
-Find  3-4 multi-syllable word s from the text tha t the stud ent 
will read.  Write them on the board  and  d ec od e before you 
beg in read ing 

Sec tion 7 

 

Session 3 
1. Oral AP – only if they haven’ t mastered this in p revious 

session(s) 
Page 36 

2. Dot and Dash 
-Use sound s student struggled  with in previous session plus 
/ ie/ , / ae/  word s (there are word s on sheets with ring  hooks) 

Page 102 
(sc rip t) 
Pages 103-111 

3. Same Sound/ Different spelling for / s/   (s, ss, c , se, c e) Page 81 
4. Same spelling/  different sound for <a> 

           a     a  a     a  
         trap          paper      about   fa ther 

Page 89 
(sc rip t) 
Page 96 

5. Read MS c � e, i, y words Page 116 
(sc rip t) 
Page 121 



Session 3 (c ontinued ) 
6. Process spell 2-3 c � e, i, y words Page 21 
7. Read text (10 min) 

-Pre-teac h som e MS word s from text (put words student 
struggles with on board, split into syllables – read one 
syllable at a time, dot and dash as needed) 
-Do timed  fluenc y 

Sec tion 7 

8. Summarizing 
-Have stud ent summarize and write a  summary sentence, 
10 word s or less, IN STUDENT’S OWN WORDS. 

 

 

Session 4 
1. Oral AP (only if not mastered previously) Page 36 
2. Same sound/ different spelling / er/  (er, ir, ur, or, a r, ear) Page 62 
3. Same spelling/ different sound for <y> 

y  y  y  y 
yes          happy           fly           cyst 

Page 100 

4. Dot and Dash as needed Pages 102-111 
5. MS sound to words (3 and  4 syllable word s) Page 114 

(sc rip t) 
Page 119 

6. MS word read 
-ture/ c her word s 
-AND y as / ie/  (ify) word s) 

Page 116 
(sc rip t) 
Page 120 
Page 121 

7. Read text (10-15 minutes) 
-Pre-teac h 3-5 multi-syllable word s 
-Do timed  fluenc y 

 

8. Summarizing 
-Have stud ent summarize and write a  summary sentence, 
10 word s or less, IN STUDENT’S OWN WORDS. 

 

 

Session 5 
1. Same sound/ different spelling / sh/  (sh, c i, ti, ssi, c h) Page 82 
2. Dot and Dash  

-tc h (wa tc h, hutc h, witc h, c a tc h) 
-c k a t end  of word s 
-/ oi/  
-que as / k/  (antique, c ritique, physique, m ystique) 
-ous word s (suc h as nervous, joyous, fabulous, num erous) 
-p lus spellings stud ent struggles with 

Pages 102-111 
Pages 106, 110 
Page 107 
Pages 106, 110 
Page 108 
 

3. MS word read c ious/ tious and  ous word s Page 120 
4. Read MS tion/ c ian word s Page 121 
5. Process spelling with 4-6 word s from ous, tion, c ian, and / or 

word s from text 
Page 124 

6. Read 15-20 minutes 
-Pre-teac h (d ot and  d ash, p roc ess spell or write with 

 



syllables split on the board ) 4-8 d iffic ult words (3 or 4 
syllables) from text 
-Do timed  fluenc y 

7. Summarizing 
-Have stud ent summarize and write a  summary sentence, 
10 word s or less, IN STUDENT’S OWN WORDS. 

 

 

Session 6 
1. Same sound/ different spelling / j/  (j, g , d ge, ge d g) Page 74 
2. Dot and Dash  

-Multi-syllable word s 
-/ aw/  word s (lawn, c halk, fault, etc ) 
-/ oo/  word s (c ool, stew, soup, flute, blue, to, etc ) 
-Plus any sound s stud ent struggles with 

Pages 102-111 
 
Page 106 
Page 105 

3. MS word read g � e, i, y words Page 120 
4. MS word read ‘age’ words Page 121 
5. Process spelling (4-6 words from # 4 and / or from text) Page 124 
6. Read 20-25 minutes 

-Pre-teac h 4-8 d iffic ult word s (3 or 4 syllables) from text 
-Do timed  fluenc y 

 

7. Summarizing 
-Have stud ent summarize and write a  summary sentence, 
10 word s or less, IN STUDENT’S OWN WORDS. 

 

 

Session 7 
1. Dot and Dash as needed  

-Do som e tion, c ious, tia l, etc . word s 
Pages 102-111 
Pages 120, 121 

2. MS word read  
3. Process spelling Page 124 
4. Read 30 minutes 

-Do timed  fluenc y 
 

5. Summarizing 
-Have stud ent summarize and write a  summary sentence, 
10 word s or less, IN STUDENT’S OWN WORDS. 

 

Hom ework: 
Dot and  d ash a  paragraph; Read  20 m inutes every d ay 
 

AFTER STUDENT IS FINISHED: 
 Enc ourage them to read  d a ily 
 Read  along with a  book on tape (novel) 20 minutes a  d ay for 2 weeks 
 Retest with Wood c oc k  
 

*Be sure to read every session: 
When you have 5-20 minutes remaining  (d epend ing on whic h session you’ re on),   
stop  the ac tivities and  switc h to guid ed  read ing. 

 
If you d on’ t get all of the ac tivities d one in one session, add  them to the next 
session. 


